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INTRODUCTION

The Ministry of Education and Social Welfare requested the Indian
Council of Social Science Research to take a review of the implementa-
tion of the National Policy on Education (1968) and to make recom-
mendations for the development of education in the Sixth plan. The
Council agreed to do so and entrusted the task to me.

In planning the study, its actual scope was considerably widened
in order to make it more useful. As the formulation and implementa-
tion of National Policies on Education depends upon the role of
Government of India in education, it was decided to preface the study
by a historical review of this role and an analysis of the various condi-
tions and factors which help the Government of India to discharge its
responsibilities adequately. It was further decided that the study should
also review the educational events in India between 1947 and 1965 to
find out what precise difference, if any, was made to the development
of education by the Report of the Education Commission (1964-66)
and the National Policy on Education (1968). The coverage of the
study which would have been limited to 1975-76 was also extended to
1977-78 to coincide with the end of the truncated Fifth plan (1974-78).
Finally, it was decided that the proposals for future reform should
cover a longer perspective of one or two decades and not be confined
to the sixth plan only. All these decisions naturally delayed the finali-
zation of the Report.

I am grateful to Shri R. S. Chitkara and Shri Veda Prakasha
for helping me in collecting materials and in the preparation of the final
Report. I must however add that the responsibility for the views
expressed is exclusively personal to me and does not reflect the views of
these colleagues or of the Indian Council of Social Science Research
and the Indian Institute of Education, Pune.

I am very grateful to the Ministry of Education and Social Wel-
fare for this opportunity given to me to serve the cause of education
and for the kindness and patience extended to me while preparing the

Report.

Pune
st July 1979 J. P. NAIK
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CHAPTER ONE

THE GOVERNMENT OF INDIA AND EDUCATION

1.01 The nature and content of the National Educational Policy as
well as the manner and success of its implementation obviously depends on
the role of the Government of India in education. In this introductory
chapter, therefore, we shall briefly discuss the role of the Government of
India in education as it has evolved over the years, its present status and
future prospects. -

The Role of the Government of India in Education (1833-1870)

1.02 The East India Company was made to accept reponsibility for
the education of the Indian people in 1813.1 But a Government of India
did not then exist ; the authority of the Govarnors of the three Presiden-
cies of Bengal, Bombay and Madras was supreme and subject only to
the control of the Court of Directors of the Company in England. Between
1813 and 1833, therefore, education was an exclusive responsibility of
the Provincial Governments. This situation however changed completely
in 1833 when the Charter Act of that year created the office of the
Governor-General of India and vested in him the sole authority to govern
all the Company’s possessions in India. This was basically a political
decision taken with the object of creating a powerful and supreme agency
within the country itself to strengthen the administration of the existing
territories as well as to facilitate the conquest of new fones. But it made
education, like every other subject, an exclusive responsibility of the
Government of India in which all revenues were vested and which alone
could authorize appropriations therefrom.2 At one stroke, the Provincial
Governments thus lost all their authority over education and became
merely the agents of the Government of India to administer it on its
behalf. They could not create a single post, however low, nor sanction
a rupee of expenditure, nor make any change in policies, however small,

1. Charter Act of 1813, Section 43,
2. Tn the modern parlance, this is equivalent to saying that ‘education® ceased
to be an exclusively State subject and became an exclusively Central subject.
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without the approval of the Government of India. TLis system of a
total centralization of authcrity continued till 1870. It would have beem
almost unworkable but for the fact that, in actual practice, the Govern-
ment of India allowed a good deal of freedom to the Provincial
Governments to adjust educational policies to their local needs and
respected their proposals and advice. ) :

1.03 During this period, there were two main occasions whem
the Government of India issued orders which, in substance, were tanta-
mount to the enunciation of a National Policy on Education although
this expression was not then used. The first refers to the orders issued
by Lord William Bentinck, on the basis of a Minute recorded by Macau-
lay, that the objective of modern education in India ought to be the
promotion of European literature and science among the people of India
and that English should be the medium of education.! The second was
the Educational Despatch dated 19th July 1854 issued by the Court of
Directors. Itisa long document of 100 paragraphs which laid down
the broad. principles and programmes for -educational development in
India. It confirmed the orders issued earlier by Lord Bentinck and,
among other things, authorized (1) the establishments of universities at
Bombay, Calcutta and Madras, (2) the creation of Education Depart-
ments in the Provinces, (3) the establishment of a graded network of '
schools and colleges in all parts of the country, (4) the provision of
grants-in-aid to private schools, (both missionary and Indian), (35)
training of teachers, (6) encouragement to the education of women and
(7) employment of educated Indians in government service. This policy
statement continued to govern all educational developments in India

till 1882.
The Role of the Government of India in Education (1870-1921)

1.04 In 1870, Lord Mayo initiated a system of decentralization
and delegation of authority, The centralized administration introduced
in 1833 had served its purpose : the whole of India had been conquered,
the so-called Sepoy Mutiny quelled, and the British rule fully consolidated
in all parts of the country. On the other hand, the weaknesses of the
system which led to delays and wastefulness in expenditure and created
an irresponsible attitude in the Provincial Governments came to the:
surface and began to gall. A move for decentralization was, therefore,.
inevitable, and it came none too soon.

1. Resolution of the Government of India, dated 7th March, 1835.
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1.05 Under the orders issued by Lord Mayo, the Provincial
Governments were made responsible for all expenditure on certain services
(including education) and were given, for that purpose, a fixed grant-
in-aid and certain sources of revenue. This system continued to be in
force up to 1876-77 when a system of ‘shared revenues’ was introduced.
Under this system, certain revenues were designated as exclusively
‘Central’, certain others were designated as exclusively ‘Provincial’
and the remaining were designated as ‘Divided’ and their receipts were
shared between the Central and Provincial Governments according to an
agreed contract which remainzd in force for a period of five years at a
time. Thus the quinquennial contracts were revised in 1882-83, 1886 87,
1891-92 and 1896-97. In 1904, they were declared to be quasi-permanent
ie. not to bechanged except ina grave emergency, and in 1912, they
were declared to be permanent. It will thus be seen that, under these
financial arrangements, the entire expenditure on education was to be
borne by the Provincial Governments within the resources allocated to
them. A declegation of administrative powers naturally followed this
transfer of financial responsibility. It may be said, therefore, that between
1870 and 1921, most of the administrative and financial authority over
education was gradually transferred to the Provincial Governments ; and
the Government of India merely retained a theoretical right of the control
and general supervision as a sequel to its ultimate responsibility to the
British Parliament.

1.06 It must be made clear however that, when necessary, the
Government of India did not hesitate to intervene, to review educational
progress, and to issue such directives to Provincial Governments as it
felt to be necessary. The first such occasion to intervene arose when
there was an insistent demand that the progress of education in India
since the Educational Despatch of 1854 should be reviewed. The Govern.
ment of India, therefore, appointed the first Commission on Education
in India, viz. the Indian Education Commission (1882) and on the submis-
sion of its report, issued orders laying down a new National Policy on
Education. Its main features were : (1) emphasis on the spread of primary
education and education among girls, scheduled castes and scheduled
tribes ; (2) full encouragement to Indian private enterprise in secondary
and higher education ; and (3) creation of local bodies at the District and
Tahsil levels (with considerable participation of the Indian people) and
their association with the administration of primary education. These
policies continued to be in force till the end of the nineteenth century.



1.07 The second occasion for a strong and sustained intervention
arose when Lord Curzon became the Governor General of India. He
was of the view that Indian education had grown too fast at the secondary
and university stages, that its administration had become fabby
because of undue freedom given to Indian private enterprise, that stand-
ards had deteriorated and that the uacontrolled expansion of secondary
and higher education was leading to indiscipline and disaffection against
Government. He was, therefore, of the view that the Government of
India should no longer be a ‘king log’ and that a policy of intensive:
cendral interest in education must be enunciated and sustained. He
created the office of the Director-General of Public Instruction in India
under the Central Government (1897). Ile also convened a Conference of
the Directors of Public Instruction in the Provinces at Simla {1900), appoi--
nted the Indian Universities Commission (1902), passed the Indian Universi--
ties Act (1904) in the Central Legislature, and issued the Government:
Resolution on- Educational Policy in 1¢04. He also initiated a system:
of large Central grants to the Provinces for educational development:
and these continued to be in vogue for several years afterwards.l An:
Indian Education Service (1ES) was also created in 1897 and its cfficers;
held all key posts in the Education Departments. A second Government!
of India Resolution on Educational Policy was also passed in 1913..
The two Resolutions of 1904 and 1913 may also be described as Nationall
Policies on Education and form a continuing sequence with the orders off
Lord Bentinck, the Educational Despatch of 1854, and the Resolution off
the Government fof India on the Recommendations of the Indiam
Education Commission (1884).

1.08 It may be incidentally mentioned that the Government off
India started a practice of compiling and publishing quinquennial reviewss
ot the progress of education in India from 1882. Such reviews were:
published for 1886-87, 1891-92, 1896-97, 1901-02, 1902-07, 1907-12,,
1912-17, and 1921-22.

1. The period between 1902-1921 was one of boom in world finance and India
shared in the general prosperity. There were surpluses, and often large ones, in thee
Central Budget in many years and the Government of India allocated a pait of thesse
to the provincial Governments for expenditure on education. The earliest of thesee
grants was sanctioned by Lord Curzon and the policy was kept up by his successors..
Between 1902 and 1918-19, the grants amounted to about Rs. 500 lakhs non-recurringg
and about Rs. 300 lakhs recurring. These grants, more than any other single factorr,
were responsible for the expaosion and improvement of education that was broughit
about during this period,



The Role of the Government of India in Education (1921 47)

1.09 This period of active Central control and financial support
of education came to an end in 1921 when, unier the Govern-
ment of India Act, 1919, education in the Provinces was transferred to
the control of Indian Ministers responsible to legislatures with an elected
majority. As a corollary to this basic decision, the role of the Govern-
ment of India (which continued to be responsible to the British
Parliament) in education had to be limited to the minimum. Under the
Government of India Act, 1919, therefore, the responsibilities of Govern-
ment were divided into Central and Provincial lists in the first instance and
then the latter were civided into reserved and transferred. B:cause of
various conflicting proposals made on the subject, education was treated
as partly all-India, partly reserved, partly transferred with limitations
and partly transferred without limitations. The following powers were
reserved to the Government of India.

1. The Banares Hindu University and such other new universities
as may be declared to be all-India by the Governor-General-
in Council.

2. College fcr Indian chiefs and educational institutions maint-
ained by the Governor-General-in-Council for the benefit of

~ members of His Majesty’s Forces or other public servants, or
their children.

3. The authority to legislate on the following subjects was
reserved for the central legislature, mainly with a view to
enabling the Government of India to take suitable action on
the report of the Calcutta University Commission.

(a) Questions regarding the establishment, constitution and
functions of new universities ;

(b) Questions affecting the jurisdiction of any university
outside its province ; and

(c) Questions regarding the Calcutta University and the
reorganisation of secondary education in Bengal (for a
period of five years only after the introduction of the

Reforms).

(None of these powers were gver exergised in practice),



Except for the above matters reserved for the Government of
India. the whole of the education was transferred to the control of
Indian Ministers with one excepticn, viz. education of Anglo-Indians
and Europeans was reserved.! There were also some restrictions on the -
control which the Ministers could exercise in certain matters (c. g. the

IES).

1.10 It was also decided to stop all further recruitment to the:
IES so that the service would fade out within a few years. Needless to:
say the system of Central grants which had made such a useful contri--

bution to educational development alsd disappeared.

1.11 The Hartog Committee (1928) examined this sitvation with.
concern and said : “we are of the opinion that the divorce of the:
Government of India from education has been unfortunate : and holding;
as we do, that education is essentially a national service, we are off
opinion that steps should be taken to consider a mew relation of the:
Central Government with this subject. We have suggested that the:
Govermﬁeht of India should serve as a Centre of educational informationm
for the whole of India and as a means of co-ordinating the educationall
experience of the different provinces. But we regard the duties of the:
Central Government as going beyond that. 'We cannot accept the view/
that it should be entirely relieved of all responsibility for the attainmentt
of universal primary education. It may be that some of the provinces,,
inspite of all efforts, will be unable to provide the funds necessaryy
for that purpose, and the Government of India should, therefore,,
be constitutionally enabled to make good such financial deficienciess
in the interests of India as a whole” (Report p. 346). This view wass
carefully examined when the Government of India Act, 1935, was passed,,
But as the basic condition, viz.,, the transfer of education to popularr
control in the Provinces side by side with the Governn.ent of Indiza
continuing to be responsible to Parliament remaiped unchanged, thee

1. This decision to transfer education to the Indian Ministers was fundamentt-
ally sound. But what one does not like is the argument on which it was based. Forr
instance, the Montague-Chelmsford Report laid down four criteria to determinee
whether a subject should be transferred to Indian control, viz, (1) it shouldd
be one in which there are large opporturities for social service; (2) it should bee
one in which Indians have shown considerable interest ; (3) it should be such that
mistakes are not likely to be committed ; (4) and even if committed they are not likelly
to beirretrievable. It is a pity that education was selected for transfer on the basiis
of these criteria ; and it is an even greater pity that this attitude to education sti}ll
dominates our thinking.
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policy underlying the Act of 1919, was continued with some modifications
which reduced the authority of the Government of India over education
and correspondingly increased that of Indian Ministers over it at the
provincial level. The actual provisions made in the Government of India
Act, 1935, abolished the old distinction between reserved and transferred
subjects and the limitations placed on the powers of the education
ministers. The whole of education thus became a transferred subject,
except the following matters which were reserved for the Government

of India—

(i) The Imperial Library, Calcutta : the Indian Museum, Calcutta :
the Imperial War Museum : the Victoria Memorial, Calcutta :
and any similar institution controlled or financed by the Central

Government ;

(ii) Education of the Defence Forces ;

(iii) The Banaras Hindu University and the Aligarh Muslim
University ; »

(iv) Preservation of ancient and historical monuments ;

1.12 With these radical changes in the constitutional position,
the question of the Government of India issuing any Resolutions on the
National Policy on Education did not even arise ; and in fact, no
Government of India Resolution on National Educational Policy was
issued for 55 years between 1913 and 1968. However, attempts were
made to strengthen the advisory and co-ordinating role of the Govern-
ment of India. The quinquennial reviews of education in India continued
to be published and were actually brought out in 192627, 1931-32,
1936-37, and 1946-47 (Decennial Review). A Central Advisory Board
of Education consisting of all Education’ Ministers in the Provinces was
first constituted for this purpose in 1921. It was however abolished in
1924 as a measure of economy. It was revived again in 1935 ; and its
one great achievement was to prepare the Post-War Plan of Educational
Development (1944). It proposed to create, in a period of 40 years, an
educational system in India which would be like that in England in 1939,
The plan however was never accepted by Indian public opinion.

The Role of the Government of India in Education (1947-79)

1.13 The subject came again for discussion in 1950 when the
Constitution was being adopted on the basis of a Federal Government
at the Centre. It could have been possible at this time to defing a moyg
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effective Central role in education. But the general public opinion was
strongly in favour of vesting' almost all authority over education in the
States ; and the mere fact that the Congress wasin power at the
Centre and in all the States made’it almost seem unnecessary to vest any
constitutional -authority over education in the Centre. Once again,
therefore, the basic policy of the Government of India Act, 1919, was
continued with one change, viz. certain additional powers were now vested
in the Centre. In fact,.the Constitution makes Education basically a State
subject (Entry 11 of the State List), subject to certain powers reserved
in the Central (Entries 63-66) and Concurrent Lists (Entry 25). These
are quoted below for ready reference :

List I: List of Union Functiens

63. The Institution known at the commencement of the Constitution
as the Banaras Hindu University, the Aligarh Muslim Univer-
sity and the Delhi University and any other institution declared
by Parliament :by law to be an. institution of national import-
ance ;

64. Institutions for scientific or technical education financed by
the Government of India wholly or in partand declared by
Parliament by law to be institutions of national importance ;

65. Union agencies and institutions for :(—

{a) professional, vocational or technical training, including
the training of police officers ; or
(b) the promotion of special studies or research ; or

(c) scientific or technical assistance in the investigation or
detection of crime.

66. Coc-ordination and determination of standards in institutions
for higher education or research and scientific and technical
institutions.

List IT : List of State Functions

11.  Education including universities, subject to provision of entries
63, 64, 65 and 66 of List I and entry 25 »f List III,

List ITI ; List of Concurrent Functions

25.  Vocational and technical training of labour.
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1.14 The academic opinion in India has never been fully reconciled
to this constitutional decision which makes education an almost total
responsibilily of the States and the Subject therefore has continued to
be debated over the last 30 years. On the whole, three definite categories
of views have emerged :

(1) The first view, held by a minority, and mostly amcng State-
level politicians is that the authority over education should be
transferred to the State Governments to a still greater extent
that the Ministry of Education should be abolished, and that
almost all the funds meant for the development of education
should be provided in the State sector, thus abolishing the
Ceutrally sponsored sector and reducing the Central Sector to
the minimum ;

(2) The second view which prevailed throughout the period between
1947 and 1976, was that there need be no change in the
constitutional role of the Government of India in education.
But education should be regarded as a national concern,
and steps should be taken to see that the advisory and co-
ordinating roles of the Government of India are considerably
strengthened. This has been the most dominating view in the
post independence period.

(3) The third view, also held by a minority was that education
should be brought into the concurrent list. This was supported
by the Committee of Members of Parliament under the Chair-
manship of Shri Sapru (1963) which recommended that higher
education should be brought on the concurrent list. The pro-
posal however did not get support among the State Governments
and had to be dropped.

115 The problem was discussed by the Education Commission
(1964-66) Unfortd’lhate]y, the members of the Commission could not reach
a concensus on the subject. The majority of members were for the status quo
and for the continuance of education in the State list. They recommended
that “‘there is plenty of scope, within the present Constitutional arrange-
ment, to evolve a workable Centre-State partnership in education and that
this has not been exploited to the full. The case for amending the Constitu-~
tion can only be made after this scope is fully utilized and found to be
inadequate. All things considered we recommend that an intensive effort
be made to exploit fully the existing provisions of the Constitution for the
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development of education and evolution of a national educational policy.
The problem may then be reviewed again say, after ten years (Para 18.30)”
The debate on the subject would have gone on indefinit:ly had not the
emergency intervened. Smt. Indira Gandhi, who was then in need of
some respectable ideas for inclusion in her omnibus proposals for
amendment to the Constitution, suddenly picked upon the subject and
brought education on the concurrent list. The Janata Government which
came to power with a pledge to undo all the Constitutional amendments
made in the emergency declared its intension to put education back in the
State List. It did not succeed, mainly because of the opposition from the
Congress. But Dr. P. C. Chunder has declared in Parliament that the
policy of his government is to act as if education is in the State

list.

1.16 If history is to be written in modern parlance, it is interesting
to note that education has been in the exclusively Central list between 1833
and 1870, in the Concurrent list between 1870 and 1921, in the exclusive
State list between 1921 and 1947, mostly in the State list with some special
powers to the Centre between 1947 and 1976, and in the Concurrent list

from 1976 onwards.

The Role of the Government of India in Education: A Comprehensive

View

1.17 So far, we have discussed the Constitutional Role of the
Government of India in education. It must be pointed out how-
ever that the constitutional role of the Government of India in educa-
tion is only one aspect of its actval role which must be examined
in its totality. The other aspects of this role which modify the
constitutional position very substantially are (1) public opinion, (2)
financial relations, (3) political situation, and (4) administrative arrange-
ments. Itis only an integrated view of all these aspects that can give
real insights into the nature of the problemn and enable usto devise
practicable reforms.

1.18 Public Opinion: What is the public view of the Centre-
State relations in education and how does the public expect education to
be administered ? Itis obvious that, ina truly democratic set up, the
administration of education which concerns every individual intimately
must be highly decentralized. The general practice in this regard is that
school education or at least elementary education which has to be provided
for gvery child, should be controlled by the local community. This, for
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instance, is the tradition in U.S.A. where the people are extremely alert on
educational issues and where the principle of local control of school
education is strongly rooted in the historical traditions of the country.
In a situation of this type, the State itself has a minor role in school
education and the Federal Government, even less. The position regarding
secondary and higher education, however is rather different. Secondary
education is wusually under local control if it is provided on a
universal basis. Otherwise, it is generally provided by a larger
community or the State; and higher education, except in a few
big cities, is generally managed by the State or by the State and the
Federal Government in some kind of partnership. On the basis of this
broad general practice, it should ordinarily be expected that in India
elementary education should be administered at the local community level,
secondary education at the district or State level, and higher education at
the State level or at the State and national levels.

1,19 Unfortunately, the historical traditions in our country have
been different so that local control of education at the community
cr district Jevel has failed to develop adequately. It is true that
we did have a tradition of some local control of education because, in the
pre-British days, schools were established and controlled by the local com-
munities rather than by the Princes who, at best, extended their patronage
to a few learned scholars or schools of higher learning. But these schools,
more often than not, were enterprises of individuals or of small interested
groups within the community rather than of the community as a whole,
Even this limited tradition also died out when Government accepted
responsibility for providing education. In the old British Indian Provinces,
an attempt was made to associate local bodies at the community and district
level with the provision of elementary education. This tradition has survived
but has neither become vital or dynamic. In the Princely States, on the
other hand, no such effort waseyer made. In the post-independence
period also the local control of education was not encouraged exgept for
the Panchayati Raj cxperiment which has been tried earnestly only in a
few areas. Consequently, the present position is that the vast masses of
the people who are mostly illiterate have no interest in education as now
imparted in the formal system and the tradition of local control in

education is also mostly non-existent.

1.20 Public interest in education in India is mainly confined to the
educated and elite groups who are the principal beneficiaries of the formal

gducational system and who mostly belong to the top 30 per cent of the
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income groups. Their main interest is in secondary and higher education
where, apart from other things, their own private enterprise provides the
bulk of the educational institutions. Moreover, it is the children of this
elite which form about 70 per cent of the enrolment in secondary education
and about 80 per cent of the enrolment in higher education. The basic
issues that interest this elite are, therefore, the location and opening of
new secondary schools, colleges and universities, their curricula and grants-
in-aid and the expansion of elementary education (which p1ovides them
with a large number of fairly well-raid jobs). As these issues are mostly
decided at the State level, the concept of education as essentially a State
responsibility gets the strongest public support. The view gets further
strengthened from the fact that, the State is probably the most convenient
level from which a basic social service like education can be administered.
The same view also finds still further support in the State level leadership
whose image and power-base largely depends upon the control of educati-
onal institutions, teachers and students, It is these supports which made
education a State subject under the Constitution and which also continue to
legitimize the position. In fact, one may even assert that education as a
State responsibility is at present so well entrenched in the public mind (or

i_n the mind of the elites that rule the country) that it is extremely difficult,
if not actually impossible, to alter this situation.

1.21 One need not necessarily quarrel with this view and may
agree that education may basically remain a State responsibility. But one
cannot also accept a State absolutism in education and an over-concentra-
tion of authority at thz State level. The power of the State in education
has therefore to be limited to a considerable extent in the larger interests
of education itself. This is generally attempted in three ways.

(a) The first is administrative decentralisation where authority over
education, and especially over school education, is transferred to the local
community at the municipal, village, Tahsil or District levels. As pointed
out earlier, this trend is weak in the country, partly because the earlier
tradition of local control or popular involvement in education has almost
died out, partly because such decentralisation can te most effective in
elementary and adult education which continue to be our neglected
sectors, and partly because the local leadership at the village, Tahsil or
District level is still weak in comparison with that at the State level and
cannot assert itself. Consequently, the unfortunate public view that the
State and Central levels are the only two that really matter in education,
gains undue currency and strength, This trend also finds support in the
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general attitudes of livguistic and other minorities and weaker sections
like Scheduled Castes and Tribes who find that the local levels (whether
village, block, Tahsil or District) are generally oppressive and that their
oppresiveness increases as one goes down to lower levels so that their
hopes of justice and fair treatment lie mainly at the State and national
levels.

(b) The second is academic decentralisation, i. e, to free the educa-
tional process from bureaucratic control by respecting university autonomy
(which the universities should, in their turp, share with their departments
and affiliated colleges), by enabling the schools to prepare their own
curricula and to hold their own examinations, and in short by so delegat-
ing authority to educational institutions and their teachers that the
teaching-learning process becomes free, joyful and independent of State
control. Unfortunately these concepts have not gained strength either
within the teaching profession or among the general public. On the other
hand, the contrary trends have gained an upper hand and the academic
control of the State over education, schools and teachers has increased,
rather than decreased, since 1947,

(c) While we have thus been unableto check State absolutism in
education either through decentralisation to local bodies or through
academic decentralization, we have had a somewhat better success to
control State authority in education through centralization, i. e. by giving
a larger voice to the Central Government in educational matters. One
powerful group that supports this demand is that of the national
bureaucracy which can be transferred to any part of the country and the
large trade and industrial interests that have also acquired a national
character. These groups are generally in favour of a national system of
education with common curricula and text books in all parts of the coun-
try—a situation which can be created only if the Central Government can
have an overriding voice in education. The university and research
system which can be best planned on a national basis also supports the
same trend. Further support comes from another important group, Vviz.,
teachers, who would like to fight for uniform scales of pay and emolu-
ments in all parts of the country and who realize that they can become a
tremendous force if organized on a national basis. They are, therefore,
in favour of an increasing role in education for the Centre and against any
devolution of authority to the local bodies. A large section of the
intellectual elite also recognizes the need for a national policy in education
from the point of view of national integration and takes the stand that
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while the “diversity” implied in the State control of educatioh is both
necessary and desirable, it is equally important to provide the ‘unity’ in
this diversity through a national educational policy.! It must also be
pointed out that the national leadership that grew in the freedom struggle
initiated a large and intensive debate on education at the national level
and that this tradition still continues unabated. Consequently, education
has become, throughout the last hucdred years or so, a great national
concern although it remains State subject in administration. The public
support for the role of the Government of India in education arises
essentially from these social and political groups and from these national
concerns which cannot be ignored, although not all of them are healthy
and desirable. To the extent they succeed, there will be a curb on the State
authority in education and a legitimate basis for the formulation and
implementation of a national policy on education,

It will thus be evident that, while education will continue to be
essentially a State responsibility (irrespective of the fact whether it does or
does not continue to be in the concurrent list in the Constitution), it is
equally essential to curb the trend towards State absolutism, not only by
giving a more significant role to the Centre, but also by strengthening
local control in education and promoting academic decentralization. Steps
will have to be taken to educate public opinion on these lines in the years

ahead.

1.22 TFinancial Relations : The Centre-State relations in financial
support of education are obviously very important. Where the Centre can
give large grant-in aid for educational development, it always gets
considerable control over it and isin a strong position to implement
national policies on education, irrespective of any constitutional
provisions on the subject. Prior t> 1870, the Government of India
did exercise almost complete control over education because it
sanctioned all the funds needed for it. This authority decreased
in actual practice between 1870 and 1902 when, under the system of
financial devolution initiated in that year, the entire responsibility
for financing education was gradually transferred to the Provincial

1. The nationalist view on tbis subject was probably best expressed by Shri
Morarji Desai, Prime Minister of India, who said : “*“The Indian Union is like a garland
of pearls where the Centre is the thread that keeps the States (or pearls) together, If
the thread vanishes, the pearls also vanish; and if the pearls vanish, the thread has no

value”,
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Governments. Lord Curzon initiated a system of specific-purpose Central
grants for educational development which continued even after he left.
They therefore enabled the Central Government to play a major role in
expanding and improving education between 1902 and 1921. When these
were legally terminated by the provisions of the Government of India Act,
1919, the Central authority to influence the development of education also
declined It may also be stated that no such specific-purpose Central
grants were sanctioned for education between 1921 and 1947.

1.23 After the attainment of independence, the desire of the
Government of India to expand and improve education led to the formula-
tion of national decisions c¢n several important issues and to the revival
of Central grants to help their spcedy implementation. For instance, the
creation of the University Grants Commission in 1956 was partly meant
to provide additional and specific-purpose grants to State Governments
for the development of higher education. Similar grants were provided
for enginee:ing education under the advice of the All-India Council of
Technical Education. The Indian Council of Agricultural Research has
provided special grants for the development of agricultural universities and
agricultural education, research and training; and the Central Ministry of
Health and the Indian Council of Medical Research have provided similar
assistance respectively for medical education and research.

1.24 In addition to these, efforts were made to give specific-
purpose grants for educational development through successive five-year
plans. The education chapter of each Five Year Plan is essentially a
statement of a national policy’ on education and of the programmes
intended to implement it. A system, therefore, arose under which all
schemes included in the Plans were divided into three categories: (1)
Central i. e. those which were to be implemented by the Central Govern-
ment and funds for which were also provided in the Central Sector; (2)
Centrally-Sponsored i.e. those which were to be implemented by the State
Governments, but funds for which were provided at the Centre and were
later made available to the State Governments for spe:ific approved
schemes ; and (3) State i. e. those which were to be implemented by the
State Governments and funds for which were also provided in the State
plans. In the first and the second plans, the number of Central and
Centrally-sponsored schemes was large and there were special Central

grants even for State schemes. From the third plan onwards, these
policies have greatly changed, mainly because of the pressure from the
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States, in two directions : (1) the number of centrally- sponsored schemues
is being continually reduced, and (2) central plan assistance is given, niot
for indivicual State schemes of educational development and not eveen
for all education taken together, but for the State plan as a whole, subjesct
to only one condition, viz.,, the alocation for elementary education is
earmarked. It is not however easy in practice to enforce this earmarkimg
rigidly ; and the net effect of all these changes is that the capacity of tthe
Government of India to enforce its ‘advice’ on the State Governmemts
through the indirect method of centrally-sponsored schemes or speciffic-
purpose grants has been greatly reduced.

1.25 The Education Commission (1964-66) recommended tihe
enlargement of the Ceniral sector in education and the revival of tthe
Centrally-sponsored grants on a large scale to implement national policiies
in education. Buf this recommendation has not yet been accepted by tihe
Government of India. On the other hand, the recommendations of tihe
Seventh Finance Commission have adopted a new approach altogetheer.
The policy adopted by the first six Commissions was to transfer only susch
resources to the States as would enable them to cover the deficit in theeir
budgets at the end of the plan period so that the State Governments hiad
to depend very largely on the Ceatre for financing their developmenttal
plans. The Seventk Finance Commission has changed this policy aind
transferred substantial resources to the States so that they have larger
autonomy to finance their development plans. This has changed tthe
situation substantially. In the first place, the Centre now has more limitted
resources to expand the Central Sector. The proposal of the Commissiion
to expand the Centrally sponsored sector has also run into hot weatheer.
The State Governments have been pleading, since 1966, to abolish all tthe
Centrally sponsored schemes. They are succeeding continuously and now
the Centrally-sponsored schemes, especially in education, have been reducted
to the minimum and they appear to be on their way out. Onpe is mot
sure therefore what financial levers, if any the Centre may continue to haive
to influence State educational policies. If these levers disappear, it will
not make much difference whether education remains in the concurrent llist

or is retransferred to the State list.

1.26 Political Aspects : The political aspects of the problem allso
need some attention. It is obvious that the chances of enunciating aind
implementing a strong national policy are greater when the same politiccal
party is in power at the Centre and in the States (or when the differesnt
political parties in power agree on a programme of national significancee).
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This, for instance is the situation in the USSR wbere, inspite of
a very large constitutional delegation of authority over education
to the States, a uniform national system of education has been
created and maintained by the Communist Party, In India also, national
policies in education have depended for their success, not so much
on Constitutional provisions as on the strength of the Congress
party and the capacity of the national leadership to assert itself,
Between 1921 and 1947, the Congress continually reiterated the
view that India should have a national system of education which
necessarily implied the enunciation and implementation of a national policy
on education. The idea also worked politically to some extent so long as
the Congress remained in power- at the Centre and in all States, say, bet-
ween 1947 and 1967. The State Governments were then generally of the view
that a national policy in education was desirable and were more amenable
to advice from the Centre. But differences began to surface when non-
Congress governments were formed in some States such as Kerala or Tamil
Nadu. The language problem in particular proved to be extremely difficult.
BEven within the Congress, unanimity of views was very difficult to be
reached, while non-Congress governments like the DMK took up openly
hostile stances. Differences also began to gain momentum between those
who pleaded for a strong Ceatre and those who desired to have greater
autonomy for the States. The recent elections have defeated the Congress
as a nationél party while the Janata Party has a long way to goto geta
national status. In this state of political fragmentation, the chances of
enunciating and implementing a strong national policy in education are
somewhat dubious, even if education continues to be in the concurrent
list and although it is now theoretically open to the Government of Indja
to pass an Act of Parliament embodying the national policy on education.

1.27 Administrative Aspects : Administrative arrangements play
an important role in promoting a national Policy on eduFation. If
there is a basic decision to have a national policy on education, steps
are usually taken to create an effective admnmstratxye macl'm'xery to
implement it. Cn the other hand, if there is an eiffectlve admxmstr.ative
machinery, it dces help, in its turn, to enunciate and implement a national

policy on education.

1.28 Over the last 120 years or so, however, policy and adminis-
tration have not always moved in unison,

(2) In 1855, steps were taken to create Education Departments in
the 2rovinces which had no legal authority over education while, in the
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Government of India which had all the authority over education, there
was no adequate nachinery to lcok after this subject which was conse-
quenty dealt with partly in the Home Department and partly in the
Political Department (in so far as education in the princely states was
concerned). Between 1833 and 1870, therefore, the authority over
education was largely exercised by the Provincial Government inspite of
the fact that all authority was centralized and vested in the Government of
India.

(b) On the other hand, there was a deliberate policy, between 1870
and 1921, to delegate increasing authority over education to Provincial
Governments. But there was a gocd deal of administrative centralisation
simultaneously. For instance, the Indian Education ‘Service (IES) was
created in 1897 ; and as stated already, Lord Curzon created the office of
the Director-General of Public Instruction at the Centre. A separate
Department. of Education was created in 1910 and the Bureau of Educa-
tion was established in 1915. These measures, combined with the introduc-
tion of Central grants for education gave a considerable lever to the
Government of India to enunciate and implement a national policy on

Education. \,

(c) Between 1921 and 1947, however, there was a constitutional
divorce between the Government of India and education; and, at the same
time, the IES was abolished, the educational services were fully pro-
vincialised, and even a separate Department of Education and the Bureau
of Education were abolished as a measure of economy in 1923. Conse-
quently, the Central machinery to enunciate and implement a national
educational policy became the weakest in modern history.

(d) Between 1947 and 1978, the constitutional authority of the
Centre in education has been increased ; and side by side, a separate
Ministry of Education has been created at the Centre, strengthened from
time to time and, more often than not, placed under a Minister of the
Cabinet rank. This has strengthened the administrative basis for a national
policy on education. But the demand to create an Indian Education
Service has not yet been conceded, inspite of the recommendation of the
Education Commission (1964 66).

1.29 Administrative measures can also buttress the ‘advisory’ role
of the Centre, For instance, the Central Advisory Board of Education
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was created in 1921 from this point of view, but it wasabolished in 1923
as a measure of economy. It was, however, revived in 1935 and has con-
tinued to function ever since. Sporadic attempts continue to be made (o
strengthen its role ; and their success has varied from time to time, depend-
ing mainly on the personality of the Union Education Minister and the
willingness of the Government of India to back up the ‘advice’ of the
Board with financial support. It has, in practice, made a fairly significant
contribution to the evolution of national policies on Education. While
its comparative weakness as an institutional mechanism for the formula-
tion and implementation of national policies in education is recognised,
it has not yet been possible to find a better alternative solution to the
problem.t

1.30  Yet another administrative step taken is to create and
strengthen national isstitutions which could educate public opinion, give
guidance to State level personnel and provide advanced level training
facilities. - It is from this point of view that Central institutions like the
National Council of Educational Research and Training (NCERT), the
National Staff College of Educational Planners and Administrators, the
Central Institute of English and Foreign Languages, the Central Institute
of Hindi, Central Hindi Directorate (including the Commission on
Scientific and Technical Terminology), the Central Institute of Indian
Languages, and the Central Sanskrit Organization were created. This
programme has yielded some good results but we are far from realizing
the full potential of this strategy.

General Conclusions

1.31 What are the main conclusions that can be drawn from this
brief review of the role of the Government of India in education ? To
begin with, it becomes clear that the enunciation and implementation of a
national policy on education depends essentially on the role of the Govern-
ment of India in education in all its aspects. The conditions most favour-
able for the purpose are :

(a) existence of a strong public opinion in favour of such a role ;

1. There is hardly any other instrument available for the purpose. Instfuments
like ad hoc conferences of State Education Ministers, Education Secretaries, oz
Birectors of Education and even establishment of national bodies like the National
Board of Basic Education have been tried and found to be even more ineffective.
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(b) adequate Constitutional authority over education Being
vested in the Government of India ; (c) existence of specific-
purpose central grants for education which can underpin central
‘advice’ to State Governments ; (d) institutional devices that
can enable the Centre to influence the State Education Depart-
ments through guidance and training ; and (e) existence of strong
national political parties which can indirectly influence the State
Governments to take common decisions inspite of their auto-
nomy under the Constitution. Our review has however shown
that these basic conditions have varied materially from time to
time.

(1) Between 1833 when the Charter Act of that year created a
unitary form of the Government .of India and 1870 wheén Lord Mayo
introduced his system of decentralisation of educational administration,
education was a Central subject and a central responsibiiity. It was there-
fore easy to enunciate and implement a national policy on education. This
was done, but the central authorities of this period also allowed a good
deal of variation and flexibility to suit local conditions so that, inspite of
a hard core of central unity, a diversified and varied system of education
developed in the country.

(2) Between 1870 and 1921, the Government of India continued to
have constitutional authority and responsibility for education which still
made it possible for the Centre to enunciate and implement a national
policy in education. But, except for the intervention of Lord Ripon on
the advice of the Indian Education Commission (1884) and the Curzonian
interlude (1897-1905). the general trend was to delegate more authority to
the Provincial Governments. The culmination of this policy was reached
under the Government of India Act (1919) which practically divorced
Central Government from education and made education almost a total
responsibility of the State Governments. This position was further streng-
thened by the Government of India Act, 1935. Even the Constitution
adopted in 1950 accepted this basic position with some modifications,

(3) Between 1950 and 1979, efforts have been made to alter this
situation and to reduce the absolute authority of the State Governments in
two ways. On the one hand, an effort was made to decentralize greater
administrative authority to agencies at District, Tehsil, Block or village
levels and to decentralize greater academic authority to educational institu-
tions and teachers. By and large, these efforts remained weak and did not
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have any effective success. On the other hand, efforts were also made to
give a more effective voice to the Centre in educational matters, These
succeeded better, Education has now been made a concurrent subject ;
the planning process centralises considerable authority in the Centre ; and
national agencies like the Central Advisory Board of Education, the
UGC., All India Council for Technical Education or National Council of
Educational Research and Training also add materially to the authority of
the Centre and its effectiveness in implementing national educational
policies. However, the reduction in the specific-purpose central grants to
education and the fragmentation of political life have weakened the Central
authority to deal effectively with national educational issues.

1.32 Public opinion continues to be divided seriously over the
problem, Those who believe in greater autonomy for the States resist all
attempts to give a greater authority to the Centre in educational matters
and, as pointed out earlier, would even reduce the existing authority of
the Centre in education and abolish the Ministry of Education. On the
other hand, there are several academics who would continue to retain
education as a concurrent subject, have an Education Act passed by Parlia-
ment, create an 1ES, multiply and strengthen Central educational agencies
and provide large specific-purpose central grants for education. A third
group of intetlectuals who stand for the middle path recognizes the need
of a stimulating and dynamic leadership provided by the Centre but-is not
in favour of vesting it with any coercive authoiity. It would also like
to curb State absolutism in educition through decentralization of autho-
rity to local bodies and by large academic decentralization. The Central
role in education has thus been cne of the most controversial subjects and
is continuously debated upon since 1947, and end of the controversy is
not yet in sight. It is obvious that both the formulation and implementa-
tion of a national policy on education will largely depend upon the
concensus reached on these basic issues and on the manner in which the
constitutional role of the Government of India in education is or is not
supported by public opinion and political, financial gnd administrative
mechanisms. ' '



CHAPTER TWO

WITHOUT A FORMAL NATIONAL POLICY
ON EDUCATION (1947—65)

2.01 The educational developments in the post-independence
period can be divided .into three main periods :

(1) the first is the period between 1947 and 1965-66 when there
was no formal Statement of a National Policy on Education;

(2) the second is the period between 1965-66 and 1977-78 when the
National Policy on Education (1968) was formulated and an
attempt was made to implement it ; and

(3) with 1978-79 begins the thrid period when an attempt-will be
made to implemént the draft National Policy on Education
(1979) in such form as it will ultimately be accepted by the
Government of India.

The main events of the first period (1947-65) when Maulana Azad,
Dr. K. L. Shrimali and Professor Humayun Kabir were the Education
Ministers at the Centre will te discussed in the present Chapter; and the
following three Chapters will be devoted to the discussion of the two
statements on the National Policy on Education issued in 1968 and 1979
and their implementation.

The Legacy of National Education (1906-47)

2.02 India became free in 1947, This aroused great hopes about
many things and especially about a radical reconstruction of Indian
education. The Indian national leadership had always expressed great
faith in the use of education for modernization and development and had
shown deep and continuing interest in a radical transformation of the
colonial educaticn system built up by British Administrators. As early as
1906, the Indian National Congress adopted a Resolution on national
education which said that the time had arrived “for the people all over the
country earnestly to take up the question of national education for both

22
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boys and girls, and organize a system of education, literary, scientific and
technical, suited to the requirements of the country, on national lines
under national control and directed towards the realization of national
destiny.”” The movement thus started was kept up throughout the pre-
independence period and made three major contributions to educational
development.

(1) Thbe first was to clarify the concept of national education and to
indicate the broad lines on which educational reform should be attempted.
Among the various ideas put forward from this point of view, the following
deserve mention :

—Re'ating education to India’s great cultural traditions of the past
and to her present needs and future aspirations so that Indian
education comes into its own, ceases to be a servile imitation
of Britain, and aims at creating, not a lesser England, but a
greater India ; ‘

—Liquidation of mass illiteracy which Mahatma Gandhi described
as the sin and shame of India and the development of a
programme of adult education which, according to him, must
include political education ;

—The provision of seven years of basic education to every child
(age-group 7—'4) whose content, according to Mahatma
Gandhi, would be broadly equal to that of matricu'ation minus
English plus craft ;

—The reduction of the over-importance attached to English; the
development of Hindi as the link language for the country
and as the official language of the Union; and the use of
regional languages as media of instruction at all stages ;

-- Work with the hands and social or national service to be an
integral part of all education with a view to creating a work-
based culture and to minimising the large traditional gap
between the intelligentia and the people ;

~ Emphasis on the teaching of science and technology with a view
to the creation of a scientific temper, modernization and economic
growth ;

— Emphasis on vocational, technical and profession.! education ;
and

~—Cultivation of patiiotism and moral and social valucs
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(2) The second contribution was to conduct a fe' institutions of
national education at all levels (e.g. Gujarat Vidyapeeth, Tilak Maharashtra
Vidyapeeth, Kashi Vidyapeeth and Jamia Millia Islamia) where these
ideas of national education were tried out to gain practical experience.
It was hoped that these institutions would provide the necessary leadership
when, after the attainment of independence, the Government of India
would initiate a large scale programme of transforming the existing system
into a national system of education.

(3) The third major contribution was that it created a small but
powerful band of social workers who had dedicated themselves to educa-
tion and who would provide the core of the large group of educational
thinkers, planners and administrators which the country would eventually
need,

2.03 Asistobe expected, the attainment of freedom created the
hope that all this fundamental work of four decades of struggle would
now be systematized, expanded and improved so that a national system
of education sunited to the traditions, life, needs and aspirations of the
country would be created in a period of  about 15 years or so. Pandit
Jawaharlal Nehru showed his awareness of these hopes and the urgency
of working for their realization when he addressed the first Conference of
Education Ministers held in Free India (1948) and said :

“Whenever conferences were called to form a plan for education
in India, the tendency, as a rule, was to maintain the existing
system with slight modifications. This must not happen now.
Great changes have taken place in the country and the educa-
tional system must also be in keeping with them. The entire
basis of education must be revolutionized.”

For various reasons, this promised revolution in education never
materialized. It is not that no educational reform was attempted; in fact,
many good and useful things were done. But, in the final analysis, they
did not amount to the revolution which Pandit Jawaharlal Nehru had
promised. On the other hand, they only meant the one thing which
Pandit Nehru wanted to avoid, viz.,, a linear expansion of the earlier
educational system with minor modifications. We must therefore ask the

question : Why did this happen ?

The Basic Political Decisions

204 Two main reasons can be given for this failure to trans-
form the educational system on radical lines. The first lies outside
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the educational system. As education is a sub-system of the society,
it cannot be revolutionized unless a social revolution takes place
first or unless at least a simultaneous effort is made to bring about
a complementary revolution in society and in education. The basic
problem before the national leadership in 1947, therefore, was not whether
a revolution in education should or should not be carried out, but whether
a revolution in the political, economic and social life of the country should
or should not be carried out, and if so, the form that it should take.
Here the decisions taken were based on the concept of stability with change
and in an evolutionary and reformist perspective. For instance :

—1In politics, Mahatma Gandhi had given a radical advice that
the Indian National Congress should be disbanded and that
all Congress workers should remain out of Government office
and work among the people to organize and strengthen the
under-privileged groups to fight for their rights. But this advice
was ignored. The Congress decided to remain in power and
also to continue the parliamentary model of government which

the British had already introduced in the country with some
modifications (e.g. introduction of adult franchise).

~In econowic life also, no decision was taken to alter radically
the existing highly skewed property structure or the arbitrary and
inegalitarian wage pattern. On the other hand, it was decided
to leave the property structure as it is (in fact, the constitution
made property a fundamental right) with some minor modifica-
tions (e.g. a weak attempt at land reforms or a largely ineffective
system of wealth tax and death duties)., Similarly, the erstwhile
wage pattern also continued and, if any thing, became even
more arbitrary and unsuited to the economy of the.country.
The capitalist organisation of the economy was also continued
with the addition of a large public sector.

~-Mahatma Gandhi had talked of a new model of development in
his book, Hind Swaraj, and had said that India should strive to
bring about this kind of development as soon as it becomes
free. This advice was also ignored and it was decided to adopt
the model of development evolved in the Western nations based
on science and technology;, industrialisation, modernization of
agriculture, and provision of modern basic services.
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—1In social life, too, the decisions taken were similar. No radical
changes were decided upon and emphasis was laid on two
programmes which were the least controversial, though not
minot, viz, improving the status of women through the reform
of the Hindu Code and continuance of the programmes designed
earlier for the Scheduled -astes and Scheduled Tribes.

—1In administration, it was decided to continue and consolidate
the existing system rather than attempt a radical reform and to
make only some minor changes such as the creation of the
1AS to replace the ICS. '

—In the field of languages also, all major decisions were
postponed. English was to continue as Official Language of the
Union till 1965 when Hindi was expected to take over. English
was also continued as medium of instruction at the university
stage sine die.

Why were these decisions taken ? In 1947, it was argued that the
partition of the country had created a delicate situation in which the very
survival of the country was at stake and that it was therefore essential to
postpone all such issues to a later date and to concentrate all efforts on
consolidation of freedom and nation-building. Of course, one could have
accepted this argument in 1947. But these decisions were not re-opened
for consideration even when the immediate problems of partition had been
tackled and the conditions within the country had considerably stabilized.
The truth is that these decisions were taken because they were in the
interest of the ruling groups that came to power in 1947. The British had
created a westernized class in India mainly to work as interpreters and
intermediaries between them and the people. This class developed a
national pride (the inevitable result of the dialectic process of education),
had a brief honeymoon with the masses to securc their support in the
struggle against imperialisin and won independence. It was now fully in
saddle (because independence merely transferred power from the West-
erners to the Westernized) and was determined to continue to rule with
such attention to the welfare of the poor and underprivileged social groups
which can be legitimately expected from enlightened rulers. With this
basic decision, all revolutionary perspectives in society were ruled vut and
the country had to settle down to a reformist, evolutionary and gradual
process of modernization and development.
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The Educational Decisions

2.05 If the policy adopted in political, economic and social life was
thus evolutionary and reformist, and was trying to provide for stability
and change in a proper balance, it would obviously be wrong to expect
radical reforms in education. In fact, the best that could have been hoped

for was a gradual, reformist and evolutionary perspective in education
also. It is, therefore, an idle exercise to blame the leadership of the day

for not bringing abcut a revolution in education of which they talked so
eloquently ; and by now, we have all been fully conditioned to distinguish
between the words and deeds of the political leadership. The real question
to be asked is this : Did we at least make the fullest use of the possibilities
of this given situation and do the best we could even within an evolution-
ary and reformist perspective ? Unfortunately, the answer even to this
limited question is in the negative.” The problem therefore needs some
careful analysis in detail.

2.06 The first reason for this failure is ad hocism. To make the
best use of the attainment of freedom even in an evolutionary and
reformist perspective, we needed a good comprehensive plan of educational
development which would help us to make the optimum use of all avail-
able opportunities and resources. Unfortunately, no such plan was avail-
able in 1947 although, as a matter of fact, the need for such a plan was
foreseen as early as in 1937 when the National Planning Committee was
appointed by the Indian National Congress under the Chairmanship of
Pandit Jawaharlal Nehru. This Committee constituted two sub-committees—
one for general education under the Chairmanship of Dr. S. Radhakrishnan
and the other for technical education and developmental research under
the Chairmanship. of Dr. M. N. Saha. Unfortunately, the work of the
National Planning Committee and its sub-committees could not progress
satisfactorily. Pandit Nehru was arrested in 1940 and, under the stress
of political events, neither he nor the other members of the Committee
could devote adequate attention to its work till 1947 when it was practi-
cally wound up. . The sub-committee on General Education prepared a
broad and a tentative report which was considered by the National Plann-
ing Committee ; but the report of the sub-committee on Techuical Educa-
tion and Developmental Research could not even be considered. The
General Secret iry of the Commitiee, however, brought out a volure on
Education in 1948 containing a broad outline of whatever work had bcen
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done in planning educational development.! But the document made
practically no contribution to the formulation of national educational
policies in the post-independence period. On the other hand, the official
attempts to produce a long-term educational plan were more successful.
The Central Advisory Board of Education prepared, under the leadership
of Sir John Sargent, the then Educational Adviser to the Government of
India, a Post-War Plan of Educational Development in India (1944). 1t
proposed to create, in a period of forty years, a national system of educa-
tion for the country. This included the liquidation of illiteracy in a period
of 25 years, the introduction of universal elementary education on the
basic pattern for all children in the age-group 6-14, provision of secondary
education for one child out of every five that completed elementary
education and higher education for one young person out of every
15 that completed the secondary school,and a certain provision of
vocational, technical and professional connection. The only common
element between this plan and the national ideas cn the subject was the
concept of basic education for all children in the age-group 6-14, On the
other hand, its proposal of highly selective secondary and university
education would never have been acceptable to the national leadership.
What is even worse, the plan avoided all the issues such as language
which had occupied public attention. Apart from this, the people would
never have accepted the long period of 40 years for implementing the plan
nor its basic approach of creating, in the India of 1984, an educational
system that would be similar to that of England in 1939. This plan also
was, therefore, side-tracked? so that educational development in Free
India had to be planned and implemented ab initio.

2.07 Obviously, this absence of a comprehensive and sufficiently
detailed national plan to act upon was neither a difficult nor an insoluble
problem. The Government of India could have appointed an Education
Commission to advise it on the creation of a national system of education,
as it ultimately did in 1964. But this decision was not taken and the
development of education in the country was attempted, for nearly two
decades (1947-65), without a clear- cut national policy aud a comprehensive
long-term plan of educational development to guide all concerned. This
ad-hocisim is certainly one of the important factors responsible for the

1. The National Planning Committee, Education, Vora and Co., Bombay, 1948,

2. The only action taken on this plan was to introduce the higher secondary
pattern (84 3) in the Delhi Union Tgrritory. : ’



29
inadequafe and uhsatisfactory progress of education in the country
between 1947 and 1965.

2.08 The second reasen for our failure to get even the best
results possible in the reformist and evolutionary perspective was
that, in the absence of a clear-cut national policy on education, the basic
educational decisions tended to be taken under current social and political
pressures. When this happens, educational policies tend to reproduce the
status quo, to be geared to the demands ofthe groups in power rather
than to the needs of the deprived sections, and to emphasize stability
rather than change. This is precisely what happened during this period,

2.09 The third reason was a weakening of the earlier commitment
to the creation of a national system of education, although this was not
openly admitted for reasons of expediency. In the major educational
decisions taken during this period, it was not possible to ignore the earlier
attempts to create a national system of education and the significant
commitments made to the people therein (e. g. provision of universal
elementary education or liquidation of mass illiteracy). While therefore
the policy decisions taken did include some such concessions to earlier
commitments, they were never given adequate emphasis in implementa-
tion. At best, they remained pious hopes.

2.10 The fourth reason for the failure was that the expectations
entertained from the institutions of national education were belied. As was
pointed out earlier, these institutions were expected to provide a leadership
in the creation of a national system of education. While the patriotism
and sacrifice of the people working in them was greatly respected,
especially as they had refused to take grants-in-aid from the British
Goveraments, their academic standing was never high and it is open to
question whether one is or is not justified in expecting a stimulating
leadership from them. They might perhaps have served a more useful
purpose had they continued to work outside the formal system and
developed their strengths further. But once they accepted grants from
government (even though it was the Indian Government) and became a part
of the formal system, they lost their earlier position of vantage and became
a microscopic group of second-rate and ineffective institutions in a huge
system. As one who has worked closely with and for them, I realize that
financially they had no alternative at all and that most of them had either
to accept State assistance (which was willingly and gratefully offered) or
to go out of existence. It would, therefore, be unkind to blame them for
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this decision. But it should not also be forgotten that, in thus playing
for stability, they sacrificed most of their potential to influence change.

2.11 The fifth and the final reason for failure was our inability to
create a sufficiently critical mass of active and' competent workers who
could help to plan the transformation, improvement and expansion of the
existing formal system of education and to gear it properly to the life,
needs and aspirations of the people. The handful of workers trained in
the national freedom struggle or in the earlier attempts to create a national
system of education were no doubt available. But they could not obviously
fill the bill and urgent and fairly large scale efforts should have been made
to select competent icdividuals from different disciplines, and especially
from the social sciences, and (o train them through an inter-disciplinary
study of education. Simultaneously, efforts should have been made to
develop a large-scale and: high quality programme of interdisciplinary
research on education partly to train such workers and partly to deepen
an understanding of the education-society relationship. But this was not
done and the universities and training colleges continued to equate educa-
tion, as in the past, with the training of secondary school teachers or
teacher-educators. There has consequently been an acute shortage of
competent personnel to deal comprebensively and competently with the
complex problems of educational reform; and this has made no small
contribution to our failure to cptimize the opportunities availabe to

reconstruct the educational system.

2.12 With this explanation about the back-ground, let us see what
decisions about educational development were actually taken during this
period, mostly in the process of educational planning which became an
integral part cf the technique of planned development adopted in 1930.
In this context, the first three five-year plans are relevant; and a careful
study of the proposals of educational develepment included in them skows
that the major educational decisicns of the period (1947-65) may be
briefly summarized as shown below :—

(1) Onme of the earliest issues that called for a decision was the role
of the Governmet of India in education : this issue had to be
decided by 1950 when the Constitution was adopted. In keeping
with the general policy of nof making a radical break with the
past it was decided that education should continue to be essen-
tially a State responsibility, as it actually was between 1921 and
1947, with some special responsibilities (e g co ordination



(2)

(3)

4

3

and maintenance of standards in higher education, research,
and scientific and technical institutions) assigned to the
Government of India. Both the radical issues viz. (1) inclusion
of education in the concurrent list or (2) decentralization of
authority to the local level were carefully avoided.

The next issue related to the priority to be accorded to educat-
ion vis-a-vis other sections of development. Ifthe statements
of the national leadership were any guide, education ought to
have received the highest priority as an instrument of human
resource development. But the actual decisions taken were
different : education came way down in the list of priorities
after industry, agriculture, power, transport and family plann-
ing. If investment policies are an idea of priority, education
must certainly be regarded to have been a low priority item
in the first three five year plans because the total allocation to
education was comparatively low and the axe of retrenchment
always feil heavily on education. This may not have been a
wrong decision. But it does indicate the serious limitations
within which educational development had to be attempted.

What about the priority between different categories of progr-
ammes within education ? It was decided that the highest
priority should be given to expansion of educational facilities
which were most in demand. Programmes of qualitative
improvement would follow to the extent possible, Programmes
of transformation of the educational system were, by and large,
shelved especially in view of the reformist and evolutionary
approach adopted.

What about infer-se priorities between different sections of
education ? Here, personal and social factors came into play.
Pandit Jawaharlal Nehru had a great faith in universities and
in higher education and believed that higher education must
be developed on a priority basis in the larger interest of the
country. His all too well-known a statement on the subject
may still bear a quotation : ““A university stands for humanism,
for tolerance, for reason, for the adventure of ideas and for
the search of truth. It stands for the onward march of the
human race towards even higher objectives. If the universities
discharge their duties adeauately. then it is well with the nation
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(5)

and the people.” This philosophical and cultural view wis
also supported by economists who argued that universities
were the grandmother machine which produced teachers for
themselves, the colleges and the secondary schools and that
secondary education was the mother machine that produced
the teachers for elementary schools. It was therefore neces-
sary to develop university and secondary education even in the
interests of the development of elementary education itself.
Moreover, there was a strong demand for the development of
secondary and higher education from all sections of snciety
and especially from the upper middle classes who were its
principal beneficiaries. What is equally important, Pandit
Jawaharlal Nehru never showed any deep commitment either
to elementary or to adult education. Consequently, it was
decided to accord the highest priority to university and second-
ary education. A University Education Commission was,
therefore, first appointed (1948-4)) and was followed by a
Secondary Education Commission (1952). Universal, element-
ary and adult education ought to have really been accorded
the highest priority because, along with adult franchise which
had been adopted, they would have helped to transfer real
power to the people. But this was not desired ; and hence
both the programmes were given a fow priority. Universal
elementary education could not be ignored because it was
too valuable a commitment to the people made in the pre-
independence period. It was, therefore, included in the
directive principles of the Constitution which were more like
pious resolutions than official policies ; and the programme
of adult education (including liquidation of adult illiteracy)
was almost totally shelved. On the whole, one cannot but get
an impression that the education of the people was regarded
not as a crucial factor in development, nor as their right, but
merely as a charitable or welfare activity.

It was decided to promote engineering and technical education
on the basis of the highest priority because it was necessary for
the newly adopted policies of industrialization and import
substitution. The same decision was taken about medical
education which was necessary for the extension of modern
health services and about agricultural education which was
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equally essential for increased food production. It should

not al§o be forgotten that the ruling classes were the prmcxpal
beneficiaries of these programmes.

6. Science education and research were emphasised with a view
to creating an indigenous capability in modern science a,ngi
technology so essential for agricultural and industrial growth
and for modernization. v

7. The usual pedagogic issues were considerably emphasized with
a view to giving, as it were, a face lift to the educational system
we inherited at independence. Improvement in the remunera-
tion of teachers, expansion and improvement of teacher
education, improvement of curricula, teaching and learning
materials, and methods of teaching, examination reform,
improvement of supervision, provision of extension services,.and
such other'programmes received a good deal of attention. It was
of course recognized that, these had a significance of their own,
they cannot be equated with ‘radical’ educational reforms that
were needed. Another weakness was that these were often
imitative and influenced from abroad, especially USA, which
provided considerable financial support training facilities and
experts. » ‘ !

It was these ad hoc policies. of ax.pedlency and class mterests, set
up in an evolutionary and. reformist perspective, that dominated the
scene between 1947 and 1965. They could not be expected to create
a national system of education ; and they did not. They meﬂrch}’ led to a
linear expansion of the educational system which had been evolved during _
the British period under a similar perspective with some minor modificat-
ions to suit the new situation created after independence.

Universal Elementary Education

2.13 Let usnow briefly review the educational developments of
this period which can best be described as one of ad hocism. The discus-
sion may well begin with universal elementary education—a programme in
which objectives and targets were definitely and clearly laid down : quanti-
tatively free and compulsory education had to be provided to all. children
in the age-group 6-14 within a period of ten years (1950-60) ; and qualitati-
vely, ithad been decided to convert all schools to the basic pattefn.
There was thus no ambiguity about the goals and hardiy any controversy
on the subject. All that was needed was to go ahead and get the job
done. And yet we miserably failed to achieve our objectives even in
1965-66. The phenomenon therefore needs a close scrutiny.
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2.14 The pfogramme of univetsal clementafy edication is imple-
mented in three distinct but concurrent stages: (1) universal provision
of schools, (2) universal enrolment of children in the concerned age-
group; and (3) universal retention “of the children enrolled until they
tomplete the elementary course of 'réach the age of 14 years. Each of
these stages needs to be discused separately

2,15 Universal Provision of Séﬁ‘oalé The objective of the
programme was to establish #n élémeéntaiy scool within easy walking
distance from the home of- every c!nld in practlcal térms, the target
was to establish a pmndty ‘schobl- teaching classes I—V within a
distance of one mile and a widdie schiool feaching classes VI—VIII
within a distance of fbout tWo mﬂe’s To assidt in the implémentation
of the programme, edubitional ‘wr\‘éy'& Wére otganized, for all parts
of the country, in 1957 and in 1965, FHE targéts are also comparatively
easy to fulfil if thé mecessary fufidd aré avdilable and the Education
Departments are e%eiéﬁﬁy mguﬁézed fo plan the location of primary
and middle schoth. Bui-6vd: by 1965-66 we' had not been able
to reach the targel-of providing .primary school within easy walking
distance from the’ hwﬁe of &véry ohild “and we were far behind in making
a similar provisiofi:for, midgHe schools, The following data of the 1965
survey will give som fdea of our achievements in this sector.

© .. Table No. 1A
Provisioth of Primary Schools in Rural Areas, 1965

Distance No. of Population
(in Miles) habitations ‘ (millions)
0 373,086 283.481
(71.48)

0.1-0.5 300,557 58.880
(14.85)

0.6-1.0 183,173 34.210
(8.63)

1.1-1.5 48,937 8.514
(2.15)

1.6-2.0 38,833 6.413
(1.62)

Mote than 2 37,665 5.081
(1.28)

Total 982,251 396.580

(100.00)
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Table No. 1B
Provision of Middle Schools in Rural Areas, 1965

Distance No. of Population
(in Miles) habitations (millions)
0 69,424 1G0. 146
(25.45)
0.1-1.0 232,015 82.488
(2 .80)
1.1-2.0 243,699 87.207
(21.90)
2.13.0 167,756 55.574
. (14.01)
3.1-4.0 90,527 26.950
(6.80)
4.1-5.0 57,518 ' 14.184
. (3.50)
More than 5 127,312 29,231
(7.37)
Total 782.251 A 396.580 |
| (100.00)

Source : Second All-India Education Survey, 1965 (NCERT)
Table Nos. 8 and 63. -

N.B.—(1) Figures in paranthesés denote percentages to total.

(2) Statistics of rural areas only have been given because all
urban areas were necessarily provided with primary and middle
schools.
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(3) The data does not give any idea about the adequacy of the
provision. For instance, even if a village needed ten teachers

and only had a single teacher school, it has still been shown
as having been provided with faciities for primary education.

2.16 Universal Enrolment : The mere establishment of a school
in a given locality does not imply that it is availed of by all the children
therein. In fact, the school is generally availed of by the children
from the educated and well-to do families only in the first instance. It
takes a long time, and needs many special measures, for the school to
reach the poor and deprived sections of the community. This is why
enrolment.must be considered as a separaté issue and we must try to enrol
all children in the age-group 6-11 in primary schools (classes 1—V) and
all children in the age-groups 11-14 in middle schools (classes VI—VIII).

2.17 The following table gives the population of children in the
age-group 6-11 and 11-14 between 19:0-51 and 1965-66.

Table No. 2

Population of Children (1950-51 to 1965-66)

(in millions)

Age-group 6-11 Age-group 11-14
Year —~ o~ _—
Boys Girls Total Boys Girls Total

1950-51  22.029 21.083 43.112 | 12.806 11.955 24.761

196061  28.629 27.588  56.217 15.314 14.575 29829
. e

1965-€6  33.342 32.124 65.466 17.350 16.675 34.025

-2.18 The actual enrolment of children in classes I—V was 19.160
millions in 1950-51, and that in classes VI-—VIII was 3.120 millions. It
is, therefore, obyvious that if we wanted to provide unjversal elementary
education by 1960-61, we should have enrolled 37.057 million additional
children (or roughly about 3.7 million a year), in classes I-V and 26.709
million additional children (or roughly about 2.7 million a year in classes
VI-VIIL. If, on the other hand, we had to reach this objective by
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1965-66, we should have enrolled 46.306 million additional children
(or about 3.1 million a year) in classes I—V and 30.905 million additional
children (or roughly about 2.1 million children a year) in classes VI— VIIL
But in fact, our actual performance fell far too short of these targets
as the following table shows— '

Table No. 3
Envolments in Elemeutary Education (1950-51 to 1965-66)

(in millions)

Enrolments in Classes Enrolments in Classes
I-v vi-vill
Year ——— e —— — - -

Boys Girls Total Boys Girls Total

1950-51  13.77 5.39 19.16 ~ 2.59 0.53 3.12
(60.6) (24.8) (43.1) (20.6) (4.6) (12.9)
1960-61  23.59 11.40 3499 5.07 1.43 6.70

825)  (4L.4)  (624) (33.2) (11.3)  (22.5)
1965-66 32.18  18.29  50.47 7.68 285  10.53
(96.3)  (56.5) (76.4) (442) (17.6) -(30.8)

N.B. (1) Figures in parantheses denote percentages to the total
population of the age-groups 6-11 and 11-14.

(2) Tt is necessary to point out that a fairly large proportion of
the children actually enrolled in classes I—VIII is outside the
usual age-limits (6 14) ; they are either below six or above
fourteen. To this extent, the number of non-enrolled children
is larger than that indicated by the above data. This factor
is, however, ignored in this discussion because it is possible
to argue that we can refuse admission to all such children
below and above the prescribed ages and admit an equivalent
number of children from within the age group 6-14.
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“(3) The above data gives no . indication of adequacy of buildings
equipment or teachers. In some cases we may have surplus
teachers and partially filled class-rcom. 1In others, the situation
may be just the opposite. These factors do not however
cancel each other out. On the whole, the inadequacies are very
large and are increasing with time.

2.19 The exact shortfall in our achievements can be seen in the
following data— - N |

Between Between
1930-51 and 1960-61 1€50-51 and 1965-66
(in 000s) (in GOOs)
1. Actual avefaige annual
increase in enrolment
in Classes I-V ' 1,583 2,090
Classes VI—VIII 358 494
Total 1941 2,584
2. Average annual incre-
ase in enrolment need-
ed if the goal of
universal education
was to be reached by
1960-61 in - Classes
I-V . 3,706
Classes VI—VIII 2,671
Total 6,377
3. Average annyal incre-
ase {n enrolment
needed if the goal was
to be reached by 1965-
66 in Classes I-V 3,087
Classes VI—II1 2,063
Total 5,150
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In other words, our achievement was only about 30 per cent of the
expected if we had to reach the goal by 1960-61 and only about 50 per
cent of the expected if we had to reach the goal by 1965-66.

2.20 Universal Retention : This failure was due, not so much to the
non-enrolment of children in Class I (in fact, there was evidence to show
that more than two-thirds of the childien in the age-group 6-7 were
actually enrolled in Class I,) but mainly to the failure to retain children in
schools till they complete elementary education. More than sixty per cent
of the children enrolled left the schools prematurely, mainly because they
had to work for or within the family. Since the economic conditions of
the poor did not improve materially and sincefno special educational
measures were also adopted to meet the needs of economically handi-
capped children (e.g. part-time education), the wastage rates in elementary
education continued to be high throughout the period under review; and
these constituted the most difficult hurdle in the progress of universal
elementary education !

2.21 1In 1965-66, therefore, the situation was that we had failed to
provide universal primary education as adumbrated in Art. 45 of the
Constitution. There was also no revised plan prepared on the subject so
that we did not know when and how the goal indicated in this Article
would ever be reached.

Basic Education

2.22 On the qualitative side, the target in elementary education was
equally clear : to convert every elementary school to the basic pattern. This
was also a very major commitment of the pre-independence period. But
for various reasons, it was not possible to realize this target also which, it
must be admitted, was even more difficult than the quantitative targets.

2.23 The scheme of basic education as originally conceived by
Mahatma Gandhi visualized an education of seven years (age-group 7-14)
to be provided to every child. The scheme made socially useful pro-
ductive work the medium of education so that children learnt ag they
worked and the work became, not a mere subject in the curriculuip, but

1 In fact, wastage has continued to be the worst evil to impede the progress
of elementary education. The Education Commission showed that this evil existed
in the pre independence period also and that the situation had not much changed since
1947, For instance, the proportion of enrolments in Class VIII to those in Class }
was 2.8 in 1911-12, 3.4 in 1921-22, 5,6 in 1936:37, 12,5 in 1946-47 and only 15.4in
1965-66 (Report, Table 7.2), '
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the very medium round whioh every other item in the curriculum was
closely integrated. Gandhiji also did not want any English to be taught
at this stage and was therefore of the view that it should be possible to
provide, during this period of seven years, a level of education equal to
tgat of the matriculation, minus English plus craft. He also felt that the
articles produced by the children should be able to make a profit which
should meet all the expenses of the school mcludlng the salaries of the
tcachers and he was sure that this would be poss1ble if the State took over
thq entlre producc of the school In fact, he attached the highest signi-

ﬁcange to thls self- suﬁicnency aspect of the scheme which he described as
its agid test. It was only this financial independence said Gandhiji, that
would give education its autonomy and free it from State control or inter-

ference.

2.24 The scheme of basit education as'it came to be finally accepted
by the country was a very different cup of tea and compromised with many
fundamental features of the programme. For instance, the scheme as
visualised by Mahatma Gandhi was a non- -formal system unconnected with
the State, The scheme ag accepted by the country was equivalent only to
the introduction of soqnally useful productive work as an integral part of
the formal school system supported by the State. Gandhljl s scheme was
to be financially self-sufficient. But in the scheme as adopted, this aspect
of self-sufficiency was totally abandoned. All that was expected was that
the children would either produce some articles for their own use or the
receipts from the sales of articles produced by the children would be able
to meet the cost of raw-materials dnd leave some profit which could be
given to the students or used for their welfare. While enough time was
allotted to the learning of the craft, it was no longer necessary to correlate
all items of the curriculum with it: correlation was desirable, wherever
possible, but not mandatory. Each basic school, however, was expected
to function as a community and engage itself in some meaningful pro-
grammes of service to the local people. It was also decided that English
could be taught in basic schools. In fact, a luminary of basic education
observed that the principles of basic education were best practised in
some of the English-medium special schools.

2.25 In implementation, the programme ran into many difficulties.
The experimert did not become popular in urban areas or with the upper
and middle classes who did not want their children to work with their
hands and who felt that the standards of education would suffer because
of the heavy time reserved for craft work. It did not have much relevance
to the life of the children from poor families because it was tried out only
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in full-time schools which these working children could not and did not
attend. The attitudes of the State Government showed great variations;
some evinced a firm commitment and many were almost totally indifferent.
The top leadership paid lip sympathy to the programme but preferred to
send their own children to English-medium schools so that basic education
came to be defined as the best education for other people’s children. The
Government of Uttar Pradesh converted all its primary schools to the
basic pattern overnight. But in other States where space, equipment and
materials, trained teachers, etc. were considered essential, the progress of
the experiment was very slow. On the one hand, the State Governments
could not or did not provide the needed trends. On the other, it was
found that, while good work was done in schools where competent and
dedicated teachers were available, any large scale expansion of the pro-
gramme did not work satisfactorily. It was also found that basic education
would not help the programme of universalisation of elementary education.
For one thing, the basic schools proved to be costlier than the non-basic
schools and not cheaper as was originally expected. Besides, the basic
schools were not popular with the parents and did not show that they had
any greater power, to attract and hold children than the non-basic schools.
As time passed, there was also an increasing opposition to the idea that
elementary schools should be divided into two types—the basic and the
pon-basic and a demand was put forward that all elementary schools
should provide a uniform education to all children—an education which
would be the best the country can afford. Two main lines of thought
thus emerged in the light of the experience of nearly 30 years of the
working of the scheme (1937-66) : (1) the first was that a reformulation of
the scheme itself was called for; and (2) secondly whatever the formulation
of the scheme, its implementation had to be much better.

2.26 There were three principal gains on the pedagogic side. The
salaries of the elementary ‘school teachers (which were, in many areas,
extremely low) were considerably improved ; more extensive arrangements
were made for the training of teachers whose quality was also improved
and there was a general improvement in curricula and text-books. But
even these were counterbalanced by two main losses. In 195C-51, the
expenditure on teachers’ salaries formed 80.3 per cent of the total direct
expenditure on primary schools and the corresponding figure for middle
school was 75.8 per cent. ‘In 1965-66, however, these proportions rose to
90.7 per cent for primary schools and 89.2 per cent for middle schools,
thus showing that other qualitative inputs in elementary education was
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considerably declining.? Secondly, because of the comparative neglect of
elementary education, its share in total educational expenditure declined
from 38.7 per cent in 1950-51 to 34.4 per cent in 1965-66.

_ 2.27 One important issue needs analysis before we close this discus-
sion. Throughout the period under review, the political leadership at the
national, State and district levels laid great emphasis on the largest possible
expansion of elementary education that could be secured within the
resources available which, of course is quite different from a commitment
to the goal of providing universal education. Incidentally, it may be
pointed out that the policy of the British administrators was very similar;
they also wanted the largest possible expansion of elementary education
but ruled out the provision of compulsory education on administrative
and financial grounds of decisive weight (Govt. of India Resolution on
Educational Policy, 1913). The way in which we are developing the
programme of elementary education since 1950 implies that we strive for
the largest possible expansion of elementary education and only ‘endeavour’
to provide free and compulsory education at some distant and undefined
date! Comments on the ‘distinction’ between these two policies, if any,
are needless. But it is necessary to understand why even this emphasis on
the largest possible expansion of elementary education was so consistently
laid by the leadership at all levels. My analysis is that the political
leadership welcomed the expansion of elementary education for two main
reasons : (1) it boosted their political capital if they opened schools in
schoolless areas; and (2) the expansion of elementary education gave them
-the largest single aveoue to provide employment to secondary school
teachers (the completion of the secondary course now became the minjmum
qualification for elementary teachers). Let us not forget that between
1950-51 and 1965-66, the enrolment in elementary education increased
roughly at 25.84 lakhs a year and that this implied the appointment of
about 100,000 teachers a year (including replacements). With the large
expansion that was taking place, the system of secondary education would
have collapsed if these employment opportunities were not available. 1
“am confirmed in this analysis by long discussion I have had with political
leaders at various levels. [ always found that they were interested in the
programme only until a school was opened, a teacher or teachers were
appointed and their political and patronage interests were satisfied. But
as soon as this was done, they lost all further interest in elementary

1. The target in this regard has been that the teachers® salaries should form
60 to70 p.c. of the total expenditure to provide adequate services like better equiP,
ment, better teaching materials, free books or free meals, ' B
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education and never bothered whether the teachers went to the schools or
not or whether children learnt anything at all. These were matters of no
consequence to them; and this is one of the main reasons why it is so
difficult to control teacher-truancy or to lay adequate emphasis on impro-
ved attendance or reduction of wastage or raising of standards.

Adult Education

2.28 The cause of adult education or of liquidating mass illiteracy
fared far worse and, as stated earlier, the problem was shelved altogether.
The main argument was that, in the long run, the provision of universal
elementary education was the surest way to liquidate illiteracy and that, if
we were to achieve the goal of universal education for children in the age-
group 6-14 within ten years, it would be unnecessary to mount up g
massive programme of adult education in addition.

2.29 The programme of adult education, which was designated as
social education to emphasize the fundamental and social aspects of the
programme, was kept going in a small way, mainly in relation to the
community development programme in which the integral role of social
education was recognized. The following data speak for themse]ves ;

Table No. 4
Adult (Social Education 1950-51 to 1965-66)

Year No. of institutions Enrolment Expenditure (Rs.)

1950-51 48,556 1,256,011 7,218,126
1955-56 46,091 1,282,710 7,196,186
1960-61 © 62,815 1,494,794 7,927,765
1965-66 2,171,912 1,637,541 2,548,466

A word of explanation is needed for the large spurt in adult educa-
tion centres in 1965-66. This was mainly due to the Gram Shikshan Mohim
in Maharashtra, a voluntary movement conducted at very liftle cost, which
initially showed great promise but which ultimately petered out with
marginal results. In 1965-66, this movement in Maharashtra accounted
for 183,013 centres with an enrolment of 845,645. This movement did
not exist in 1950-51; and if we make allowance for it, it would be readily
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seen that the over-all position of adult.education in the country. had really
become worse in 1965-66.

2.30 It appears that, throughout this peribd, we ran about 50,000
centres a year and made about 500,000 adults literate at a small cost, the
total investment in the programme being less than one per cent of the total

educational expenditure. P

2.31 Tt was explained earlier why, ifi'spite of all the arguments to
the contrary, the programme"s of universal elementary and adult education
were so largély neglected during the period under review. - It may also be
mentioned that there was no strong social and political demand from any
quarter to reverse these policies. The people themselves were poor and
unorganized and the type of education we provided in the elementary
schools or literacy classes could not be seen by them as a felt need or as.an
acquisition of value. The opposition parties, not excluding the leftist ones,
could hardly make an impact and unfortunately they were also not keen to
make these programmes basic issues in political struggles. The only group
that fought for these ideas copsistently were a few committed academics
and social workers and a group of Gandhians. For a time, they had some
pull and did succeed in getting some support for these programmes. But
even before the period under reviw was over, their ‘pull’ had begun to
wane very materially.

Expanston of Secondary and Higher Education -

) 232 It was pointed out earlier that it was decided to accord the
highest priority to the expansion of secondary and higher education. The
demand for this education increased immensely during the period.under.
review for various reasons such as :

—the high social status attached to a university degree ;

—the growing hunger for education among the urban upper and
middle classes who realized that the best, and probably the only
worthwhile legacy they could leave to their children was to give
them good education ;

—the awakening among the rural people and the rural rich and
well-to-do individuals who now began to seek social advance-
ment (just as the urban and advanced classes had done about
50-80 years earlier) through secondary and higher education ;
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—the disappearance of old ‘job values’ attached to elementary
education so that secondary education became the minimum
and higher education the optimum qualification for any worth-

while job ;

—the increasing difficulties in getting a job and the need for
receiViEg" an increasingly higher level of education to get even
the same job made boys stay longer in the school system. This
increased their age of marriage which resulted in increasing the
age of marriage for girls as well and they also began to join
secondary schools and colleges in increasing numbers ; and

—the absence of adequate employment opportunities for young
persons many of whom were compelled to go in for further
education because they had nothing to do, thus making educa-
tion a substitute, rather than a preparation for work.

2.33 This déemand for the expansion of secondary and higher
education received strong support from all quarters. The upper and the
middle classes supported it because they were obviously its principal bene-
ficiaries. "Curiously enough, the backward classes also gave it an equal
support because they believed that a system of open-door access to secon-
dary and university education was their best hope of vertical mobility. The
political leadership was also keenly interested because most of expansion
took place through private enterprise with which it had built up close
working' relations and. which formed an important part of its political
capital and base. Obviously; with such strong'support, no Government
could have tesisted the demands and pressures for a rapid expansion of
secondary and higher education.. The $tate' Governments, therefore, made
fairly large provisions in their plans for expansion of secondary and higher
education and definite targets to be reached were fixed in all the five year
plans of this period. Moreover, the State Governments also provided
considerable encouragement and liberal assistance to the students at these
levels. It is also no wonder that the targets fixed (which were by no means
under-estimates) were, in almost all cases, over-fulfilled.

2.34 The following tables show the expansion in general secondary
and higher education during the period under review :—



Table No. 3

Secondary Schools and Enrolments in Classés IX-XI (XIi)
1950-51 to 1965-66

Year No. of secondary Enrolments in classes I1X-XI| XII
. schools . (in millions)

_Boys Girls Total

1950-51 7,288 1.02 0.20 1.22
(8.7 (1.8) (5.3)

1955-56 10,838 1.58 0.30 1.88
(12.8) (2.6) (7.8)

1960-61 17,257 2.34 0.55 2.89
(16.7) “4.1) (10.6)

1965-66 27,477 3.87 1.17 5.04
(24.3) 1.7 (16.2)

N.B. —( 1) Figures in parantheses show percentages to the popula-
tion in the age-group 14-17.

(2) In 1965-66, 16,512 institutions (60.1 p.c. of the total as
against 38.8 p.c. in 1950- :51) were located in rural areas.

(3) It may be pointed out that this large expansion of secon-
dary education was greatly helped by the liberal assistance
made available to students in secondary schools during
this period as the data given below will show.

195051 196566
1. Scholarships and stipends 133,772 735,515
2. Other concessions 121,377 1,353,698
3. Free studentships 488,012 1,727,837

4, FEnrolment in institutions whete
education is free 495,375 4,143,106
(in 1955-56)
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Table No. 6

Institutions of Higher Education and their Enrolments
(1950-51 to 1965-66)

Type Institutions Enrolments
1950-51 1965-66 1950-51 1965-66
1. Universities 27 64 31,231 118,112
. Research Institutes 18 39 634 2,008
3. Colleges of Arts
and Science 498 1,673 325,723 1,119,0 6
4. Colleges of Other
Education 78 1,253 5,022 96,308

it will be seen that, in a short period of about 15 years, the number
of general secondary schools and their enrolments increased four-fold. In
general higher education also, the increase in institutions and enrolments
was correspondingly large. The rates of expansion at secondary and
university stages are of course much larger than at the elementary stage;
and there is no precedent for such expansion in our earlier educational
history.

2.35 It must be pointed out that this expansion of secondary and
higher education was again not a new policy but a mere continuation of a
trend which had already been well established. Expansion of secondary
and higher education in which the upper and middle classes were interested
right from the start was first achieved by Indian private enterprise between
1854 and 1902 with the approval of, and some encouragement from,
Government. Between 1902 and 1921, this programme was carried further
but inspite of the opposition of government which now frowned upon
such expansion for political reasons. Between 1921 and 1947, the expan-
sion was faster because government (which was then under Indian control
in so far as education is concerned) also supported it although its finances
were limited. After 1947, we had the most favourable conditions for
expansion of secondary and university education, viz., intense public
demand and largest social support combined with full encouragement and
liberal financial assistance from government.
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2.36 Several important aspects of this expansion deserve notice :
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No one had any objection to expansion of secondary and higher
education. In fact, the level of expansion reached in secondary
and higher education was so low in 1947 and so inadequate
from the point of view of the needs of a free country which was
anxious' to modernize itself that a good deal of expansion was

badly needed.

It was also recognized that, because of this expansion, secondary
and higher education was spreading to lower and lower strata of
Indian society, creating a social ferment, helping @ new leader-
ship to emerge and, on the whole, leading to a more balanced
polity and economy.

What was objected to therefore was not expansion as such, but

the unplanned manner in which it was being brought about,

For instance, the Education Commission found that, in 1965-66,
as many as 26°6 of the secondary schools had an enrolment of

less than 100 and that oniy about half of the secondary schools

had an enrolment of 240 and over which is probably the

minimum size to reduce costs and increase efficiency. Similasly,

as many as 15.6 per cent of the colleges had an enrolment of
less than 100 and that nearly 44.8 p. c. of the colleges had an

enrolment of less than 300. The locations of secondary schools

and colleges were very often ill-planned.

The benefits of this expansion (and of the large subsidy involved
therein) went largely to the upper and the middle classes
because it was mostly they, and not the poor classes, that were
able to complete elementary education. This increased the
inherent injustice of the system.

Moreover, this rapid expansion created serious problems of
educated unemployment which led to great unhappiness and
ilifeeling and sapped the motivation of students. '

It was mainly because of these difficulties that a view was put for-
ward to introduce selective admissions to prevent expansion beyond
certain accepted ceilings. But this proposal, formally put forward by the
University Education Commission (1948-49) was never accepted. The
politicians were unwilling to take these radical and hard decisions whick
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Involved the risk of unpopularity and opposition from vested interests ;
the rich and the well-to-do who had everything to gain and nothing to lose
through the current systems of open-door access naturally preferred to
continue the status quo ; and even the weaker sections opposed the pro-
posal because of their fear that the system of selective admissions would
be manipulated to harm their interests.

The Qualitative Dimension

2.37 This expansion of educational facilities at all levels, i. e. the
expansion of elementary education (which was fully justified in theory but
only inadequately achieved in practice) as well as in secondary and higher
education (which was not quite fully justified in theory but which was
overachieved in practice), formed the most important programme of
educational development between 1947 and 1965. It naturally absorbed
the bulk of the finances available and left very limited resources for
developing the programmes of qualitative improvement. Inspite of all
that could be done therefor through pedagogic inputs like improving
teacher quality and competence, curricula, teaching and learning materials,
methods of teaching and evaluation, or supervision, the standards did
continue to deteriorate in the vast majority of educational institutions.
Since no one was prepared to curtail expansion or to provide the addi-
tional resources needed (these could have alleviated the situation), some
method to solve the qualitative crisis had to be found.

2,38 Ultimately the method evolved was in keeping with the
divided character of the Indian society, viz., to maintain a dual educational
system in which a small core of high quality institutions (which is largely
used by the rich and the well-to-do) is surrounded by a large penumbra of
poor quality institutions (which are really meant for the common people).
But even this was not a new invention ; it was merely a continuation and
further expansion of a system which had already come to exist during the
British period.

(1) Atthe school stage, the British model-of public schools had
already been introduced with various objectives, e.g. the training of the
children of the Princes and the aristocracy, the early training of would be
officers for the army, provision of special residential schools for the
children of the modernized rich, and so on. There were also a few English-
medium schools originally meant for Anglo-Indians and others who used
or desired the use of English as mother-tongue. But the total number of
such institutions was, on the whole, comparatively small before 1947, In
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the. post-independetice period, the ruling super elite decided that this cote
sector of g

be utilized by them for the education of their own children for the prestige
and the other obvious advantages it coaferred. The ruling elite also
followed suit and began to use good quality private schools (oot necessarily
using Englisb as medium of instruction) for their children. The number
of schools of both these categories (and especially of those using English
as the medium) increased by leaps and bounds in the post-independence
period. Very soon, therefore, we created adual system at the school
stage in which (I) a small group of fee-charging, 8ood, high quality
schools {many of which used English as ‘medium of instruction), mostly
run by private agencies or minorities served the needs of the rich and the
well-to-do, while (2) the vast majority of publicly supported schools which
were generally of poor quality were utilized by the common man for the
education of his children. This solved the ‘quality’ problem for the ruling
elite, Since resources were limited and it was not possible to improve all
schools, it was decided that the best policy would be to maintain a core
sector of good quality schools while the rest of the schools meant for the
common man were allowed to be of poor quality. ' There was also no
objection if even this low quality of the vast majority of schools continned
to deteriorate further so long as the small core sector of good schools
maintained standards and continued to rajse them. This dualism therefore
assured the ruling elite that their children would receive 80od education;
and what dces it then matter if orher people’s children got only bad

education ?

2. The same dual policy was continued at the university stage also.
Here a number of prestigeous, good quality ang useful institutions were
cieated. They included the Indian Institutes of Technology (ITS), the
Indian Institutes of Management (1IMS), engineering and medica colleges,
and several institutions of general education. They had selective admissions
because the applicants for admissions far outnumbered the places available;
and even when their methods of selections were academically fair, their
admissions went largely to students who had received their school educa-
tion through the English medium, to the children of the rich and well-to-
do, of professionals and of senior employees in the private and the public
sector, or, in short, to the top echelons of the ruling elite for the simple
reason that there is a close correlation between the ‘talent’ of children as
we now measure it and their socio-economic backgrounds. This core
sector of good quality institutions was surrounded by a large number of
colleges and other institutions of higher education whose standards were
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poor and which admitted the sons and daughters of the common people.
The elite were thus assured of a good education for their children. The
other people’s children were assured of an open-door access to higher

education; but this only meant that they would be admitted in some
institution, however poor, and in seme course however useless.

2.39 There was of course a continuous demand, especially from
the left parties, that this dualism should go and that all public and special
schools should be abolished. But they were too well entrenched to be
affected. Government, however; responded by saying that they would
also make good education, of the type given in public schools, available
to talented children of the poor as well. It was from this point of view
that the Government of India started its scheme of scholarships in public
and special schools. The establishment of the Sainik schools had a
similar objective. Some State Governments established public schools
admissions to which were made on merits. Of coutse, the total number
of students so admitted to education in public or special schools formed
only a very small part of the total enrolment of these institutions.

2.40 Of course this does not mean that no attempts were made to
improve quality in the general run of educational institutions meant for the
common man. Irr fact, these attempts were almost continuous and included
such measures as improving the remuneration of teachers and their general
and professional education, improvement of text-books and teaching and
learning materials, adoption of better methods of teaching and evaluation,
improvement of supervision, provision of buildings and equipment, and
so on. But they did not produce any tangible effect for two main reasons.
The first was that the resources available fo- all such programmes were
very limited; and cecondly, the good results obtained through them were
often negatived by deterioration in discipline and quality of administration
(as shown for instance in increasing teacher-truancy and adoption of mass
copying methods in public examinations) by weakening of the motivation of
students due mainly to the growing distance between a degree and a job,
By the large influx of students from deprived backgrounds for whom no
proper facilities of individual guidance were provided and by the far too
frequent disturbances due to strikes, etc., especially at the university
stage. :

Vocationalization of Secondary Education

2.41 We have so far dealt with the attempts made to secure
expansion of secondary and higher education, the problems it createdi n
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the maintenance of standards,! and the manner in which these were
broadly tackled. We shall now proceed to discuss some other major
developments in secondary and higher education.

2.42 The vocationalization of secondary education with a view to
diverting a proportion of the enrolment at the secondary stage in terminal
vocational courses of a practical character and reducing pressures
on university -admission was an accepted policy of long standing and
was being pursued since 1882, But it made little progress in the
pre-independence period partly because Government did not follow
it with sufficient zest and partly because industry had not developed
and other opportunities of employment to young persons who had
received second level elucation were also very few. In the post-inde-
pendence period, the attempts to vocationalize secondary education
continued to be made more vigorously and the students were also attracted
to these courses in increasing numbers because the economic and other
policies of government were also more favourable to employment after the
second level of education. The net result of these efforts can be seen in
the following table.

Table No. 7
Vocational Secondary Education (1950-51 to 1965-66)

Type of Vocational No. of lnstitutions Enrolments in Institutions

Education 1950-51 196 5-661 1950-51 1965-662

I.  Agriculture 35 99 1,854 9,138

2. Commerce 549 346 37,386 50,914

3. Engineering,

Technical
Industrial

Arts and Crafts 750 1,318 52,457 91,516

4. Fine Arts N.A, 246 N.A. 17,656

5. Forestry 1 4 27 623

.1. They also created very difficult problems of educated unemployment. But
these will be dealt with in a later section of this Report.

2. Excludes institutions of undergraduate standard and their enrolments.
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6. Medicine 39 88 3,334 3,994
7. Physical
Education 182 22 22,594 2,350 -
8. Teacher Training 782 601 69,416 65,981
9. Veterinary N.A, 3 N.A. 124
10. Others 1 48 116 5,085
Total ) 2,339 2,775 187,194 247,021

Percentage of abave
enrolment to total enrolinent
at the secondary stage 3.8 4.0

Total Expenditure
on vocational schools

Rs. (millions) 36.943 76,611
Percentage to total
educational expenditure 3.2 1.2

2.43 The over-all picture is disappointing and shows that we could
make only a marginal advance in this field inspite of all the talk about
emphasis on vocationalization of secondary education. The re-classi-
fication of Secondary vocational institution introduced during this period
does adversely affect the quantitative data of 1965-66 because vocational
schools of the undergraduate level are excluded. But ¢ven if due allowance
is made for this factor, the over-all situation will still remain equally
unsatisfactory and the only conclusion that can be drawnis that the
programme of vocationalization of Secondary education made poor advance
if any, during this period. There was of course a small increase in the
number of institutions, their enrolments, and the expenditure incurred on
them. But their proportion to the total number of educational institutions,
enrolments and expeuditure declined, instead of increasing.

Diversification

2.44 A major attempt for reform in Secondary education made
during this period was the adoption of the concept of multipurpose
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secondary schools recommended by the Secondary Education Commission
(1952) and accepted by the Government of India. Under this proposal,
secondary education was divided into a namber of streams to suit the
varying interests, aptitudes and capacities of adolescents, e.g. humanities
sciences, commerce, agriculture, engineering and technical, home science
(for girls)and fine arts. Every scondary school was expected to provide
‘for as many of these streams as possible and at least for three of them.
The . vocational streams included in this pattern did not prepare the
students for any vocation as such but merely formed an alternative
channel of broad general education which would still enable them to enter
1he universities. Liberal central grants were made available for convers-
ion of secondary schools tothe multipurpose pattern. The progress
made by 1965-66 is shown below.

Multi-purpose! Total
No. of High Schools 208 20,766
No. of Higher Secondary
’ Schools 1,878 6,711
Enrolment in High Schools 387,622 74,94,538
Enrolment in Higher Second-
ary Schools 1,204,400 38,23,526

: 2.45 These ‘reforms’ were extremely unfortunate. For one thing,
they introduced specializalion at a very early stage : Students who had
completed class VIII and were about 13-14 years old were asked to choose
their careers and had to be classified as belonging to pre-engineering
and pre-medical sections. Dr. D. S. Kothari described this system to be
as bad as that of child marriage. Secondly, the various streams provided
in the scheme (except humanities, sciexces and commerce) were taken up
only by very few students and the wisdom of providing such costly
¢ourses for a few students in secondary schools of general education
was seriously challenged. Even within a few years of the introduction of
this scheme, therefore, the public opinion was ranged strongly against it.
This is one of the ill-advised and costly changes that were tried out in the
post-independence period and that had ultimately to be given up. It is
‘reforms’ of this type that have got a bad name for educational planning
in the country.

1. Besides, there were 48 post-basic schools with an enrolment of 5,726,
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The Obsession with the Pattern

2.46  Another and a more serious weakness of educational plann-
ing in the post-independence period is what may be described as the
obsession with the pattern of the school and college classes. Tt is difficult
to explain or even to understand why a pattern of school and college
classes which is the least important aspect of a national system of educat-
ion should have been looked upon as its most important aspect and why
it should have obsessed all concerned and dominated all educational
planning in the post-independence period to such an extent that we are
not still free fromit. But there is no doubt that this obsession has done
a great harm to education by diverting public attention and resources
to wrong priorities.

2.47 In the pre-independence period, there was no such obsession
with the pattern of school and college classes. The British administration
allowed full freedom to the Provinces to organize their school education
{i.e. education before the matriculation which was held by the universities
as entrance for higher education) in any way they liked. But in so far
as higher or post-matriculation education was concerned, an attempt was
made to evolve a broadly uniform pattern of education, especially after
the Indian Universities Act of 1904, But even this receded in the back-
ground between 1921 and 1947 when education was transferred to Indian
and Provincial control. Inspite of this freedom and almost total absence
of a desire to create a uniform pattern of school and college classes, a
few common features did emerge though the inevitable process of co-
ordination and mutual learning thatis inescapable in a federal system.
By 1944, the situation in the country was as follows —

—the duration of school education leading to the matriculation
examination varied from province to province and could be

from 10 to 12 years ;

—the matriculation examination could be held by universities or
by Secondary Education Boards ;

—the intermediate course was of two years and the intermediate
examination could also be held by universities or by special

Boards ;

—the undergraduate course was of two years and led to the first
degrec ; but the duration of the courses for the first degree in
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professional fields like agriculture, engineering or medicine
could be different and longer ;

—the courses for the first degree were of two types-pass or
honours—with the same duration. But there were exceptions
as in Madras where the honours degree was taken after three
years and where the second degree was awarded automatically
after sometime or as in Allahabad where a honours degree was
taken one year after the pass course and was followed by a
one year course for the M.A. degree ; and

—the duration of the courses for the second degree was also two
years.

2.48 The Calcutta University Commission (1917-19) suggested the
first major reform in this area, viz., the adoption of the pattern of 10-+2+3
for the Calcutta University. This idea was also projected at the All-India
level. The Calcutta University did not act upon it at all. But the Government
of U.P. separated the intermediate classes from higher education proper and
created a Board of High School and Intermediate Examination to look after
all - pre-university education. Some other Boards on the same pattern were
also set up in North India. The three-year degree course did not materialize
except in stray classes like the Madras Honours Course. There were also
no sustained or intensive attempts on an All-India basis to adopt the
pattern of 104243, especially because the Government of India was
almost ‘divorced’ from education from 1921 to 1947 as a result of the
introduction of the system of dyarchy and transfer of education to Indian
control under the Government of India Act, 1919.

2.49 The idea of another national pattern for the country as a whole
was put forward by the Sargent Report or the Post-War Plan of Edu-
cational Development in India (1944) which differed from the Calcutta
University Education Commission and recommended the pattern of
8+3-+3, known commonly as the Higher Secondary pattern. As was
pointed out earlier this Report was rever accepted as a national policy.
But somehow the idea of a national pattern of school and college classes
was caught up and this pattern was actually introduced in Delhi Union
Territory between 1945 and 1947. This raised controversies which
were still alive when the University Education Commission (1948-49)
was appvinted. Naturally, the subject received considerable attention in
its deliberations and as it agreed with the Calcutta University Commis-
sion, it recommended the pattern of 1042+43. With these opposite
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recommendations, the controversy over the subject became sharper and
the whole matter was referred to the Secondary Education Commission
(1952). This Commission was broadly in favour of the Higher Secondary
pattern but could not quite make up its mind whether the higher second-
ary course should be of eleven years as recommended by the Sargent
Report or of twelve years as recommended by the Calcutta University
Commission (1917-19). Basically, the controversy was between those
areas where the duration of the total course leading to the first degree
was fifteen years (these formed about half of the country) and those where
it was fourteen years (these were almost equal in influence and authority).
Each of these areas thought that their system was better, was not
prepared to change it, and was trying its best to make its own system
the national pattern. Tt was this difficult situation that had to be tackled
between 1952 and 1954.

2.50 The solution that was ultimately devised was as follows —

—the highest emphasis was placed on the organisation of the
three -year degree course and this reform was mostly carried
out between 1954 and 19635, with the help of liberal UGC grants,
in all areas except U.P. (where it has not yet been implemented)
and the City of Bombay (where it has since been implemented) ;

—the higher secondary pattern of 8§4-3-+3 was recommended
with a transitional stage of 8+2+1-+3 wherein the pre-univer-
sity year could be in colleges.

2.51 This was a solution determined by considerations of finance
and expediency and obviously, it was a definite  concession to the view
of the fourteen-year States. Naturally, they adopted the proposals with
greater enthusiasm. But there were important exceptions also. As stated
above, U.P. did not adopt the three-year course and refused to break
up the 1042 pattern., The Delhi Union territory and M.P. went the
whole way and adopted the 8-43--3 pattern university. But the other
States continued to have both the alternatives of 1143 or 104-14-3 as
long-term measures. In the fifteen-year States, on the other hand,
these reforms were given a cold shoulder. Kerala adopted the pattern of
10-+2--3. Nope of these States reduced the duration to 14 years. They
also did not adopt the higher secondary pattern and when they did, they
usually adopted the pattern of 114-14-3. The net result therefore was more
negative than positive. On the one hand, no national pattern of school
and college classes ever emerged. On the other, the existing confusion
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of patterns became worse confounded ; the controversy between 14 and 15
years States remained unresolved and the pational obsession with the
pattern as the single, most needed and radical reform of education was
continued and strengthened further. Like the old man in the tale of
Sindbad the Sailor, the pattern was riding the neck of educational reform
in India almost continuously since 1944 : it refused to alight and could not
also be shaken off.

Other Reforms in Higher Education

-2.52  The general expectation in 1947 was that tle reform of higher
education, especially in its qualitative aspects, would receive the highest
priority and that the recommendations of the University Education
Commission (1948-49) would be implemented with vigour in a sustained
fashion. Unfortunately, this hope did not materialize adequately,
although university education did receive far greater attention than any
other sector. This was due to several reasons. In the first place, most
of the resources available were taken up by the programmes of expansion ;
and expansion of higher educ¢ation naturally absorbed a lion’s share in
the finances availablé. Secondly, as shown above, the obsession with
the pattern claimed much larger attention than it deserved. Thirdly,
government created the University Grants Commission in 1957 and
naturally felt that the UGC must function in an autonomous manner
and assume "all further responsibility for the development of higher
education. But whatever the explanation, the fact remains that the
reform of higher education between 1947 and 1965 was, on the whole,
ad hoc and desultory, rather than carefully planned, comprehensive or
sustained with vigour, Among the few good achievements of the period,
however, mention may be made of improvement in the remuneration of
university teachers. In plan after plan, the UGC defined national scales
of pay for university and college teachers and tried to imple.nent them
through a system of specific grant-in-aid. Another achievement was the
almost universal introduction of the three year degree course to which
a reference has alrgady been made. The third was a great expansion of
the teaching and research activities in the Universities with the support of
UGC grants. Most of the universities were now in a position to develop
fine campuses, construct academic buildings, staff quarters and hostels,
provide improved libraries, laboratories and student services, and expand
their teaching and research programmes. In fact, the universities now
became a quality system within the field of higher education and pro-
vided the bulk of post-graduate teaching and research. Special mention
must be made here of the scheme of Centres of Advanced Study which
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were established  in selected wuniversity departments to function as pace-
setting . institutions. The UGC also initiated several programmes for
adoption of improved methods of teaching, for revision of curricula, for
examination reform and for facuity development. A scheme of publishing
good text-books was also initiated in collaboration  with the Governments
of the UK, the USA., and the USSR.

2,53 Unfortunately, the over-all situation regarding standards in
higher education had a darker side also (as at the other stages of educa-
tion). There was a general deterioration of standards because of a lowering
of student motivation, due mainly to the growing distance between a
degree and a job. The bulk of the students saw little purpose in higher
education, The lowering of the standards at the school stage had also
made them less prepared to receive or benefit from higher education.
The political parties tried to make full capital out of this situation by
fomenting student unrest and using it for their own parrow party ends.
Consequently, the over-all situation in higher education was greatly
disturbed with studeat unrest and indiscipline which frequently took a
violent form. While the studies generally suffered, the importance of
examinations increased so that students often tried to take the easy way
out through such means as cramming for examinations, attending coach-
ing classes, or worse still, mass copying at examinations. The extent
of these evils naturally varied from area to area. But on the whole, they
were far too serious to be ignored and almost negatived the good results
expected from the vast sums invested in the development of higher educat-
ion. In fact, they created a first-rate crisis in the system of hlgher
education which was by no‘means easy to resolve.

Scientific Research

2,54 A word might be said here about science education and
research. The natiopal system of education as visualized in the pre-
independence perlod was expected to give a very high pnorlty to science
education and research. Science and technology had also the unstinied
support of Pandit Jawaharlal Nebru who wanted India to be lifted out
of the ‘cow-dung era’ and who believed that the development of science-
technology alone held the key to elimination of poverty, ignorance and
disease.  Government, therefore, adopted the Science Policy Resolution
of 1958 and tried to implement it. An Atomic Energy Commission
was established and greatly developed under the leadership of Dr. Homi
Bhabha. The ’4Council of Scientific and Industrial Development,
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established a little earlier in 1944, was greatly developed through the
efforts of scientists like Dr, S.S. Bhatnagar. Of course, the country
had a choice here. It could have decided to develop these programmes
through the university system itself in which case.they would have been
considerably strengthened. But somehow, this decision was not taken
and it has had far reaching consequences on the system of higher
education and research. The decision to promote scientific and techno-
logical research through “national laboratories deprived the universities
of a proper share in the large resources now made available for higher
education and research. What is worse, it drained them of considerable
talent because most of the top scientists were drafted into the national
laboratories through a policy of providing better remuneration and more
satisfactory conditions of work and service. One is not, therefore, quite
sure whether the policies pursued in this sphere during the period under
review were right and whether they were in the best interests of the
country.

Professional Education

2.55 Professional education in agriculture, engineering and medicine
was greatly emphasized during the period under review because of its
close relationship to the policies of development followed in the moderni-
zation of agriculture, growth of industry, and provision of modern health
servizes. In fact, this is one area of substantial achievement between
1947 and 1965.

256 In 1947, the country had only 17 institutions of higher
education in agriculture—the Indian Agricultural Research Institute
and 16 agricultural colleges. It was now decided to emphasize agricultural
education and research in the interest of increased food poduction,
to strengthen the Indian Council of Agricultural Research, to establish
an Agricultural university in every State, and to improve and expand
agricultural colleges, where needed. The progress achieved during the
period under review is shown below.

1950-51 1€65-66
1. No. of Agricultural
Colleges 16 52
2. Enrolment in above 2,956 19,281
3. Teachers in above N.A. 2,160

4. Total Expenditure on
above (in millions) Rs. 3.630 Rs. 26.360
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While these were substantial gains, signs of distress were already
visible by 1965. In particular, the production of agricultural graduates
was already too large and unemployment among them had reached a
sizable proportion.

2.57 The situation with engineering education at the university
stage was also similar. In fact, higher education in engineering and
technology received the highest emphasis and attention during this period
and its planned and co-ordinated development was supervised by the
All India Council of Technical Education and the Ministry of Education.
Five Institutes of Technology were -established at Bombay, Madras,
Kharagpur, Kanpur and New Delhi. Large Regional Engineering
Coalleges were established at several centres. Existing engineering colleges
were expanded and improved and several new ones were established. The
progress made is briefly shown below.

1950-51 1965-66
1. No. of Coileges of ‘
Engineering 33 97
2. Enrolment in above 12,586 68,848
3. Teachers in above N.A. 6,307
4, Expenditure on above
(Rs. millions) 11.150 80.540

By 1964, however, a recession had set in already so that there was
large unemployment among the students who had received professional
education in engineering and techology. The over-all situation was, in
fact, even more distressing than in the agricultural sector.

2.58 Medical education also received considerable emphasis during
the period under review because of the decision to expand the provision
of medical and health services in all parts of the country on the broad
lines recommended by the Bhore Committee (1946). The All India
Institute of Medical Sciences was established at New Delhi as a pace-
setting institution at the national level. A similar Post-graduate Institute
was developted at Chandigarh. The existing medical colleges were
strengthened and improved and several new medical colleges were establi-
shed. A major decision taken was to have a uniform course of medical
education (M.B.B.S.) which took four years and a half after twelve years
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of general education and all shorter courses were abolished. The

facilities for post-graduate education were considerably increased. The
over-all progress made during the period under review is shown below.

1950-51 -~ 1965-66
1. No. of medical colleges of \
all types 39 163 -
2. Students in above 14,758 66,060
Teachers in above N.A. 9,716
4, Expenditure on above
(Rs. millions) 14.910 121.110

This development of medical education was generally welcomed.
There were however several complaints—the highly trained M.B.B.S,
doctors were unwilling to go and practice in rural areas ; the para-medical
personnel was in short supply ; the health services were not reaching
the rural areas adequately ; and the quality of the doctors produced
left much to be desired.

Equalisation of Educational Opportunity

2.59 Equalization of educational opportunity was one of the
distinct objectives pursued during this period, although the results
obtained were far from satisfactory because of inadequate resources
and absence of a well-formulated policy and sustained implementation.

(1) From the quantitative point of view, a good deal of progress
was made through the expansion of elementary, secondary and higher
education, although the goal of universal elementary education was not
reached. These issues have been discussed already.

(2) The education of girls received considerable attention and
the progress made can be seen from the following data.

Percentage of enrolment of girls
to total enrolment

1950-51 1965-66
Pre-primary 47.0 v 46.5
Primary 28.2 37.4

Middle ) 25.9
High/Higher Scondary [ 168 1.90

F A S
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5. Pre-University 21.4
11.9

6. Intermediate ‘.
7. Degree (Pass and Honours) 13.4 27.2
8. Post-graduate (Degree) 12.8 26.1
9. Research 11.7 20.5
10. Professional and Technical

Education (Collcgiate) 5.2 14.0
11. Other Education (Collegiate

Std.) 23.9 6.8
12. Vocational and Technical Edu.

(School Std ) 21.6 29.5
13. Special Education 12.0 ‘ 23.2
14. Other Education {School)

Standard) 15.9 35.1

(3) The education of scheduled castes and scheduled tribes also
received conciderable attention. Separate data for 1950-51 is not avail-
able. But the position in 1965-66 is given below,

1965-66
Percentage of the enrolment to total enrolment
S.Cs - S.TFs
1. Pre-primary Schools 5.4 3.4, .
2. Primary Schools 129 5.5
3. Middle Schools - 94 - 3.3
4. Sccondary Schools 7.7 1.7
5. Vocaticnal Schools 7.6 2.4
6. Special Schools 10.0 1.8
7. Other Education Schools, 13.0 85
8. Colleges of General _— -
Education 4.8 1.2
9. Colleges of Professional
Education 4.8 0.9
10. Colleges of Other Edu-
cation 2.7 0.2
11. Universities 2.9 0.3
Total 10.9 4.2

Proportion of Popula-
tion of Scheduled Castes
Scheduled Tribes to the
total population, 14.7 6.8
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It will be seen that the Scheduled Castes had a long way to go to
reach equality with others which would be indicated by the proportion of
their enrolment to total enrolment at each stage or in each sector being
equal to their proportion in the total population. The scheduled tribes
were, on the whole, even more backward. By and large, the wastage rates
among the scheduled castes were higher than those for the total
population, and those among the scheduled tribes, still higher. The over-
all performance of the Scheduled Caste and Tribe students was also less

satisfactory.

(4) While the scheduled caste and scheduled tribe students received
fairly liberal assistance at all stages, a notable scheme for their education
was that of the post-matriculation scholarships. This began with a few
hundred awards a little before independence. But by 1965-66, it had
reacked fairly large proportions. During this year, as many as 106, 250
students from the scheduled castes and 19,000 students from the scheduled
tribe received post-matriculation scholarships. This financial support,
coupled with reservations in services, led to a considerable acceleration of

their vertical mobility.

(5) There were great variations of educational development between
the different States of India due to physical, historical, social, economic
and cultural factors. States like Kerala, Tamil Nadu or Maharashtra were
fairly advanced while those like M. P.,, Orissa and Rajasthan lagged
bebind. Even within the same State, some districts were fairly advanced
while others were backward. Attempts to reduce these regional imbalances
were made to some extent. But as the creation of new facilities was
usually guided by market demands, the progress achieved, even by
1965-66, was not very satisfactory.

(6) Pre-primary education made some - headway, mainly in urban
areas where the rich and the well-to-do developed a demand for it and
were prepared to pay for it as well. In the rural areas, some attempts
were made by Government to establish pre-schools under the social
welfare programmes. Even in 1965-66, the pre-schools known to the
Education Department were only 3, 235 with an enrolment of 2135, 005
puplis. In addition, there may have been about an equal number of pre-
schools which were either unrecognized or provided by other agencies.

(7) The education of physically and mentally handicapped children
received greatar attention between 1947 and 1965. The Government of
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India developed a Central Institute for the training of the blind at
Dehradun. In 1965-66, there were 12 schools for the mentally handicapped
children with an enrolment of 771 and an expenditure of Rs. 424, 635;
and 179 institutions for the physically handicapped with an enrolment of
11, 266 and an expenditure of Rs. 4, 856, 459. The field was largely in
the hands of private enterprise which received State support.

The large expansion achieved during this period led to a consider-
able expansion of educational facilities in rural areas. Taking the system
as a whole, 89 per cent of the institutions and 71 per cent of the enrol-
ments were in rural areas in 1965-66. Naturally, the bulk of these was at
the elementary stage. But 66 p.c. of the High Schools (with 53 p.c. enrol-
ment), 45 per cent of the Intermediate colleges (with 54 p.c. of the’ enrol-
ment) and 1° p.c. of the colleges of general education (with 9 per cent,
enrolment) were also located in rural areas.

Language Policy

2.60 In 1835, English was adopted as the language of the courts
and of administration and it was made the mediym of instruction in
education (except in elementary schools meant for the people where the
mother-tongue or regional language was the medium of instruction). It
also gradually became the language of the national trade, commerce and
industry. The main concepts of national education developed in the free-
dom struggle was that this domination of English would go and that
English, along with other instructional languages, would be nurtured
mainly as a library language and as our window of the world, that Hindi
would be the official language of the Union and the link language at the
national level, and that regional languages should be adopted as media of
instruction at all stages of education. Of all these ideas, only two were
partly implemented by 1947 : (1) the study of Hindi, on an optional basis,
was greatly popularised in non-Hindi areas on grounds of patriotism ; and
(2) the regional languages were mostly adopted as media of instruction at
the secondary stage under the long control of education by Indian
Ministers between 1921 and 1947.

2.61 It was expected that the national leadership would complete
the above revolution in language policy in a period of 15 years which,
under the Constitution, was the time allowed to English to continue as
the official language of the Union. But like the directive on universal
elementary education, these policies also went awry. The fascination for
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English, not only continued, but increased tremendously, especially as the
ruling elite and super elite began to send their children to English-oedium
schools rlght from the pre-school stage. The hold of English over Central
and State administration weakened, if at all, only to a marginal extent ;
and it continued its sway in courts, in public service examinations, and in
national trade, industry and commerce. There were no planned attempts
made to introduce the regional languages as media of instruction at the
university stage ; and if some advance was made in this field, it was
merely due to the pressures from below when students inadequately
equipped with a working knowledge of English began to enter the
ilhiversities in large numbers.

2,62 On the other hand, the efforts to boost up Hindi to the status
of the official language of the Union or to ‘make it a pational link
language did not succeed as antlclpated The official patronage extended
to Hindi by the Government of India as well as by State Governitients iu
the Hindi region promoted the development of the language very greatly,
although many were unhappy at the highly Sanskritized form it was
asstiming in contradiction to the spirit of Art. 351 of the Constitution which
expected it to représent the composite culture of India. The three-language
fornula was adopted'for popularization of Hindi in non-Hindi areas and
‘given financial support for implementation. But it was not a great success
in many areas and far less successful than Hindi films. The hold of English
‘'over Central administration continued almost undiminished though Hindi
was making some headway as an additional official language of the Union.
Tt soon became obvious that Hindi will not become the official language of
the union in 1965 and hence provision was made by law for the further,
-arid almost indefinite ‘continuance of English as an additional official
language of the Union. The Hindi lobby was very unhappy at these
developments and extremely keen to -put Hindi in the same privileged
‘position as English as soon as possible. But its impatience and especially
its Angreji Hatao campaigns did more harm than good and actually
sparked off serious riots in Tamil Nadu in 1965. On the whole the cause
of Hindi suffered both losses and gains during the period under review.
While Hindi was actually spreading in non-Hindi areas slowly, imper-
ceptibly and steadily, the public attitudes to the Hindi problem were
hardening. For instance, the non-Hindi people claimed : (1) Hindi should
not be imposed on any State ; (2) English and Hindi should continue
as joint official Janguages of the Union for a long long period ; (3) While
Hindi may someday become the sole official language of the Union,
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English will still have its academic uses as India’s window on the
world and will always continue as an international link and as a supple-
mentary national link as well; (4) 1f non-Hindi people are required to study
Hindi, the Hindi people should study an Indian language (other than
Sanskrit) preferably from the South; (5) There is no essential link between
the study of Hindi and patriotism nor can the role of English in promoting
the national struggle for freedom be ignored ; (6) No special privileges
should be available to those whose mother tongue is Hindi and those whose
mother-tongues are other regional languages should not be made second
class citizens ; and (7) Hindi cannot be the medium of instruction in the
universities, except in the Hindi zone.

2.63 The State Governments were, in their own way, making
efforts to develop regional languages and adopting them for administrative
purposes. These had greater success especially as a new leadership from
the people and rural areas which was inadequately equipped with, English
was emerging at the State level. But as stated earlier, the reg}onal
languages did not make much headway as media of instruction in the
universities where academics infatuated with the use of English as a
medium of instruction still held sway.

2.64 The Government of India appointed a Sanskrit Cbmniission
(1956-57) under the Chairmanship of Dr, Suniti Kumar Chatterjee ; and

in the light of its recommendations, tried to promote the study of ‘sanskrit
and especially the traditional methods of learning through various

schemes like grant of scholarships and establishment of Sanskrit institu-
tions or support to them, But the efforts did not succeed, mainjy because
of lack of job opportunities to the students so educated. There was alsoa
consistent demand to include Sanskrit in the three-language formula but
it could not be agreed to.

2,65 Urdu and Sindhi claimed for special assistance, and althou_gh
something was done to help them, there was a general feeling that more
could and should have been done.

2.66 It will thus be seen that there was hardly any attempt to
pursue a clear-cut language policy in a vigorous and sustained fashion.
What operated in effect was a policy of drift and gradualism, due mainly
to the inability to reconcile the basic commitments of the pre-independence
period, with the realities of the post-independence situation.
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Expansion of Central Educational Activities

2.67  The long divorce of the Government of India from education
between 1921 and 1947 hdd reduced the significance of eduaation at the
national level. Between 1947 and 1965, education was regarded as a very
important national concern, although a State subject, so that the role of
the Ministry of Education became very significant. This development was
also facilitated by the introduction of planning and by the fairly large
financial resources that were made available to the Ministry for
utilization runder the Central and Centrally sansoreddsectors both of
which expanded very greatly.

2.68 The Central Advisory Board of Education was also very
active throughout the period under . review and played a dynamlc and
1mportant role in shaping eduoatlonal policies.

' 2. 69 The exgansnon of the Central Sector and of central institutions
déahﬁg with education and culture at the national level was one -of - the

majox‘ events of this period.- Among these may be mentioned the University

-'Grants Commission, sofre new Central Universities and institutions deemed
to be universities or of national impdttance, the National Council of
Educationa] Research and Training including Regional Colleges, of Educa-
tion; the Academies, certain librarie§’ and museums, and so on. While
this actmty was broadly welcomed, a frequent charge made was that the
available resources were spread too thinly over a very wide area and that
many of these Central institutions did not function satisfactorily.

2.70' In view of the increasing important role of the Centre in
providing leadership, the problem of getting the services of competent
dducétionists for the Ministry of Education assumed great significance.
No attempt was however made to create an Indian Education Service. A
kind of Central Educational Service was developed in the Ministry of
Education. But the proposal was neither well planned nor well-implemented
so that a basically good concept came into disrepute. At any rate, it
became clear by 19635-66, that the Government of India had not adequately
developed either the institutions or the personnel which would have
‘énabled it to play its expected role of providing stimulating leadership.

State Education Departments

2,71 The hlghest emphasis in this period ought to have been placed
on the reform and strengthening of the State Education Departments
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because education was squarely a State responsibility. But unfortunately
the problem received inadequate attention. In most areqs; the earlier
organization of the State Education Departments was continued with
little or no modifications inspite of the fact that the tasks imposed upon
educational administration in the post-independence period were far
more onerous and even qualitatively different. As the work of the
Departments grew, some personnel was added, but never to an adequate
extent so that the State Education Departments were less equipped to deal
with programmes of qualitative improvement, until the creation of the
State Institute of Education in 1964. Programmes of educational planning
did not develop adequately even at the State level and they hardly existed
at the district and institutional levels. The recruitment procedures for
State Education Officers were often faulty and there was hardly any
provision for either pre-service or in-service training. The procedures
followed were often ante-diluvian and ill-adapted to modern requirements.
Taken all in all, the administrative machine which had been geared by
the British for some functions of a police character, routine personnel
administration mainly concerned with transfers and postings and control
of grants-in-aid continued to function as in the past, without any serious
effort to adjust itself to the new situation and demands. The politicians
simply made matters worse by interfering with ali issues of patronage such
as recruitment, postings, transfers, promotions, opening or upgrading of
schools, recognition and grant-in-aid and even examination results and
admissions.

Total Educational Expenditure

272 During the period under review, the total educational expen-
diture increased from Rs. 1143.822 million in 1950-51 to Rs. 6220.237
million in 1965-66.1 The increase was due partly to expansion and impro-
vement of the education system and partly to rise in prices, The total
educational expenditure was 1.2 per cent of the national income (at carrent
prices) in 1950-51, The corresponding figure for 1965 66 was 3.01 per
cent. Similarly,the total educational expendlture per capita was .Rs. 3.2 in
1950-51 and Rs. 12.5 in 1965-66.

1. In 1947, the total educational expenditure in British India was Rs. 576.613
million, But this includes areas now included in Pakistan and excludes the areas-of

Princely States now included in the indian Union. This data is not therefore v.ompar
able to that of 1950-51,
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273 Educational expenditure is contributed by Government
(Central and State), local bodies, fees and other sources. The precise
position in this régard during the period under review is shown below :

Table No. 8
Educational Expenditure by Sources (1950-51 to 1965-66)
Source Educational Expenditure in 000s

1950-51 1965-66
Government Funds 652,678 4,374,519
(51.1) (70.4)
Local Funds 124,987 388,733
» (10.9) (6.2
Fees 233272 979,356
(20.4) (5.7
Other sources 132,885 471,629
(11.6) . 1.7
Total 1143,822 6220.237
(100.0) (100 0)

N.B. Figures in parentheses show percentages to total.

It will be seen that the share of government funds in the total
educational expenditure increased from 57.1 per cent in 1950-51 to 70.4
per cent in 1965-66. This was only to be expected. The share of every
other source of educational finance has consequently gone down. The
expenditure from local funds increased from Rs. 124,987 million in 1950-51
to Rs. 388.733 million in 1965-66. But its share in the total expenditure
fell from 10.9 per cent in 1950-51 to 6.2 per cent in 1965-66. The income
from fees increased more than four-fold, from Rs. 233.272 million in
1950-51 to Rs. 979.356 in 1965-66. But its share in total expenditure
decreased from 20.4 per cent in 1950 51 to 15.7 per cent in 1965-66. The
main trend in the period was to make education free to the extent possible.
Elementary education ought to have been free everywhere; but this goal
had not yet been reached. Secondary education became free to a very
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great extent. This was not a strictly egalitarian measure because the

benefit of this reform went mostly to the rich and the well-to-do who
occupied most of the places at this stage. But the policy of governments

was in favour of making secondary education free, mainly because of the
pressures from the urban groups. There was also a trend to make
education free for girls (e.g. in Rajasthan, all education was free to all girls).
The scheduled castes and scheduled tribes were entitled to free education.
Free education was also given, in Maharashtra and Gujarat for instance,
to the children of all persons whose income was below a prescribed level.
In Jamamu and Kashmir, all education was madé free; and so on. On the
whole, it may be said that, during the period under review, the populist
policy of making education free to increasing numbers of people held sway
and proposals to increase fees or to look upon fees as a source of revenue
were largely frowned upon. Quite naturally, therefore, the fall in the
share of fees in the total educational expenditure is steeper than in any
other source. The income from other sources like endowments, donations
and contributions increased from Rs. 132.885 million in 1950-51 to Rs.

477.629 million in 1965-66; but its share in total expenditure fell, as

anticipated, from 11.6 to 7.7 per cent.

2.74 Tt may be useful to consider ‘plan’ expenditure on education
between 1950-51 and 1965-66 which is given below :
Table No. 9
Plan Expenditure on Education (1950-51 to 1965-66)
in Rs. millions

First plan Second plan Third plun
1. Elementary Education 850 950 2010
(56) (39) (34)
2. Secondary Education 260 510 1030
(13) (19) (18)
3. University Education 140 480 870
. )] (18) - (15).
4. Social Education 50 40 20
(3) @)) (0)
5. Technical Education 200 490 1250
(13) (18) @1
6. Other Programmes 90 260 710
(6) ) (12)
Total 1530 2730 58+0

(100) (100) (1L0)



Source : (1) Selected Educational and Related Statistics at a Glance,
New Délhi, Education Division, Planning Commission,
June, 1969, p. 99

(2) Fourth Five Year Plan, New Delhi, Planning Commis-
sion 1970, p. 366

Figures given in parenthesis indicate percentages (rounded)
to total. ‘

The investment clearly indicate the progressive de-emphasis on
elementary education and the increasing importance attached to secondary
and higher education.

215 Another major trend noticed during the period was-that the
expenditure on the salaries of teachers became an increasingly larger
portion of total educational expenditure as the following data will
show,

Item Proportion of Expenditure on the Item to
total Educational Expenditure (Direct)
1950-51 1965-66
1. Salaries of teachers 67.9% O 13.2%
2. Salaries of other 1
staff 9.0%,
3. Equipment and 3219, @
other appliances
4-5%,
4. Other Expenditure ) 13:39%
Total 100.0 100.0

This development was due mostly to increases in the salaries of

teachers which was a good thing although, as the Education Commission
pointed out, a large part of the increases in salaries was neutralized by

the rise in prices.

@ Break up is not available.
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Average Annual Salary Average Annual

of teachers (at current salary in
prices) 1965-66 at
1950-51 prices
Teachers in 1950-51 1965-66
1. University Departments 100 173 105
2. Colleges of Arts and
Science 100 148 90
3. Professional colleges 100 162 98
4. Secondary schools 100 156 94
5. Middle schools 100 180 109
6. Primary schools 100 192 116
7. Pre-primary schools 100 118 72
8. Vocational schools 100 169 103
All teachers 100 192 116
9. Cost of living index
for the working classes 100 165

10. National income per
head at current prices 267 424
(100) (159)

Source : Report of the Education Commission (Para 3.03)

It must also be pointed out however that the increasing share of
teachers’ salaries in total education expenditure also indicates a fall in
standards because less and less funds became available for expenditure
on items other than teachers salaries, especially when such expenditure is
_calculated on a per-student basis.

2.76 The following table shows the total educational expenditure
in 1950-51 and 1965-66 by objectives and their relative share in the
total,
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Table No. 10

Total Educational Expenditure (1950-51 to 1965-66)

Expenditure in Rs. 000s

Percentage of Total

Educational
Expenditure
1950-51 1965-66 1950-51 1965-66
Pre-primary schools ' 1,198 11,377 0.1 0.2
~ Primary schools 264,843 1,287,231 31.9 20.7
Middle schools 76,990 842,827 6.7 13.5
Total (first level) 443,031 2,141,435 38.7 34.4
Secondary schools 230,450 1,376,926 20.1 22.1
Vocational schools 36,944 76,611 3.2 1.2
Special schools 23,335 24,861 2.1 0.4
Boards of Secondary
-and Intermediate 5,338 48,316 0.5 0.8
Total (second level) 294,067 1,526,714 25.9 24.05
Universities 49,052 389,500 4.3 6.3
Research Institutes 6,256 18,234 0.5 0.5
Colleges (Arts ard
Science) 71,714 383,357 6.3 6.2
Professional colleges 42,194 466,546 3.7 7.05
Colleges of Special
Education 2,224 12,128 0.2 0.2
Total (third level) 171,440 1,269,765 15.0 20.5
Direction and Inspection 27,364 148,626 2.4 2.4
Buildings 99,270 383,753 8.7 6.2
Hostels 18,264 49,075 1.6 0.8
Scholarships 34,456 382,555 3.0 6.1
Miscellaneous 53,928 318,314 4.7 5.1
Total (Indirect) 233,282 1,282,323  20.4 20.6
Grand Total 1,143,822 6,220,237 100.0 1060.0
Percentage to national
income at current prices 12 3.0
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The main educational policies of this period described earlier are
confirmed by these financial trends. The largest increase has taken place
in higher education and scholarships (which were mostly at the university
stage) whose share in total educational expenditure increased from 18.0
per cent in 1950-51 to 26.6 per cent in 1965-66. The high priority given
to university education is obvious. The share of the expenditure on general
secondary education (including Boards of Secondary and Intermediate
Education) has also increased from 20.6 per cent in 1950-51 to 22.9 per
cent in 1965-66. In most other sectors, either the share of the expenditure
has remained constant or it has declined. This is most noticeable in
elementary education (including pre-school education) where the share of
expenditure has declined steeply from 38.7 per cent in 1950-51 to 34.4 per
cent in 1965-66. It only means that neither Art. 45 of the Constitution
nor all our lip sympathy to universal elementary education means anything

at all in actual practice.
General Conclusions

2.77 What are broad conclusions that emerge froin this brief account
of the main educational developments between 1947 and 1965 when we did
not enunciate a formal national policy on education ? These have been
briefly summarized belew :—

(1) Great hopes of radical changes in the education systems were
aroused in 1947 when we became independent. But this promised
educational revolution never materialized mainly because the
country opted for a reformist, evolutionary perspective within
the framework of a mixed economy which was still largely
capitalistic. Education, which is a sub-system of the society,
had also to adjust itself to this perspective (Paras 2.02—2.04)

(2) In 1947, the country did not have a comprehensive and realistic
plan of educational development which could have been accep-
table to the people. It also did not have an adequate band of
trained and competent workers to plan and improve education.
Unfortunately, no attempt was made jto create such a plan or
to train a critical mass of such workers. Consequently, the
basic educational decisions were ad hoc and taken under the
pressures of market forces or for reasons of expediency. The
dominant idea was to meet the demands or serve the needs of
the ruling classes, with some concessions to the education of
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(3)

C))

(3)

the people, more as a welfare service than as a matter of right
or a crucial input in development, and to the earlier commit-
ments of creating a national educational system. These condi-
tions could not have created a national system of education.
They ‘merely led to a linear expansion of the existing educational
system with some modifications (Paras 2,05—2.12).

In universal elementary education, the actual policy adopted was
to secure as rapid expansion as possible within the resources
available (which were never adequate because the programme
was not given due priority) in the hope that somehow we will be
able to provide universal education at some undefined future
date, Even in 1965-66, therefore, it had not been possible to
provide an elementary school within easy accessible distance from
the home of every child; the enrolments in classes I-V were only
76.4 p c. of the population in the age-group 6-11 and those in
classes VI-VIII were only 30.8 p.c. of the population in the age-
group 11-14; the rates of wastage and stagnation continued to
be very large; basic education had not been adequately

spread, nor standards or education properly improved (Paras
2.13-2.27).

Adult education, including liquidation of mass illiteracy, was
almost totally ignored (Paras 2,28-2,31).

The programme of the highest priority developed during this
period was the expansion of secondary and higher education.
The number of secondary schools rose from 7,288 to 27,477
and their enrolments from 1.22 million (or 5.3 p.c. of the age-
group 14-17) to 5.04 million (or 16.2 p.c. of the age group).
In higher education, the number of universities rose from 27
(with an enrolment of 31,231) to 64 (with an enrolment of
118,112) and that of the colleges of general education from 498
(with an enrolment of 325, 723) to 1673 (with an enrolment of
1,119,096). The expansion had many good results such as
creating a social forment, helping a new leadership to emerge,
and leading to a more balanced policy and economy. But much
of it was haphazard and unplanned; and it led to an accentua-
tion of the problem of educated unemployment (Paras 2.32-
2.36) :
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This policy of rapid expansion in a situation of scarcity of
resources also led to a fall in standards; and the problem was
solved by creating a ‘dual’ system, both at the school and
university stages, in which there was a small core of good
institutions used by the rich and well-to-do while .the common
man had access only to the large penumbra of poor quality
institutions (Paras 2.37-2.40).

Intensive efforts were made to expand vocational education at
the secondary level. But these were neither adequate nor always
successful (2.41-2.43).

Following the recommendations of the Secondary Education
Commission, a programme of multi-purpose schools was

developed. This was an ill-advised scheme which had ultimately
to be abandoned (Paras 2.44-2.45). '

Throughout this period, there was a continuous obsession with
the idea of adopting a national pattern of school and college
classes, which was given undue importance and often wrongly
equated with the national system of education itself. The
recommendations of the University Education Commission and
of the Secondary Education Commission were contradictory ;
and it was not possible to resolve the differences between the
fourteen-year and fifteen-year States. The one achievement of
the period was to create a three-year degree course in all areas
except U.P. But in respect of pre-degree classes, the conditions
became even more chaotic than in the past (Paras 2.46-2.51).

Several programmes of qualitative reform of higher education
were implemented, especially after the creation of the UGC in
1957. But their results were negatived to a great extent by the
growing unrest among students, indiscipline on the campus, and
evils like mass copying in examinations (Paras 2.52-2.53).

There was considerable development of scientific research
through specially created institutions outside the university
system (Para 2.54). ‘

Programmes of development of agricultural, engineering and
medical education received very high priority (Paras 2.55-2,58).



78

(13)

(14)

(15)

(16)
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Attempts were made to equalize educational ‘opportunities bet-
ween different States, different parts of the same State, between
urban and rural areas, between boys and girls, between the
scheduled castes/tribes and others. These showed considerable
advance, aithough the work that still remained to be done was
immense (Para 2.59).

There was hardly any vigorous and sustained effort to imple-
ment the language policy to which the Congress had committed
itself during the freedom struggle. English continued to
dominate the scene, Hindi did not develop adequately and the
hostility against it increased, and the progress of the regional
languages was far from satisfactory (Paras 2.60-2.€6).

Between 1947 and 1963, education became a great national
concern. The Central and Centrally-sponsored sectors expanded.
The significance of the Ministry of Education increased greatly
and it was expected to provide a leadership role. But adequate
tools for this purpose were not designed (Paras 2.67-2.70).

Although education continued to be a State respon31b111ty, the
State Education Departments were not properly equipped to
deal with educational problems of a free Indna If anything,
their capacity in this regard -remained unchanged or even
deteriorated by 1965-66 (Para 2.71).

The total educational expenditure increased from Rs. 1143.822
million (or 1.2 per cent. of the national income in 1950-51 to
Rs. 6,220.237 million (3.0 per cent of the pational income in
1965-66 (at current prices). The State’s share in this expenditure
increased from 57.1 per ceat in 1950-51 to 70.4 per cent in
1965-66. On the whole, the investment in elementary education

decreased and that in secondary and higher education increased
(Paras 2.72-2,76).



CHAPTER THREE

NATIONAL POLICY ON EDUCATION (1968) :
FORMULATION

3.01 In the preceding chapter, we discussed the main educational
developments in India between 1947 and 1965 wlen there was no formal
enunciation of a National Policy ‘on Education. During the next period of
our study (1966-78), whose main educational developments will be discussed
in the following Chaptér, there was a formal and official statement on the
National Policy on Education which was expected to guide educational
planning and implementation. We must therefore address ourselves to
three specific issues in this context.

—How and why was the statement on the National Policy on
Education issued ? '

—How did the existence of this statement on influence the plann-
ing and development of education during 1966-78 ? and

—What lessons for future can we draw from this experience

both for the formulation of such statements and for their
implementation ? ‘

We shall, in the course of this chapter, discuss the first of these
issues. The second and third will be discussed in the nest two chapters.

The National Policy on Education (1968)

The educational planners of 1966-78 could look up to the report of
the Education Commission (1964-66) which the Government of India
had broadly accepted and also to the National Policy on Education (1968)
which had been issued after due consideration of its proposals.

79
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3.02 The Chinese aggression of 1962 and the poor show made
by India on the occasion came as an unpleasant shock to every one
and created a mood of introspection in which the validity of all our
developmental efforts was seriously questioned. Education was no
exception and people began to ask why we had lagged behind China in
education although, in 1949, the e¢ducatipnal situation in the two countries
was almost similar with some edge in favour of India. Very naturally
the old demand for the appointment of an Education Commission which
will examine comprehensively ]l aspects of education and make concrete
and detailed proposals for the development of a national system of
education was also revived with some force. Shri M. C. Chagla, ther
Minister bf Education at the Centre was really responding to fhis mood
and to this demand . when he appointed the Education Commission in
1964, This was. the sixth Education Commijssion to be appointed in
our educational history and the third in ithe post-independence’ period.
It was requested to advise government on' “the national -pattern of
education and on the general principles and policies for the develop-

ment of education at-all stages and in all its aspeots™. It submltted rts
Report in 1966. v :

3.03 It isnot necessary to discuss here the recommendations of
the Education Commission in detail. This has already, been attempted
elsewhere! and adequate reference to the relevant recommendatioas of
the Commission will be made in the appropriate context as this discussion
proceeds. It is however essential to refer at the very outset, to one crucial
recommendation. The Commission was of the view that one of the main
reasons for the unsatisfactory progress of education between 1947 and 1965
was that the country did not have a comprehensive and rational policy of
education so that basic educational issues were being decided in an ad hoc
manner and on considerations of expediency and class interests, It
therefore recommended that a national system”of education should be
created in the country in a period of 20 years (1966-86) and that, for
this purpose, “the Government of India should issue a Statement on the
national policy in education which should provide guidance to the State
Governments and the local authorities in preparing and implementing
education plansin their areas. The possibility of passinga National
Education Act may also be examined” (para 18.58). At this time,

1. Please refer to J.P. Naik Education Commission and After, chapter 11, Allied
Publishers, New Delhi. 1979,
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education was not in the concurrent list and there was little possibility of
passing a National Education Actin Parliament. However, the Govern-
ment of India accepted the remaining part of this recommendation and
decided to issue a statement on the National Policy on Education.

3.04 Why is a Statement on National Policy on Education needed
and what does one expect fromit? It may be stated that a National

Policy on Education has four special aspects.

(1) It takes a national view of education as differeat trom regional
and local views which may often bein conflict with one another or
even antagonistic to the larger interests of the country.

(2) It takes a unified view of the diversity and richness of Indian
culture, tradition and society in the sense that it high-lights the funda-
mental characteristics of the educational system which will create, in every
Indian citizen, a sens¢ of a national identity which transcends all consider~
ations of region, language, caste, colour or race, and promotes emotional
national integration which is so essential not only for development but
even for our survival as a nation.

(3) It takes a long-term view of education which has a long
gestation period and whose results can be seen only after years or even

generations, Consequently, it tries to prevent the distortion of sound
educational policies by considerations of expediency or the pressures of

the moment which tend to overinfluence those who are in immediate
contro! of education.

(4) It takes a coordinated view in the sense that it relates education
to national development, integrates aspirations and plans of educational

development of all the different regions of the country and its diverse
social groups and enables each  region or social group to march ahead
in such a way that the creation of a democratic, secular and egalitarian
society as visualized in the Preamble of the Constitution is facilitated.

3.05 Obviously, a formal enunciation of such a policy hastwo
major advantages. It helps to educate public opinion on important
educational issues, and it provides specific and clear cut guidelines on
nationally preferred educational developments to Central, State and
local governments, voluntary agencies, teachers, students, educational
administrators and others concerned so that they can collaborate and
cooperate better in planning and implementing programmes of educational
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reconstruction. The decision of the Government of India to issuea
Statement on National Policy on Education was therefore widely welcomed.
As was pointed out in Chapter I, a statement on the national policy on
education was last issued as far back as 1913 and that this Statement
was now being issued after a lapse of 55 years.

3.06 The Government of India also laid down a detailed and
elaborate procedure for the issue of this Statement on the national policy
on education. It included the following steps.

(1) The Report should be widely publicized and comments and
suggestions should be invited from all concerned ;

(2) The Report should also be circulated to all Ministries of the

Govemmq.nt of }ndia, to the State Governments and Union Territories and
to the Universities for their comments and suggestions ;

(3) The Report should be considered in detail by a Committee of
Members of Parliament representing both Houses and all political parties.
All comments received under (1) and (2) should also be made available
to this Committee which should be requested  to prepare a draft of the
Statement on the national policy on education for the consideration of
Parliament ; '

(4) The Report of the Education Commission (1964-66) along with
the report of the Committee of Members of Parliament, should be discussed
in both the Houses of Parliament ; and '

(5) On the basis of these discussions, a Government Resolution on
National Policy on Education should be issued as the basis of educational
development in the country over the next decade or two.

3.07 It took nearly two years to go through all these steps., The
report of the Commission was received in June 1966. By the time it
was printed and circulated and comments and suggestions on it began to
come in elections to the Parliament became due and it was felt that the
third step of appointing a Committee of Members of Parliament could best
be taken after the elections. The Committee of Members of Parliament
therefore could only be appointed in 1967, Thereafter, it took considerable
time for discussions to be held in both Houses of Parliament and for the
whole matter to be considered and decided by the Cabinet. The Govern-
ment Resolution on National Policy on Education could therefore be
issued only in 1968.
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The Hope and the Reality

3.08 One broad observation needs to be made about ihe National
Policy on Education (1968), viz., that it was a disappointing document
especially in view of the high hopes raised earlier. Inspite of the many
radical suggestions it put forward, the report of the Education Commission
was criticized in several quarters as'a compromise Statement which did
not go far enough. For instance, it did not stress adequately the need to
bring about social and economic reforms through direct action in order to
facilitate the implementation of the desired radical reforms in education
(e.g. the need to eliminate mass poverty if universal elementary education
is to succeed). It did speak more emphatically about a radical transform-

ation of the educational system, but did not lay adequate emphasis on
changes needed in the educational structure (e.g. multiple-entry or part-

time education) which joined hands with the social structure to create
inequalities of educational opportunity. It was also not very forthright
on some issues (e.g. the common school or the pattern of school and
college classes) and made compromise recommendations ; and so on.
One expected that these weaknesses in its Report would be remedied in the
national debate tbat followed and that the final decisions on the Report
would present a more radical and more consistent document. But all
these hopes were dashed to the ground and what we actually had was a
very tame document which made little difference to the status quo. Specific

illustrations of this would be given when we shall discuss, in the latter
sections of this Chapter, the individual proposals and programmes included

in the Statement. But here it is necessary to draw attention to three main
factors which were respoasible for this sad development.

(1) Ttisa matter for deep regret that the Report of the Education
Commission came in for discussion and decision at a very

inopportune time. In fact, the ideal time for this purpose
would have been 1947-48 or very soon thereafter. At that time, a
certain exhilaration was in the air because we had won freedom.
The public mood also was one of great hope and optimism,
A strong national leadership was available. The Congress was
powerful and at the zenith of its authority and held the reins of
government in the Centre and in all the States. Funds
were available more plentifully and our stock of good
teachers was proportionately larger. Moreover, the over-all
size of the educational system was then small so that the
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energy and cost required to transform it were also comparatively
limited. This was, from every point of view, an ideal time to
attempt a radical reconstruction and to create a national system
of education. Unfortunately, this golden opportunity was thrown
away and a drastic overhaul of the system was attempted in
1967-68 when the situation was extremely different and unfavour-

~able. The country was now fpassing through a very difficult

v

financial crisis so that, as events turned out, there was practically
a plan holiday from 1966-67 to 1968-69. The public morale was
low because of the successive problems faced since the end of
the Second Plan. Even the morale within the education system
was low because of indiscriminate expansion, consequent lowering
of standards, increasing unemployment and almost continuous
stresses created by incidents of unrest and violence ¢n the
University campuses. In the elections of 1967, the Congress
party had received its first severe battering in history, its
majority in Parliament was smaller and it had lost power
in some States. This could, by no means, be described
as the ideal time to attempt the formulation of the. first
national policy on education .in the post-independence
period. It was a tragedy that the most ambitious proposals for
reform in education submitted by the Education Commission
(1964-66) should have come at a time when the general economic
and political situation in the country was unsatisfactory and the
Centre was too weak to provide the needed leadership and
support. Of course, it was a good thing that the attempt was
being made at all. But it was clear from the outset that the dice
were loaded against its success.

It was pointed out in the last Chapter that, since education
is a sub-system of the wider society, the perspective of political,
economic and social development of a country generally deter-
mines the perspective of its educational development as well.
In 1947, we adopted a reformist and evolutionary perspective
in over-all development, a perspective based mainly on main-
taining a proper balance between stability and change; and quite
naturally this perspective determined educational policies as
well. Consequently, all that we actually did was a continuation
and linear expansion of the earlier educational system with some
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modifications. If this basic position was to be altered, it was
necessary either (1) to modify the reformist and evolutionary
perspective we had adopted in political, economic and social
spheres or (2) at least to radicalize the educational policies to
the best extent possible within the over-all evolutionary perspec-
tive. Unfortunately neither of these steps was taken. In
1967-68, the Central Government was too weak to think of
changing the evolutionary and reformist perspective in develop-
ment and in fact, all its developmental policies were tottering
(as the virtual plan holiday between 1966 and 1968 ultimately
showed). Within education also it was not prepared to come
to grips with the difficult and complex problems of educational
teconstruction and was concerned more with avoiding contro-
versies than evolving clear-cut and practical solutions. The
over-all situation in this regard therefore deteriorated rather

than improved.

(3) At every stage of the decision-making process, the general
experience was that an attempt was made to dilute the policy
statement and to evade the hard decisions that had to be taken.
The Report of the Education Commission (1964-66) was
considerably diluted by the Committee of Members of Parlia- .
ment. It was then diluted further in the discussions that
followed at the Cabinet level so that the National Policy on
Education (1968) is not even as strong as the report of the
Committee of Members of Parliament.

It is therefore hardly a matter for surprise that the Statement on
the National Policy ¢n Education (1968) from which so much was expec-
ted because it was being issued after 55 years and because it was the
first educational policy statement of the post-independence period, became
in fact a tame and uninspiring document incapable of guiding the country
to evolve a national system of education suited to the life,needs and aspira-
tions of the people.

3.09 With these preliminary observations, we shall now examine the
National Policy on Education (1968) in detail, paragraph by paragraph.
The method adopted will be to state, on cach issue, the position reacked
by 1965-66, the 1ecommendation of the Education Commission thereon,
the proposals of the Committee of Members of Parliament on Education,
the discussions in the drafting Committee which prepared the decument
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for the consideration of the Cabinet, and the final decisions taken. This
will provide an insight in to the various forces that are at work and which
will have to be reckoned with seriously in all our plans of educational
reconstruction in the future. :

The Preamble

3.10 Of the seven paragraphs which constitute the National Policy
on Education (1968), the first three form the Preamble. Its first paragraph
refers to the contribution made by Mahatma Gandhi and other leaders to
the development of the concept of national education in the pre-indepen-
dence period. Its second paragraph deals with the development of edu-
cation between 1947 and 1965 which has been reviewed in the last chapter ;
and the third expresses the conviction of the Government of India that
a radical reconstuction of education on the broad lines recommended by
the Education Commission is essential* for economic and cultural develop-
ment of the country, for national integration and for realizing the
ideal of the socialist pattern of Societies. It is quoted below in extenso
for reéady, reference.

“]. Education has always been accorded an honoured place in
Indian Society. The great leaders of the Indian freedom move-
ment realised the fundamental role of education and throughout
the nation’s struggle for independence, stressed its unique
significance for national development. Gandhiji formulated
the scheme of basic education seeking to harmonize intellectual

. and manual work. This was a great step forward in making
education directly relevant to the life of the people. Many
other national leaders likewise made important contributions
to national education before independence.

2. In the post-independence period, a major concern of the Govern-
ment of India and of the States has been to give increasing
attention to education as a factor vital to national progress
and security. Problems of educational reconstruction were
reviewed by several commissions and committees, notably
the University Education Commission (1948-49) and the
Secondary Education Commission (1952-53). Some steps to
implement the recommendations of these Commissions were
taken ; and with the passing of the Resolution on Scientific
Policy under the leadership of Jawaharlal Nehru, the develop-
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ment of science, technology and scientific research received
special emphasis. Towards the end of the third Five Year
Plan,a need was felt to hold a comprehensive review of the
educational system with a view to initiating a fresh and more
determined effort at educational reconstruction ; and the
Education Commission (1964-66) was appointed to advise
Government on “the national pattern of education and on \he
general principles and policies for the development of education

at all stages and in all aspects.” The Report of the Commis-
sion has since been widely discussed and commented upon.

Government is happy to note that a genecral consensus on the

national policy on education has emerged in the course of these
discussions.

3 The Government of India is convinced that a radical reconstruc-
tion of education on the broad lines recommended by the
Education Commission is essential fer economic and cultural
development of the country, for national integration and for
realising the ideal of a socialistic pattern of society. This will
involve a transformation of the system to relate it more closely
to the iife of the people ; a continuous effort to expand educa-
tional opportunity ; a sustained and intensive effort to raise the
quality of education at all stages ; an emphasis on the develop-
ment of science and technology ; and the cultivation of moral
and social values. The educational system must produce young
men and women of character and ability committed to national
service and development. Only then will education be able to
play its vital role in promoting national progress, creating a
sense of common citizenship and culture and strengthening
national integration. This is necessary if the country is to attain
its rightful place in the comity of nations in conformity with its
great cultural heritage and its unique potenti-lities.”

3.11 There need be no comments on the first two paragraphs. The
third is the grand draft of our good inteations to transform, improve and
expand the educational system to suit the life, needs and aspirations of the
people. Tt makes good reading andr‘gives one the satisfaction that he is,
after all, doing his best in the service of his people and his country.
While the original text of this paragraph remained almost unchanged, the
subsequent paragraphs dealing with details underwent a drastic revision
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and were greatly diluted or weakened. Consequently, what follows this
grand Preamble in terms of concrete policies and programmes is so tame
and common place that the two together are more like an anti climax than
an integrated whole.

Priorities between Different Categories of Educational Programmes

3.12 One of the weaknesses of the National Policy on. Education

(1968) is that it excludes all reference to some of the most important
recommendations of the Education Commission (1964-66). It is very

essential to take note of these omissions for a proper understanding of the
Policy. We shall, therefore, begin with the discussion of one such major
omission.

3.13 It is a general practice to divide programmes of educational
reform into two categories : (1) expansion and (2) qualitative improve-
ment. But the Education Commission divided them into three categories :
(1) transformation of the educational system to suit the life, needs and
aspirations of the people ; (2) improvement of quality ; and (3) expansion
of facilities. The Commission found that, between 1947 and 1965, the
priorities actually adopted in educational development were as follows :

(1) Expansion of facilities, especially in secondary and university
education ;

(2) Improvement of quality, especially in those areas where the
benefits went largely to the elite or well-to-do groups ; and

(3) Transformation of education to suit the life, needs and aspira-
tions of the people.

In actual practice, most of the funds were allocated to (1), some to
(2) and hardly any for (3). The Commission was of the view that these
priorities were entirely wrong. It attached the highest priority to the
programme of transformation of the educational system. It criticised the
“naive belief that all education is necessarily good, both for the invididual
and for society” and asserted that it is only the right type of education,
provided on an adequate scale and at acceptable levels of quality that can
lead to national development and that ‘“when these conditions are not
satisfied the opposite eflect may result” (Para. 1.16). It also drew pointed
attention to the urgency of the programme. “Traditional societies which
desire to modernize themselves have to transform their education system
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before trying to expand it, because the greater the expansion of the tradi-
tional system of education, the more difficult and costly it becomes to
change its character” (Para. 1.19). I, therefore, recommended that “no
reform is more important or more urgent than to transform education”
(Para. 1.20). 1In its opinion, programmes of qualitative improvement (and
especially those that would benefit the common man) should rank next in
priority and the programmes of expansion (again with an emphasis on
those which benefit the poor people) would come last (Para. 1.17).

314 This recommendation was, in a way, the most significant
recommendation of the Education Commission. But no one was prepared
to accept it in toto. The Committee of Members of Parliament on Educa-
tion diluted it considerably and opined that greater stress was needed on
expansion of facilities, especially at the school stage. Nevertheless it did
emphasize the need to transform the educational system, placed expansion
of facilities next, and put programmes of qualitative improvement last.
(Paras 3-67 of the Report of the Committee). But very unfortunately, it
was decided that this was a controversial issue and that no reference
should be made to it in the National Policy on Education.

Universal Elementary Education and Adult Education

3.15 The Education Commission had recommended ten individual
programmes for implementation under the category of the transformation
of the educational system. These included : (1) Universal elementary
education and liquidation of mass illiteracy by 1984-85 ; (2) Introduction
of work-experience and social or national service as integral parts of all
education ; (3) promotion of science education and research ; (4) relating
education to. productivity ; (5) emphasis on character-formation (6)
development of a new language policy ; (7) making the educational system
decentralized, diversified, elastic and dynamic ; (8) development of non-
formal education ; (9) adoption of the common school system (including
the neighbourhood school) ; and (10) adoption of the common pattern of
10423 for school and college classes in a planned programme spread
over 20 years (1966-85). Let us examine the position taken in the National
Policy on Education on each of these ten issues.

3.16 The recommendations of the Education Commission regarding
universal elementary education were far-reaching.
—It recommended that universal primary education in the age-
group 6-11 should be introduced by 1980 81 and universal
middle school education in the age-group 11-14 by 1985-86 ;
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— It was clearly of the view that in a country where the majority
of children have to work on account of poverty and the parents
are generally illiterate, it will be impossible to provide universal
elementary education under a system of single-point entry and
full-time attendance. It, therefore, recommended that the
multiple-entry system should be adopted and that the pro-
grammes of non-formal education should be developed in a big

way for those children who cannot attend school on a full-time
basis ;

—The Commission recommended that, side by side, programmes
of adult education should be developed and mass illiteracy
liquidated by 1986 because these programmes, apart from their

intrinsic merits, can be of great help to promote universal
elementary education ;

—The quality of elementary education should be improved to
increase substantially the attracting and holding power of the
schools ; and

—The administration of elementary education will have to be
decentralized to the district and community levels; and since the
gravity of the task of providing universal elementary education
varies immensely from State to State, and even within each
State, from district to district, special financial assistance should
be made available from the Centre to the less advanced States
and from States, to the less advanced areas within them.,

Each of these five recommendations is extremely crucial ; and they

were generally accepted as valuable suggestions to reach the goal laid
down in Art, 45 of the Constitution.!

3.17 The Committee of Members of Parliament on Education gave
its broad support to these proposals (Paras 20, 21, 22, 32, 33, and sub-
para (2) of Para 95 of the Report). It, however, advanced the time-limits
suggested by the Commission for realization of the objective. It recom-
mended that primary education should be made free and that facilities for

1. Infact, the only substantial comment on these proposals ‘was that these
academic, administrative and financial strategies will not succeed unless they are
accompanied by an economic strategy, viz., a direct and vigorous attempt to reduce the
poverty of the masses.
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it should be universalized in a period of five years. It also suggested that
good and effective primary education of at least five years duration should
be provided for every child in all parts of the country as soon as possible
and at any rate within a pericd of ten years (i.e., by 1975-76). It did not
suggest any specific time-limit for provision of universal middle school
education. But by implication, it accepted the time-limit of 1985-86

suggested by the Commission.

3.18 Unfortunately, the Government of India was not prepared to
accept any of these proposals. It did not want to commit itself to any
specific time limit. It was not even prepared to transform the existing
system of elementary education by adopting the multiple-eatry system and
non-formal education programmes which then appeared as new-fangled
ideas of little significance. It would not commit itself to any massive
programme of adult education, nor to a major investment in qualitative
improvement of elementry education. It was not at all prepared to commit
itself to special grants to the less advanced states. Under these circum-
stances, nothing could bs done except to include the following colourless
paragraph in the National Policy on Education.

“4 (1). Free and Compulsory Fducation. Strenuous efforts should be
made for the early fulfilment of the Directive Principle of Art. 45 of
the Constitution seeking to provide free and compulsory education
for all children up to the age of 14. Suitable programmes should
be developed to reduce the prevailing wastage and stagnation in
schools and to ensure that every child who is enrolled in school
successfully completes the prescribed course.”

This policy statement makes little advance over Art. 45 of the Con-
stitution and is almost superfluous. It merely states a desirable objective
without indicating how and when it will be achieved. This is therefore
one of the several examples where statements included in the National
Policy on Education make little contribution to the development of a
national system of education and may even be left out without any loss
or disadvantage.

3.19 On the subject of adult education and liquidation of mass
illiteracy also, the National Policy on Education contained similar
innocuous provisions. It said :
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“4 (14) Spread of Literacy and Adult Education.,

(a) The liquidation of mass illiteracy is necessary not only for

promoting participation in the working of democratic institu-
tions and for accelerating programmes of production, especially
in agriculture, but for quickening the tempo of national develop-
ment in general. Employees in large commercial, industrial
and other concerns should be made functionally literate as
early as possible. A lead in this direction should come from
the industrial undertakings in the public sector. Teachers and
students should be actively involved in organising literacy
campaigns, especially as part of the Social and National Service
Programme.

(b) Special emphasis should be given to the education of young
practising farmers and to the training of youth for self-

employment.”

Part (a) of the statement is as disappointing as that on universal
elementary education. It merely recognizes the significance of universal
literacy and does not commit itself to any target date or to a massive
programme. Even the programrmes it suggests are not likely to achieve
any larges scale result. The spread of functional literacy among all the
employees of the organized sector is not likely to help much because
their numbers are small and because, even at present, the incidence of
illiteracy among them is comparatively limited. Similarly, the liquida-
tion of illiteracy can be attempted through the national service scheme to
a limited extent only. While both these programmes are welcome, they
are hardly adequate to make any dent upon the hard core of the problem
which lies among the workers in the unorganized sector, among the rural
people, among women and among the weaker social groups like scheduled
castes, scheduled tribes, landless agricultural labourers and nomads.

3.20 On the other hand, part (b) of the Statement is a good
innovation and embodies the proposals made by the Commission under
education for agriculture (Para 14.58 to 14.69) and education for industry
(Para 15.34). Tt is welcome,

Work-experience and Social and National Service

321 The main recommendations of the Education Commission
ont his subject was that work-¢xperience and social or national service
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should form "an integral pait of education at all stages. This wasa
non-controversial recommendation which was accepted by all strongly
supported by the Committee of Members of Parliament on Education
(Paras 5 and 16). There was therefore hardly any problem in including
it suitably in the National Policy on Education as given below.

“4{6) Work-Experience and National Service: The school
and the community should be brought closer through suitable
programmes of mutual service and support. Work-experience
and national service including participation in meaningful
and challenging programmes of community service and
national re-construction should accordingly become an integral
part of education. Emphasis in these programmes should be
on seif help, character formation and on developeing a sense
of social commitment.”

In recommendations of this type, it is our experience that their
acceptance in theory is never a problem. Serious difficulties arise, how-
ever, in implementation. These will be discussed in the appropriate
context in the next Chapter.

Science Education and Resecarch

3.22 This subject also is non-controversial like that of work-experi-
ence Or social and national service. There was therefore no difficulty

in including the following paragraph in the National Policy on Education,

“4.(7) Science Education and Research : with a view to

accelerating the growth of the national economy, science
education and research should receive high priority. Science and

Mathematics should be an integral part of general education
till the end of the school stage.”

As stated above, difficulties about this recommendation would arise
only in implementation.

Relating Education to Productivity

3.23 The Education Commission recommended that education
should be related to productivity so that a positive correlation would
be established between the expansion of education and economic growth,
This could be done through inculcating the dignity of manual labour,
promotion of scientific research and technology, creating a work-ethic in
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the society as a whole, vocationalisation of secondary education, on-the-
job training of workers and promotion of education for agriculture and
industry. Tiese also were, by and large, non-controversial recommend-
ations and they were mostly included in the National Policy on Education.
Reference has already been made to work-experience whose introduc-
tion in the curriculum would inculcate the dignity of manual labour
and to the promotion of scientific and technological research. The
Commission had emphasized that a climate of sustained and dedicated
work should be created in the edacationl system to improve standards
‘and as an integral part of the wider programme of creating a
new work-ethic in the society itself. But this suggestion was not
included in the Policy statement. A reference to vocationalization
of secondary education was included under the reform of secondary
education which will be discussed later. Regarding other issues, the
following statement was included in the National Policy on Education—

“4 (8) Education for Agriculture and Industry : Special emphasis
should be placed on the development of education - for agri-
culture and industry.

(a) There should be at least one agricultural university in every
State. These should as far as possible, be single campus
universities ; but where necessary, they may have constitu-
ent colleges on different campuses. Other universities may
also be assisted, where the necessary potential exists to

develop strong departments for the study of one or more
aspects of agriculture.

(b) In technical education, practical training in industry should
form an integral part of such education. Technical edu-
cation and research should be related closely to industry
encouraging the flow of personnel both ways and providing
for continuous co-operation in the provision, design and
periodical review of training programmes and facilities,

{c) There should be a continuous review of the agricultural,
industrial and other technical manpower needs of the
country and efforts should be made continuously to main-
tain a proper balance between the output of the educational
institutions and employment opportunities.”
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While the statement is good as far as it goes, it is necessary to point
out that it does not refer to several important recommendations of the
Education Commission such as

—Improvement and control of agricultural colleges (Paras 14.36—
14.37) ;

—Agricultural Polytechnics (Paras 14.38—14. 43);
—Agricultural education at the school stage (Paras 14.44—14.51) ;
— Agricultural Extension Programmes (Paras 14.52—14.67) ;

— Co-ordination of the work of the ICAR with the UGC (Paras
14.70—14.71) ;

—lmprovement and expansion of the training of semi-skilled and
skilled workers, and technicians (Paras 15.12—15.36) ;

—Education of Engineers (Paras 15.37—15.61) ; and

—Setting up of a UGC-type organisation for, technical education
(Para 15.85).

In fact, most of the important recommendations made by the
Commission under agricultural and technical education was left out and
three non-controversial recommendations were picked up for inclusion in
the Policy Statement,

Character Formation

3.24 The Education Commission made several important recom-
mendations regarding the inculcation of values and character formation
(Para 1.74 to 1.80 ; 8.94 to 8.98 ; 11.05; etc.). These recommendations
were broadly supported by the Committee of Members of Parliament
on Education which said :

3. Education should deepen national consciousness, promote
a proper understanding and appreciation of our cultural
heritage and inspire a faith and confidence in the great future
which we can forge for ourselves. These objectives should
be achieved by a carefully planned study of Indian languages
literature, philosophy and history and by introducing students
to India’s achievements in the positive sciences, architecture,
sculpture, painting, music, dance and dramat.
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17

All students should be given appropriate courses in citizenship
which emphasize the fundamental unity of India in the midst
of her rich diversity. These should include a study of the
Freedom Struggle, the Constitution, the noble principles
enshrined inits Preamble and the problems and programmes
of national development ...

Efforts should be made to promote greater knowledge, under-
standing and appreciation of the different regions of India by
including their study in the curricula ; by the exchange of
students and teachers and by giving them opportunities and
facilities ‘for educational and study tours; and by the main-
tenance of all-India institutions which bring together students

from different regions.

Curricular and co-currizular programmes should include the
study of humanism based on mutual appreciation of inter-
national cultural values and the growing solidarity of mankind.

The formation of character should receive due emphasis in the
total process of education. It is true that education alone
cannot promote the appropriate moral, social and spiritual
values which are generated by several institutions and organs
of society. It must however contribute significantly to the
moulding of the outlook and values of the youth and the
strengthening of its moral fibre, The quality of reading mater-
ials, the stress on the proper study of the humanities and the
social sciences, including the study of the great universal
religions, the rendering of social service to the community and
participation in games and sports and hobbies will contribute
to the formation of right attitudes and values. Above all the
example set by teachers and elders will be decisive. Due
attention should therefore be paid to these factors and activis
ties in educational planning at all levels.”

These are in a way non-controversial proposals and their signi-
ficance is obvious. One, therefore, expects that these would be included
in a suitable form in the National Policy on Education. Strangely enough,
they were not emphasized as a programme of action and there is no
mention of them in Para 4 of the Policy Statement which enumerates
different programmes to be developed. Of Course there is a reference to
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formation in the Preamble, viz.,, that ‘“the radical reconstruction
of education on the broad lines recommended by the Education Commis-

sion...... will involve...... the cultivation of moral and social values.
The education system must produce young men and women of char-
acter...... ” While such a reference states the objective, it gives no indi-

cation of the programmes to be developed which is a more important
issue.

Language Policy

3.25 The Education Commission made a very important recom-
mendation regarding the adoption of regional languages as media of
instruction at the university stage. It said :

(1) We are convinced of  the advantages of education through the
regional languages. We regard the development of regional
languages as vital to the general progress of the country, as
an important step towards the improvement of quality in edu-
cation. To avoid any misunderstanding we would emphasis
that this does not mean the shutting out of English, or other
world languages. In fact we will profit from these languages
all the more when our education becomes more effective and
useful.

(2) In view of the importance of the problem, we suggest that the
UGC and the universities carefully work out a feasible pro-
gramme suitable for each university or group of universities,
The change-over should take place as early as possible, and, in
any case, within about ten years, since the problem will
only become more complex and difficult with the passage of
time. A large programme of producing the needed literature
in the Indian languages will have to be undertaken, and
adequate arrangements will have to be made for the training
and re-training of teachers.

(3) What is required is to formulate a clear policy, to express it in
unambiguous terms, and to follow it up with firm, bold and
imaginative action. We should avoid a policy of drift which
will only be harmful. Nor should we get involved in the
vicious circle of ‘no production because no demand’ and ‘no
demand because no production’.
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*)

We recognize that suitable safeguards would have to be devised
in the transitional stage, to prevent any lowering of standards
during the process of change-over because of inadequate
preparation. In fact, the desirability and success of the change
should be judgedin terms of the contribution it makes to
raising the quality of education. But caution should not be
equated with delay or procrastination. It is meaningful enly
if it is a part of a policy of determined, deliberate and vigorous

action.

(5) There will, however, be one important exception to this general

(6)

(7

rule, namely, all-India institutions which admit, in considerable
numbers, students from different parts of the country. These
now use English as the medium of education which should
continue undisturbed for the time being. A change-over to
Hindi may be considered in due course provided two conditions
are fulfilled. The first is the effective development of Hindi as
a medium of education at this level. This is a matter which
can be left to the UGC and the institutions concerned to decide.
The second is the equally~ important political consideration
that, in sucha change-over, the chances of students from non-
Hindi areas should not be adversely affected and that the
proposal should have the support of the non-Hindi States.
The latter principle has been already conceded by the Govern-
ment of India even in the larger sphere of the use of Hindi
in official communications between the State and the Centre.

Simultaneously, it is necessary to make the regional languages
the official language of the regions concerned as early as possi-
ble so that higher services are not de facto barred to those who
study in the regional medium. The acceptance of the regional
languages as media at the university is much more likely when
good employment, which now depends largely on a knowledge
of English and is more easily open to students who have studied
through English, becomes available to those who have studied
through the regional medium.

We might also add here that, though Urdu is not a regional
language in the ordinary sense of the word, it has an all-India
significance since it is spoken by certain sections of the people
in different parts of the country. Due encouragement must be
given to it at all stages not only because of the peculiar character
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but also because of its close links with the official language
Hindi.”

3.26 The Committee of Members of Parliament on Education picked
up this recommendation as the most sigificant recommendation of the
Education Commission and highly dramatized all issues relating to the
language policy. It reduced the time allowed by the Education Commis-
sion to adopt the regional languages as media of instruction at the univer-
sity stage from ten to five years. It also felt that the Commission had
given too much importance to English and too little to Hindi and Sans-
krit and -wanted to introduce the necessary correctives. It therefore
proposed an alternative draft of a national language policy which is
gouted below in full,

“‘Adoption of Indian languages as Media of Education at all Stages

9. The development of proper language policy {can greatly assist
in strengthening national unity. The key programme will be to develop
all Indian languages and to adopt them as media of education at all stages.
Unless this is done, the creative energies of the people will not be released,
standards Fof education will not improve, knowledge will not spread to
people and the gulf between the inteiligentsia and the masses will continue
to widen. The change-over should be brought about in five years.
Adequate resources should be made available for this programme and
the willing and enthusiastic cooperation of the academic community
should be secured. In implementing this reform, the following important
points will have to be kept in view :

(a) All-India institutions {(i.e. those which admit students from all
regions of the country) should use Hindi and English as media
of education, having regard to the needs of the students.
Admissions to these institutions should be so plannéd that
students educated through any Indian language are not at any
disadvantage. In addition, all such institutions should main-

. tain special fdepartments which will provide intensive courses
to the newly admitted students in Hindi/English to enable them
to follow with ease the education given to them.

(b) The work of devising scientific and technical terminology should
be expeditiously completed. This terminology should be
adopted/adapted in all Indian languages.
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(c) Steps should be taken side by side to ensure that students who
have been educated through the medium of Indian languages
are not deprived of opportunities of good employment. These
would include the adoption of Indian languages for all admi-
nistrative purposes in the States and their use in the UPSC
examinations. :

(d) Adequate safcguards should be provided for linguistic
minorities.

(¢) A large-scale programme for the production of necessary
literature in all Indian languages should be deveioped. This
should be implemented mainly through the universities but
should be Centrally planned, co-ordinated and financed. The
objective should be to produce, within five years, most of the
textbooks required for this programme in all subjects and at
all levels.

(f) Suitable safeguards should be devised to prevent any lowering
of ;standards during the process of change-over. In fact the,
desirability and success of the change should be judged in terms
of the contribution it makes to raising the quality of education.
But caution should not be equated to delay or inaction. Itis
meaningful only if it is a part of a policy of delermined, delibe-
rate and vigorous action.

The Teaching of Languages

10. For the teaching of languages, the following principles should
be kept in view :

Classes I—X : The parent has a right to claim primary education
in the mother tongue of his child, Every effort should be made to meet
this demand. At the secondary stage, the regional language should
ordinarily be the medium of education. Adequate safeguards should be
provided for linguistic minorities.

Only one language, viz., the medium of education, should ordina-
rily be studied in the first sub-stage of school education covering four
or five years. Facilities should be provided, on an optional basis, for the
study of regional language when it does not happen tobe medium of
education. A second language should be introduced, on a compulsory
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basis, ordinarily at the beginning of the next sub-stage. This may pre-
ferably be a language included in Schedule VIII of the Coanstitution, or
Epglish or any other language. The study of this language should be
continued till the end of class X. A pupil may begin the study, at his
option, of any third language, ordinarily from class VIII provided that
a pupil who bas not studied either Hindi or English in the earlier classes
shall be under an obligation to study one of these two languages at this
sub-stage. However, it is desirable that a pupil should, before he
completes his school education, acquire some knowIedge\ofthree langu-
ages—regional language/mother tongue, Hindi and English or any other
language,

Classes XI—XII : At this sub-stage, a pupil shall study at least one
language of his choice in addition to the medivm cf education.

University Stage : While facilities to study languages, on an optional
basis, should be adequately provided at the university stage, the study
of no language should be made compulsory unless such study is an essen-
tial part of a prescribed course.

Hindi, the Link Language

11. In practice, Hindiis already largely in use as a link language
for the country. The educational system should contribute to the
acceleration of this process in order to facilitate the movement of students
and teachers and to strengthen national unity. The special emphasis
on the study of Hindiis also justified on account of the fact that it will
become the sole official language in the future when the non-Hindi
areas accept it as such. It is also recognized as one of official languages
of UNESCO, signifying its importance as one of the major languages of
wide dissemination in the world,

Sanskrit

12, India has a special responsibility for the promotion of Sanskrit.
Facilities for its teaching at the school stage should be provided on a
liberal scale and its study encouraged. Where possible, composite courses
of Sanskrit and the regional languages should be provided. A more
important programme is to ensure its wide study at the collegiate stage.
For this purpose, new methods of teaching should be evolved to enable
college students to acquire an adequate and quick command of the lang-
nage, even though they mmay not have studied it at school. Universities
should also examine the desirability of including a study of Sanskrit in
those courses at the first and second degree where such knowledge is
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essential (e.g. courses in certain modern Indian languages, ancient Indian
history, Indology, Indian Philosophy). The traditional system of Sanskrit
learning should be encouraged.”

3.27 Because of the violent controversies that erupted over the
language issue during the debates in the Committee of Members of Parlia-
ment on Education, the language policy became the most significant
issue to be decided while formulating the National Policy on Education.
After very protracted and acrimonious discussions therefore, the following
provisions regarding a language policy  were included in the Policy
Statement.

“4, (3) Development of Language :

(a) Regional Languages : The energetic development of Indian
languages and literature is a sine 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 (o adopt them as media of education
at the university stage.

(b) Three Language Formula : At the secondary stage, the State
Government should adopt, and vigorously implement, the three-language
formula which includes the study of modern 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 pres-
cribed university standards.

(¢) Hindi: Every effort should be made to promote the develop-
ment of Hindi. In developing Hindi as the link language, due care
should be taken to ensure that it will serve as provided forin Article
351 of the Constitution, as a medium of expression for all the elements
of the composites 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 contri-
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bution 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 enccur-
aged, 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 laid on
the study of English and other international languages. World know-
ledge is growing at a tremendous pace, especially in science and technoloy.
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.”

It will be seeen that the above draft avoids getting into details
and controversies. Special attention must also be invited to two of its
features, viz., (1)it does not lay down any time-limit to adopt regional
languages as media of instruction at the university stage ; and (2) it does
give due place to the study of international languages, and especially
English, although this was greatly underplayed by the Committee of
Members of Parliament on Fducation.

Decentralization, Diversification, Elasticity and Dynamism

3 28 The Education Commission made very important recommend-
ations on this subject. It was emphatically of the view that the
national system of education should be dynamic and keep abreast of
changing social needs and that no educational system of yesterday can
serve the needs of to-day and even much less, those of tomorrow. It
should also be flexible, elastic and diversified as against the existing system
which tends to be uniform and rigid and which is based on the assumption
that either all move or none moves (the only consequence of which is
that none moves). Educational authority should also be largely decent-
ralized and all administration of school education should be entrusted
to the District level. The State should respect the autonomy of univer-
sities and they, in their turn, should confer autonomy on departments,
colleges and teachers. Even atthe school stage, there should be large
opportunities to schools and teachers to innovate and experiment. These
were extremely important recommendations. Unfortunatly, they were
excluded from the National Policy on Education on the ground that it
need not deal with administrative issues,
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Three Channels of Education

329 In the opinion of the Education Commission, a national
system of education should provide adequate opportunities for life-long
learning to every individual. - This is of course not possible within the
existing system which insists on full-time attendance on the part of the
students and generally operates on the basis of a single-point entry. The
Commission therefore felt that while this full-time channel of study should
continue, steps should be taken to develop alternative channels of part-
time education and self-study and [that they should be given an equal
status with the full-time channel. Its words on this subject can be quoted
with advantage :

“2.53 Three Channels of Education. Oneof the major weaknesses
the existing educational system is that it places an almost
exclusive reliance on full-time instruction and does not develop
adequately the two alternative channels of part-time education
and private study or own-time education. It has to be
remembered that reliance on full-time education as the sole
channel of instruction often divides the life of an individual
into three water-tight and sharply divided stages : a pre-school
stage of no formal education or work, a school stage of full-
time education and no work, and a post-school stage of
fulltime work and no education. In a modernizing and rapidly
changing society, education should be regarded, not as a termi-
nal but as a life long process. It should begin informally in
the home itself ; and thereafter, it should be the ultimate objec-
tive of national policy to strive to bring every individual under
the influence of the formal system of education as early as
possible, and to keep him under it, directly or indirectly
throughout his life. Similarly, there should be no water-tight
separation between work and education at any stage of a man’s
life, but only a relative shift of emphasis. An individual under
full-time education should have some work-experience as an
integral part of his education itself ; and every full-time worker
should have tbe inclination, leisure and means of continuing
his education still further. In the same way, the transition
from one stage to another should not be abrupt. For example
the transfer of an individual from the infant’s play-dominated
world to formal school should include a transitional phase of
gentle preparation and orientation to schooling. A young
person should not be compelled to pass abruptly from a stage
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of full-time education to another of full-time work ; it would
be desirable to interpose a period of part-time education and
part-time work between the two.

2.54 If these objectives are to be attained, it is necessary to
" abandon the present policy of placing an almost exclusive reliance on
full-time education, and the two alternative channels of part-time and
own-time education should be developed on a large scale at every sector
of education and should be given the same status as full-time education.
Secondary, adult and continuing education, which is almost totally
neglected at present, should be emphasised to a very great extent, Taken
to gether, these two reforms would

—enable those who have not completed a stage of education to
complete it and, if they wish, to proceed to the next;

—help every educated person to have further education with or
without formally enrolling himself in an educational institution;

—enpable a worker to acquire knowledge, ability and vocational
skill in order to be better worker and to improve his chances of
earning more; and

~help to refresh the knowledge of the educated person and enable
him to keep pace with the new knowledge in the ficld of his
interest.

3.30 The significance of these proposals is obvious. These were
welcomed by the Ccmmittee of Members of Parliament (Paia. 32) which
also included them within the programme of immediate action (sub-para.
(10) of Para. 95). But they were not approved for inclusion in the National
Policy on Education in their totality ; and only one aspect of this radical
programme, viz., part-time education and correspondence courses at the
secondary and university stages, was iacluded in the Policy Statement in
the following form :

“*4. (13) Part-time Education and Correspondence Courses : Part
time education and correspondence courses should be developed
on a large scale at the university stage. Such facilities should
also be developed for secondary school students, for teachers
and for agricultural, industrial and other workers. Education
through part-time and correspondence courses should be given
the same status as full-time education. Such facilities will
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smoothen transition from school to work, promote the cause of
education and provide opportunities to the large number of
people who have the desire to educate themselves further but
cannot do so on a full-time basis.”

3.31 The whittling down of these radical recommendations of the
Education Commission is mainly due to the fact that, at this time, the
significance of non-formal education had not generally been realized.

The Common School System of Public Education

3.32 Reference was made, in the last Chapter, to the dual educa-
tional system we have evolved under which the children of the rich and
well-to-do avail themselves of the small core of fee-charging, private and
good quality schools while the children of the poor generally attend the
publicly supported, free but poor quality schools. The Education Commis-
sion was strongly opposed to this segregation of the children of the rich
and the poor and recommended that, in order to create a socially cohesive
and egalitarian socicty, we should abandon this dual system and move
towards the goal of creating a common school system of public education

- which will be open to all children -irrespective of caste, creed,
community, religion, economic conditions or social status;

—where access to good aducation will depend, not on wealth
or class, but on talent ;

—which will maintain adequate standards in all schools and
provide at least a reasonable proportion of quality institutions ;

—in which no fees will be charged ;

—where no discrimination will be made between teachers working
under different managements ;

—where the role of different managements (e.g. government,
local bodies and voluntary organizations) will be properly
integrated ;

—where the neighbourhood school plan would be adopted at the
elementary stage as a step towards eliminating the undesirable
segregation that now takes place between the schools for the
poor and underprivileged classes and those for the rich and the
privileged ones.
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3.33 It will thus be clear that the common school system visualised
by the Commission necessarily included the concept of the neighbourhood
school which implies that each elementary school should be attended by
all the children in its neighbourhood irrespective of caste, creed, commu-
nity, religion, economic condition or social status, so that there would be
no segregation in schools. Apart from social and national integration,
two other important arguments can be advanced in support of the
proposal. In the first place, a neighbourhood school will provide ‘good’
education to children because sharing life with the common people is an
essential ingredient of good education. Secondly, the establishment of
such schools will compel the rich, privileged and powerful classes to take
an interest in the system of public education and thereby bring about its
early improvement (Para 10.19). T is also evident that while other aspects
of the common school system of public education are undoubtedly impor-
tant, its essence lies in the neigbourhood school concept.

3.34 What is the implication of these concepts to the model of
Public Schools which we borrowed from the traditional English system
which allowed good education, under private management, to be largely
reserved for those who have the capacity to pay the necessary high fees.
The Commission’s view was categorical. It said : “Whatever its part in
history may be, the Public Schools have no valid place in the new demo-
cratic and socialist society we desire to create’ (para 1.38).

3.35 It would not be out of place to mention here that this was the
one group of recommendations on which there was a sharp division of
opinion within the Commission itself. A minority of members was
strongly in favour of the reform and were of the view that the neighbour-
hood school concept should be adopted immediately all over the country
as the first major step to create the common school system of public
education over time. On the other hand, the majority was of the view
that the neighbourhood school plan can only be adopted as a pilot experi-
ment in those areas where public opinion was in its favour and that the
extension of this programme to other areas should depend on the improve-
ment of standards in the general schools for which intensive efforts should
be made, and the creation of the common school system of public educa-
tion should be phased over a period of about 20 years. Ultimately it was
the latter view that prevailed and has been embodied in para 10.19 of the
Report.

3.36 Of all the recommendations of the Commission, the Committee
of Members of Parliament was most attracted by the neighbourhood
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school concept. It included a special paragraph on it in its Report (para
8) and also recommended that this proposal should be immediatley
implemented (sub-para (2) of para 95). Of course, its Report was far from
unanimous and as many as seven members wrote Minutes of dissent. As
might be seen, the minority view in the Commission became the majority
view in the Committee and vice versa. The arguments advanced on both
sides were also substantially the same. Of course the committee made
no special recommendation on the Public schools. But the obvious
implication of the above recommendations is that it agreed with the
Commission on the subject.

3.37 This issue created the most fierce controversy when the
National Policy on Education was being drafted. As stated earlier, the
unfortunate general policy adopted in the drafting was, not to clinch issues,
but to avoid controversies and to sum up the debate in as innocuous words
as possible. It was, therefore, decided that we should not side either with
the majority or the minority view in the Committee, that there need be no
reference at all to the controversial concept of the neighbourhood school
and that even the time-limit of 20 years mentioned by the Commissiou for
realizing the goal of the Common School System (para 10.19) should not
be mentioned. Consequently, we had a non-controversial but ineffective
and colourless statement which said: “to promote social cohesion and
national integration, the common school concept as recommended by the
Education Commission should be adopted’” and that “efforts should be
made to improve the standard of education in general schools’ (sub-para.
(4)(b) of para. 4 of the National Policy on Education). It was also decided
that it would neither be desirable nor possible to abolish special schools,
including Public Schools. The only programme accepted therefore was
that, without affecting the rights of minorities under Article 30 of the
Constitution, ““all special schools, including Public Schools, should be
required to admit students on the basis of merit and also to provide a
prescribed proportion of free-studentships to prevent segregation of social
classes’ (sub-para. (4)(b) of para. 4 of the National Policy on Education).
As can be easily seen, these decisions produce a fairly innocuous model
which consists of two parts: (1) the common school system was accepted
as the ultimate objective to be reached; and (2) as an immediate action
programme, the Public Schools and other special schools were required to
reserve a percentage of their available seats to talented but economically
handicapped children and provide them with adequate scholarships.
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The 10+2+3 Pattern

338 Reference has already been made in Chapter II to the unfor-
tunate national obsession with the adoption of a common pattern of
school and college classes, the contradictory recommendations of the
University Education and Secondary Education Commissions and the mess
into which we had landed ourselves because of our inability to solve the
differences between fourteen-year and fifteen-year States. Very naturally,
the evidence tendered before tbe Education Commission was greatly
influenced by this continuing obsession and it was faced with an intensive
and widespread demand for a uniform pattern of school and college classes.
It was convinced that the structure which may be regarded as the skeleton
of the educational system, is of the least importance from the point of
view of maintaining or improving standards (para 2.02). But it did
concede the point that it may be eventually desirable to have a uniform
pattern of school and college classes (10+4-2+43) and recommended that
this - pattern should be adopted in all States and Union territories under a
well-planned programme spread over twenty years. By this, it visualiszd
a ‘flexible’ educational structure covering :

—a pre-school stage of one to three years;

—a primary stage of seven or eight years divided into two sub-
stages —a lower primary stage of four or five years and a higher
primary stage of three years;

—a lower secondary or high school stage of three or two years in

general education or of one to three years in vocational
education;

—a higher secondary stage of two years of general education or
one to three years of vocational education;

—a higher education stage having a course of three years or more
for the first degree, followed by courses of varying duration for
the second or research degrees.

To describe all this structure as 104-2--3 (which is most commonly
done) is neither correct nor fair to the Commission. In fact, this numerical
expression only means that, in the national system of education, there will
be only three public examinations till the first degree is obtained, viz.,
(1) at the end of class X; (2) at the end of class XII; and (3) at the
end of the undergraduate stage. It also implies that all these examinations
although conducted by different universities and regional examination
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boards, would be broadly ccmparable with one another and officially
regarded as ‘equivalent’ for purposes of recruitment to public service or
admission to higher courses.

3.39 Even while making this recommendation, the Education
Commission did make it clear that the pattern of school and college classes
should not be over emphasized, that it is the least significant input in so
far -as raising of standards is concerned, and that it may not even be
necessary to insist on an absolutely uniform pattern in all parts of the
country. It said : '

“2.02 To begin with, we would like to state our approach to
the problems of structure and standards. The standards in any
given system of education at a given time depend upon four
elements : (1) the structure or the division of the educational
pyramid into different levels or stages and their interrelation-
ships; (2) the duration or total period covered by the different
stages; (3) the extent and quality of essential inputs such as
teachers, curricula, methods of teaching and evaluation, equip-
ment and buildings; and (4) the utilization of available facilities.
All these elements are interrelated, but they are not of equal
significance. For instance, the structure, which may be regarded
as the skeleton of the educational system, is of the least
importance. The duration or total period of education plays a
more significant role; but it becomes crucial only when the
available facilities are utilized to the full and no further improve-
ment can be expected without the addition of time. The quality
of different inputs is even more important, and with an
improvement in these, it is possible to raise the standards consi-
derably without affecting the structure or increasing the duration.
But the utilization of available facilities is probably the most
significant of all the elements on which standards depend. For
any self-accelerating process of development, it is essential in the
first place to improve efficiency at the level of the existing inputs
and to add more inputs only if they are crucial to the process.
An increase of inputs assumes sigaificance only at a later stage.

2.10 Uniformity of Pattern. A number of different proposals
for the reorganization of the educational structure were placed
before the Commission. Most of these recommended a uniform

pattern of school and college classes in all parts of the country.
It may be pointed out in this connection that the Committee on
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Emotional Integration stated in their Report (1962) as follows :
“We consider that in the overall interest of our student popula-
tion there should be a common pattern of education in the
country which will minimize confusion and coordinate and
maintain standards.”” This view has been gaining considerable
ground in recent years. The concept of a national system of
education has been increasingly linked with the adoption of a
uniform educational pattern, and a belief has grown that such
uniformity is essential for raising standards.

2.11 We have recommended elsewhere certain steps that should be
taken for the coordinatiom of educational standards at the school stage in
the different States. But we do not believe that it is necessary or desirable
to impose a uniform pattern of school and college classes in all parts of
the country. There are several characteristic features of the Indian situa-
tion, such as the vastness of the country and the immense diversity of
local conditions and traditions, that demand a certain element of flexibility
in the educational structure. We are aware of other national systems of
education which have a variety of educational patterns. Even in a country
of small size such as the United Kingdom, for example, the pattern in
England (generally thirteen years of school education followed by a three-
year course for the first degree) is different from that in Scotland (twelve
years of school education followed by a four-year course for the first
degree). In our country, where the different States are at unequal levels
of development, a uniform pattern might be above the resources and real
needs of the backward areas and below the capacity and requirements of
the advanced areas and might operate to the disadvantage of both.”

3.40 When these proposals came before the public which still con-
tinued to be obsessed by the idea of a uniform pattern, all the old contro-
versies on the subject were reopened in spite of the fact that the Com-
mittee of Members of Parliament supported it and considered it as the
third important recommendation of the Commission., There were three
main issues on which battles royal continued to be fought :

(1) The fourteen-year States were not willing to add one year ;

(2) Some wanted the plus two stage in colleges while others wanted
it in the schools as recommended by the Commission ;

(3) Who should bear the cost of the programme-Centre or States ?

On the first of these issues, the Central Advisory Board of Education
evolved a solution, viz., there should be a pass course of two years and an
honours course of three years. Every student in the fourteen-year States.



112

would get a degree, as in the past, at the end of 14 years. But he will have
to spend one year extra and get an honours degree if he desired to join
the Master’s degree courses. This arrangement, the Board felt, would
reduce opposition and costs, The Board was of the view that such a
change should be made by the fificen-year States also so that a national
uniformity is maintained. On the second issue, the Central Advisory
Board of Education had no objection to calling classes XI-XII as. ‘inter-
mediate colleges’ or ‘higher secondary schools’ and attaching them to
schools or colleges, on the clear understanding that they were outside the
University. On the third issue, the fourteen-year States argued that, as
this move to change the pattern had come from the Centre, there should
be special central grant to meet the costs involved in the adoption of the
new pattern. As in the past, this demand was led by U.P. which also
pointed out that its estimate of costs had increased from Rs. 40 naillion in
1954 to Rs. 350 million in 1966. This was of course turned down. But
it seems that even if the Centre had decided to bear the entire cost, the
pattern of 10423 could have been adopted in 1954 all over the country
within an amount which was now needed by U.P. alone. Finally, long
debates were held on the issue whether a uniform pattern is necessary at
all and whether the addition of one year will improve standards and bring
in retu, ns proportional to the cost. Paras 2.10 and 2.11 of the report were
quoted again and again inthis context. But finally the opinion veered
round to the view that a uniform pattern is advantageous and that we
should move gradually in the direction of adopting it.

3.41 The stage was thus set for drafting a paragraph on the
subject for inclusion in the National Policy on Education. Here the
first decision was that the proposal shculd be given a low priority
by including it as the very last item and it was therefore put as
item (17) in para. 4 of the Resolution. Secondly, the concensus reached
was expressed as follows : “It will be advantageous to have a broadly
uniform educational structure in all parts of the country. The ultimate
objective should be to adopt the 104243 pattern, the higher secondary
stage of two years being located in schools, colleges or both according to
local conditions.” The rider regarding pass and honours courses suggested
by the Central Advisory Boaird of Education was not incorporated in this
draft because there were serious doubts whether a detail like pass and
honours courses for the first degree should be mentioned at all. Nor does
the draft make any reference to the flexibility that has always been
permitted regarding the different ways in which the first ten years may be
divided between the elementary and secondary stages.
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Programimes of Qualitative Improvement

3.42 The Education Commission placed great emphasis on the
qualitative improvement of education and made several important recom-
mendations on the subject which have been briefly summarized: below.

(1) Teachers : Standards in education would depend, first and fore-
most, on the quality, commitment and competence of teachers and every
effort should be made to improve these. From this point of view, the
scales of pay for college and university teachers which are uniform
throughout the country should be improved and efforts should also be
made to reduce the gap in the remuneration of university and college
teachers. Following this pattern, minimum scales of pay should be laid
down for all primary and secondary school teachers throughout the
country and the Central Government should give special assistance to the
States for the purpose. The existing wide gap between the remuneration
of teachers at different stages — primary, secondary and university —should
be reduced. Procedures for the selection of teachers should be improved
and adequate steps taken to ensure satisfactory conditions of work and
service (including security of tenure). The programmes of training of
teachers should be improved, and in particular, Schools of Education
should be established in selected centres and the training of primary
teachers should be integrated with the university system.

(2) An Integrated System : In the existing educational system, every
institution tends to function in isolation from others and is atomized.
There is also little coordination between different stages of cducation. In
the national system of education, on the other hand, every effort should
be made to link institutions with one another, to promote cooperative and
collaborative efforts, not only between institutions at the same level but
also between institutions at different levels, and to create an integrated
system. For instance, the universities should work closely with colleges
and also assume certain responsibilities for the improvement of school
education. Co-operative teaching between the universities and colleges
and among the colleges themselves should be encouraged. The colleges
should work closely with secondary schools in their neighbourhood and
secondary schools should do so with prlmary and middle schools in theu'
vicinity. These groups of institutions can share facilities, help professional
growth of teachers and develop programmes for identifying and develop-
ing talent among students. An integrated system of this type can cértain]y
be very effective in raising standards all-round.

(3) A Nation-wide Movement for Improving Standards : If the  best
results are to be obtained, it is necessary to organize a nation-wide move-
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ment for the improvement of standards. The leadership in and respon-
sibility for this programme should be squarely assumed by teachers
working closely with the students and the community. A system of
institutional planning should be adopted under which every educational
institution would strive to optimize the results through better planning

and sustained hard work. Such a movement would obviously be assisted
by programmes of decentralization and grant of autonomy.

(4) Proniotion of a New Work Ethic : Education is essentially a
stretching process and the quality of education depends not so much on
monetary and material inputs as on the creation of a climate of sustained
and dedicated hard work. In the existing system, there is often no
adequate challenge to students. The national system of education on the
other hand should strive to stretch the teachers and students fully. From
this point of view, the number of working days would be mcreased and
students should be required to work for 50 to 60 hours per week through-
out the year. Vacations may be reduced and preferably utilized for
educational purposes. School plants should be used for the longest hours
every day and wherever possible, all throughout the year.

(5) Identification and Development of Talent : It should be a major
objective of the national system of education to identify and develop
talent. For this purpose, there should be a nationwide continucus
programme of identification of talent at all stages of education. and
talented students at each stage should be assisted, where necessary,. to
pursue their studies at the next higher stage, preferably in selected good
institutions. An adequate programme of merit scholarships should
therefore be developed at all stages; and at the university stage, theie
should be a supplementary programme of loan scholarships as well. The
selections for scholarships should be done on regional basis or by grouping
similar schools together so that ‘talent’ does not get necessarily connected
with socio-economic backgrounds of children. Talented students in the
top bracket siiould be regarded as wards of the State which should assume
all responsibility for their education. Special attention should be given to
the development of talented students through personal guidance and
provision of enrichment programmes.

(6) Improved Teaching and Learning Materials : An intensive effort
should be made to provide improved teaching and learning materials at
all stages. Thecosts of such materials should be rediced and there
should be adequate airangements to ensure that they are available to all
needy students. At the university stage, there should be a very large
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progtamme of producing teaching and learning materials in Indian
languages and by Indian authors who may work, where necessary, with
the academics of other countries.

(7) Tmproved Methods of Teaching : It is necessary to adopt new
and dynamic methods of education which emphasize individual attention
and learning rather than rote memorization and teaching which characterize
the existing educational system. Emphasis should be placed on the
awakening of curiosity and the development of such skills as self-learning
or problem-solving. Students should also be involved in teaching. In
fact, the rigid polarization between teachers and students should disappear
and teachers should be looked upon as senior students and students, as
junior teachers.

(3) Evaluatlon: Evaluation is a continuous part of teaching itself
and should be promoted as such. External examinations should be reduced
to the minimum and improved. The system of declaring candidates as
having passed or failed in school examinations should be abandoned and
each student should be given only a certificate of his performance in a
prescribed form. The eligibility of such students to join higher courses
or employment could be determined by the authorities concerned on the
basis of this performance. There should be an increasing emphasis on
internal assessment and all institutions should carry out a regular and
comprehensive internal assessment of all students. The results of such
assessment should be kept separate and made available along with those of
external examinations.

(9) Selective Development of Schools: Finally, the Commission
made two major recommendations regarding selective improvement of
schools and universities. In the existing system, grants-in-aid are given to
educational institutions on a basis of mechanical equality so that they get
the same aid in spite of large variations in quality and performance. Even
in institutions wholly maintained by Government, there is a tendency to
treat all institutions alike rather than discriminate between them on the
basis of performance. This policy inhibits a competition for excellence
which is essential for qualitative improvement. Moreover, we do not have
the necessary human and financial resources to improve all schools. But
on false grounds of equity we even refuse to improve a few selected institu-
tioms although such a programme can be an eminently feasible proposition.
The Commission was of the view that a concentration of resources is
essential to improve quality and that we should adopt a policy of selective
improvement of educational institutions (say, ten per cent of the institutions
may be improved in a five to ten year period) rather than continue the
existing policy where no improvement worth the name takes place in any
institution under the concept of equal treatment for all. The Commission
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also laid down some criteria for the proper implementation of this poliéy,
the selected institutions should be fairly numerous (say ten per cent or so),
they should be carefully selected and well-distributed over different areas,
their costs should be kept within reasonable limits (say, about twice or so
as compared to an ordinary school) and admissions to them should be
open to all sections of the society on an equitable basis. The Commission
hoped that such a selective approach should break the stalemate in the
present situation and initiate a process of rapid improvement of standards
all round. In fact, the Commission described this device as ‘seed-farm’
technology in which excellence is first generated in a few select institutions
and then rapidly extended to all the others.

(10) Major Universities : Since standards at ‘the university stage
are extremely crucial, the commission éxtended the above principle of
Selecti've improvement to the university stage also. It suggested that a few
umversmes should be selected for intensive development by concentration
of resources, human, material and financial. These ‘major’ universities
should be assited-to draw their students and faculty from all parts of the
country so that the highest possible standards are maintained. Adequate
Arr?ngements,should also be made, right from the start, to ensure that the
excellence generated in these institutions is extended to the university
system as a whole.

3.43 Of these recommendations, the proposals for selective i improve-
ment of schools and major universities ran into seriousidifficulties. The
Committee of Members of Parliament opposed both of these and said :
“We have not accepted the recommendations of the Commission for the
creation of five or six ‘major’ universities or for upgrading 10 per cent of
the institutions at all levels to optimum standards. We believe that better
results can be obtained if we strive to maintain at least the minimum
standards in all institutions and offer special additional assistance, on the
basis of proper criteria, to those institutions which show high Ievel perfor-
" mance and promise’ (Foreword, para 2). The latter reccommendation was
also thrown out by the Vice Chancellor’s conference. The other recom-
mendations were, in 2 way, non-controversial but difficult to implement.
Government was keen about the recommendations to improve the remune-
ration of teachers. But on the whole, it shared the view of the committee
of Members of Parliament on Education that emphasis should still continue
on the programmes of expansion and that it need not be shifted, as
recommended by the Education Commission, to programmes of qualitative
improvement. The following paragraphs on the subject were therefore
included in the National Policy on Education.
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(4) Status, Emoluments and Education of Teachers.

(a) Of all factors which determine the quality of education and its
contribution to national development, the teacher is undoubtedly the most
important. It is on his personal qualities and character, his educational
qualifications and personal competence that the success of all educational
endeavour must ultimately depend. Teachers must, therefore, be accorded
an honoured place in society. Their emoluments and other service condi-
tions should be adequate and satisfactory, having regard to their quallﬁca-
tionsand responsibilities.

{b) The academic freedom of teachers to pursue and publish
independent studies and researches and to speak and write about significant
national and international issues should be protected.

(c) Teacher education, particularly in-service education, should
receive due emphasis.

(5) Identification of Talent. For the cultivation of excellence, it is
necessary that talent in diverse fields should be identified at as early an age
as possible, and every stimulus and opportunity given for its full
development. ;

(9) Production of Books. The quality of books should be improved
by ‘attracting the best writing talent through a liberal policy of incentives
and remuneration. Immediate steps should be taken for the production
of high quality text-books for schools and universities. Frequent changes
of text-books should be avoided and their prices should be low enough for
students of ordinary means to buy them. The possibility of establishing
autonomous book corporations on commercial lines should be examined
and efforts should be made to have a few basic text bogks common
throughout the country. Special attention should be given to books for
children and to university level books in regional languages.

(10) - Examinations. . A major goal of examination reforms should
be to improve the reliability and validity of examinations and to make
evaluation a gontinuous process aimed at helping the student to improve
his level of achjevement rather than at ‘certifying’ the quality of his per-
formance at a given moment of time. :

(12) (c) Special attention should be given to the organization of
post-graduate courses and to the improvement of standards of training and
research at this level.

(12) (d) Centres of advanced study should be strengthened and a
small number of ‘clusters of centres’ aiming at the highest passible stan-
dards in research and tra;mng shoy]gl be established,
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(12) (¢) There is need to give increased support to research in
universities. The institutions for research should, as far as possible,
function within the fold or universities or in intimate association with
them.

(15) Games and Sports. Games and sports should be developed cn
a large scale with the object of improving the physical fitness and sports-
manship of the average student as well as of those who excel in this
department. Where playing field and other facilities for developing a
naticn wide programme of physical education do not exist, these should
be provided on a priority basis.

3.44 Some explahatory comments on this draft are necessary.

(1) 1t will be noticed that several important recommendations of the
Commission were excluded from the Policy Statement, viz., the evolution
of agp integrated educational system wherein all the different stages will be
properly interlinked and collaborate together, organization of a nation-
wide movement for school improvement, intensive use of existing facilities,
creating a climate of sustained hard work and selectivg improvement of
schools.

(2) The recommendation regarding games and sports was added
although it had not been highlighted by the Education Commission.

(3) The recommendation regarding the ‘clusters of advanced centres’
was g substitute for the idea of major universities which had been thrown
out. Tt was felt that the same purpose would be achieved better if clusters
of advanced centres could be built up in a few universities.

(4) The reference to improvement of standards at the post-graduate
stage was included because they are crucial to the maintenance of stand-
ards at all stages of education.

(5) The emphasis on development of research in universities and on
linking research institutions with the university system was included
deliberately to undo, as far as possible, the damage done by developing
research institutions like national laboratories outside the universities and
in competition with them.

On the whole, it is easy to see that the programmes of qualitative
improvement, and especially those that were crucial in significance and

would have made an impact on the problem, were neither included nor
highlighted in the National Policy on Education.

Programmes of Expansion

3.45 This brings usto the programmes of expansion which were
in demand and which Government also wanted to emphasise. Here it is
morg covenient to discuss the problem according to stages.
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3.46 Pre-Sctye. - ducation : The Education Commission made
4 number of recommendations about pre-school education and suggested
that the enrolment in pre-schools should reach 2.5 million (or 5 p.c. of the
age-group 3-5) by 1985-86 (Paras 7.03 to 7.07). It was however decided
to make no reference to pre-school education in the National Policy on
Education. '

3.47 Secondary Education : The Education Commission recommended
that the principle of selective admissions should be adopted at the higher
secondary stage. It however recommended that vocational secondary
education should be expanded very rapidly to reach 20 per cent of the
enrolment in class VIII-X by 1985-86 and 50 per cent of the enrolment in
classes XI~XII by the same date. Government was not prepared to accept
these recommendations. It wanted general secondary education to be
expanded freely according to demand ; but it felt that vocatiopal secondary.
education can and should be related to man-power needs. The following
draft was therefore included in the National Policy on Education.

“11. (a) Secondary Education: Educational opportunity at the
Secondary (and higher) level is a major instrument of social chanée and
transformation, Facilities for secondary education should accordingly
be expeditiously extended to areas and classes which have been denied
these in the past.

(b) There is need to increase facilities for technical and vocational
education at this stage. Provision for facilities for technical and vocational
education should conform broadly to the requirements of the developing
economy and real employment opportunities. Such linkage is necessary
to make technical and vocational education at the secondary stage effecti-
vely terminal. Facilities for technical and vocational education should
be suitably diversified to cover a large number of fields such as
agriculture, industry, trade and commerce, medicine and public health,
home management, arts and crafts, secretarial training, etc.”

3.48 Higher Education : The Education Commission was strongly
of the view that enrolmetits in higher secondary and university education
must be regulated to provide social justice, to reduce the incidence of
educated unemployment, and to improve standards. It therefore put
forward a detailed and not too radical a proposal for this purpose which
aimed at introducing selective admissions at the higher secondary and
university stages.! There was no doubt that these proposals of the Commis-
sion were sufficiently realistic and moderate and that they carried the

1. For details, plegse see péra 5.20 in Chapter §.
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conceptualization of the problem a good dealfurther. But these never
received a good hearing. The political climate was totally hostile and no
party would touch the proposal with a pair of tongs. At the very begin-
ning, the Comnuittee of Members of Parliament rejected it outright and
suggested that “every effort should be made to provide admission to
institutions of higher education to ali eligible students who desire to study
further”. This view. which had the support, not only of the upper and
middlg classes, but also of the backward classes, was ultimately accepted
by Government and following draft was included in the National Policy
on Education.

*(12) University Education. (a) The number of whole-time students
to be admitied to a college or university department should be determined
with reference to the ]aboratory, library and other facilities and to the
strength of the staff

(b) Considerable care is needed in establishing new universities.
They should be started only after an adequate provision of funds has been
made for ‘the ‘purpose and due care has been taken to ensure proper

sga_ndar_ds ”
. Educational Administration

3.49 The Education Commission made several recommendations
for the\;mprovement of educational administration which have been

summarized below.

(1) Central Government : Inthe opinion of the Commission, the.
Central Government had the basic responsibility of providing a stimulating
and dynamic but non-coercive leadership based on a national, long-term,
and integrated view of education which only a federal government can
best take. From this point of view, it should issue periodical statements on
the National Policy on Education and strive to see that they are followed
by the State Governments. It should have special resposibilities in higher
education and research, several programmes of which can only be planned

on a national basis.

(2) State Governments: The State Government should determine
their educational policies within the broad frame-work of the national
policy on education and in response to local conditions and needs. Each
State should pass a Comprehensive Education Act to embody and
implement these policies. While continuing to be basically responsible
for education, the State Governments should share authority with the
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Central Government, on one hand, and with the local authorities,
autonomous agencies like universities and voluntary agencies, on the
other.

(3) Local Authorities : The Commission recommended the establish-
ments of District School Boards and Municipal School Boards which
should have authority to plan, administer and develop all school education
in their areas. Within them, certain authority could be decentralized
further to still smaller units like villages or wards in urban areas. There
should be adequate devolution of resources to match the responsibilities
entrused to these organisations. In making this devolution, the principle
of equalisation should be adopted as an overriding cirterion.

(4) Private Enterprise : The growing educational needs of a
modernizing society can only be met by the State and it would be a mis-
take to show any over-dependence on private enterprise. However, the
minorities have certain educational rights guaranteed in the Constitution
and these will have to be respected. Private educational enterprise has

also a right to exist in a democratic society and, if it does not seek aid, it
may generally be left to look after itself, subject to compulsory registra-
tion. By and large, steps will have to be taken to merge all private
educational institutions which seek financial assistance from the State in
the common school system.

(5) Institutions and Services : The Commission also felt that the
administrative structures for education at all levels will have to be con-
siderably revamped. It suggested the creation of an Indian Educational
Service, the establishment of a National Staff College for Educational
Planners and Administrators, and the revamping of Central agencies like
the National Council of Educational Research and Training. It also
suggested the creation of Statutory Councils of Education in every State,
better methods of co-ordination between the different agencies that deal
with education at the State level, and strengthening and improvement of
State Education Departments.

Unfotunately, it was decided that no reference would be made to
any administrative matters in the National Policy on Education. All these
proposals were therefore summarily excluded from the Statement.

Education of Minorities

3.50 The Education Commission had not studied the problem of
the education of minorijties and had made no recommendation thereon.
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This Jacuna was highlighted by the Committee of Members of Parliament
on Education which prepared a rather elaborate statement on the subject
which is quoted below.

, § . i ' s
*75. Educational institutions conducted by m;nomtles have a specml
place in the national system of education. Specified safeguards are pro-
vided in the Constitution under Artlc;les 29(1),.and (2) and 30(1) and (2) ;
in addition, Article 350A has been included as a specxal directive.

76. The Central and State Governments have also indicated 'in cee-
tain résolutions and statements the ddministrative’: procedurés "which
should be adopted in respect of minorities. +Thus, the Provincial Education
Ministers® Conference in August 1949 passed a resolution (accepted by the
Central Advisory Board of Education and the GoVerziment 6f India) which
ldid down detailed provisions for imparting both primafy and setondaty
education to linguistic mmontles through the mcdlum of thelr mother
tongue ‘ :

§

‘) 77 After takmg into qons1dcrat10n the . recomqlcndat,lqns in th(e‘
report of the States Reorganization Commigsion jin ,respect of llngmstlc
minorities, the Government of India in gomsultation. with, the. Ch,l,ef
Ministers of States prepared a memorandum which was- placed bcforc both
Houses of Parliament in September 1956. The memoraqdum deals, among
other things, with educational safeguards at the primary and secondary
stages and the affiliation’ of institutions- uswg mmdﬂty languages, for
purposes of examination. : »

78. The administration at the Centre and in the States sh__ould “not
only respect the rights of minorities but help to promote their educational
interests.”

3.51 The political necessity to include this topic in the national
policy was obvious and hence the following paragraph was added to the
Statement.

““4(16) Education of Minorities. Every effort should be made, not
only to protect the rights of minorities, but to promote their educa-:
tional interests as suggested in the Statement issued by the Confer:
ance of Chief ‘Ministers of States and Central Ministers held in
August 1961.”

Finance

3.52 On financial matters, the major pgqposals made by the 'Educa,-.
tion Commission were as follows ~ '
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(1) Finance : The Commission found that a national system of
education will need a much higher level of financial support. It estimated
that if due effect were to be given to its proposals, the total educational
expenditure would rise (at constant prices) from about Rs. 6(00 million
in 1966 (which implies an expenditure of Rs. 12 per head of population
or 2.9 per cent of the national income) to about Rs. 40,000 millien in
1986 (which implies an expenditure of Rs. 54 per head of porulation or 6
per cent. of the national income).

(2) Sectoral Priorities : The Commission found that ultimately the
total expenditure will have to be divided almost equally between the
different sectcrs, one-third for elementary education, one-third for
secondary education and one-third for higher education.

(3) Fees : The Commission was not in favour of looking on fees as
a source of revenue. It proposed that all fees should be abolished till the
end of Class X. In higher secondary and university education, every
attempt should be made to extend tuition-free education to cover all ncady

and deserving students,

(4) Economy and Utilization : In spite of the increased investments
sugg,ested it wxll not be - po§51ble to create a good system of national
education unless intensive efforts are made to cut down unit costs, to
economize in every way possible, to optimize the utilization of existing
facilities, and to raise resources from voluntary and community contri-

butlons

(5) Central and Centrally-sponsored sectors: As the constitution
vests large and growing resources in the Government of India, it must
assume a substantial responsibility for the financial support to education.
The Central and Centrally-sponsored programmes should therefore be
greatly expanded as major mstruments for the 1mp]ementatxon of a
Natlonal Policy on Education.

1

3.53 As a rule, governments fight shy when they are required to
assume larger financial responsibilities. But surprisingly enough, the
Government of India accepted all these recommendations and decided to
include them in the Policy statement on the ground that willingness to
provide the needed funds is an indication of priority and seriousness of
official intentions. Ultimately, the following draft was included in the
National Policy on Education to cover issues (1) and (5) above.

‘5. The reconstruction of education on the lines indicated above
will need additional outlay. The aim should be gradually to increas¢
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the investment in education so as to reach a level of expenditure of
6 per cent of the national income as early as possible.

6. The Government of India recognizes that .reconstruction of
education is no easy task. Not only are the resources scarce but
the problems are exceedingly complex. Considering the key role
which education, science and research play in developing the material
and human resources of the country, the Government of India will,
in addition to undertaking programmes in the Central sector, assist
the State Governments for the development of i)rogrammes of
nattonal importance where coordinated action on the part of the
Centre and the States is called for,”

Periodical Review

3.54 Finally, the Government of India promised that it will review

the progress made every five years and recommend guidelines for future
development (Para 7).

Summing Up

3.55 What are the main conclusions that éinerge from this first

attempt in the post-independence period to formulate a National Policy on
Education ? Three main points can be made in this context.

(1) Very high hopes were entertained from the proposed statement
on the National Policy on Education (which was being issued
after 55 years and for the first time since independence) because
it had the Report of the Education Commission to go by and
because very elaborate preparations had been made to arrive at
a national concensus thereon. But unfortunately, these hopes
not materialize for a variety of reasons. To begin with, the
Report of the Education Commission came up for djscussion
and degision in 1967-68 which was a very inppportung time.
The Government of India was then very weak (or probably at
its weakest point since 1947) and the political and economijc
situation was far from satisfactory. Althopgh the Preamble
speaks of the goal of a sociglistic pattern of society, all actiong
of the government clearly showed that it would not be able tq
change the reformist and evolutionary perspective on develop-
ment within a capitalist framework which was adopted in 1947.
It was not possible to make the best use of the possibilities open
even within these limitations because the Government of India
was anxious to avoid controversies and unable to take the hard
decisions needed fo create a good national system of education,



125

Consequentiy the National Policy on Education (19 8) became
a tame and uniosprirg document which merely continued the
policies adopted between 1947 and 1965 wtih some minor

modifications which were not always for the better (Paras
3.02-3.09).

(2) The Preamble to the statement speaks of the conviction of the
Government of India that a radical reconstruction of education
on the broad lines recommeded by the Education Commission
was essential, But the National Policy on Education rejected or
ignored most of the major recommendations of the commission
such as

—giving top priority to those programmes whose basic objective
was to transform the educational system and to relate it closely
to the life, needs and aspirations of the people (Paras 3.12
-3.14);

—all the major recommendations regarding time limit, multiple-
entry and non formal education, qualitative improvement,
administrative reorganization, and special grants-in-aid to less
advanced states for making elementary education universal
(paras 3.15-3.18);

—liquidation of mass adult illiteracy by 1985-86 (paras 3.19—
3.20) ;

—some important proposals for the reform of education for
agriculture and industry (Para 3.23) ;

— programmes for character-formation (para 3.24) ;

—making the education system diversified, decentralized, elastic
and dynamic (para 3.28) ;

~—Non-formal education, especially at elementary stage (Paras
3.29-3.30);

—all important recommendations regarding qualitative improve-
ment of education, viz., organizing a nation-wide movement for
school improvement, evolving an integrated educational system,
making intensive use of all existing facilities, creating a climate
of sustained and dedicated hard work, and selective improvement
of schools (paras 3.41—~3.43) ;

—selective admissions to higher secondary and university educa-
tion (paras 3.47—3.48) ; and
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—all proposals relating to administrative reforms, including the
idea of delegating all administration’ of school education to
district and Municipal Boards (paras 3.49).

With so may important recommendations left out altogether
and some others diluted (e g. the common school system), the
statement really ceases to reflect the radical reconstruction of
education recommended by the Education Commission about
whose necessity and urgency the Government was so convinced.
This [conclusion is not affected even after one takes into

- consideration the large financial suppoit promised by govern-
ment. The national education system will need substantial
investment rno doubt. But it cannot be created by money alone.

(3) The whole emphasis in the policy statement is on ‘declarations of
intentions’, as if mere declaration of good intentions make policy.
This is not correct. A statement of policy should state what
government desires to do. But it is also often necessary to
emphasize negative aspects of a problem and to state what
government will'fiot do or will not allov to happen. Even more
importantly it is essential to: state how our good intentions
are going to be translated into action and when. In the absence
of these essential details, a mere statement of good intentions
does not evoke a proper response, especially in a country where
the distance between words and action is extremely wide.

3.56 1Ina country where educational reform is so often and so
widely discussed and suggestions for all types of reforms are so plentifully
available, it is not difficult to put together some kind of an ill-assorted
group of non controversial and desirable recommendations. The exercise
can be donme at any time and in a hundred different ways. This is
essentially what the National Policy on Edudation (1968) is. Butf a state-
ment on educational policy which will create a national system of educa-
tion is an entirely different affair. It must be prepared to face the
realities of the situation, to join issues, to offend vested interests where
necessary, to take the hard decisions needed inspite of the risk and
unpopularity involved, and to create a sense of purpcse and direction
through a planned effort to realize the pre-determined objective in the
shortest possible time. Such a statement was not even attempted, even if
.one were to believe that it could have been in the economic and political
climate of 1967-68. 1t is therefore no surprise that we did not get it.



* CHAPTER FOUR
NATIONAL POLICY ON EDUCATION (1968) : IMPLEMENTATION

., 401 We shall now turn to the discussion of the manner in which
the National Policy on Education (1968) was implemented over the next
ten years (1968-78). In particular, we shall try to find out what diffe-
rence, if any, the existence of the National Policy en Education (1968)
made to the development of education between 1968 and 1978. We shall

also try to ascertain what lessons for the future can be drawn from this
valuable experience.

General Background

4.02 The developmental perspective, on which the educational per-
spective will ultimately depend, showed some interesting developments in
the early years of this period. Smt.~Indira- Gandhi began to emphasize
the socialist perspective very early in. this peridd e.g. her legislation on
bank nationalisation. This is why oré finds -a . pointed reference to the
socialistic pattern: of society in the Preamble to the National Policy on
Education (1968). She developed the idea furthet when, in the elections
of 1971, she gave the slogan of Garibi Hatao. Because of this and because
her stature had risen tremendously after the victory in the Bangladesh
War, she literally swept the elections in 1971 and 1972. But when it came
to the lmplcmcntatlon of these promises, it was soon discovered that she
began to retract from them rather'than go ahead with them. When the
situation deteriorated, she rather chose to ‘adopt coercive and fascist poli-
cies, ‘as the declaration of emergeney proved, rather than adopt a socialist
perspective; and this conclusion is not affected even by the attempt to
amend the Preamble to the Constitution by introducing the concept of
socialism. On the whole, therefore, one gets the impression that all the
talk of socialism branded about in this period was merely a stick to. beat
the opponents and not a programme of action. The earlier reformist,
evolutionary and capitalist framework continued, therefore, to dominate
the scene; angd if anythmg, the developmental prospects became even more
dlm on account of the' detenoratlon in the polmcal and economic situation.

4.03 Consequently, the pcrspectwe for educational development
also deteriorated during this perlod The political situation between 1947
and 1965 was dominated by the personality of Pandit Jawaharlal Nehru;
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and as we saw, his over-riding interest in higher education and scientific
research gave them a priority in all our plans of educational development
just as his lack of interest in elementary and adult education led to their
comparative neglect. Between 1966 and 1978, the political situation was
similarly dominated by the personality of Smt. Indira Gandhi. But as she
had no deep interest in any aspect of education, it got a much lower
priority in our plans than at any time in the past. Moreover, this was on
the whole a period of great economic and financial difficulties; and as
usually happens on such occasions, the axe of retrenchment fell first and
fell heavily on education. This becomes very obvious from the trends in
plan expenditure on education between 1950-51 to 1965-66 and 1966-67
to 1977-78. The relevant data are given in the following table:—

Table No. 4.1
-Plan Expenditure on Education (1950-51 to 1977-78)
SL First . Three Fourth Fifth Sixth
No. Three  Annual Plan Plan Plan
: Plans Plans 1969-70 1974-75 1978-79
(1950-51 (1966-67 to to i )
to to 1973-74 1977-78 1982-83
1965-66) (1968-69) (Provisional)
1 2 3 4 5 6 7

1. Elementary Education
(including Teacher 3810 750 2390 3170 9000
Education) (38) (23) (30) (35) (46)
2. Secondary Education 1740 520 1400 1560 3000
» (17 (16) (18) an - @9
3. University Education 1490 780 1950 2050 2650
(15) (29) (25) (22) (14)

4. Adult Education 110 20 50 90 2000
)] 1) 0y 1 (10)
5. Other Programme 960 300 900 900 900
® ® an (10) &)
6. Cultural Programmes 100 40 120 280 500

M) ) ) @) 3
7. Total General Education 8210 2410 6810 8050 18050
ey (@ @D (88) (93)



1 2 3 4 5 6 7

8. Technical Education 1947 800 1050 1070 1500
(19) (25) (13) (12) (M
9. Total Education 10150 3210 7860 9120 19550
(100) (100)  (100) (100) (100)
10. Percentage to Total
Plan Outlay 6.7 438 5.2 33 28

Source : Planning Commission.

It will be noticed that, throughout the period under review, educa-
tion received a smaller proportion of plan funds than between 1950 and
1965. 1t is true that, in absolute figures, education received Rs. 20,190
million or nearly twice the amount invested in education between 1950
and 1965. But this was a period of considerable inflation and if allowance

is made for the rise in prices, there was not much increase in the outlay on
education in real terms.

4,04 Against this general background, no radical reorientation of
educational development was possible even if we had a national policy on
education which proposed radical changes. But as was pointed out ear-
lier, the National Policy on Education (1968) was not a radical document
at all. Consequently, it is hardly a matter for surprise if the policies of
the earlier period were generally continued between 1965-66 and 1977-78
also with some minor modifications.

Universal Elementary Education

4.05 We may now begin the detailed discussion of the implementa-
tion of the 17 programmes included in the National Policy on Education
(1968) although not in the same order. The first of these naiurally refer-
red to the provision of universal elementary education or the fulfilment of

" the Directive contained in Art. 45 of the Constitution.

4.06 It was shown in Chapter 1I that, by 1965-66, an elementary
school had not been provided within easy access from the home of every
child, the enrolment in classes I-V was only 76.4 per cent of the age-group
6-11 and that in classes VI-VIII was only 36.7 per cent of the age-group
11-14, and wastage and stagnation still continued to be high, We had
failed to provide universal elementary education by 1960-61 and that, even
in 1965-66, there was no revised plan to show when and how we would
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reach the goal. Against this dark background, the National Policy on Edu-
cation (1968) had given only two directives : (1) Strenous efforts should
be made for the early (a much abused word in educational parlance which
fnay mean anything from five to a hundred years) realisation of the goal
of universal elementary education and (2) suitable programmes should be
developed for the reduction or elimination of wastage and stagnation.

4.07 Let us see what our main achievements were in the field of
elementary education between 1965-66 and 1977-78.

(1) Investment : It must be pointed out that the priority accorded
to elementary education during this period was even lower than that be-
tween 1950 and 1965. In the first three plans, elementary education received
Rs. 8810 million or 38 per cent of the total plan expenditure on education.

Between 1966-68, it received only Rs. 750 million or 23 per cent of the
total plan expenditure on education and the corresponding figures for the

fourth plan (1969-74) were Rs. 2390 million or 30 per cent, and for the
truncated fifth plan (1974-78), Rs. 3170 million or 35 per cent. Conse-
queatly, the situation in elementary education deteriorated between 1965-66
and 1977-78 rather than improved. o -

(2) Schoels': Between 1950-51 and 1965-66, an average of 12,093
new primary schools and 4,147 ‘'new middle schools were opened every
Yyear. Between 1965-66 and 1977-78, the corresponding ﬁguies were 7,164
primary schools and 2,803 middle schools. The tempo of opening new
schools had obviously slackened. ’

(3) Enrolments: The increase in enrolments has also slowed down

as the data given below will show,

Table No. 4.2

Enrolments in Elementary Education (1965-66 to 1977-78)
(in millions)

Errolments in Classes I-V Enrolments in Classes VI-VIII

Year
' Boys - Girls Total Boys Girls Total
1965-66 32.178 18.293  50.471 7.686 2.846 10.532
(96.3) (56.5) (76.4) 44.2) (17.0)  (30.8)
1970-71 30.739  21.306  57.045 9.426 3.889 13.315
(95.9) (60.5) (78.6) (46.3) (19.9)  (33.9)
1975-76 40.649  25.011  65.660 18.990 5.034 16.024
: (100.4)  (68.1) (83.8)  (43.6) (23.9) (36.7)
1977-78 43.200 26950  70.150  12.030 5.740 17.770

(99.3)  (654)  (82.8)  (49.7) (253)  (37.9)
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Between 1950-65, the average annual increase in enrolments was
2,087 thousands in classes I-V and 494 thousands in classes VI-VIII. Be-
tween 1965-66 and 1977-78, these rates stood at 1640 thousands in classes
I-V and 603 thousands in classes VI-VIII. On the whole therefore the
growth of enrolments also declined, rather than increased. It may also
be pointed out that in 1965-66, the total population of children in the age-
group 6-14 was 99.491 million out of whom 61.003 million were attending
schools and 38,488 million were not attending. In 197778, the total popu-
lation of children in the age-group 6-14 was 131,518 million of whom
87.920 million were attending and 43,598 million were not attending. In
other words, the number of non-attending children actually increased be-
tween 1965-66 and 1977-78 by more than five million !

(4) Wastage and Stagnation : The Policy Statement did not suggest
any specific reforms for the reduction of wastage and stagnation, but
merely directed that ‘suitable’ measures should be adopted to reduce (or
eliminate) wastage and stagnation. The Education Commission had recom-
mended the large scale development of non-formal education programmes
for this purpose. These were left out from the Policy Statement and were
not readily accepted either in the academic or in the administrative circles.
But Professor S. Nurul Hasan took keen personal interest in- them and
tried to spread the concept through the Central Advisory Board of Edu-
cation. It was due mainly to his efforts that the concept has now come to
be universally accepted and it is hoped that non-formal education pro-
grammes would be adopted in a big way in the Sixth Plan. That however
is for the future. In so far as the period under review is concerned, non-
formal education programmes were still at the conceptual stage and no
other suitable programmes had been developed to reduce wastage and
stagnation. Consequently, both these evils continued undiminished through-
out the period under review. This will be evident from the data given in

the following table :



Table No. 4.3 -
Wastage and Stagnation (1950-51 to 1970-71)

At Primary Stage At Middle Stage
Year Enrolment Enrolment % age of Wastage Enrolment - % ageof Wastage
in Class I in Class V Col. 3 to Percentage in Class VIII Col. 6 to  Percentage
(000’s) (4 year later) Col. 2 (in the 8th year) Col. 2
(000’s) (Retention (000°s) . (Retention
Rate) Rate)
1950-51 69,48 22,99 33.1 66.9 13,13 18.9 81.1
1951-52 70,25 24,03 34.2 65.8 14,39 20.5 79.5
1952-53 73,95 2435 35.6 64.4 15.33 20.7 79.3
1953-54 80,87 27,43 339 66.1 17,58 21.7 78.3
1954-55 91,12 30,59 33.6 66.4 20,20 222 78.8
1955-56 99,58 33,40 33.6 66.4 22,26 22,4 77.6
1956-57 102,83 36,11 35.1 64.9 2545 24.8 75.2
1957-58 111,08 38,91 35.0 65.0 26,53 23.9 76.1
1958-59 115,99 42,43 358 64.2 28,83 24.0 76.0
1959-60 126,93 45,73 36.0 64.0 36,46 24.0 76.0
1960-61 133,91 49,64 37.0 63.0 32,45 242 75.8
1961-62 157,46 53,81 34.2 65.8 34,59 22.0 78.0
1962-63 164,04 57,10 34.8 65.2 36,17 220 78.0
1963-64 169,06 59,21 35.0 .65.0 37,44 22.2 71.8
1964-65 182,41 60,42 33.1 66.9 38,36 21.0 79.0
1965-66 188,90 62,49 33.1 66.9 39,56 209 79.1
1966-67 195,33 64,55 33.1 66.9 40,27 . 20.6 79.4
1967-68 197,51 66,24 33.5 66.5 42,15 213 78.7
1968-69 198,36 69,50 35.0 65.0 43,68 22.0 78.0
1969-70 199,42 71,50 359 64.1 Data not available
1970-71 204,39 75,15 36.8 63.2 Data not available

N.B.: Although data beyond the cohorts of 1970-71 are not available, there is no reason to assume that there
has been any improvement in the situation. ‘

(43!
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(5) Expenditure : Between 1965-66 and 1975-76, the cost per student
in elementary schools increased by nearly three times, due mainly to the
rise in teachers’ salaries —

Average Teacher Pupil Ratio Average Annual cost per

Primary Middle pupil in

Schools Schools Primary Middle

Schools Schools
Rs, Rs.
1950-51 34 24 19.9 37.1
1960-61 36 31 27.6 40.5
1965-66 39 © 32 345 50.4
1975-76 38 30 95.5 144.2

This inevitably led to an enormous increase in the total expenditure
on elementary education.

Total Expenditure in Rs. (million) on

Primary schools - Middle schools S
1965-66 1,287.230 842.827
: (20.7) (13.6)
1975-76 4,463,148 3,409,672
(21.2) (16.2)

N.B.—Figures in paranthesis denote percentage to total educational
expenditure,

This very large increase in expenditure created a situation, for the
first time since independence, when the proportion of the expenditure on
elementary education to total educational expenditure rose, instead of
falling. Tt was shown above that, during this period, the expansion of
elementary education was slower than that between 1950 and 1965. More-
over, the quality of elementary education also deteriorated rather than
improved. Consequently, there is little reason for us to congratulate our-
selves on the increase in the proportion of the total educational expendi-
ture devoted to elementary education which was due mainly to the increa-
ses in the salaries of teachers (a large part of which was also negatived by
inflation).

4.08 It may therefore be concluded that, between 1965-66 and
1977-78, the earlier policies of the widest possible expansion of facilities
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within the available resources were continued, There were no ‘strenuous
efforts’ for the ‘early’ fulfilment of the directive contained in Art. 45 of
the Constitution or for reduction of wastage and stagnation. In short,
the directives of the National Policy on Education (1968) remained largely
unimplemented. This was mainly due to the fact that there was no strong
public demand for elementary education and no adequate political support
for it, especially at the State level. The enunciation of the National Policy
on Education (1968).did not, therefore, make any meaningful difference to
the development of elementary education during the period under review.

Adult Education

4.09 What about the progress of adult education ? Prof. V.K.R.V.
Rao, who succeeded Dr. Triguna Sen as Education Miaister, was extremely
keen that a massive programme of adult education should be organised.
He had proposed an allocation of Rs, 690 million for the purpose and he
wanted it to be included in the Centrally-sponsored sector which the

. National Policy oxi Education (1958) had agreed to expand. In fact, there
could have been no better case for expanding the centrally-sponsored
sector than to provide support to this important but neglected programme.
But the States opposed the proposal and neither the Government of India
nor the Planning Commission thought it worthwhile to fight the battle.
The programme was therefore included in the State sector and received an
allocation of only Rs. 50 million or less than one per cent of the total plan

expenditure on education. The net result was that it did {not get off the
ground at all. '

4.10 The data about adult education centres during this period is
~ given below :

’ 1965-66 1975-76
1. No. of adult education centres 217,912 17,774
2. Enrolments in above 1,637,541 439,034

As stated in Chapter II, the statistics of 1965-66 contain the data of
the Gram Shikshan Mohim in Maharashtra. Since this movement died out
before 1977-78, there is a sharp decline in the number of adult education
classes and their enrolment during the period under review. But even if
the data of the Gram Shikshan Mohim is excluded from the figures of
1965-66, one finds that adult education continued to be as neglected bet-
ween 1965-66 and 1977-78 as it was between 1950 and 1965. It may also
be recalled that the National Policy on Education (1968) had suggested
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the organisation of two specific programmes : (1) the public sector (and
other commercial or industrial undertakings) should be persuaded to make
all their employees literate; and (2) literacy classes should be orgaflized by
teachers and students under the National Servize Scheme. Nothing was
done about the first recommendation and very little about the second.

4.11 One point may be mentioned. During this period, the pro-
gramme of adult and continuation education was developed in a numbe’,r
of universities and a University Adult Education Association was estab- -
lished. This programme, however, was not mentioned in the policy state-
ment and grew, thanks to a few enthusiastic leaders, in spite of the policy

Statement rather than because of it.

412 All things considered, adult education is another area where
the policies of the earlier period (1947-65) were continued and the exis-
tence of the National Policy on Education (1968) did not make any diffe-

rence to the situation on the ground.

Expansion of Secondary and Higher Education

4.13 If the cause of elementary and adult education suffered be-
cause of a lack of strong public demand and adequate political support,
the case of secondary and higher education was exactly the opposite. The
public demand for the expansion of secondary and higher education and
the political support for it, which was already strong between 1950 and
1965, became even stronger during the period under review.

4.14 It was shown in Chapter II that, between 1950 and 1965, very
high priority had been given to the programme of expanding secondary -
and higher education. At the low levels of expansion reached in 1950,
this was also justified. But the justification did not hold equally good ‘in
1965-66 when considerable expansion had already taken place and when
educated unemployment had increased to such levels as to cause serious
concern. The Education Commission had therefore recom"xilended a
policy of selective admissions at the higher secondary and university stages
which, as we saw in Chapter III, was not accepted; and the National
Policy on Education (1968) made three specific recommendations in this
regard, viz. (1) secondary (in higher) education is a major instrument of
social change and transformation and should therefore be expeditiously
extended to areas and classes which have been denied them in the past-a
statement which was interpreted in practice to mean that the old policy of
unplanned and uncontrolled expansion, with open-door access to secon-
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dary and higher education, should continue; (2) considerable care should
be taken in establishing new universities; and (3) the number of students
to be admitted to a college or university department should be regulated
on the basis of facilities available, In short, all that was done was to
continue the earlier emphasis on expansion of secondary and higher edu-
cation with some minor modifications. Consequently, there was very large
expansion of secondary and higher education between 1965-66 and 1977-78
as the following data will show.

(1) Secondary Schools: The number of secondary schools increased
from 7,288 in 1950-51 to 27,477 in 1965-66 or at the rate of 1346 per
year. Between 1965-66 and 1977-78, they increased further to 44,579 or
at the rate of 1,425 a year. Hardly any attention was paid to the recom-
mendations of the Commission regarding careful planning and location of
‘new secondary schools.

(2) Enrolments in clagses IX-XJ/XII : Between 1950-51 and 1965-66
enrolments in classes IX-XI/XII had increased from 1,220 million to
5.040 million or at the rate of 225 thousand per year. These enrolments
increased further to 7.420 million (or 18.3 per cent of the age-group 14-17)

in 1975-76. The estimated figures for 1977-78 were 9.150 million (or 21.2
per cent for the age-group). This implies an average annual increase of
343 thousand.

(3) Inspite of all the financial difficulties, therefore, the rate of ex-
pansion of secondary schools and their enrolments increased (and not
decreased) during the period under review. Of course, a small part of it
must have reached the areas and classes which were denied these oppor-
" tunities in the past. But in an open-door policy geared to social pressures
and market demands, the lion’s share of this expansion had obviously
gone to the upper and middle classes and to the urban and advanced rural
areas. '

(4) Expenditure : The direct expenditure on secondary education
rose considerably during the period under review. The main reason for
this was the improvement in teachers’ salaries which increased the annual
average cost per student in secondary education (as shown earlier in ele-
mentary education as well).
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Average Number of Average Annual Cost
Students per Teacher per student in
Secondary Schools
Rs.
1950-51 25 72.9
196061 25 91.7
19565-66 25 111.1
1975-76 25 257.3

Since the rate of expansion also increased, there was a further in-
crease in direct expenditure on education and its share in total educational
expenditure also increased.

Direct Expenditure on Secondary Schools
(Rs. millions)

1965-66 1,376.926
(22.1)

1975-76 4,935.622
(23.5)

With the tremendous expansion that thus occurred, there was an
adverse effect on standards, an unprecedented increase in the number of

unemployed matriculates and a severe increase in the pressures on univer-
sity admissions.

In bigher education also, the over-all developments were similar to
those at the secondary stage.

(1) The expansion in institutions of higher education was as follows :
1965-66 1975-76

1. Universities . - 64 101
2. Institutions deemed as Universities 8 9
3. Institutions of National Importance 8 9
4. Boards of High School and Intermediate

Examinations 28 43
5. Research Institutions 39 47
6. Colleges of General Education 1,673 3,667
7. Colleges of Professional Education 2,775 3,276
8. Colleges of other Education 1,253 1,405

Total 5,848 8,557
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In spite of the directive of the Policy Statement that great care
should be taken in establishing new universities and in spite of an amend-
ment of the UGC Act which laid down that a university established with-
out the prior concurrence of the UGC and the Government of India will
not be eligible to receive grants from the UGC, as many as 35 new univer-
sities were established in these ten years as against 45 universities establi-
shed in the 18 years between 1947 and 1965. Similarly, the increase in the
number of colleges of general education (the institution most in demand)
was about 200 per year during the period under review, the corresponding
figure between 1950-51 and 1965-66 being 78 only. As at the secondary
stage, there was hardly any attempt to plan carefully the location of new
colleges. It must be pointed out however that, in recent years, there has
been some slowing down of this expansion because of the serious financial
difficulties in which the State Governments are finding themselves. But
there is also no sign yet of any willingness to adopt a rational policy to
control the establishment of new institutions.

(2) The enrolments in higher education increased very greatly
during the period under review. This will be more evident if we consider
the data for general education ‘where most of the expansion has taken

place. ‘
' 1950-51  1965-66  1975-76

1. Pre-university — 278,310 554,473
2. Intermediate 221,337 345,332 950,356
3. Graduate 86,668 625,907 1,408,744
4, Post-graduate 16,528 71,212 178,613
5. Research . 1,190 6,851 13,898
6. Dlploma — 3,579 8,994

Total 325,723 1,331,191 3,113,078

It will be seen that the annual increase in total enrolment was 67,031
between 1950-51 and 1965-66. During the next ten years, the annual
increase has been 178,189 or more than 2.5 times.

In view of the adoption of the new pattern which transfers the enrol-
ment at the plus two stage to secondary stage, a better picture of the
situation would be available if we consider separately the enrolments at
the graduate, post-graduate and research stages only. These were 104,386
in 1950-51, 703,970 in 1965-66 (showing an annual increase of 39,972)
and 1,601,255 in 1975-76 (showing an annual increase of 89,729). This
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shows that the annual increase in enrolments during the period under
review has been about 2.25 times that between 1950 and 1965. It may
also be stated that, in recent years, there has been some slowing down in
the growth of enrolments due to economic or other reasons, but there is
not much of an attempt to regulate enrolments, Even the directive of the
National Policy on Education (1963) that the number of students to be
admitted to a college should be fixed with reference "to facilities available
is more observed in breach than in fulfilment, especially in colleges of Arts
and Commerce.

(3) Expenditare : There was inevitably a very large increase in the
cexpenditure on higher education due to revision of teachars’ salaries and
expansion,

Direct/Expenditure in Rs. millions

1965-66 1975-76

1. Unijversities 320.537 995.642
(.1) “.7)

2. Deemed Universities 31.674 124.519
, (0.5) (0.6)

2, Institutions of National Importance 37.349 222.476
, - 0.6) (1.0)

4. Board of Examinations 48.316 , 203.524
, (0.8) (1.0)

5. Research Institutions 18.234 36.066
(0.3) (0.2)

6. Colleges of General Education 383.357 1,756.386
6.2) (8.2)

7. Colleges of Professional Education 466.547 1,508.334
(1.5) .1

1. Colleges for Other Education 12.128 31.038
0.2) (0.1)

Total Higher Education 1,318.062 4,877.985
(21.2) (23.2)

As may be easily anticipated by the data on expansion, the increase
in expenditure was very large in colleges of general education. In profes-
sional education, the establishment of new institutions was slowed down
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due to increase in unemployment of engineers. The remarkable increase
in the institutions of national importance (like the IITs) also deserves
special notice.

4.15 1t will thus be seen that the policies of uncontrolled expansion
of secondary and higher education have continued to dominate the scene
since 1947 and the National Policy on Education (1968) made no mean-
ingful change in them. Needless to say, the consequences of this expan-
sion on standards and the size of the problem of educated unemployment
have been very serious. The question of regulation of the expansion of
institutions and enrolments in higher (and secondary) education can con-
‘tinue to be ignored only at great peril to educational and national develop-
ment. It will therefore need serious attention from all concerned at a
very early date.

The 10-+243 Pattern

4.16 The obsession with the pattern of school and college classes
which began with the Sargent Report (1944) had dominated, as shown in
Chapter I1, the earlier period between 1947 and 1965. This obsession
continued after 1965 also and, as the Education Commission pointed out,
there was an unfortunate general inclination to equate the national pattern
of school and college classes with the national education system itself.
There was, however, one difference made by the National Policy on Edu-
cation (1968) : it put an end to the confusion caused by the contradictory
recommendations of the University Education Commission and the
Secondary Education Commission and laid down a clear-cut -policy, viz.

—it is advantageous to have the uniform pattern of 10+24-3 ;
—the plus two stage may be in schools or in colleges ; and

—if necessary, there may be a pass course of two years and an
honours course of three years for the first degree.

All that had to be done was to go ahead and implement this pattern
in all the States and Union territories.

4.17 Because of the public demand, the implementation of this
recommendation started very soon in spite of the fact that the Centre had
refused to provide any special assistance for the purpose. As may be
easily imagined, the first moves were made by fifteen-year States who did
not have to increase the total duration. Andhra Pradesh was the first
State to come forward for implementation because it had two different
patterns inherited as a result of re-organization of States (one from the old
Andhra State and the other from the old Hyderabad State). The same
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reason led to initiative in Karnataka and Maharashtra also, Of course
personal factors such as interest shown by individual Education Ministers
were also responsible. By 1972, the reform was definitely under way in
the ifteen-year States, although its pace was rather slow. The fourteen
year States however remained indifferent, if not hostile, and took no
initatives.

4.18 It was at this stage that Professor S. Nurul Hasan decided that
some positive action by the Centre was called for. He wanted to
support the programme on these main grounds; it would reduce the expan-
sion of higher education, help in improving its standards, and also reduce
the over-all recurring costs of education in the long run (i.e. the plus two
as part of school would always cost less than as a part of university edu-
cation). The strategy he adopted was threefold : (1) to implement the
reform in Delhi and all other Union territories and also in organisations
like the Central Schools so that the bonafides of the Central Government
are established; (2) to pursue the matter vigorously with the fifteen-year
States where the problem was comparatively easier; and (3) to press the
fourteen-years States into some action. He succeededin the first two of
his objectives and brought the programme almost to a point of no return.
But he could not do anything about the third objective and by and large,
the fourteen-year States could not decide to launch the programme. But
Professor Nurul Hasan’s idea was that if a lead is given by the Delhi
Union Territory, the fourteen-year States would follow suit more readily.

4.19 By 1977-78, the position regarding the pattern was as follows :
1. New pattern fully adopted 1. Kerala

Andhra Pradesh
Karnataka
Mabharashtra

Goa, Daman & Diu
Lakshadweep

Assam (1976)

Gujarat (1976)

Jammu & Kashmir (1976)
Tripura (1976)

West Bengal (1976)

Dadra & Nagar Haveli
(1976)

Sikkim (1977)
A. & N. Islands (1977)
Arunachal Pradesh (1977)

2. Firm decision taken to adopt the
new pattern (and the year in  which
the matriculation (or SSLC) exami-

nation under the new pattern was
held)
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10. Delhi (1977)

11. Tamil Nadu (1978)

12. Chandigarh (1978)
Manipur (1980)
Orissa (1980)
Punjab (1980)
Rajasthan (1980)
Haryana (1980)
Himachal Pradesh (1980)
Bihar (1981)
Nagaland (1982)
Meghalaya
Mizoram
Madhya Pradesh
Uttar Pradesh

N. B. Pondicherry follows the pattern of the surrounding States for its
three different areas, viz., Andhra Pradesh, Tamil Nadu and

3. Decision taken in principle to adopt
the new pattern (and the year in
which the matriculation or SSLC
examination was to be held)

4. 'No decision taken as yet.

FUrprro s wD -

Kerala.
- Tt will be seen that all the 15-year States and the Union Territories

have decided to fall in line with the policy. Among the fourteen-year
States only J. and K., Tripura and West Bengal had taken the plunge. The
remaining 14-year States were either considering the matter or hostile. This
is really the hard core of the problem for which a solution has to be
found. '

‘4,20 This is one area of educational planning where the National
Policy on Education (1968) made a significant difference to the situation,
especially because the then Union Education Minister, Professor S. Nurul
Hasan, felt that it was his personal responsibility to implement the Natio-
nal Policy in the Union Territories and to use his good offices to persuade
the States to follow suit.

Teachers

421 The National Policy on Education (1968) has made three
points about teachers, viz.,, (1) improvement in their remuneration; *(2)
protection of their academic freedom; and (3) improvement of their

professional training.

*It may be mentioned that funds needed for improvement in the

salaries of teachers were treated as plan expenditure and included in

the first three Five-Year plans between 1950-51 and 1965-66. From the

Fourth plan onwards, they were regarded as non-plan. This has been

% healthy reform, due mainly to the efforts of Professor V, K. R. V.
a0,
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4.22 Remuneration : One of the most conspicuous developments
of the period under review is the substantial improvement in the remune-
ration of university and college teachers. The Education Commission had
recommended improved scales of pay for university and college teachers
which were implemented during the period under review. What is even
more important, new and still better scales of pay for university and
college teachers were introduced, due mainly to the efforts of Professor S.
Nurul Hasan*. The main object of this revision was to ensure that a reason-
able proportion of the top talent of the nation flows back into higher
education. The revision was broadly based on the principles laid down by
Education Commission and it succeeded, for the first time in our education .
nal history, in making the salaries of university and college teachers com-
parable to (or, in some cases, even better than) those of other senior cadres
of the public services under the Central and State Governments,

4.23 Some comments are needed on the problenﬁs thrown up by these
two revisions of the remuneration of university and college teachers during
the period under review, '

(1) The system of central initiative in laying down uniform national
scales of pay for university and college teachers was adopted soon after
independence. It was based on the principle that higher education should
be preferably planned on a national basis and that a uniformity of scales
of pay for university and college teachers will proinote mobility. The
system worked well for a time; and may have continued to work if it had
been restricted to universities only. But the validity of this principle is now
being questioned because it has been extended to all parts of the country
and to all college teachers. The system has made university and college
teachers practically a central services in so far as remuneration is concer-
ned, without bringing in the other aspects of central services like common
selection procedures or maintenance of high standards. The State Govern-
ments complain that this practice has created serious problems for them
because it leads to discontent in other branches of the State services. At

*From the fourth plan onwards, the programme of the remuneration
of university and college teachers was taken over by the Government
of India from the UGC which dealt with it in the first three plans.
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any rate, three issues have been raised : (1) Is it desirable to have uniform
scales of pay for all university aud college teachers? (2) Is it desirable to leave
the initiative in this matter entirely to the Central Government when the
burden has to be ultimately borne by the State Governments ? and (3) Is
it desirable to give this privilege to university and college teachers only
when it is denied to school teachers ? Realistic and acceptable answers to
these questions will have to be found, sooner rather than later.

(2) The present system initiative in revising scales of pay of college
and university teachers disturbs the educational system almost contisually,
For instance, the Centre announces new scales of pay that have been
decided upon for university and college teachers. It can give effect to them
in the Central Universities and Union territories. This decision is, however,
not binding on the State-Governments who take their own time to decide
the issue. The teachers therefore start agitations of ali types which disturb
the educational system; and it is generally after some serious and pro.
longed agitation, threats, strikes, etc. that the States agree to the proposal -
The decisions are not also taken simultaneously in all the States so that
the agitations continue for a long time in State after State. By the time
the last State has accepted the proposals and the disturbances appear to
have come to an end, the Central Government initiate action on a new
and a higher scale of pay so that the whole set of disturbances starts all
over again. This is not all. Because the college teachers have had better
scales of pay, the school teachers start agitations and disturb the schools
also. When one category of teachers get some improvement in remunera-
tion, other categories start agitation for similar improvements. In short,
the educational system gets continuously disturbed over problems of remu-
neration with disastrous results on standards and discipline. Is the game
worthwhile or cannot better methods be devised to bring about the reform ?

(3) It was expected that once a reasonable scale of pay is given to the
university and college teachers and the society discharges its responsibility
to the teachers, they will, on their part, recognize their obligations to the
society and initiate and implement programmes of educational reform,
especially those connected with the raising of standards, and that the
recommendations of the Education Commission on revision of curricula,
improvement in the methods of teaching and learning, etc. will be imple-
mented with enthusiasm in a sustained fashion. Unfortunately this hope
has not materialized. The teachers have shown a greater preparedness to
fight for their rights than to discharge their responsibilities. When I wrote
a letter to all vice-chancellors enquiring about the recommendations of the



145

Education Commission, one vice chancellor replied : “The recommen-
dations of the Commission regarding revision of salaries of teachers have
been fully implemented at a cost of about Rs. three million. Its recommen-
dations about revision of curricula, improvement of teaching, examination
reform, etc. are under consideration and suitable decisions will be taken
in due course. You need not, however, be anxious because they do not
involve any heavy expenditure.”” I am afraid this was the case in most
universities and the action promised ‘in due course’ in this letter has not
yet been taken in a vast majority of institutions. Of course, the culture of
fighting for a little more pay in order to do a little Jess work has now
become the social climate which affects most employees in all sectors of
life. Hence one cannot blame the teachers alone for these attitudes. But
it is a depressing thought all the same, espzcially if one realizes that the
crea tion of 4 national system of education needs dedication and sustained
hard work, now more than at any time in the past.

4.24 With régard to remuneration of school teachers, one recom
mendation of the Education Commission was turned down. The Com-
mission had recommended that the Government of India should lay down
minimum scales of pay for school teachers also and should give a special
grant-in-aid to State Governments for adopting these (or higher) scales of
pay, at 80 per cent. Of the cost involved, exactly on the lines of the policy
it adopts for university and college teachers. But this proposal was rejected.
The question of reviving it is practically out of question. What is now
challenged is the practice so far followed in the case of university and
college teachers themselves. For all that one can see, this may not be
continued either. o

4.25 The Education Commission. had recommended that the
differences which then existed between the remuneration of teachers of the
same category and qualifications but working under different managements
in a State (e.g. State Governments, Local Bodies or Private Organisations)
should be done away with. This proposal was accepted and has also been
mostly implemented during this period.

4.26 During the period under review, there was considerable im-
provement in the scales of pay of school teachers also, at all levels and in
all parts of the country. This was due to a variety of factors. The recom-
mendations of the Commission helped. In many areas, other employees
of State Governments organized strikes which conferred benefits on tea-
chers as well. In many instances, teachers themselves organized agitations



146

and strikes. Most State Governments appointed pay commissions to review
the remuneration of all State Government employees and these also bene-
fitted the teachers.” On the whole, it may be said that the remuneratio n
of school teachers in all parts of the country is now much better than what
it was in 1965-66 and compares favourably with that of the other cate-
gories of public servants. Here too, as in the case of university and college
teachers, the society has done its duty to the teachers; and the school
teachers have risen to the occasion and discharged their duty to the society

as much or as little as the university and college teachers have done.

4,27 Why is it that this part of the National Policy on Education
(1968) regarding the remuneration of teachers was much betier implemen-
ted than most others ? The obvious answers are two : there was a cons-
cious effort from the Centre to implement this recommendation and to
that extent, considerable pressure was brought upon the State Govern-
ments; and even more importantly, the strength and organization of the
teachers who have now become a political force to be reckoned with, both
the State and Central levels, played a very major role. For some time
and especially in the initial years, the teachers also had the sympathy of the
general public. Ouge is not sure that they continue to have it at present,

at least to the same extent.

4.28 At this point, a contradiction within the system comes to the
surface. It is but proper that the remuneration of teachers should be broadly
comparable to that of other services so that education gets its due share
of the total pool of the talent available, But when this is done in the con-
text of an inegalitarian and arbitrary wage-structure beyond the capacity of
the economy to afford, the costs of education per student begin to rise;
and in a situation of scarcity which a poor country has to face, this ham-
pers the very expansion of facilities which the country needs. This is

now happening in India. The rise in the cost of educa tion per student is

posing a dilema before educational planners : they must either curtail

expansion of facilities (which they would not like to do) or raise far
larger resources for education (which they cannot afford). There is no easy

solution to this problem.

429 Academic Freedom : The provision made in the National
Policy on Education (1968) regarding the academic freedom of teachers is
of historic significance. It says : ‘‘the academic freedom of teachers to
pursue and publish independent studies and researches and to speak and
write about significant national and international issues should be protec-
ted”. In fact, if a National Education Act is to be passed as recommended
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by the Education Commission (it would now be possible to do so because
education is in the concurrent list), this provision should be prominently
included therein.

4.30 Only two brief comments need be made on this subject in the
light of subsequent developments.

The first is to remind ourselves of what the Education Com-
mission itself said on this issue : “In theory, there is no serious restric-
tion or curtailment of academic freedom, but we would like to see teachers
practising more of it (italics ours). In fact, it is an inherent obligation of
the academic community to play an active and positive role in critical
eXamination, evaluation and evolution of concepts and policies over the
entire spectrum of the society’s concern and involvement. The universities
have a major responsibility towards the promotion and development of an
intellectual climate in the country which is conducive to the pursuit of
scholarship and excellence and which encourages criticism, ruthless and
unsparing, but informed and constructive. All this demands that teachers
exercise their academic freedom in good measure, enthusiastically and
wisely (Para 13.04)”. The second is that there is no adequate mechanism
to protect teachers when they are being victimised for an exercise of their
academic freedom. Such cases do occur every now and then, although
fortunately they are not frequent. A special Judicial Tribunal set up by
the Government of India at the national level to look into such cases is
badly needed. '

4.31 Professional Training : The Education Commission found that
the professional training of teachers was considerably depressed and it
made a very large number of recommendations to imffove it. On the
whole, these proposals have not been implemented. The training of pri
mary school teachers continues to be a neglected area and it has not bee-
possible to upgrade it and to link it ‘with the university system as the
Commission had suggested. The training of Secondary teachers has also
not improved very much although the UGC has started to give it some
support. The university departments of education continue, as in the past,
to concentrate their efforts on the training of secondary teachers and the
idea of the Commission to convert at least a few of them into
schools of Education for an inter-disciplinary, study of education
has not materialized. In-service training has mot come into its own,
although this is the one area where the largest effort is needed. In the
meanwhile, there has been considerable over-production of teachers at all
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levels and the incidence of unemployment among theém has increased—a
situation which adds to this general gloom. A drastic reorganisation is
still needed if professional training of teachers is not to be totally irrelevant
and inconsequential. The recommendations of the Commission on this
subject need therefore a second careful look; and a vigorous and sustained
effort to improve teacher education has to replace the sporadic and rather
ad hoc efforts made for the purpose during the last ten years.

4.32 Before closing the discussion on teachers, reference must be
made to one effect of the attempt to raise their salaries. This rather un-
usnal increase in their remuneration naturally created dissatisfaction among
the non-teaching staff of educational institutions who also organized them-
selves to fight for better remuneration and conditions of service. Their
strikes, etc. were open supported by teachers and students as well. Between
the strikes of teachers, non-teaching staff and students, the universities and
colleges sometimes remain closed for days together. This has therefore

“created one more disturbing factor in the educational situation espetially
‘at the university stage. ‘

Language Policy

4.33 The language policy in the post-independence period has cen-
tered round four issués ; (1) Use of Hindi as the official language of the
union; (2) the development of regional languages (which include Hindi in
the Hindi-speaking regions) and their wuse in administration and
courts and as media of instruction at the university stage; (3) encourage-
ment to the study of Sanskrit; and (4) redefining a new place for English
as our principal (but not the exclusive) window on the world. The broad
policies laid down on this subject as well as the controversies that raged
round them between 1947 and 1965 continued during the period under
review also, except that the problem of the development of regional langu-
ages and their use in administration, courts, and as media of instruction
in higher education received the highest emphasis. ‘

4,34 Adoption of Regional Languages as Media of Education at the
University Stage : It was pointed out in Chapter 1I, that the problem of
the use of regional languages as media of instruction at the university
stage was practically shelved between 1947 and 1965; and not much atten-
tion was also paid to their use in administration and courts, although this
process was initiated by the State Governments (just as the Government
of India initiated the process of adopting Hindi as the official language of
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the Union) and a varying degree of progress was made in the different
regions. The Education Commission, as later events showed, threw a
bomb-shell in this situation by its strong recommendation that the regional
languages should be adopted as the media of instruction at the university
stage in a period of about ten years. The matter was lifted to a still higher
level by the Committee of Members of Parliament on education who
regarded this as the most important recommendation of the Commission
and reduced the period to five years. After bitter, nation-wide and pro-
tracted controversies, the National Policy on Education (1968) decided to
highlight this recommendation but did not make any reference to the time-
limit. The Government of India which desired to expedite the implemen-
tation of this programme sanctioned a sum of Rs. 180 miilions for the
purpose. The whole issue received such attention at the national level and
became so significant in educational policy that the Education Commission
may well be described as the Commission on the Medium of Instruction
at the university stage.

4.35 It should not also be forgotten that Shri M. C. Chagla who
had appointed the Education Commssion resigned from the Union Cabinet
because he could not accept this proposal; and Dr. Triguna Sen, a member
of the Education Commission who later became the Education Minister
was dropped from the Cabinet because of his enthusiasm to implement it.

4.36 One therefore expects that this programme would be implemented
in a sustained and vigorous manner. But that has not happened for seve-
ral reasons. There was a tremendous fight over the issue of a time-limit in
1967-68: but once the decision was taken that there would be no time-limit,
every one seems to have leaned back with a sigh of relief that nothing
very special need be done now and that we shall somehow muddle through
to success in good time. For instance, the scheme of producing the needed
literature in all the regional languages took some time to get under way
and has been making rather slow progress on the whole.

(1) Books Produced : The following statement shows the total
number of books produced under the scheme (both original and in trans-
lation) by the various State Boards and Hindi Granth Academies upto 31st
December, 1978.
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“Name of State/Boards/

Published Books

Academies Translations Original Total

1. Andhra Pradesh 36 401 437

2. Assam 8 379 387

3. Bihar 60 136 196

4. Gujarat 82 494 576

5. Haryana 46 37 83

6. Karnataka 81 495 576

7. Kerala 218 369 587

8. Madhya Pradesh 55 195 250

9. Maharashtra 4 168 172

10, - Orissa 35 240 215
11. Punjab 12 55 67
12. Rajasthan 67 162 229
13. Tamil Nadu 74 590 664
14, Uttar Pradesh 72 152 224
15. West Bengal - 64 64
16. BHU 36 10 46
17. Delhi 26 3 29
Total 912 3950 4862

N. B.—Approximately there are 2200 books written or translated
in Science and Technology.

The progress is obviously skewed; some States like Kerala, Gujarat
Tamil Nadu or Andhra Pradesh have done very well while Punjab and

West Bengal (surprisingly enough) have lagged far behind.

(2) Utilization of funds : The progress of the utilization of funds
also leaves a good deal to be desired. The following is the statement of
year-wise expenditure incurred,

Rs. (in millions )

Rs. (in millions )

1968-69 3.448 1974-75 8.000

1969-70 5.984 1975-76 10,700

1970-71 7.100 1976-77 10.300

1971-72 9.800 1977-78 12.500

1972-73 18.500 1978-79 14.300
Total : Rs. 112.907
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The State-wise expenditure would be as given below i—

Nezme of the Total amount spent

State Rs. (millions)
1. Andhra Pradesh 10.000
2. Assam 9.300
3. Bihar 6.910
4. Gujarat 7.700
5. Haryana 3.750
6. Karnatka 10.000
7. Kerala 10.000
8. Madhya Pradesh 9.100
9. Mabarashtra 7.408
10. Orissa 8.400
11. Punjab 5.300
12. Rajasthan 5.200
13. Tamil Nadu 9.206
14. Uttar Pradesh 7.900
15. West Bengal 9.733
112.907

——

(3) Quality : There is no precise data available about the quality of
the work, about the utilisation of books, etc. Obviously, in this respect
also, the picture is varied and shows wide differences from area to area.

(4) Lack of a Planned Effort : The Education Commission empha-
sized the point that the entire programme should be carefully planned to
ensure that it raises standards. It recommended that the UGC and the
university should carefully work out a feasible programme suifable for
each university or a group of universities. But this has not been done.
The Commission also warned that we should avoid a policy of drift. But
this is precisely what seems to be happening at the momsnt in several
areas.

(5) Popularity : English still continues to be the language of good
employment. Consequently, English is still the most popular medium with
able students. Recently, the Government of India has decided to hold UPSC
examinations in all the regional languages. This is very welcome decision
which will help to give a status to the programme and make it more popu-
lar, especially with the abler students, More vigorous steps also need to be
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taken to use the regional languages in courts and administration; and this
is a matter in which the State Governments should do much more than
what they have done during the last twelve years.

(6) Study of English : The Commission had emphasized that when
regional languages are adopted as media, the students, command over
English will have to be specially strengthened so that he has an effective
direct access to the growing knowledge in the world., We are afraid that
this is not being done so that students are going through the entire course
of higher education (including Ph. D.) without an adequate capacity to
use English as a library language; and now a stage has been reached when
even college teachers in-outlying areas are unable to use English. Planned
and adequate remedial measures are called for without any delay.

4.37 In advocating this reform to the Conference of Vice-chancellors.
Dr. Triguna Sen observed that once the regional languages were adopted
as media of instruction at the secondary stage and higher education was
expanded to provide access to the people and especially to the weaker
sections, there was no escape from adopting the regional languages as
media at the university stage also : the step was inescapable and irreversi-
ble. The only choice we therefore have in the matter is two fold :

(1) Either we drift into this change, under the pressure of unacademic
forces, without a plan, without adequate preparation, and without the
essential safeguards and thus end in chaos or disaster;

Or

(2) We accept the desirable and inevitable writing on the wall, and
carefully plan and implement the change, on a national basis, with vigour

and firmness.

Dr. Triguna Sen staked everything for the second alternative. Unfor-
tunately, we seem to be falling back into the first under the pressure of
increasing number of students with extremely inadequate command over
English who are now flooding the institutions of higher education. It is
essential that we pull ourselves together very soon before it becomes too

late.
4.38 The urgent need of the day therefore is to revitalize the pro-

gramme and to mount up a fresh and vigorous attack on the problem.
Probably the best step would be for the UGC to set up a high level

committee to go into the matter, to ascertain in progress made and the
problems that have still to be faced and to suggest an action programme
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spread over the next ten years or so to effectively rea'ch the "goal
which we set before ourselves in 1968.

4.39 One point must also be highlighted. This is the one radical
programme of educational reconstruction which has been fully supported
by the political leadership. It does not need large resources. Even the
funds already sanctioned have not been fully utilized, and if more funds
are needed, one can always assume that they would somehow be found.
What the programme needs most is commitment and hard work on the
part of the academic community which has to produce the necessary
literature, help the students to use the regional medium effectively side by
side with a deepening of their direct access to the growing knowledge in
the world. We are afraid that, in this programme, it is mostly they who
are on their trial and it is they who are being found wanting. We do hope
that they will rise to the occasion tetter in the years ahead.

440 Hindi: There are three major aspects of the policy in regard
to Hindi : (1) the development of the Hindi language especially to repre-
sent the composite culture of India; (2) its diffusion in the non-Hindi
areas; and (3) its use as the official language of the Indian Union,

4.41 Development of Hindi : Hindi has been receiving liberal pat-
ronage and support, not only from the Government of India but also from
several State Governments (U.P., Bihar, M.P., Rajasthan and Haryana)
where it is also regional language. It, therefore, developed considerably
between 1947 and 1965. This development has continued during the
period under review also. This is of course a fairly non-controversial ‘pro-
gramme and the voice of dissent is heard only on two main issues. The
first is the view that the highly Sanskritized and learned form which is now
being giving to Hindi will be more of a hindrance than a help to its spread
among the people and in the non-Hindi areas. Secondly, the idea that the
scientific and technical terminology prepared for Hindi should be regarded
as the national terminology and adopted by all Indian languages has not
fully worked out. Each of the modern Indian languages is developing its
own scientific and technical terminology, although it, is making whatever
use it can of the Hindi terminology. Inspite of these criticisms, it may be
said that in the last 30 years, Hindi has developed to a very great extent
and is now well set tc be one of the most developed languages in the coun-
try, if not the most developed.
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4.42 Propagation of Hindi in the non-Hindi Areas: The propaga-
tion of Hindi in the non-Hindi areas is the second most important aspect
of the programme, because the status of Hindi as a link language at the
national level depends on its success and quite obviously, this programme
will also facilitate its use as the official language of the Union. Various
schemes have been devised for the purpose such as encouragement to
Hindj writers from the non-Hindi areas, scholarships fo students in mnon-
Hindi areas who are studying Hindi at the university stage, assistance to
institutions of higher education in Hindi areas which teach through the
medium of Hindi, support to Hindi libraries in non-Hindi areas and so
on. But the most important of these is the three-language formula which,
if successful, will make Hindi known to most people of the non-Hindi
areas.

4.43 The National Policy on Education v(l9.68)tthcrefore directs the
States to adopt and vigorously implement the three-language formula viz.

—Hindi, 2 modern Indian language (preferably from the South), and
English in Hindi areas; and

—Regional language, Hindi and English in the non-Hindi areas.

The formula is to be implemented at the secondary stage. It also
provides considerable freedom regarding the point at which the study of
second and the third languages should begin and also the time to be allo-
cated to their study as well as the standards to be attained. This is as it
should be.

4.44 The most common criticism of the three-language formula is
that it is not being implemented properly. Two types of recommendations
are therefore put forward. The first category includes proposals for an
amendment to the formula which, on closer examination, are found to
create more problems than they appear to solve. The second category of
proposals accept the formula with all its {defects as the best solution of
this complex problem and concentrate on improving its implementation.
All things considered, it is the second approach which is more desirable.
We must realize that Hindi is already the official language of the Union
and that there can be no going back on the decision to make Hindi a link
language at the national level; and if Hindi is to be the link language for
the country at some future date, there is no escape from the three-langu-
age formula. One must therefore, persist with it on the clear understand-
ing that there is no easy or short-term solution and that we must try to
solve the problems involved in the best manner possible and hope for a
satisfactory solution in the longterm.
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4.45 The problem is psychological, political, economic and educa-
tional and unfortunately, while all these aspects of the problem are inter-
linked, the psychological and political aspects are far more important and
the success of the educational aspects largely depends upon them. In the
pre independence period, Hindi was studied for patriotic considerations.
But as shown in Chapter II this attitude changed after independence; and
the non-Hindi people got obsessed with several fears, viz,, Hindi would
dominate and be forced on them, all other regional languages would get a
second-class status, those whose mother-tongue is not Hindi would be dis-
criminated against in the recruitment for the central services and the non-
Hindi people will be treated as second class citizens who have to learn one
more language per force while the Hindi people need have no such obliga-
tion. These were basically psychological and political issues, and to put
the non-Hindi people at ease, necessary political solutions had to be
found. It must be said to the credit of the national leadership that they
did find suitable solutions to these problems. Pandit Jawaharlal Nehru
gave an assurance that Hindi will not be forced on any State and that
assurance has now become a creed of the Government of India and an
unwritten right of the non-Hindi people. They demand that this assurance
should be given a statutory basis; and even that may be done some day.
It is also the Official policy to regard all regional languages (including
Hindi) as national languages and as inherently equal, although Hindi has
been given an additional role as the most important national link language*
and as the official language of the Union. It is also the policy of the
Government of India not to make a knowledge of Hindi a qualification
for recruitment to the Central services but to require a person to acquire
an adequate knowledge of Hindi after his recruitment, The recent
decision to hold UPSC examinations in all the regional languages also
creates a situation where ong can aspire to have a good job at the Centre
through his regional language. Finally, it was decided to adopt a three-
language formula which will place both Hindi and non-Hindi people on a
par with regard to the load of language learning by requiring those whose
mother-tongue is Hindi to learn another modern Indian language, prefer-
ably from the south. By and large, these solutions have worked and sta-
bilized the position; but discordant notes often arise on both the sides —the
anti Hindi people at one end and the impatient Hindi lobby at the

*The trend now is to look upon all Indian languages as having the role
of a link language in some respects. Please see the recommendation
of the Education Commission (Para 1.62).
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other. These are however manageable and are becoming more so as time
passes.

4.46 The pivotal position of the three-language formula in this com-
posite device to put the non-Hindi people at ease is thus obvious. It must
also be said that, on the whole, it is being implemented fairly well in the
non-Hindi areas where the State Governments get aid for appointment of
Hindi teachers and the motivation to.learn Hindi is much stronger. In fact,
one does not face any. serious problems in Xerala, Andhra Pradesh,
Karnataka, Maharashtra, Gujarat, Punjab, West Bengal or Orissa. Hindi
is also being learnt with increasing willingness in the North-Eastern
Region,  In Tamil Nadu, one faces a serious problem because the State
Government is opposed to the Compulsory teaching of Hindi and has
opted for a two-language formula. It is, however, the policy of the Govern-
ment of India not to impose Hindi on any State and one, therefore, hopes
that some day, an appropriate political solution to this problem would be
evolved. If lhe Hindi lobby were to realize that Hindi is gradually gain-
ing ground in the non-Hindi areas—imperceptibly, slowly but steadily,
that this is not a problem one can solve in a few years, that any impatient
moves from out side (and especially from the Hindi areas) will only do more
harm than good and that the cause of popularizing Hindi in the non-Hindi
regions is best left to the people of the regions themselves, the ultimate
success will come sooner and with plenty of goodwill.

4.47 The pity is that it is in the Hindi areas themselves that the
three-language formula is not being properly implemented. - Here the most
common demand is that Sanskrit should be allowed as a third language.
There are much better chances of teaching and learning Urdu which is
included in the three-language formula. But by and large, the schools,
teachers and students do not opt in it. Hence the only possibility left is
that they select a language from the East, West or South, preference being
given to the last category. There is a strong political support for this
idea because, if the Hindi areas were to learn Southern languages, it would
be difficult for the south not to learn Hindi. But all educational consi-
derations are against it : it is difficult to train teachers and what is probably
crucial, it is exteremely difficult to create a proper motivation in the stu-
dents who will have hardly any use for the language. The achievements of
this programme therefore are very meagre. But one has to go on wrest-
ling with these problems and look for long-term solutions. Since the
Hindi areas live in this glass-house, they should be more careful when
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they criticize the non-Hindi areas for not learning Hindi fast enough or
widely enough.

4.48 Two solutions are often canvassed for a better implementation
of the three-language formula by creating motivation among the students.
‘The first is political : every Hindi state should require every applicant to a
government job (where the minimum qualification prescribed is matricu-
lation and above) to produce a certificate that he has passed an exami-
nation of a given standard in a modern: Indian language (other than his
mother-tongue) and that every non-Hindi State should require every appli-
cant to have a similar certificate of the knowledge of Hindi of an equiva-
lent standard. The other solution pins its faith on economic development
and increasing mobility. If job opportunities for people from the non-
Hindi region increase in Hindi region and vice versa, it is argued that the
strongest support for the three-language formula will come from economic
considerations and it will become effective in no time, Here, the doctrines
like ‘sons of the soil” which we are recently developing will stand in the
way. One is not sure how feasible the political solution is; but the econo-
mic one would be even more effective. Of course, both these are long-term
solutions.

449 Hindi as the Official Langauge of the Union : The third as-
pect of the problem is that Hindi should become the sole official language
of the Union. This was the core of the controversy between 1950 and
1965. But this.is no longer so. From 1965, Hindi is the official language
of the Union; and the use of English is only permitted until further orders.
The actual use in the business of the Union was comparatively limited
between 1950 and 1965. It has now increased very appreciably and is con-
tinuing to increase. The only point of debate, therefore, is this : how long
will English’continue as an additional official language of the Union and
when will Hindi become the sole official language of the Union ? It has also
become clear now that there will have to be a very prolonged period of
bilingualism at the Centre and that the optional use of English will have
to be continued at the Centre so long as even one State desires it. The
whole problem arises because of the extreme positions—one totally oppos-
ing Hindi and the other trying to drive out English, if possible, within
twenty-four hours. But both these elements will have to be kept in check,
if the language controversies are not to explode and if national integration
and peaceful development are to be achieved.

4.50 Sanskrit: The promoters of Sanskrit are greatly hurt at the
reduced significance of this great classical language in the post-indepen-
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dence period. Even under the colonial rule, Sanskrit had a place of hon-
our in the educational system. In fact, the British had evolved a .kind of

>threé-language formula as an integral part of the educational system at
the secondary and university stages : English to be studied for getting
knowledge; Sanskrit to be studied for enriching the regional languages;
and the regional languages to be studied for conveying this knowledge to
the people. It was generally hoped that Sanskrit will have astill greater
place of honour in the post-independence period. This did not happen.
On the other hand, Sanskrit was practically ousted by Hindi, and it can
only be taught as an additional optional language. This anti-climax galls
most lovers of Sanskrit and the question posed is : how can we vitalize the
study of Sanskrit which has made such unique contributions to the
cultural unity of India and to _the development of modern Indian
languages. ?

‘451 There is no concensus of what can and should be done in this

regard and three different schools have emerged.

(1) Some believe in reviving and perpetuating the traditional type
of Sanskrit learning through the establishment of modernized
pathashalas, Sanskrit universities, etc. This is an activity on
which a very large part of the available funds is being spent at
the moment.

(2) The second view fights for a compulsory study of Sanskrit at the
secondary stage and for its inclusion in the three-language for-
mula in some form. Politically, this is an unacceptable posi-
tion: but many lovers of Sanskrit would support it.

(3) The third view accepts the reality. It recognizes that the first
of the three positions stated above is essential but costly and
that it can give only a limited benefit. While not opposed to it ,
it would prefer to develop other alternatives. It also realizes
that the second position is ruled out, It therefore proposes to
develop the study of Sanskrit, on an optional basis, both at the
secondary and university stages, and also on a non-formal bzsis.
It hopes to get good results by combining the study of Sanskrit
with other subjects (where it is relevant) and modern Indian
languages.

It was the third of these views that was emphasized by the Naticnal
Policy on Education ((1968). But it has not yet caught on; and most of
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the programmes for the promotion of Sanskrit which were developed
between 1947 and 1965 to realize the first of these objectives were conti-

nued between 1965-66 and 1977-78 also. What is needed here is a national
debate to decide what we really want to do and how best we can promote
the study of Sanskrit. The issues are mainly academic; and if the acade-
mics put forward and decide to work for an agreed good proposal the
political and financial support will not be lacking.

4.52 English and Other Foreign Languages : A core concept in the
national system of education was that English would cease to dominate
over the entire educational system and the life of the country as it did
during the colonial period and that it will be given its proper place, viz.,
our most important but not exclusive window on the world. This was
preciscly the directive of the National Policy on Education (1968). But
the policies of over-emphasis on English adopted between 1947 and 1965,
continued to dominate the scene even during the period under review.
Consequently, inspite of thirty years of effort, these objectives have re-
mained unrealized. _

4.53 What has actually happened is that the super elite and elite
groups have been trying to use English as medium of education at all
stages, right from the pre-primary stages, and using their command over
English language as a means to capture good employment which is still
largely available to those whaq speak and write English well. A very inti-
mate connection has thus been established between tbp use of English as a
medium of instruction, a good command over English and a privileged
position in society through good employment. Consequently, the number
of English medium schools has increased by leaps and bounds since 1947.
This has created a great fascination for English among all sections of
society who desire to climb to privilege through education. We have thus
a paradox. :We were committed to reduce English to its proper position
on the attainment of independence. =But we find that English has a far
higher status in our midst today than at any preceding time even in the
colonial rule. On the other hand, opportunities to study good English
and to get an adequate command over it are not adequately available in
the educational institutions meant for the common man where. the place
of English is being continually downgraded. What is worse, no adequate
measures are taken to strengthen the command over English of the average
student of higher education who has begun to use the regional language as
his medium of instruction.

4.54 The programme of action in the years ahead is, therefore, obvi-
ous. We must break the close link between the use of English as medium
of instruction and privilege : the opportunities to study good English, on
modern and economical lines, have to be expanded in the educational sys-
tem, both on formal and non-formal lines; and special measures have to
be adopted in all colleges and universities to give the students a good
command over English so that they can use it as their direct and effective
access to the growing knowledge in the world.
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4.55 The study of other international languages like Russian,
“French German, etc. is now done on a far larger scale and with greater
levels of competence than in the pre-independence days. This is an area
where we have made commendable progress since 1947. The policies
need to be continued during the years ahead as well.

Equalisation of Educational Gpportupity

4.56 Equalisation of educational opportunity has always been an
important objective of educational policy in the post-independence period.
As shown in Chapter II, several measures to this end had been taken
betwoen 1947 and 1965. The subject received the special attention of
the Education Commission, on whose recommendations, the National
Policy on Education (1968) directed that strenuous efforts should be made
1) to reduce regional imbalances in educational development, (2) to adopt
the»éoinmon school'system of public education, (3) to promote education
of girls, (4) to spread education among the scheduled castes and scheduled
tribes, and (5) to -expand education opportunites for the handicapped
children. Let us see how these programmes were developed between
1965-66° and 1977-78 ' :

4.57 Regional Imbalances : In 1947, there were wide differences of
educational developments, due to physical, historical, social, economic and
icultural reasons, between advance areas fike Kerala or Tamil Nadu and
backward areas like Orissa or Madhya Pradesh. "These were only partially
bridged between 1947 and 1965; and although the attempts continued,
there were still fairly wide imbalances of educational development, between
the different regions of the country even in 1977-78. While this deep-sea-
ted:evil does not admit of any easy or short-term solutions, reference is
needed to an important recommendation of the Education Commission
in'this behalf viz., that the district should be adopted as the basic unit for
educational planning and development, that the State Governments should
adopt a deliberate policy of equalisation of educational development in thé
different districts and that it should be the responsibility of the Govern-
ment of the India to secure equalisation of educational development in
different States through appropriate programmes, including the grant of
special assistance to the less advanced States (Para 6.52). "These valuable
recommendations were not included in the National Policy on Education
(1968) and have, by and large, remained unimplemented so far. It is nece-
ssary therefore, that they should receive greater attention in the years
ahead, at least in so far as the basic progamme of the universalization of
‘elementary education is concerned.

4.58 The Common School System : In chapter I1I, ythe controver-
sies that broke out over this issue in 1967 were described and it was shown
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how a colourless, non-controversial paragraph on the subject was included
in the National Policy on Education (1968). The fact of the matter is that
the ruling groups in the country have deliberately created the dual system
of education which provides good education to the children of the rich,
well-to-do and powerful and gives poor education to the children of the
common man, both at the school and university stages. The ruling groups
are also interested in continuing the system. They have no objection to
groups of radicals talking very critically about it from time to time, espe-
cially because such debates help to let off steam and strengthen rather than
weaken the system. But they ate determined to see that the system conti-
nues and thrives, Recommendations of the type included in Para 4(4) (b)
of the National Policy on Education are, therefore, never meant to be
implemented. It is, therefore, hardly a matter of surprise if this portion of
the National Policy on Education (1968) has remained a dead letter for the
last twelve years.

4.59 Education of Girls : The tempo of the spread of education
among girls was kept up during the period under review also and,
from the quantitative point of view, the gap between the education of boys
and girls was narrowed down still further as the following data will show—

Number of girls enrolled
for every 100 boys

1965-66 1975-76
1. Enrolment in classes I-V 57 62
2. Enrolment in classes VI-VIII 37 46
3. Enrolment in classes IX-XI/XII g 30 39
4. Colleges of General Education 33 36
5. Colleges of Professional Education 14 19
6. Universities 22 33

Perhaps, the one weakness in the situation was that most of the beneficia-
ries of this expansion at the middle school, secondary and university stages
were women belonging to the upper and middle classes or living in urban
areas and that there was little improvement in the lot of the rural women
from the poorer classes.

4.60 Qualitatively, it must be pointed out that women students be-
gan to perform well in Board, University, and competitive examinations
and win proportionately more places at the top than would be justified on
the basis of their numbers. This was mainly due to the fact that they were
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at least equal to men students in their basic intelligence and had an edge
over them through persistent effort and hard work. Needless to say, they
consequently entered into many careers for the first time and began to
occupy top positions in increasing numbers. -

4.61 It is important not to be misled by this bright picture of what
was bappening to a section of women belonging to urban areas or to the
upper and middle classes. The lot of the average woman or the poor class-
es was at the same time becoming worse as is evidenced by the continous
and rapid. decline in the sex ratio and by the mounting irrefutable evidence
that ‘development’ was by-passing the women.*

4.62 Education of Sheduled Castes'and Tribes : The broad policies
adopted for the promotion of education among the Scheduled Castes and
Tribes between 1947 and 1965 were continued and developed further dur-
_ ing the period under review. This trend was strengthened by the fact that
" the political significance of the scheduled castes and tribes increased
considerably at this time because of the split in the Congress which com-
pelled every political party to solicit their votes.

4.63 The following data shows the progress of school education of
scheduled castes and scheduled tribes during the period under review.

Extent of coverage @

Scheduled Castes Scheduled Tribes
1965-66 1975-76  1965-66 1975-76

. Primary Education (classes 1-V) 80.8 83.7 69.6 2.1
2. Middle School Education
(classes VI-VIII) 63.7 63.8 40.6 534
3. Secondary Education
(classes IX/X1/XII) 54.1 58.5 29.0 374

At the university stage also, the pregress
was remarkably rapid as the following
data will show.

* For details see Report of the National Committee on the Status
of women, Ministry of Education & Social Welfare, New Lelhi, 1975,

@ The extent of coverage is defined as being equal to—
Proportion of enrolment of S. Cs/S.Ts to total enrolment

e —— - X 100
Proportion of population of S. Cs/S. Ts to total population
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Enrolment of
Scheduled Castes Scheduled Tribes
1965-66 1975-76 1965-66 1975-76
1. Pre-university or

Intermediate 42,200 133,090 5,317 28,781
2, Undergraduate 29,000 102,065 8,227 21,830
3. Post-graduate 2,650 11,251 397 2,397
4, Professional Education 31,000 88,737 5,659 22,369
5. Other Education 600 867 300 265

Total 106,250 336,032 19,000 75,642
6. Post-matriculate

scholarships 78,548 282.100 15,925 54,255
7. Expenditure on above
(Rs. millions) 37.253 243.222 7.057 46,777

4.64 Some major achievements of this period and some special
problems that began to invite attention by the end of this period need
discussion.

(1) During the period under review, the amount of the scholarship
had to be increased because of the rise prices and in the cost of living.
Special attemplts were also made to see that students from the scheduled
castes and scheduled tribes got admissions into good quality and prestige-
ous institutions like IITs.

(2y The qualitative expansion of educational facilities among the
scheduled castes and scheduled tribes had one major draw back. Neither
the scheduled castes nor the scheduled tribes are homogeneous social
groups. In fact, they are sub-divided into a large number of castes and
tribes which are at different stages of advance and which also show great
variations in their capacity to avail themselves of these facilities. Conse-
quently, it was found that there were wide variations in the extent to
which each castes and tribe took benefits of these facilities : some castes
and tribes took the lion’s share of the facilities while many others had not
received any benefit at all. It thus became apparent that special efforts
were needed to ensure that the benefit of these facilities went to all the
scheduled castes and tribes, and especially to those who were the poorest
and least organised, in some equitable fashion.
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(3) From the qualitative point of view, the situation was unsatis-
factory. The general performance of the scheduled caste and scheduled
tribe students left a good deal to be desired. Inspite of this large expan-
sion, several senior reserved posts under government remained unfilled
because no suitable condidates were available. The need to provide
special guidance and individual attention to these students began therefore
to be greatly felt.

(4) What happened to these students of the scheduled castes and
scheduled tribes who receive this education ? Many of them did well, got
a post under government, settled down as a new privileged group and
were alienated from their own people. By and large, education made them
aware of themselves and of the social reality around them and somewhat
hyper sensitive to the manner in which the society treated them. As the
treatment of the scheduled castes or tribes had not much changed in the
society, they became more hurt and resentful. Several of them were
frustrated because they did not get a job of their choice, or did not get
it quickly enough or did not get it at all. Such cases began to multiply
inspite of reservations because the output of educated persons was out-
stripping the availability of jobs very fast. Some of them even organized
social and political movements for the uplift of the scheduled castes and
tribes. All these were anticipated because they are the inevitable couse-
quences of the spread of education. By 1977-78, however, these were
abundantly available for all to see.

4.65 The social consequences of this spread of education among the
scheduled castes and tribes deserve a careful study. Reference may be
made to three of them.

(1) Because of the spread of secondarv and higher education among
them, a new awakening and a new leadership has arisen among the
scheduled castes and scheduled tribes as a whole.

(2) The caste Hindus have often begun to resent this awakening
among the scheduled castes which has made them protest against the
injustices that are done to them or made them more independent in 1sing
their political rights. This has led to frequent outrages agaiiist the
scheduled castes.

(3) There are several sections of the society which are as poor as
the scheduled castes or tribes although they may not have their social
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handicaps. Thete have become jealous of the scheduled castes and tribes
and their rights of receiving support for education and reservations in jobs
under government. A movement has thus begun which demands that

these rights now given to Scheduled Castes and Tribes should also be
extended to all ‘backward’ castes which are also poor.

In short, the spread of secondary and higher education among the
scheduled castes and scheduled tribes during the last 40 years and
especially after 1947 has initiated a major social upheaval. These unfor-
tunate social groups weie denied education as well as social, economic
and political equality. Under the leadership of Mahatma Gandhi, we
gave them political and educational rights by grant of adult franchise,
reservation of seats in the legislatures, liberal financial support for
education at all stages and reservations of jobs under government. This has
inevitably led to a demand for social and economic equality as well. The
demand is continually gaining strength and cannot be long denied. ‘

4.66 Education of the Handicapped Children : The data for 1976-77
(not for 1975-76 is not available) shows that we had 267 institutions (260 for
boys and 7 for girl) with a total enrolment of 17,852 (12,767 boys and 5,085
girls). The total number of teachers in these institutions was 2199 of
whom 857) were women. The programme of scholarships for the handi-
capped children was expanded during the period under revie¥ and more
intensive efforts were made for their employment and rehabilitation.

4.67 Education in Rural Areas : The data for 1976-77 (that for
1975-76 is not available) shows that the proportion of educationaj
institutions in rural areas increased at all stages in all sectors. In 1976 77,
the total number of educational institutions in rural areas was 564, 576
(out of a total of 651, 299) with an enrolment of 69, 529, 030 (out of the
total enrolment of 99, 720, 653).

Work-experience and National Service

4.68 One of the important provisions. of the National Policy on
Education (1968) was that work experience and social or national service,
suited to the age and maturity of children should become an integral part
of education at all stages. This was, in fact, a major programme for the
radical transformation of the educational system.

469 Work-experience: A minor controversy developed over the
concept of work-experience put forward by the Education Commission in
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lieu of the concept of socially useful productive work introduced in Basic
Education. The latter usually took the form, in practice, of teaching a
selected craft in the schools.” The Commission was of the view that the
teaching of crafts was often backward-looking and that a ‘forward’ look
had to be adopted by the introduction of science and technology and by
the use of work related to modern industry (i.e. bicycle or radio repairing.)
From this point of view, the. Commission also recommended that work-
shops should be attached to all schools or groups of schools and tkat,
even in rural areas, where work-experience would generally be built round
agriculture, increasing opportunities should be provided to children to
participate in programmes oriented to industry and simple technology.
-The Commission was also of the view that work experience should include,
not only work done on the school . premises, but also participation in
productivg processes in real life situations such as work on farms in
factories, or in other production centres. In short, the Commission wanted
to go bzyond craft-teaching as generally practised in Bisic Education. It
said : “What is now needed is a re-orientation of basic education pro-
gramme to the needs of the society that has to be transformed with the
help of science and technology. In: other words, work-experience should
be forward-looking in keeping with the character of the new social order”
(Para 8.75). This concept was, however, opposed on the ground that
“work-expcrience’” may include all types of activities which may or may
not be connected with production and the inculcation of the dignity of
manual labour. The whole issue was recently examined by the Ishwarbhai
Patel Committee which has redefined thé concept of socially useful pro-
ductive work as follows : “Socially "useful productive work may be
described as purposive meaningful manual work resulting in either goods
or services which are useful to the community. Purposive, productive
work and services related to the needs of the child and the community
will prove meaningful to the learner. Such work must not be performed
mechanically but must include planning, analysis and detailed preparation,
at every stage, so that it is educational in essence. Adoption of improved
tools and materials, where available, and the adoption of modern technique
will lead to an appreciation of the needs of a progressive society, based on
technology.”! This is certainly a progressive definition because it goes
beyond the teaching of crafts and incorporates the main points made by
the Commission.

1. Ministry of Education and Social Welfare: Report on the Review Committee
of the Curriculum of the Ten Year School, 1978, Para 3.3 g
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4.70 The main issue here is not the concept so much as the practical
universalization of the programme and its introduction in all schools in an
effective manner., From this point of view, the progress made is really
disappointing, especially if we remember that Basic Education was introdu-
ced forty years ago in 1937 and work-experience ten years ago in 1967.
The third Education Survey (1973) gives the field data on the subject (the
latest available) which have been summarized below.

(1) Extent of the Programmes : Work-experience or craft teaching
has been introduced only in about 38 per cent of the schools.

Number of schools having the
programmes of Work-expeience :
Craft-teaching

1. Primary ' 24,034 132,605
. (5.27) (25.10)

2. Middle 8,516 31,633
(9.38) (34.88)

3. Secondary 8,481 -10,604
(25.61) (32.2)

4. Highe: Secondary(_ 671 5,192
Intermediate (7.09) (54.62)
Total . 41,669. . . - 180,034
(1.08) (30.56)

N.B. The Figures in paranthesis denote percentage to the total.

This progress is all the more disappointing if we remember that these
arrangements were neither adequate nor satisfactory in a fair proportion of
these schools. : ,

(2) Nature of Activities: The main activities introduced under
work-experience include; (1) Agriculture/Farming; (2) Book-binding/
Paper-work; (3) Carpentry/wood-work; (4) Drawing/Painting; (5) Electrical
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and ‘Mechanical Repairs; (6) Food preparation and preservation; (7)
Gradening/Horticulture; (8) Handicraft/Doll-making; (9, Cane and Bamboo
work; (10) Mat-making; (11) Needlework/Sewing/knitting; (12) ‘ot culture/
clay-work; (13) Coir-wbrk/ rope-making and (14) spinning and weaving.
The list of crafts taught include : (1) Spinning and Weaving; (2) Agricul-
ture/soil work; (3) Gardening; (4) Wood-work; (5) Home craft; (6) Card-
board/Paper work; (7) Book-binding; (8) Needle work/Sewing/Knitting;
(9) Clay-work; (10) Art and craft; (11) Mat-making; (12) Coir-craft; (13)
Drawing and Painting; (14) Rope-making; and (15) Cane/Bamboo-work.
The close similarity between the two lists is obvious, and the only diffe-
rence seems to be that certain activities like spinning and weiving are very
common under ‘craft-teaching’ while activities like electrical and mechanical
repairs are found only under work-experience.

(3) Time Allocation : The time devoted to work-experience or craft
teaching was as under :

Time devoted to work Percentage of schools offering
in hours per week Work-experience Craft-teaching
Up to one hour 8.95 7.71
1.1 to 3.0 " 48.29 41.80
3.110 5.0 18.20 29.17
5.1to0 7.0 22,82 11.22
More than 7 hours 1.74 10.10

On the whole, the basic schools offermg craft-teaching nge more
time to the task than those which offer work-experience.

(4) Work-shops: Only 5,380 or 0.91 per cent of the schools had
work-shops attached to them; and about half of them stated that the
facilities were insufficient.

(5) Uneven Distribution : The facilities for work-experience and
craft-teaching are very unevenly distributed between the different States

and Union territories.

There is unfortunately no data available regarding the quality of the
work done, the articles produced, sales, profits made, costs incurred, etc,
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Some special studies will have to be organized to examine these issues.!

4.71 It is obvious that action on the following lines is called for in
the years ahead.

(1) The first task is to review the position in all the schools where
work-experience or craft-teaching has been introduced in the
light of the concept of socially useful productive work as now
defined. Many of these schools are inadequately equipped.
They do not teach in accordance with the new concept. Most
of them give much less time than they are expected to give to
this programme (20 pc. in the primary schools and at least
six hours a week in other schools). All these deficiencies
should be removed and the quality cf the work done should
be adequately raised.

(2) The next-and this is the most important—task is to extend the
programive to all the schools. Even at the end of 40 years
of effort, we have been able to introduce the programme in only
38 pc. of the schools. This shows how long a way we have
still to go. Itis necessary to draw up a programme of action
which will make the practice of socially useful productive
work universal in all schools within a period of ten years
or SO.

When the relative advantages of ‘work-experience’ and ‘socially
useful productive work’ were being discussed rather heatedly after the
Education Commission submitted its Report, Shri G. Ramchandran
wrote to me : “Please do not think that by designating the programme
as work-experience, you are likely to succeed better than those who tried
to put Basic Education across. Those who opposed Basic Education
are still there, very much in power. They will throw out-work experience
also.” Thatis thecrux of the matter. There are strong vested interests
which oppose this programme because of traditional entrenched attitudes
that denigrate manual labour. This makes the progress of this reform
extremely difficult. We have not been able to fight them adequately in
the past. How we shall fight them in the future is yet to be seen.

4.72 Social or National Service : The C. D. Deshmukh Committee
had recommended that one year’s national service on a full-time basis

1. Please see, Ministry of Education and Social Welfare : work-experiecen in
schools, 1977, for details.
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should be made compulsory to every student who had completed the
secondary schocl and that no one should be allowed to join the univer-
sity unless he puts in such service. The organizational and financial
implications of this programme were formidable and that is why the
Education Commission recommended the more feasible alternative of
making social or national service an obligatory part of education at
all stages. There has hardly been any controversy about the desirability
of this reform which was accepted by government and included in the
National Policy on Education (1968). The main question relates to the
manser and extent of its implementation.

'4.73 Practically, no meaningful information is available about
what is being done in this regard at the school stage. Many schools are
operating some concrete programmes in this field and some of them are
of high quality. Bat unfortunately very little is being done to univer-
salize ‘them. It should be a programme of high priority to develop
national or social service as an integral part of education in all the schools
of the country as soon as possible, especially as the programme does not

involve heavy financial inputs.

4.74 The main controversy during the last 12 years or so has bzen
about making national or social service compulsory for all university
students. The recommendation led to a debate round the relative merits
of military training (NCC), national social service (NSS) and game and
sports. After the Chinese aggression, a decision had bcen taken to make
NCC compulsory for all students at the undergraduate stage. This pro-
gramme needed heavy expenditure and was not progressing satisfactorily -
It was therefure decided to make NCC voluntary and to provide it'to
about one-third of the students. It was also decided that NCC may be
taken as an ¢pproved alternative to NSS and that NSS should be pro-
vided only to those students who were not admitted to NCC. But taen
the question of students who took considerable part in sports, games
and cultural activities came up and it was proposed that students
participating heavily in such programmes should be exempted from the
NSS. In other words, the proposal put forward was that every student
at the under-graduate stage should undergo a comparable programme
of NCC, NSS orspoits and cultural activities, But as resources were
limited, it was decided to leave all the programmes optional,i.e. it #as
open to a student to join any one (or even none) of three programmes of
NCC, NSS or the sports and cultural activities, This of courseis a
major modification of the recommendation of the Education Commission.
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But it was the best possible thing that could be done under the circums-
tances and the scheme was introduced in this form by Prof. V.X R.V.
Rao as a part of the larger programme of Youth Services he was requested
to organize.

4.75 At present the NSS programme is being implemented ona
voluntary basis. A student joining the programme is required to do
voluntary service of an approved character for 120 hours a year for the
first two years of the undergraduate course. A total of about 450,000
students participate in the programme every jear in addition to about
an equal number of students who participate in the NCC. There is
unfortunately no precise e;timate of students who participate on a similar
basis in sports, games or cultural activities. A scheme under which about
500 graduate students at a time will put in a year of approved national
social service (NSVS) has also been introduced recently.

476 One point has to be emphasized in this context. The pro-
grammes of work-experience and sccial or natiomal service have a two-
fold objective : (1) they benefit the individual and (2) they also help
to transform society by inculcating new values. If the programmes are
to be implemented on a small scale as they ars being implemented at
present, there is no doubt that they do some good to a few individual
in those institutions where they are being implemented at some reasonable
leveis of efficiency. But their social objectives will not be realized (i.e.
the objectives of making dignity of labour a basic value in society, or
bridging the gulf between the educated classes and the people) unless
they are implemented on a mass scale, i.e. in every educational instititut-
ion and at all stages of education. The Education Commission had
placed great emphasis on' the social objectives which, of course, will be
also helpful in realizing the individual objectives even better. This wider
and more fundamental purposeis being lost because the programmes
are not made universal. It is therefore extremely urgent that fresh plans
should be prepared to implement both these programmes at all stagss
of education and in all institutions within a period of about ten years.

Vocatioralization of Secondary Education

477 It was shown in Chapter II.that inspite of all the cfforts
mede, the programme of vocationalization of secondary education did not
make much headway betwéen 1947 and 1565. The Education Commission
attached great gdignificance to this programme and made very radical
recomp.endations wLich may be summarised as follows:,
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(1) There is immense scope for the development of certificate aind

diploma courses in agriculture and industry (as well as in other
fields).

(2) In addition to full-time courses of general and vocatiomal

education which already exist, it is also necessary to provide
part-time and non-formal courses of general and vocatiomal
education. These will smoothen the transition from full-time
education to full time work by interposing a period of part-
time education and part-time work between the two.

(3) At the end of the elementary stage, a certain proportion of

4

)

the young boys and girls who have completed the elementary
course will join secondary schools. The bulk them of will be

~ wanting to study further at the higher secondary stage. But a few

of them would not like to do so or cannot afford to do so for
economic and social reasons and would prefer to learn some
vocation or trade and start earning as soon as possible. For
this latter group, the Commission recommended the provision
of a variety of vocational courses at the lower secondary stage.
The Bduration of these vocational courses should be of one to
three years. The Commission also suggested that an effort
should be made to expand these vocational courses in such
a way that the enrolment in them would be about 20 p.c. of
the total enrolment at the lower secondary stage by 1985-86
(against only 2.2 per cent in 1965-66) : this implied an annual
growth rate of about 20 per cent.

A large number of boys will drop out at the end of the elemen-
tary stage and will start working on the family farm or in some
other industry or even set up a business or trade of their own.
A still larger number of girls will drop out and get marrizd,
sooner rather than later. The Commission recommended that
part-time non-formal education of general or vocational type
should be provided to these persons, according to their needs,
between the ages of 14-18.

The programmes of full-time vocational education will have to
be greatly stepped up at the higher secondary stage, the enrol-
ments therein being increased from 20 per cent. of the total in
1965-66 to 50 per cent. of the total in 1985-86 (this would imply
an annual growth rate of about 10 per cent). These courses also
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will be of one to three years’ duration according to needs. In
addition a wide range of part-time courses will have to be
offered to those who are already in employment or have left
school and desire to improve their qualifications.

In order to develop these programmes on a sustained basis, the Com-
mission also recommended the institution of special grants to State
Governments in the Centrally-sponsored sector.

478 The main criticism against the proposals of the Commission
was that they were unrealistic and impractical. Its estimates of potential
employment opportunities available for certificate and diploma holders in
agriculture and industry were considered to be too high. It had alio
underestimated the implications of its propo<als for large scale expansion
of secondary vocational education in terms of buildings, equipment,
teachers and recurring costs. Nor had the Commission given due weight
to the difficulties which had really come in the way of the expansion of
vocational education in the past and which were still very relevant, viz. (1)
‘the high prestige attached to university education ; (2) the generally lower
emoluments available to those who had received vocational education ;
(3) the inadequa.e employment opportunities available, due mainly to the
failure to develop agriculture and industry and even to open up adequate
avenues of remunerative self-employment ; (4) the lower social stu us
generally given to those who followed vocational courses ; -and (5) the
unwillingness of students who had completed secondary school (who came
mostly from upper and middle class backgrounds and who were not
generally exposed to work—experience in their school days) to take to
blue—collar occupations. The proposals of the Education Commission
were therefore looked upon with great hesitation and consequently the
National Policy on Education (1968) gave cnly two directives: (1)
Provision of facilities for secondary vocational education should conform
broadly to the needs of the developing economy and the real employment
opportunities available; and (2) such facilities should be largely diversified
(Para 11 (b) of Para 4).

4.79 The implementation of these recommendations of the Com-
mission was therefore not very happy, partly because of these criticisms,
partly because the grants under the centrally-sponsored sector have not yet
materialized, and partly because these proposals were linked, quite
unnecessarily, with the adoption of the 194243 pattern. The main events
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of the period between 1965-66 and 1977-78 in so far as vocationalization
of Secondary Education is concerned, may be summarized as follows.

(1) Very little attempt was made to provide additional full-time
vocational courses at the lower secondary stage.

(2) Even at the higher secondary stage, the provision of additional
full-time facilities in vocational education was very limited (and
in some fields there was an actual reduction) mainly because
employment opportunities available were very limited and there
were indications of serious and growing unemployment among

the alumni of vocational institutions !

(3) There were no appreciable attempts to develop non formal and
part-time programmes of vocational éducation at the secondary

stage.

(4) The only major attempt worth mentioning is that of providing
vocdtional streams at the plus two stage. This problem has
recently been examined by the Adishesiah Committee which
made the following recommendations.

(a) The general education stream of the higher secondary stage
should include the study of one language (with 15 p.c. of time
allocation), socially useful productive work (with another 15 p.c.
of time-allocation) and three electives from the humanities and
social and natural sciences (which will take the remaining 70 p.c.
of the time). The vocational stream will have the study .of one
language (with 15 p.c. of tim.-allocation), a general Founda-
tional course (with another 15 pc. of time-allocation) and
vocational electives (which will take the remaining 70 p.c. of
the time, half of it being spent on practical work). By and large,
higher secondary schools should provide for both the streams.

(b) There should be no rigid barriers between the general and voca-
tional streams and there should be many cross-over poinis
between the two. Where necessary, bridge courses should be
provided.

1. Uafortunately, owing to a change in the systen of classification of vocational

and technical institutions, it is not possible to give comparable data for 1965-66 and
1975-76.
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(c) The provision of vocational courses should be related closely to

employment of self employment opportunities available in ihe
areas concerned. For this, carefully planned local surveys are

needed.

(d) Necessary steps should be taken to provide the physical plant,
trained teachers, text-books, etc. for the vocational :treams.

{e) Vocational courses should be popularised through better

opportunities for vertical mobility and preference in recruiting
policies of governments.t

The programme has naturally run into several difficulties which were
not uncxpected. The basic problem is that, in the present situation, very
few students opt for vocational courses. Consequently, most of the higher
secondary schools run only the general education stream. Another diffi-
culty is that the necessary vocational surveys and man-power studies at the
district level are not yet available so that the planning of the vocational
courses is far fromn easy. The high cost involved in setting up vocational
courses is yet another deterrent to schools in providing them. The diff-
culties of securing teachers, text-books, etc. are still formidable. Careful
and detailed plans for adequate and proper development of the vocational
courses are prepared only in a few States, and the experience of their
implementation is not very encouraging, All things considered, one finds
that the teething troubles of vocational courses at the secondary stage are
far from over and that their popularity is very thin at the moment. They
have yet to enjoy the best education for other people’s children. One
must, therefore, wait and see how the situtation improves and how the
incentives and inter-linkages recommended by the Adishesiah Committee
help in the process. One must also watch carefully the extent to which
these vocational courses really prove to be terminal and help the students
to get employment or self-employment.

The problem of vocationalization of secondary education has there-
fore made only a limited progress in the last twelve years due to all these
difficulties. This is obviously one of the toughest nuts one has to crack in
Indian education and there is so little of research and experimentation to
help us. The guidance provided by the Education Commission has, at
best, been of limited use ; and this, therefore, is one area where a good
deal of fresh thinking needs to be done in the years ahead.

1. Ministry of Education and Social Welfare, ‘Learning to do’ New Delhi, 1978,
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Identification of Talent

, 74.8'0 The Education Commission held the view that the identifica-
tion and development of talent should be a major objective of the national
system of education. This view was accepted and has also been included

in the National Policy on Education (1968).

4.81 The Commission made the following major recommendations
on the subject :—

(1) At every stage of education, there should be a pation-wide
effort to identify talent and to help talented students to continue
their education at the next stage.

(2)' There should be special efforts at all stages of education and in
all institutions to develop talemt through enrichment pro-
grammes, individual guidance and other suitable measures.

(3) A large scale provision of scholarships is necessary for this
programme at all stages. For instance, by 1975-76, scholarships
should be provided for 2.5 p.c. of the enrolment at the middle
school stage, 10 p.c. of the students at the secondary stage, 15
p c. of the students at the undergraduate stage, and 25. pc. of
the enrolment at the post-graduate stage. There should also be a
small programme of giving scholarships to students to go abroad
for higher studies.

(4) But scholarships alone will not help. It is necessary to have a
programme of maintaining good schools, to place scholarship
holders in these good schools, and to give these students all the
needed personal guidance and assistance,

(5) The methods for the award of scholarships need to be over-
hauled to ensure that social justice is done and talent from all
the different fields is identified and assisted.

Unfortunately, these radical proposals were neither included in the
National Policy on Education (1968), nor implemented.

4.82 Only two new schemes were introduced during the period
under review in response to the recommendations of the Education Com-
mission. The first is the scheme of national scholarships at the secondary
stage for talented children from rural areas. This scheme was introduced
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by Prof. V.K R.V. Rao in 1971-72 and it began by giving two scholarships
for community development to talented children at the end of the elemen-
tary stage to enable them to study further in good secondary schools. At
present about 20,000 awards are made under this scheme (at the rate of
four scholarships per Community Development Block). The second is the
scheme for scholarships for study abroad which was introduced by Prof.
S. Nurul Hasan. At present 50 scholarships are earmarked every year
and are normally available for post-graduate studies leading to the Ph, D
degree and post-doctoral research or specialized training.

4.83 For the rest, all that has been done during the period under
review is to continue the existing programmes of scholarships with minor
changes i.e. increase in numbers or amount {dwe to sise in prices). The

following data will bear this out.

No. of scholarships awarded in

1968-69 1977-78

1. National Scholarships

(from 1961) 8,250 19,000
2. National Loan Scholar-

ships (form 1963-64) 14,825 20,000
3. National Scholarships

for children of primary

and secondary school

teachers (from 1961) 5060 750
4. Scholarships in approved

Residential Secondary

schools 200 449

4.84 For the years ahead, two main programmes stand out. The
first is the implementation of the comprehensive recommendations made
by the Education Commission; and the second is to provide assistance to
economically handicapped students who do not belong to scheduled
castes or tribes. A nation which does not cultivate intelligence, said
White-head, is doomed. We have neglected the programme through out
the post-independence period and its evil consequences are now seen in
the shortage of top-level people in every walk of life. We cannot afford

to continue to ignore the programme any longer.
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Programmes of Qualitative Improvement

4.85 Itis 4y pity that programmes of qualitative improvement were
generally neglected between 1947 and 1965, as the bulk of the available
resources were used for expansion of educational facilities. The Education
Commission gave very high priority to qualitative improvement and made
several important recommendations which have already been summarized
in Chapter 1II. Unfortunately, these were also not highlighted in the
National Policy vn Education (1968) which only made some reference
to (1) professional training of school teachers (sub-para (2) (¢) of
Para 4), production of books (sub-para (9) of Para 4), examination
reform (sub para (10) of Para 4), improvement of higher education through
centres of Advanced Study and promotion of research (sub-paras (12)
(c), (d) and () of Para 4) and games and sports (Sub-para (15) of Para 4)
Even if these had been fully implemented (which they were not) the
situation in regard to standards would not have improved materially.

4.86 Production of books : The provisions of the National Policy
on Education (1968) on the professional training of school teachers have
already been discussed earlier. With regard to production of books for
the school and university stages, the Policy Statement makes a number of
suggestions which were followed up during the period under review.

(1) The idea that production of text-books for schools should be
entrusted to autonomous corporations functioning on commer-
cial lines has been partially implemented. The State Govern-
ments have, in almost all cases, taken over the responsibility for
production of school books. In some areas, thisis done by
autonomous corporations while in others, it is managed directly
by a government agency. The results have, on the whole, been
beneficial in terms of raising quality and reducing prices, although
difficulties like inadequate supplies or non-availability in time
still continue to plague the activity from time to time.

(2) The idea of havinga few basic text-books [used in all parts of
the country has not worked. But the efforts of the National
Council of Educational Research and Training in preparing
model text-books which can be adopted/adapted by the State
Governments is yielding dividends ; and some common approa-
ches have started becoming popular.

(3) A programme of children’s books was developed under the
National Book Trust. It also received considerable impetus
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under non-official agencies like the Children’s Book Trust and
under private publishers who brought out a large number of
publications in the regional languages.

(4) Several programmes were developed, during the period under
review, to make cheap editions of standard university level text-
books available to Indian students in collaboration with the
Governments of the UK, the USA and the USSR. About 680
British, 1600 American and 320 Russian titles were published.
Besides, a scheme was formulated for subsidizing books of
Indian authors and more than 250 titles were published under it -

(5) An account of the programme of producing university level
books in regional languages has been given earlier.

On the whole this programme, which was initiated between 1947 and
1965, made considerable progress during the period under review. One
great bottleneck was the comparatively limited effort made by Indian
academics to write standard text-books in different areas, especially in the
technical ones, which made for continued over-independence on foreign
enterprise in this sector.

Examination Reform

4.87 Over-dominance by external examinations was one of the
major weaknesses of the educational system we inherited in 1947, A view
therefore gained ground that examination reform bad a key role to play
and that it could be the instrument of reforming the educational system
as a whole: Between 1917 and 1965, several intensive efforts were made
for reforming examinations, At the school stage, the programme was
initiated in the Ministry of Education which set up a Central Examination
Unit (1958) which, in its turn, was followed by the establishment of State
Evaluation Units. They did considerable useful work with the Boards
of Secondary Education. At the university stage, the initiative came from
the UGC but little progress was made. The Education Commission
observed that this was ‘one of those areas in education about which one
can say that the problem is known, its significance is realized and the
broad lines of solution are also known ; but for some reason or the other,
an effort to implement the programme on any worth while scale has not
yet been made’ (para 11.52). The only silver-lining on the scene was new
institutions like the I1Ts which abolished external examinations altogether
and created a new tradition on the Indian soil.
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488 The Education Commission examined the issue and recommen-
ded a three- fold strategy.

(1) Autonomous institutions should be created, both at the school
and university stages, so that the external examinations are

gradually abolished.

(2) The system of full internal assessment should be introduced and
such assessment should not be mixed with the external examina-
tion. The result of both internal and external assessments
should be kept separate and given to the student. This measure
will gradually familiarize the public, teachers and students with
internal assessment and create an atmosphere in which external
examinations could ultimately be abolished.

(3) Since external examinations will remain with us for a long time,
an effort should be made to improve them. The UGC should
set up a central agency for the purpose, initiate the programme
in a big way ina few selected universities in the first instance
and then extend it to the others in due course, and ftrain
teachers in the new techniques of evaluation. The work already
initiated at the school stage should be expanded.

(4) Remuneration to examiners, which has become a vested interest
that obstructs all attempts at reform, should be abolished.

4.89 The National Policy on Education (1968) made an innocuous,
non-controversial recommendation on the subject emphasizing reform of
external examinations and the increased use of internal assessment. Bat it
made no reference to the controversial subject of the abolition of remunera-

tion for examiners.

4.90 The implementation of these recommendations of the Education
Commission during the period under review was rather perfunctory. The
UGC did support the programme to a considerable extent but it did not
make much headway. No one took up the proposal to abolish remunera-
tion for examiners although the new scales of pay to which it was

linked were implemented. The programme at the school stage went
on but did not achieve any spectacular results. The attempts to

give autonomous status to schools and colleges succeeded only in
a handful of cases : and the bold proposal of the Commission to
develop a parallel programme of hundred per cent internal assessment vas
not tried at all. What was generally done was to mix up internal and
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external assessment. This attempt was an open invitation to dishonesty
and generally failed.

491 Inthe meanwhile, the problems became more complex and
difficult. On the one hand, the importance of examinations increased
several times. On the other, the teaching learning process began to
collapse in several situations due to disturbances, lack of motivation
among students and lack of competence among teachers. This widening
gap between the falling levels of teaching learning and the rising impor-
tance of examinations made the students resort to malpractices; and
these increased continually as the educational system grew in size and the
Boards and universities became increasingly less competent to manage
the examinations in time or with efficiency. Tcday, the evils of mass
copying have become endemic and reached such proportions in certain
parts that the external examinations have become a mockery and the
question of their reform has become essentially a law and order problem
rather than a technical issue. One can say that, for all the work on
examination reform, the over-all situation had more evils in i977 than in

1947.

4.92 Smprovement of standards in higher education. The National
Policy on Education (1968) emphasized the improvement of standards in
post-graduate education and research. The efforts of the UGC, during
the period under review, were largely concentrated in this area and there
is no doubt that a good deal of useful work was done through the
development of the teaching departments of universities which did the
bulk of postgraduate teaching and research. On the other hand, the
standards also declined because the development programmes were
located, pariicularly in the humanities and social sciences, in a number
of sub-standard colleges.

4.93 The programme of the Centres of Advanced Study did not
make adequate progress. By and large, the universities were more keen
to spread available resources over a wide area than concentrate them at a
few points to improve quality.

494 In the fourth and the fifth plans, the UGC started a fairly
large programme of encouraging research in university departments and
in colleges. The Government of India also established the indian Council
of Social Science Research to promote research in Social Sciences and the
Indian Council of Historical Research to promote research in history. On
the whole, the research activity gained in quantity as well as in quality.
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4.95 Games and Sports : A programme of encouraging physical
education, yoga, games and sports had been initiated between 1947 and
1965. The National Policy on Education (1968) laid great emphasis on
this programme, partly as a reaction to Indian’s poor performance in
international sports. However, the attempts to organise a programme
for the development of sports in conformity with this directive were far
too inadequate. For instance, the scholarships given to talented students
in sports and games numbered only 400 at the national level and only
800 at the State level. The Netaji Subhas National Institute of Sports at
Patiala trained coaches and the Laxmibai National College of Physical
Education trained teachers or te:cher-educators for physical education.
Provision for proper teaching of games, sports and physical education was
made in an increassing number of schools and colleges. The position
regarding provision of playgrounds, however, remained generally unsatis-
factory and not much improvement could be made due to lack of
resources. Grants continued to be given to National Sports Federations
and to State Councils for Sports and Physical Education ; and Sports and
tournaments were continued to be held at various levels. While these
events made some impact at the national level, India’s position in the
world of international sports continued to decline.

4.96 All things considered, it may be said that the programmes of
qualitative imprcovement were, by and large, neglected between 1965-66
and 1977-78. 1t is true that a good deal of useful work was done and
that, in a small proportation of institutions, standards were maintained
even improved. But they genevelly declined in the very lage number of
institutions which came at the tail end. The deterioration was also
accelerated by the increasing incidence of indiscipline and unrest, frequent
closure of institutions, the increasing collapse of the teaching learning
process and the loss of sanctity of external public examinations.

Science Education and Research

4 97 The policies initiated by Pandit Jawaharlal Nehru under the
Science Policy Resolution (1958) were endorsed by the Education
Commission and the National Policy on Education (1968) and were
continued during the period under review. There was a sustained effort to
make science and mathematics an integral part of education till the end of
Class X and the facilities for the teaching of science at the school stages
were expanded and improved. Science education at the university stage
also made considerable progress and by the end of the period under
review, India came to have the third largest stock of scientific and techaical
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man-power in the world. Scientific research made considerable progress,
especially in the direction of acquiring an indigenous capability. This was
obvicusly one of the areas where the country had made considerable pro-
gress, although it still had a long, long way to go. The one important
innovation made in this period was the promotion of research in Social
Scieaces. Professor V.K.R.V. Rao established the Indian Council of
Social Science Reserch and Professor S. Nurul Hasan established the

Indian Council of Historical Research.

Education for Agriculture and Industry

4.98 The Commission had emphasized education for agriculture
and industry and made several important recommendations for its expan-
sion and improvement., The National Policy on Education (1968) how-
ever picked up only a few of these recommendations (and not necessarily

the most important ones) for emphasis and implementation.

4.99 The programme of establishing agricultural universities (with
the ultimate objective of establishing one agricultural university in every

State) was pursued during the period under review; and thanks to the
leadership "and assistance provided by the Indian Council of Agricultural
Research, the agricultural universities made good progress and valuable
contributions to the development of agriculture. It was however decided
that while adequate facilities for education, research and extension should
be developed in every State, it may not be necessary to establish an
agricultural university in every State. Even though the programme was
not mentioned in thé National Policy on Education (1968), the scheme of
agricultural polytechnics (now called Krishi Vigyan Kendras) was initiated
and developed. The programme of promoting - studies in argriculture in
other universities and building up a closer linkage between them and the
agricultural universities did not, however, make much headway.

4.100 By 1965-66, there was a depression in industry and large
scale unemployment among trained personnel for industry at all levels (i.e.
at the level of ITIs, Junior Technical Schools, Polytechnics and Engineering
Colleges). The programmes of expansion were therefore ruled out. In
fact, admission to all these institutions had to be drastically cut down.
The main programmes developed therefore were those of apprenticeship
training for graduates and diploma-holders, qualitative improvement
(including diversification of courses, curriculum development, training of
Faculty and consolidation), avd post-graduate studies and research. The
Indian Institutes of Technology continued to make good progress,
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especially in the development of research and building up closer liaison
with industry. A new Institute of Management, the third of its type, was

established at Bangalore. -
Pre-School Education

4,101 The Education Commission had made several important
recommendations regarding pre-school education. But as these found
no place in the National Policy on Education (1968), the small programme
developed between 1947 and 1965 was continued without any major
modifications. As one of its preparations for the fifth plan, the CABE
set up a Study Group on the Development of the Pre-school Child (1972)
under the Chairmaaship of Smt. Mina Swaminathan. It made a number
of useful recommendations for the development of integrated services
(including education, health. nutrition and weifare) for the pre-school
. child and suggested that these services may be provided to about 10 per
cent of the children of the age-group (i.e. 5 million children) by 1981 as
against the provision of about one million or 2 per cent of the children
which existed in 1971.  Unfortunately, these proposals were shelved for
want of funds and not much could be done for the development of
pre-school education during the period under review.

Finance

4.102 The National Policy on Education (1968) had promised to
raise the total investment in education to six per cent of the national
income as early as possible (as against the Education Commission
proposal to reach this level by 1985-86). While there was considerable
increase in educational expenditure between 1965-66 and 1975-76 due to
inflation, it nowhere reached the levels promised by Government. The
following data will bear this out.

Total Education expenditure in
(Rs. millions)

1965-66 1975-76

1. Higher Education (inclu-
ding Examination 1,318,062 4,877,985
Boards) (2L.2) (23.2)
2. Secondary Education 1,376,926 4,935,622

(22.1) (23.5)
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3.  Elementary Education 2,141,454 7,905,838
(including pre-school) (34.5) (37.6)

4, Vocational Schools 76,11 134,252
(1.2) (0.6)

5. Other schools 24 860 71,482
0.4) (0.3)

6. Indirect 1,282,323 3,121,851
(206) (14.8)

Total £,220,236 21,047,030
(1€0.0) (100.0)

In 1965-66, the total educational expenditure was only 3.01 per cent
of the national income (Rs. 306,70 million) at current prices. In
1975-76, it had increased only to 3.42 per cent of the national income
(Rs. 616,090 million) at current prices. In fact, the additional financial
effort made between 1965-66 and 1977-78 was even smaller than that
between 1947 and 1965. This performance of India does not also
compare well with that of other countries. Urpesco data shows that, bet-
ween 1565 and 1974, the world expenditures on education increased from
4.9 per cent to 5.5 per cent. The corresponding figures for developed
countries were 5.2 per cent and 5.7 per cent; and those for developing
countries were 3.0 per cent and 3.9 per cent.

General Conclusions

4.103 What are the broad conclusions that we can draw from this
experience of a decade in implementing the National Policy on Education
(1968) ?

4.104 It was pointed out in Chapter III that the National Policy on
Education (1968) was a conservative document which mostly tried to
codify existing policies rather than make any radical departures to create a
national system of education. Between 1965-66 and 1977-78, therefore,
the policies of the earlier period were continued with some modifications.
New initiatives or bolder measures appeared only in the following

instances.
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(1) Teachers, Salaries. The policy was pursued more vigorously dur-
ing the period under review and there was a substantial improvement in
the remuneration of teachers, especially at the university stage.

(2) Pattern of School and College Classes. The confusion prevailing
earlier was ended ; a clear cut decision was taken; and a vigorous
attempt was made to implement the 1042+ 3 pattern of school and college
classes. :

(3) Language Policy. For the first time since independence, a
vigorous attempt to adopt the regional languages as media of instruction
at the university stage was initiated.

(4) Work-experience and Secial or National Service. A policy of -
making work-experience and social or national service an integral part of
education at all stages was initiated, although the progress jwas slow. A
national service scheme, on a voluntay basis, was initiated at the university
stage for the first time.

(5) Scholarhsips. Scholarships for talented students in rural areas
and for study abroad were introduced.

(6) Research. Research in social sciences was promoted.

(7) Agricultural Polytechnics. The Scheme of Krishi Vigyan
Kendras was initiated.

This is not much of a gain if all the hopes aroused by the Education
Commission are taken into account. This is not also much of an advance
towards the creation of a national system of education since the major
recommendations of the Education Commission in this regard were not
accepted. Shri M.C. Chagla described the Education Commission as the
Magna Charta of Teachers and a future historian of education may even
regard it as the Commission on the medium of instruction at the university
stage. These are the two areas in which the achievements of the Com-
mission were really worthwhile.

4.105 The main reasons responsible for this poor implementation
of the National Pclicy cn Education (1968) and the overall unsatisfactory
educational progress are

—the gzneraily adverse economic and social conditions ;

—the failurc of the Centra' and State Governmeats to give adequate
priority to education ;
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—the total rejection of several major recommendations of the
Education Commission which could have made an impact cn
the situation 3 ;

—the failure of educational administration, teachers and students
on whom the Commission had relicd as principal change agents
to rise to the occasion ; and

—lack of strong public demand for a radical reccnstruction cf
education and support for the political and social workers.

Both the report of the Education Commission (i964-6¢) and the
basically conservative National Policy on Education (1968) had became
dated by this time. 1, therefore, became obvious that there was an urgent
need to review all the educational developments since 1947, to enumerate
a new National Policy on Education which could meet the challenges of
the situation more adequately, and to prepare a new perspective cf educa-
ticnal development spread over the next two decades or so, say between
1980 and 2000. . It is to these tasks to which Dr. P. C. ( hunder the
present Union Education Minister and the Janata Government are addres-
sing themselves.



CHAPTER FIVE
A LOOK AHEAD

5.01 In the preceding four Chapters, we have reviewed the evolution
of the role of the Government of India in education between 1833 and
1978 and the development of education in the country since the attainment
of independence, and especially the formulation and implementation of the
National Policy on Education (1968). In this concluding Chapter, we shall
attempt to highlight the lessons which this valuable experience has for the
future development of education in the country, say, between 1981 and
2000.

5.02 For a proper development of education, we need three sets
of decuments :

—A Statement on the National Policy on Education ;

—A detailed Plan of Action based on a fairly long-term perspective ;
and
—Short-term annual and quinquennial plans.
The last set of documents becomes available in the ordinary course
of administration. But special efforts are needed for the first two sets;
and it is the issues relating to these two alone that we propose to discuss.

A National Policy on Education
5.03 In a vast and plural country like India which is committed to a
participative democracy as a way of life, the national system of education
will have to be:
—highly decentralized with the involvement of the Central and
State Governments, local authorities at District levels and local
communities,

—highly deconcentrated by making due provision for the autonomy
of universities (which should share it with the Departments and
Colleges) and for adequate freedom to schools and teachers to
experiment and innovate, and

—highly diversified and elastic to suit the immense variations
between the different parts of the country and the specific needs of
different social groups.
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Such a system cannot function unless there is a common thread
which runs through it and gives it an identity and an essential unity of
purpose. In other words, in education, as in Indian life as a whole, we
have to continually search for the discovery and effective realization of ‘a
unity in diversity’. The need and significance of a National Policy on
Education thus becomes obvious. It alone can provide the fundamental
unity in terms of a basic structure, objectives and major programmes of
the education system which would give it a national identity and a specific
direction and purpose in the best interests of the country, even while
permitting (and even encouraging) the utmost diversity possible to suit the
specific needs of different regions and social groups. That is why the
practice of issuing periodical statements on national policies in education
has been well-established in our educational history and is as old as the
Central Government itself. Experience has also shown that such state-
ments on National Policy do serve the useful purpose of educating public
opinion and providing guidance to State Governments, local authorities,
voluntary associations, educational institutions, teachers, students,
educational administrators and all such individuals and organizations who
have to cooperate and collaborate in the immense effort to create a
national system of education. We therefore welcome the decision of the
Government of India to keep up this practice of issuing periodical state-
ments on the National Policy on Education (which was revived in 1553

after 55 years).
5.04 There are three specific issues that deserve a closer examination

in this context. The first relates to the nature of these statements on
National Policy on Education. As explained in Chapter III, they should
take a national, long-term, coordinated and integrated view of education.
They should be brief and confine themselves only to principles and broad
outlines of the programmes so that a unity of perspective, direction and
purpose is maintained without putting undue constraints on the wide diver-
sity in matters of detail that is equally essential.

5.05 The second issue relates to the wide publicity Wthh must be
given to all statements on the National Policy on Education and which
was not really given to the National Policy on Education (1968) much to
its disadvantage. Let us not forget that a statement on the . National
Policy on Education should be looked upon as a sheet anchor of a
nationwide movement for educational and socio-economic transformation.
It is “national”, not because it is formulated by the Central Government,
but because it represents a national concensus on what is to be done, how
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and in what time and because it is symbolic of the nation’s dedication
and commitment to strive its best for the implementation of its pro-
grammes and the realization of its goals. It is therefore essential to give
the widest possible publicity to the statements on the National Policy on
Education. From this point of view, the following suggestions can be put
forward :

(1) All the State Legislatures should be requested to discuss these
statements and to adopt them with such changes to suit local conditions
as may be found necessary. After all, the most effective agencies to
implement the National Policy are the State Governments; and we must
make them conscious of the issues involved and commit them to the
broad solutions proposed. It is mainly the commitment at the State
levels that will ensure the implementation of the proposals.

(2) The statements should be translated and published in al the
regional languages. The debate on these issues must be taken to the
people through their own languages. So long as the debate is confined
to those who know English, it would be next to impossible to take the
hard decisions needed on many of our complex problems.

(3) The statements should get into the training programmes of all
educational administrators and teachers. Adequate steps should be taken to
bring it to the notice of all educational institutions, teachers and students.

The need for such wide and sustained publicity compaigns to secure
a nations’s commitment to the proposed policies and its help, to imple-
ment them better is obvious.

5.06 The third issue relates to the National and State Educition
Acts. The Education Commission (1964-66) recommended that the
possibility of passing a National Education Act should be explored.

It is possible to do so now because Education is in the concurren: list.
There are only a few basic educational issues that can be solved through
legislation while others, which need an essentially dynamic treatment would
even be harmed by legislation which would tend to make things immuobile.
All the same, there are a few issues like academic freedom of teachers
which would gain substantially by being given a statutory basis. We
therefore recommend that the Ministry of Education should set ip a
high-level committee to examine this issue in all its aspects and to bring
forward, at an ecarly date, a comprehensive National Education Bill.
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Before submitting it to Parliament, it should be widely publicized for
eliciting public opinion.

5.07 The Education Commission (1964-66) also recommended that’
each State should have a comprehensive law to give statutory basis to
education most of which is now administered in an ad hoc fashion and
under executive orders. Thisis a very important recommendation that
has remained unimplemented so far. We recommend that it should be
vigorously pursued now and such laws on education should be placed on
the Statute books of all States before the end of the sixth plan.

5.08 The Government of India has a crucial role to play in the
formulation and implementation of a national policy on education, and
in the creation of a national system of education, if the changes visualized
in the educational or socio- economic transformation are to be brought
about in a peaceful manner. It can provide the essential focal point to
the movement, the bulk of the resources needed, and the necessary
dynamic leadership, both on the political and bureaucratic fronts. It can
pressurize, and where necessary, assist the State Governments to do their
best in their own areas so that they, in their turn, can also play a similar
role in respect of the local bodies and communities. It alone can monitor
the progress of the movement from time to time, assess its strengths and
weaknesses and thus lay the foundation for timely remedial actions. This
is no small responsibility by any standards; and this is why education must
always be a serious and continuing national concern, while it may or may
not be in the concurrent list.

5.09 We are happy to note that the Government of India has
published the draft of a new National Policy on Education (1979). We
hope that this will be widely publicized as indicated above and. eventually
finalized as the Policy Statement to cover the next two decades
(1981-2000).

A Long-term Perspective Plan of Educational Development

5.10 While a National Policy on Education is necessary, it is not
sufficient to create a npational system of education. We will have to
supplement the statement on the National Policy on Education with a.
long-term perspective plan of educational development which will show
how the objectives and broad programmes given in the national policy are
to be translated in actual practice. As things stand now, all our long-term
perspective plans have almost run out or become dated: the Post-war Plan
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of Educational Development (1944-84) and the Perspective of Long-term
Educational Development prepared by the Education Commission
(1966-86). It is therefore extremely desirable that we should now prepare
another long-term perspective of educational development to cover the next
two decades. Such a measure is fully justified by past experience. For
instance, between 1947 and 1965, we did not have either a Policy State-
ment or a long-term perspective on educational development. We, there-
fore, worked only on the basis of five-year and annual plans and our
review has shown that our over-all achievements during this period were
adversely affected by the absence of a Policy Statement as well as of a
long-term perspective. Between 1967 and 1978, we had the National
Policy on Education (1968) as well as a long-term perspective of
educational development (1966-86) prepared by the Education Commission.
Our educational performance did not however show any improvement
because, as shown earlier, there were several weaknesses in the National
‘Policy on Education (1968) and because the major recommendations of the
Education Commission which could have made an impact on the over-all
situation were totally disregarded, For proper educational development
over ithe next two decades, therefore, we need a bold and radical statement
on the:national policy on education, and also a detailed, compreheasive
and radical plan of action to cover the period 1981-2000. The steps for
the preparation of the first of these documents have already been initiated.
We striongly urge that steps for the preparation of the second document also
should be initiated at an early date.

The Developmental Perspective

5.11 In the Report of the University Education Commssion
(1948-49), a view was taken that it is the responsibility of the education
system to complete and consolidate the changes which the political system
has decided upon with regard to the future of the country. The Commi-
ssion therefore took considerable pains (Chapter 1I) to discuss how
university education should help in creating the new society referred to in
the Preamble to the Constitution. The Education Commission (1964-66),
on the other hand, took a different view. It said that we should bring
about an educational revolution first which, in its turn, will trigger off the
socio-economic revolution we need. The experience of the last ten years
in implementing the recommendations of the Education Commissioa has
shown that we cannot create the educational revolution we need wihout
making at least simultaneous and corresponding changes within the jocial
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system itself. This became very evident in relation to programmes of
educational transformation which the Education Commission had reco-
mmended and to which it had given the highest priority (i.e. the common
school system): they could not be implemented or we could not have the
best. out of them within the existing social structure. | A major lesson of
all this experience is that we cannot plan educdtion in ‘a vacuum and that a
perspective of educational development over the next two decades can only
be drawn up against the backdrop of an over-all developmental  perspective
for the same period.

5.12 Our review of the educational developments dsqrririg ,:the last.
three decades (Chapter IT & IIT) highlights the point that our develop-
menm\ perspective bas Deen, on the whole, unsatisfactory. In spite of all
the talk of socialism on the one hand and.the Gandhian way of llfe on the
other we have pursued an evolutionary and reformist policy, in the over-all
context of a mixed economy. The pace of development has been slow;
and while the upper and middle classes have received considerable benefits,
development has generally bypassed the masses ‘of people who continue to
be deprived of most good things of life. The creation of a national
system of education suited to the life, needs and aspirations of - the people
is probably not possible within the constraints of this pver-all developmental
perspective. It is also a matter for regret -that no adequate steps were
taken even to exploit-gll the available space within this perspective.

5.13 The best thing we can therefore do.is to abandon. the gradual,
reformist and essentially capitalist perspective we have adopted in develop-
ment during the last 30 years and. undertake more; radical direct efforts to
create an egalitarian or a socialist society. This will, greatly help to effect
corresponding changes within the national system of education. If a
radical change of this type were not feasible at the momeht, we should
at least strive to exploit all the possibilities within the existing system to
ensure a better and juster deal to the poor. This will,” at -the vety least,
imply a reduction in the consumption levels of the haves and a simul-
taneous effort to improve the standards of living of the poor.

5.14 Perhaps one can see the best exposition of (1) the’ relatlonshxp
between educational and social transformation, (2) of the néed of pursuing
them together, and (3) of the types of progammes that need to be developed
in this national movement for simultaneous educational and ‘social trans-
formation, in the following passage from Education for Our People.

“2.11 Whatis the precise relationship between educational
and social transformation? The most commoaly .accepted view
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romanticizes the relationship and argues that we must begin with
a radical transformation in education which, in its turn, will bring
about a radical transformation in society. On the other hand,
there is also a view that the social structure will always be reflected
within the education system which it dominates so that no worth-
while educational reform is possible unless a social revolution is first
brought about. The truth is probably neither so simple nor so direct.
The educational system has a duty to make a critical analysis of the

-social system, to focus attention on its internal contradictions and on

the gap between slogans and practice, and to highlight the need for
structural changes, where necessary, including those needed within the
educational system itself. Education can thus play a useful role in
promoting the desire for a radical social change and also help in
deciding the nature of such change as well as the manner of bringing
it about. Similarly, education is essential to complete and consolidate
a social change decided and implemented through political means,
whether by bullets or by ballot. The education system can also remedy
social deficiencies which are due to educational factors. But it can
have little effect on social deficiencies elsewhere, say, in the economic
or political sub-systems. We must also remember that while it is
comparatively easy to introduce educational reforms that support
the existing social structure, it is extremely difficult, if not impossible,
to implement redical educational reforms which threaten the existing
social structure or run counter to its imperatives. All things consi-
dered, it appears that, if we desire to get out of this vicious circle
wherein an inegalitarian society creates an inegalitarian educational
system and vice-versa, we must mount a big offensive on both social
and educational fronts.

2.12 The major implications of this proposal, for both social
and educational reforms, can be briefly indicated—

(1) In society, the basic minimum change required is to narrow
down the existing wide gap between the life-styles and standards of
living of the upper and middle classes and the common people by,
—eliminating or at least minimising all direct and indirect forms of

exploitation ;

—imposing limits and curbs on the consumption of the rich and the
well-to-do through a modification of the existing arbitrary and
inegalitarian wage-structure and other allied measures ;
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—ensuring a basic minimum standard of living to the people through
(a) an emphasis on increased production of goods and services
needed by the common man, (b) a guarantee of employment at a
reasonable wage to all able-bodied persons who are willing to work,
and (c) the organisation of an efficient and nation-wide public
distribution system of food-stuffs and other essential commodities.

An important implication of this policy will be to reduce the
wide gulf between urban and rural areas and to improve the standards
of living of the rural people, especially of agricultural labour and
small and marginal farmers.

(2) 1In education, the corresponding basic minimum change
required is to make common people, rather than the upper and
middle classes, the principal beneficiaries of the educational system.
This will imply among other things,

—giving the highest priority to the programmes for the education of
the common people such as adult education (including liquidation
of illiteracy, non-formal education of out-of-school youth) and
universal elementary education including the adoption  of the
common school system ;

—atilising the bulk of resources available for programmes for the
education of the people so that they, and not secondary and higher
education, receive the larger share of total educational expenditure ;

—changing the basic values underlying the system and orienting them
to common people instead of the upper and middle classes ;

—adopting the regional languages as media of instruction at all stages ;

-—transforming the content of education to suit the ethos of work and
production and the imperatives of national development ;

—improving the access of students from economically handicapped
groups to secondary and higher education and taking suitable
measures for optimizing their performance ;

—eliminating or reducing the subsidies in secondary and higher
education that now go to the upper and middle classes ;

—increasing financial support to deserving students from deprived
social groups ; and

—restructuring educational administration on the basis of decentrali-
sation of decision-making authority so that the common people are
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actively involved in planning and implementation of their own
educational programmes.
-A major reason for our failure to bring about a radical
reconstruction of educational system 'in the past has been the fact
.that we have ignored the close relationship between social and
educational transformation and the consequent need for a simul-
taneous effort on both the fronts. The most significant aspect of our
future strategy of educational development should, therefore, be to
p]an and implement a radical, simultaneous and complementary
programme of social and educational reform.” L .
The Educational Perspective

515 Wlthm the long -term perSpectlve of educational development
(1981- 2000) to ‘the dlscussmn of which we shall now turn, we shall deal
only with three aspects of the situation, viz., (1) what are the problems and
the nature of their tentative solutions highlighted by our past expencnce"
(2) ‘What' are’ the major gaps in our knowledge or in the machinery of
‘implefentdtion? and (3) What are the special issues we will have to
concentrate on in the days ahead ?

5.16 State Level Educational Perspectives: The one thing that stands
out most conspicuously from our experience of the past is that, although
:the level from .which educational plans can be most effectively implemented
is the State level, the planning mechanisms are still very weak at this level
-and that no State has yet been able to prepare a long-term perspective
plan of educational development. This is a great handicap for practical,
day-to-day administration because, while the national’ policies can provide
some guidance to the State Governments, the national plans of perspective
development cannot provide a similar service and there is no escape from
each State preparing its own long-term perspective plans of educational
development suited to its own unique local conditions. The taskto be
undertaken now is therefore several-fold: we have not only to prepare a
long-term perspective plan of educational development (1981-2000) for the
nation as a whole but also similar complementary plans.of perspctive
educational development for each State and Union Territory to. cover the
same period. If undertaken immediately in earnest, all these shoild be
available in good time when work on the seventh plan will start (19¢1-82)
and when also a new Lok Sabha would have come into existence.

1 Citizens for Democracy—Education for Our People, Allied Publishers,

New Delhi, 1977, Paras 2.11-2.12,
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5,17 Expansion of Secondary and Higher Education Our review
of educational developments since 1947 brings out another thing very
forcibly: the most conspicuous aspect of educational development during
the last 30 years is the uncontrolied expansion of secondary and higher
education and the policy of open-door access which we have adopted: at
these stages. It is this basic policy that has upset all our plans of mass
education and balanced educational developmeht, loaded the society with
educdted unemployment on an unprecedented scale (with all its conse-
quences), and created a first-rate crisis in the system of higher education
which is having an adverse effect, not only on university education, but on
all education. Unless we tackle this basic issue satisfactorily, no radical
changes are possible within the educational system. Thére is, however, no
concensus on this issue. A strong section among the a¢ademics and*the
backward classes hold the view that expansion of secoiidary and higher
education is a powerful tool of social change and transformation, that it is
also the principal means of vertical mobility for the lower classes® and
poor‘ people, that even educated unemployment is a blessing in disguisé
because it creates powerful pressures for social transformation, that #o
attempt should be made to control this expansion in anyway, that no
selective ' admissions should be adopted except at the post-graduate. level
aid that every positive step should be taken to accelerate the expansion of
secondary and higher education in:the days ahead. They also pointout
that, inspite of all the expansion achieved so for, India cannot by any
means be described as an over:educated country and that our stocks of
educated manpower are still very much on the low side.in comparison with
the developed countries. It is also argued that we should separate the
problem of employment from that of education and deal with it separately,
as- an economic issue, under plans of guaranteed employment to all,adult
citizens who are willing to work for eight hours a day, and- not worry" too
much' over  educated unemployment or the process.under which education
converts rural, uneducated unemployment or under-employment (which. .is
mute, . unorganized and without a nuisance wvalue) .into urban, educated
unemployment (which is vocal and organised, and has great nuisance
value). The majority of politicians go with this view because it is expe-
dient and also because it is very difficult and even dangerous to adopt the
opposite stance. Under these circumstances, the first step indicated. is to
have a detailed dialogue between academics, the reprcsentatives'of the
backward classes, and the politicians to decide whether a regulation of . the
expansion of secondary and higher education is needed at all or not and if
so, the form that it should take.
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5.18 What is the proper forum where a decision on this issue (and
other similar issues) can and should be taken? So far, the only forum
we have used for the purpose is the Central Advisory Board of Education.
Our experience of the past is that this is a weak forum. The Education
Ministers do not generally belong to the political heavy-weight category.
In the Board, they admit that they are helpless to protect education
adequately at the state level and request the Board to strengthen their
hands against their own government. The resolutions of the Board,
therefore, often remain unimplemented at the hands of the same Educa-
tion Ministers who :proposed and adopted them. We do not mean to say
that the Board has no utility. On the other hand, it is an important instru-
ment for the implementation of National Policies on Education and should
be fully utilized for all thatit can achieve. Our only point is that, for
major policy issues and especially for those that affect society and education
(or their mutual relationship), we must seek the help of other appropriate
forums, just as we are using the Parliament and the State Legislatures for
the formulation of the National Policy on Education (It would not be warth
the paper it is printed on if it were to be a CABE document).

'5.19 Our strong recommendation is that we should develop another
and a more powerful forum which can meet when necessary and discuss
major policy issues about education, viz., a conference of Chief Ministers
of States convened by the Prime Minister (and also attended by all Eduwca-
tion Ministers—Centre and States) and all Education Secretaries and Direc-
tors of Education. This issue about the regulation of the expansion of
secondary and higher education is a highly political issue which should be
discussed in'such a conference rather than in the CABE. We know that
the Prime Minister convenes conferences of Chief Ministers umpteen tines
and for consideration of almost every issue under the sun. But never have
Conferences of Chief Ministers been called to discuss basic educatinal
issues. This is a weakness in our administrative system which should be
corrected without any delay : we should look upon Conferences of Chief
Ministers convened by the Prime Minister as an important forum for disas-
sion of basic educational issues which are essentially political and use them
as frequently as is necessary in addition to the CABE which has its own
specific uses.

5.20 Of course, one cannot say in advance what such a confereice
will decide and what our future policy on this subject should be. Howerer,
we can indicate broadly the type of issues that should go before this cosfe-

rence.
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(1) Are we to regulate expansion of both secondary and university
education or only of the latter ? The opposition to regulate expansion of
secondary education is very strong, especially because children are only 13
or 14 years old when they complete elementary school aad middle class
parents just do not know what to do with them. 1In fact, the upper and
middle classes use secondary schools (and even colleges) as baby-sitting
establishments (if you describe these grown up children as babies) or as
cattle-pounds (if you describe them as young colts) just as the poor people
use elementary schools as baby-sitting institutions for children (of ages 6-8
years) who are not useful at home. But a mere regulation of enrolments
at the university stage will not serve our purpose fully unless we regulate
the expansion of secondary education also.

(2) The Education Commission suggested a compromise : the division
of the secondary stage into two sub-stages—a lower secondary stage up to
class X (where no attempt should be made to regulate enrolments and
where, in fact, we should attempt to provide universal education by 2000
AD) and a higher secondary stage (classes XI-XII) where selective admis-
sions should be introduced. This is, in many ways, an ideal solution. But
several persons do not accept a division of the secondary stage into two
sub-stages (although this is the common practice round the world). The
issue will have to be joined and a definite decision will have to be taken.

(3) How will this regulation of the expansion of secondary and
university education be attempted ? The Education Commission made
several excellent suggestions on this subject which were summarily rejected
in 1967-68 at the political level but are still valid. They have been repro-

duced below for ready reference :

“( 1) The capacity of a‘society to expand educational facilities in
terms of real resources sets up minimum targets (Para 5.13). The
Commission found that this salutary principle was generally
ignored in practice and that enrolments were increased without
increasing the facilities available. It was of the view that this
attempt to expand education at the cost of standards was harm-
ful and should be abandoned and recommended that enrolments
in any institution should be limited to the actual facilities avail-

able therein.

(2) The public demand for secondary and higher education and
even the desire to provide secondary and higher education to all
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talented students who deserve such education sets up high targets

.of enrolments which will be beyond our capacity to reach. The

commission, therefore,  recommended that we should try to

-ensure that .our enrolment . policy is based on social justice and

that secondary and higher edycation becomes available at Jeast
to the mos talented students (Para 5.13).

(3) The present policy of open door access has had several
undesirable’ consequences; (a) dilution of standards;: (b} over-
production of some:categories of personnel and under-production
in others; (c) over-enrolment from urban families and upper and
middle classes; and (d) under enrolment from the poorer sections.
(Para 5.07). This Commission was of the view that these evils
rcan be corrected only through a policy of selectlve admlss;ons
.Against this background the Commission made elaborate pro-
iposals for selective adrmsswns which can be summarised | as
follows :— o , '
(1) The attempt to introduce selectlve admlsswns at the univer-
sity 'stage only cannot succeed in isolation.. It must;be ac-
"co"i‘npa’fliéd by adequate preparation at the secondary stage,

§(2) Secondary education, as discussed earlier, should be divided

into two  sub- -stages : (1) a lower secondary stage ending with

:class X where no principle of selection should be introduced; and

{2) 'a higher secondary stage of classes XI-XIi (where the child
will be in thé age-group 17-18) where selective admissions could
‘and should be introduced.

(3) Selective admissions are not an end in themselves their
objectives are two : (a) to 1elate the out put of the educational
system to man-power needs so that educated unemploynent is
reduced; and (b) to relate admissions to provision of ficilities
.with a view to improving standards.

(4) Emphasis should be placed on proper planning of tte loca-
tion of higher secondary schools, colleges and universities and on
fixing the maximum number of students that can be admdtted to
them in view of the facilities that actually exist. This will be a
far more effective method of regulating enrolments than s:lective
.admissions as such.

(5) No selective admissions need be made where the nunber of
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applicants is already less than the number of seats available. But
where applicants exceed the number of seats available, selection
becomes inescapable and should be resorted to.

(6) Methods of selection should be improved. Better selection
tests should be devised and special emphasis should be laid on
social justice.

(7) The selective admissions are meant for full-time institutions
only. Side by side, the facilities for part-time and own-time
education should be fully expanded so that no individual who is
qualified and desires to study further need be denied any educa-
tion beyond Class X.

The Commission pointed out that a policy of selective
admissions exists even now, but it is in force only in a small core
of institutions of higher education with prestige and quality.
Here the net effect of selections is to convert these institutions
into ‘elite’ centres which are availed of mostly by the privileged
groups. On the other hand an open-door access is provided in
the vast bulk of the institutions of higher education which main-
tain indifferent standards and are mostly availed of by the common
people. The Commission wanted this ‘dualism’ to be reduced,
if not eliminated altogether. From this point of view, it made
two recommendations : (1) access to the good quality and
prestigeous institutions should be made available 'to talented
students from the non-privileged groups through a programme of
reservations, special facilities (like personal guidance, etc.),
scholarship and placement; and (2) the principal of selective
admissions as described above should also be introduced in all
the higher secondary schools and institutions of higher education
where a policy of open-door admissions prevail, mainly with a
view to prevent an undeserved or inappropriate use of these
resources.” !

These proposals will have to be taken up for discussion and decision
again at the political level. They cannot also be implemented by any single
State, unless an all-India policy is available to support its stand. In fact,

*  This is an extract from the authot’s forthcoming publication ;: The
Education Commission and After, Allied Publishers, New Delhi.
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as will be shown in a later section, we have reached a stage where no basic
problem in higher education can be tackled except on an all-India basis.

(4) Some ideas which will reduce the pressures on admissions to
higher education are also being canvassed in the hope that the political
powers that are unwilling to approve of direct selective admissions may be
willing to support such indirect measures. For instance —

—it is suggested that jobs should be delinked from degrees to the
extent possible and that higher education should be regarded as a
disqualification for a job for which only secondary education is
enough;

—it has been suggested that the Central and State Governments (as
well as the public sector undertakings) should recruit all their
personal at the end of the school stage and give them all the further
education in special institutions and that they should not recruit
any persons with university education; and

it has also been suggested that secondary education should be
largely vocationalized and that, at least 50 per cent of the students
should be diverted in the world of work.

There are other suggestions of a similar type also. Unfortunately,
these are not all quite workable and need an examination in depth. Even
if some of these ideas are found to be workable, it is doubtful whether they
can be a substitute for selective admissions, as their promoters seem to
think. In all probability, we may use them best as supplementary measures
to a policy of selective admissions so that a frontal decision on the problem
of selective admissions at the higher secondary and university stages
becomes inescapable.

Our suggestion is that the Ministry of Education and Social Welfare
should prepare a working paper on the subject on the above lines, place it
before the CABE for advice, and then take it to a Conference of Chief
Ministers convened by the Prime Minister.

5.21 Equality of Educational Opportunity: The Indian education
system suffers from a number of crises. The over-expansion of secondary
and higher education which benefited the ruling upper and middle classes
may be described as the crisis of performance. At the same time, our
educationl system has failed to provide adequately for the education of the
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common people, both from a quantitative and qualitative point of view,
and this may be described as a crisis of non-performance.

(1) On the quantitative side, for instance, the British administrators
evolved a system which ignored the education of the common people and
concentrated its attention on the education of the upper and middle classes
who could work as interpreters and intermediaries between them and the
people. Perhaps they were right in adopting this limited policy. But the
Indians who came to power in 1947 were expected to take a different
approach because they were, in a way, trustees for the people and because
a policy of educating the people was also justified in their own enlightened
self-interest. But the review of educational developments since 1947 has
shown conclusively that, by and large, we have attempted only a linear
expansion of this system which has reached fantastic dimensions by
1975-76: 641, 663 institutions, 3,069,359 teachers, 95,285,550 students and
an expenditure of Rs.21,407 million or 3.4 per cent of the national income.
But its principal beneficiaries are still the upper and middle classes who
occupy about 70 per cent of the seats at the secondary stage and 80 per
cent of those at the university stage. About 20 per cent of the children of
the masses (60 per cent of whom still continue to be illiterate) never go to
school; and of those that do, only less than 20 per cent survive till the end
of the elementary stage. In spite of all the achievements (and those not
small) in the education of girls, scheduled castes and scheduled tribes, or
in spreading education in rural and backward areas, this over-all inegalitarian
scene continues to dominate the quantitative aspects of education.

(2) On the qualitative side also, the same inegalitarian scene holds
sway. We have created a dual system of education, both at the school and
university stages, in which the children of the haves can receive good edu-
cation while the children of the common man have access only to
educational institutions of poor or indifferent quality. In spite of all the
talk to the contrary, it has not been possible to break (or even to weaken)
the stranglehold of this vicious system.

If equality of educational opportunity is our goal, these inequalities,
both quantitative and qualitative, will have to be done away with; and this
is obviously the hard core of the educational transformation that we must
bring about as soon as possible, and under any circumstances, before the
end of the present century.

5.22 How can we make an effective impact in this deep-seated and
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almost intractable problem of inequality of educational opportunity and
re-orient our system to the education of the people instead of to that ef the
upper and middle classes? Fortunately, the gravity of the problem is now
unlversally acknowledged and the polrcles and programmes that will help
us to solve it are also identfied. These include:

N UniVersal elementary education to be provided to all children in
the age-group 6-14 under a time-bound, short-range programme;

(2) Liquidation of adult illiteracy and provision of* adult education in
a s1m11ar short-range and tlme-bond programme;

(3) Adoption of the common school system of public education (with
the inclusion of the neighbourhood school plan at the elementary stage)
and the abolition of all public and special schools ; and :

(4) Provmon of equltable access to the children of the common
people to secondary and. hrgher education;

(5) Assistance to at least all talented but economically handicapped
or socially disadvantaged children to receive all education which they desire

and for which they qualify themselves.

We will discuss each of these programmes briefly. .

5.23 Universalization of Elementary Education: The first of theée
programmes, Vviz., universal elementary education for children in the
age-group 6-14 is 4 Constitutional directive and there is universal agree-
ment that it should be implemented on the basis of the highest. priority.
1t was included in the Constitution with a specific time-limit that it:should
be implemented by 1960, but this was not done. The programme was
again included in the National Policy on Education (1968) without a
time-limit, and the progress was slower still. The urgent need-now is to
prepare a fresh plan to reach the goal in a few years. The available data
shows that the best opportunity we have to reach this goal is to make an
intensive effort between now and 1987-88 (i.e. the next ten years) bécau‘_se
the growth in the child population is expected to be the least in this decade.
We are therefore strongly of the view that the Central and the State
Governments should commit themselves to the full implementation of this
programme within a period of ten years and, at any rate, before the end of

1990-91.
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524 In a non-controversial and agreed programme of this type, no
special purpose is served by including the objective only in the National
Policy on Education. What is needed is to analyse the causes of our failure
in the past—in a way, we are trying to implement the programme ever since
1882 when the Indian Education Commission emphasized it—and to take
suitable remedial action. For instance, let us not forget that the pro-
grammes of universal elementary education have failed in the past, not
because the Government of India lacked good intentions, but because there
was not enough of commitment at the State Government levels, not enough
of a public demand at the grass-roots level, not enough attempt to reduce
poverty and to raise the standards of living of the people, not enough
attempt to educate the- illiterate masses, not enough of political support
(except for appointment of additional teachers), and no provision of equa-
lization grants from the Centre to the poor and less advanced States where
most of the non-attending children are. It is these weaknesses which will
have to be ovetcome.

5.25 Another point to be remembred is that we will never be able to
make elemetary education universal unless we abandon our exclusive depen-
dance on .the existing system of single-point entry, sequential annual
promotions, full-time attendance by students and use of only full-time
professional teachers. Instead we have to create a new educational
structure with adequate components of non-formal education in which a
multi-point entry would be adopted, part-time non-formal programmes
would be organized in a big way, and full use will be made of all the teach-
ing resources of the community. If this is done, we will have four' channels
of elementary education instead of the only one we provide at present.
They will include :

(1) students enrolled, in class I who will go on to class VIII sequen-

. tially and study on a full-time basis (the existing stream);

' (2) students in the age-group 9-11 who have not been to school or
have dropped out but who should now be enrolled in part-time
non-formal classes and enabled to complete the primary stage
(classes I-V) in about 2 or 3 years (New Stream I} ;

(3) students in the age-group 11-14 who have not been to school or
have dropped out before comipleting class V and who should
now be enrolled in part-time non-formal classes and enabled to
complete the primary stage. (classes I-V)in 1 to 3 years (New
Stream II} ;
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(4) students who have completed the primary stage (classes I-V)
on a full-time basis but cannot continue at the middle school
stage on a whole-time basis, and students who have completed
the primary stage in the part-time non-formal channels (New
Streams I and II above) —all these should be enrolled in part-
time non-formal classes at the middle school level and enabled
to complete that stage (classes VI-VIII) in about 2 to 4 years
(New stream III). '

It is obvious that, if all these four streams are started simultaneously,
it will be possible to reach our goal of universalization much more quickly
and to bring every child in the age-group 6-14 under instruction, within a
period of ten years, on a full-time basis, if possible, and on a part-time
basis if necessary. The development of these programmes will be greatly
helped if a few experimental projects could he organized in every State so
that valuable experience gained in them can be generalized with advantage.

5.26 The other measures needed in this context will include

—qualitative improvement of elementary schools so that their attra-
cting and holding power is increased ;

—revision of curricula and relating them to the environment and
evolving a flexible system in relation to vacations, number of work-
ing days in a year, or hours of work on any working day ;

—special attention to girls and children of the scheduled castes, tribes,

landless agricultural labourers and such other weaker sections who
form the vast bulk of non-attending children ;

—close involvement of the community (and especially the parents of
non-attending children) and bringing the school and its community
closer together through programmes of mutual service and support;

—decentralization of administration so that all school education is
effectively administered from the district level ;

—adequate provision of assistance or incentives to poor children
(e.g. free supplies of books and educational materials, free school
meals, free uniforms, etc) ; and

—reducing unit costs in elementary education and providing all the
funds needed on a priority basis.

Obviously, programmes of adult literacy and improving standards of
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living of the poor (which should be pursued simultaneously) will be of great
help in the universalization of elementary education.

5.27 A special emphasis has to be laid on financial support to the edu-
cationally less advanced States—eight of these States now have 76 per cent
of the total non-attending children in the country. They will therefore need
very large outlays on elementary education which they will not be able to
raise on their own. An equalization grant for such States will therefore
have to be instituted.

5.28 Adult Education: The Government of India has already initia-
ted a major programme for adult education, including the liquidation of
adult illiteracy. The special features of this programme which is miles
ahead of what the National Policy on Education (1968) stated and is, in
some ways, even ahead of the recommendations of the Education Commi-
ssion may be stated as follows:

—the enunciation of a new concept of literacy which includes aware-
ness and functionality and is, to that extent, a great advance over
the earlier thinking on the subject ;

—the use of both official and non-official agencies ;

—stress on rural areas, on women, scheduled castes and tribes and on
other weaker sections ;

—adequate provision for production of materials, training of workers,
and a built-in system of evaluation ; and

—all the essential provision of for follow-up and post-literacy pro-
grammes.

The objective of the programme is ambitious; to make a hundred
million adults (age 15 and over) literate in a period of five years.

5.29 While the programme is generally welcomed in all quarters
several scholars are sceptical of its success and debates are going on around
four of its main features. The first of these relates to the problem of
motivation : how shall we motivate so many adult illiterates to learn ? The
answer lies in the wider objectives of the programme which go beyond
mere literacy and lay emphasis on making the adults aware of themselves
and of the social reality around them, of organizing them to solve their
day to day problems and of raising their standards of living. If a wider
movement of this type can be developed, the adults will be motivated in
large numbers and the programme will succeed. If, on the other hand, it
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is limited to mere literacy, adult motivation will remain weak and we will
not be able to achieve even literacy on a large scale. The second issue
refers to the attitudes which the educated people will adopt towards this
programme : cynical disbelief, hostility (open or implied), or active coopera-
tion. The first is probably the commonest attitude while the last is
obviously the most desirable. The third aspect of the problem relates to
the agencies of implementation. At present the programme is expected to
be implemented' by the bureaucracy and voluntary agencies and political
parties and workers are given a minor role. Doubts have been expressed
whether this programme can be implemented at all without the active and
direct involvement of * political parties and workers. The fourth contro-’
versy relates to funds. If a hundred million people are to be made literate,
the total cost of the programme would exceed Rs. 7000 million (at the offi-
cial estimate of Rs.70 per person which includes only the direct éxpendi-
ture on the literacy stage) while the actual provision is only of Rs. 2000
" million. Even if the Planning Commission has assured more funds, if
needed, it may not be able to keep its promise in the.present circumstance
when the dangers of large reductions even in the existing meagre allocations
to education cannot be entirely ruled out.

5.30 There is no point in underestimating the difficulties involved,
whether these or others. But one significant issue must be emphasized.
This is the fiest time in our history when we are at least planning to make
a radical change in our educational system. If the programmes of universal
elementary and adult education become successful, our education system
will ‘be geared to the interests of the masses instead of to those of the
upper and middle classes; and the greatest step would have been taken
to create a real equality of educational opportunity. What is expected
therefore is constructive and helpful criticism and full cooperation from all
concerned so that the difficulties facing the programme are reduced and
it is successfully implemented in about ten years.

5.31 The Common School System : The third of these major pro-
grammes, whose objective is to creat real equlity of educational opportunity
from the qualitative point of view, includes the trio of the common school
system, the neighbourhood school plan, and the radical transformation or
abolition of the public schoois. These are the most controversial subjects,
especially because the educational rights of the minorities complicate the
situation. It is difficult to arrive at a concensus on these issues and still
more difficult to implement a meaningful policy about them. For instance,
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regarding the common school system (including the neighbourhood school
plan), the following schools of thought have emerged —

(1) The common school system as recommended by the Education
Commission (paras 1.36 to 1. 38) should be immediately adopted, the nece-
ssary amendments made to the Constitution, and the public schools should
be abolished ;

(2) At the very minimum, the concept of the neighbourhood school
should be adopted at the elementary stage immediately, the implication
being that no public or special school is allowed to function at this stage ;

(3) The common school system should be adopted as the ultimate ob-
jective and should be implemented gradually and through perSuatlon and
improvement of standards in the general schools ;

(4) The common school concept is wrong in theory and undersirable.
Democracy requires that private schools should be allowed to exist, and
parents should have the freedom to choosg the school their children should
attend. The rights guaranteed to minorities should not be abrogated

There is no common meeting point in all these views and unless there
is a more sustained dialogue on the subject in depth, both among the aca-
demics and politicians, and new social and political forces gmerge on the
scene, a reasonable concensus is not llkely to emerge.}

5.32 With regard to the publlc schools also, the fol]owmg schools of
thought have emerged. . : ‘ o

(1) The Public schools should be abohshed forththh At any rate,
no Public school should be allowed to function at the elementary stage or
for children in the age-group 6-14.

(2) The Public schools.need not be abotished. 1In fact, they should
become a part of the National System of Education as pace-setting and
good quality institutions. However, on grounds of equity, talented chil-
dren coming from the poorer social groups should have adequate access to
them. From this point of view, a major reform to be implemented is to
require the Public schools to institute fellowships, from their own resources,
to about 25-50 per ‘cent of their students. .

1 Extract from the Author’s forthcommp publicalion, The Education
Commission and After, Allied Publishers, New Delhi.
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{3) The Public schools:are good institutions and deserve to be:encou-
raged. The State Governments should establish Rublic schools, select sty-
dents for them on merits and give them adequate scholarshlps In the
‘non-goyernment public schools, fellowshlps to cover the entlre cost should
be provided by the State to 50 per cent of the students who should be

selected on merits. -

As in:the.case of the Common $chool,. System, it has not yet been
possible to arrive at a.concensus on the issue of Public Schools.?

5.33 Regarding thé educational rights of thinorities, two main ‘issties
have to be discussed. = The first is their right to provide an education of
their choice, . within the broad framework of the na.ﬁona& b{?kicy on educa-
tion, to their own children. _This, is. beyond dispute. The Constitution
protects this right and we should go one step ahead and promote it. But
the minority n{anaged schools, attended mostly by childrétr not belonging
fo the mmormes link themselves with prlvxlege and fristrate the attempts
'of the Stats to create an egalitarian education system which 'is impHeit in
the Preamble to the Constitution. This distortion of the role’ of minerity
schools can and should be prevented. S )

4

534 It is obvious that all these lssues are extremely s1gmﬁc=mt and
Bésically polltlcal They will have’ therefore to be dec1ded on a po’htlcal
platform, viz., the Parliament and the State Legls]atures But decisions” in
favour of equality are.not likely to be taken untjl appropriate mew social
and political forces arise. Till then, it is our duty to keep the torch burn-
ing and the debate gOing on every possible platform. |

L LR ' ! S

5.35 Access of the Common People to Seconda/ 'y and Htghe/ Edu-
cation (including scholarships to talented but economically handtcapped
students): While the common people do need a fairer deal through liqui-
dation of adult illiteracy and universal elementary education, we should
not conclude that the demands of equality of educational opportunity will
be fully met if this alone is done. We must go one step ahead and give
them better access to secondary and university education "as well. It was
pointed out earlier that the‘upper and the middle classes méw take up-to
70% of the seats available in secondary education and 80 per cent of the
seats in higher education. 1t should be our target that the common people

1 Ibid.
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should get at least 50 per cent of the seats in seconday and higher edu-
cation. . :

5.36 Several programmes will have to be dc?e]dped from this point
of view. These include: o

-(1): Development of non-formal programmes of part-time and own-time
~education and throwing.up all Board and university examinations to private
candidates :

(2) A nationwide search for discovery of talent on the lines reco-
.mmended- by the Education Commission (1964-66) and the provision of full
financial support to-all the talented but:economically handicapped and
socially disadvantaged students to receive all further education they desire
and qualify themsglves: for ;

(3) The continuance and rationalization of the financial supf)ort given
to students of the scheduled castes and schedyled tribes ;

(4) Initiation of a major ptogramme'of financial assistance to eco-
‘momically handicapped students othier than scheduled castes and scheduled
tribes and its graduat éxpansion so that eventually, there will be a common
programme of financial support to talented but :economically: handlcapped
students irrespective of caste or birth ; and g :

A (5) Introductlon of a system of reservations in secondary and higher
Veducatlon for the children from the economlcally handlcapped and socially
dlsadvantaged families. The system may work somewhat on the lines
indicated below.

(a) About 5 percent of the seats. in secondary and university edu-
cation will be taken up by talented but economically handicapped
. children selected under (2) above ;

-(b) The scheduled castes, and schedulgd tribes are entlt]ed to 21 per

- cent-of the available,seats on, the basis. of their popyjation.. But

at present they actually ayail themselyes. of 5 per cent seats only.

While reservation on the population basis shoyld continue for

. them, let us assume that, by 2000 A.D., they will occupy at least
.15 per_cent of the seats. avallable .

(¢) There are:three other aspirant and deservmg groups to be congi-
dered: all children of poor parents (other tham scheduled castes
and tribes); all first “generation- learners, “irrespective of social
class and status; and all girls; alsa irrespective of social class and
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status. These groups have no assured financial support andl no
reservations. They occupy about 30-40 per cent of the seats
(the girls coming mostly from the privileged classes). It is pro-
posed that we may reserve this category for -all children of the
poor people (other than scheduled castes and scheduled tribes)
‘only, with special encouragement for girls and first - generation
learners. This group should be given some assured financial
support and about 40 p.c. of the seats should be reserved for
them.

(d) The privileged classes thus get the remaining 40 per cent
of the seats (which is out of proportion to their number) and
the reserved but unatilized seats.

One need not insist on the precise figures used. They should be taken
only as indicative of the direction in which we should move.1!

5.37 The Pre-School Child (0-6 years): Mention may be made here
of the need and significance. of - developing comprehensive services (i.e.
putrition, immupnization, health, general care and education) to pre-school
children (0-6 years), especially those who come from deprived backgrounds,
as an important programme for equalization of educational opportunity.
This is not an entirely new service and a good deal is already being done
in the departments of education and social welfare and in organized in-
dustry. What is needed is to secure a planned extension of this programme
(and its qualitative improvement) especially to include the underprivileged
groups, the rural areas and the unorganized sector. Our target should be
to cover about 10 per cent of the age-group by the year 2000, broadly on
the lines recommended by the Working Group on the Development of the
Pre-School Child (1971).

5.38 The Common Pattern of School and College Classes: Qur review
of past educational developments has shown that, ever since 1945, we have
been continually obsessed with the concept of the National Pattern of
School and College Classes (which quite a few people wrongly identify with
the national system of education itself ), that we have wasted a good deal
of money (and other things besides) in several unwise experiments, and that
at last we have adpoted the 10--2+3 pattern which has been implemented
by all the fifteen-year States and by some fourteen-year States as well (with
! Extract from theé Auther’s forthcoming publication : The Education

Commission and After, Allied Publishers, New Delhi.
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the CABE option of a two-year pass course for the first degree). The recent
controversies that have erupted on the subject are therefore very unfortu-
nate. We should be able to put them behind us and get rid of this obse-
ssion, once and for ever, by adopting the pattern in all States and Union
Territories, say, before the end of the sixth plan. This will be easy because
the CABE option of a two-year pass course has become a part of the
national pattern as well as of the National Policy on Education (1979).
What is needed is an elaboration of the proposal. The fourteen-year States
now have, in practice, a five-year course (covering the graduate and
post-graduate stages) till the rescatch stage (Ph.D.) begins. This includes:
a two year course for the first degree; another two-year course for the
second degree; and a one-year course for the M.Phil degree. All that is
needed now a reorganization of these five years so that no heavy additional
inputs are needed to adpot the new pattern. This may be attempted in
several ways. But the proposals of the Jammu and Kashmir State (which is
the first fourteen-year State to adopt the pattern) can serve asa good
model. They can be summarized as follows: '

(1) The existing two-year course at the undergraduate stage will
continue unchanged and will result in the award of a pass degree.

(2) This will be follow by a one-year course for the honours degree.
Admissjons will be open only to those who have secured at least 50 per
cent marks at the pass degree examination. The course will also be orga-
nized only in selected colleges where the necessary facilities exist. Eligible
candidates can also appear privately at the honours examination.

(3) Then will come a two-year M.A. course which will also absorb the
present M.Phil course. In other words, students who have done the new
masters degree can go stralght to Ph. D. But if some teachers do not want
to do Ph.D., a special M.Phil course at a higher level will be organised for
them. P

5.39 Proposal of this type (with some variations to suit local condi-
tions) can be formulated by every fourteen-year State and implemented
with little additional expense and with hardly any dislocation in the exis-
ting system. What is needed is an intensive follow-up. It is therefore
suggested that the Ministry of Education and Social Welfare and the UGC
should set up a Joint Committee (with a representative of the Planning
Commission thereon) to pursue this matter vigorously with all the four-
teen-year States and to see that they adopt the new pattern before the end
of the Sixth Plan. If that is done, a broadly uniform pattern of school
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and college classes would have been .introduced in all parts of the - country
and the problem which we began to tinker with in 1945 would have at
last been solved in a period of about 40 years. That would certainly be
an achievement and something we . can look forward to with a sigh of _

relief. : v o
‘5,40 1t is also necessary to take the fo]lowmg measures to: complete
thls reform. :

(1) It is necessary to stabilize the pattern, partly because the people
are, weary of frequent changes and partly because such structural changes
are dlﬂicult to implement, costly and drsturblng The State Goveriiments
should be requested to adopt the new pattern but then to make no further
changes therem At any rate, frequent dabblmg with the pattern “should
be stoppead. Some have even suggested a parhamentary leglslatlon for the

purpose. ' _ , S L

(2) It is necessary to educate the public properly on this issue. :The
people must be categorically told that the pattern or structure is merely
skeleton of the national system of education and not the ‘education system
itself. They should also be clearly told that the structure should not be
over emphasrsed because it has the least effect on standards )

3 Havmg adopted the new pattern unlformly throughout the
country,, we should now concentrate on programmes for 1mprov1ng stan-
dards. The first of these is to rarse the quallty of inputs into the structure
These mclude better teachers, better currrcula better educatlonal materals
better methods of teachrng and evaluatlon, better student servrces cleser
community contacts, better supervlslon and better buildings and equip-
ment. The second is tO ensure that the existing facilities are utilized
to the utmost through proper planmng and the création of a chmatt of
dedicated hard work. At présent, the quahty of the inputs is very unsatis-
factory in the vast bulk of our institutions and the low intensity with which
we use the ex1stmg facilities is' disgraceful and almost criminal in'a poor
and developing country. This merely hrghhghts the pbmt that the adop-
tion of the pattern is not the /ast bat only the first step in a progiamme of
creating a national system ‘of education and improving standards and that
an immense task awaits all of us in the field during the next ten years or

so.1 .

1 Based on the Author’s fofthcoming pubhcatlon, The Educatzon Conmi-
ssion and After, Allied Publishers, New Delhi. :
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5.41 The Education Commission highlighted thrce major weak-
nesses of the existing educational structure, viz.,

—the chaotic variety of the pattern of the school and college classes
from State to State ; '

-—its exclusive dependance on the formal channel of education with
its insistence on single point entry, sequential promotions, full-time
attendance by students and exclusive use of full-time professional
teachers; and :

~—its insistence on uniformity which tended to miake it both rigid and
static.

It did recommend the adoption of a uniform pattern of school and
college classes which was a desirable reform. But it placed far greater
emphasis on the removal of the remaining two weakneses. Unfortunately,
these significant recommendations have been lost sight of in our obsession
to adopt a common pattern of school and college classes. Now that this
problem will be behind us very soon and we would be free from this
obsession, we should concenrate our energies in the years ahead on remov-
ing these two basic weaknesses of our educatlonal structure and on the
creation of a new system which

—would not divide life into two . water-tight compartments of full-
time education followed by full-time work, but would make it
possible for all individuals to combine work and education

throughout life ;

—would not divide individuals into two rigid categories of (a)
educated people who do not work with their hands and (b) workers
who do not receive ‘any formal education, but would make all
1nd1v1duals educated persons and productlve workers ;

—waould emphasxze learnmg rather than teachmg ;

" .-—would not be exclusively dependent on full-time and formal educa—

tion, but should develop large-scale programmes of non-formal

e education and all the three channels of full-time, part-time and
own-time education which should have an equal status ;.

——woﬁld not be exclusively dependent on full-time teachers and wuse
all the teaching resources available in the community ;
i .

—would be decentralised, divell'siﬁed, elastic and dynamic/and would
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provide large scope for experimentation and innovation by schools
and teachers ; and

—would provide a peribd of part-time education and part-time work
between full-time education and full-time work to make the transi-
tion smooth ; and in addition, would also provide a programme of
recurrent and continuing education so that every individual shall
have all the opportunities for life-Jong: learning through a channel
of his choice; and he may also return to the formal system or step
off it according to his needs.

The underlying ideas for all these proposals are : the development
of non-formal education programmes in a big way, not only at the element-
ary stage as suggeted earlier, but at all stages; removal of the existing
dichotomy between education and work by making work-experience an
integral part of all education and by creating possibilities for all workers to
continue their education through non-formal channels; and the creation of
a system of recurrent education which would provide opportunities of  life-
long learning for all and eventually create a learning society. We should
see that this transformation takes place substantially by 1991 and is well-
established by the end of the century. ,

5.42 Language Policy : Our review of the educational developments'
during the last 30 years has shown that our language problem basically
arose from the three political commitments we made in the pre-indepen-
dence period when we were clarifying our concept of a national system of
education for the country, viz.,-(1) Hindi shall be the official language of
the Union and also the link language at the national level, (2) the regional
languages shall be adopted in administration and courts and used as media
of instruction at all stages of education, and (3) the over-riding importance
of English will be reduced and it will remain with us mainly as our princi-
pal but not the exclusive window on the world. It is these commitments
that raised several difficult problems in the post-independence period.
Over the last 30 years, however, we have evolved fairly satisfactory solu-
tions to these problems and have also- made considerable progress in
solving them. We have also reconciled ourselves to the position that we
have to live with these problems for a long time and work patiently for
their ultimate solution, taking care to see that the extremists in every camp
(pro-English, pro-Hindi, and pro-Regional languages) are kept in check

and that the language issue is not allowed to explode.
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.43 It is very desirable that, in the years ahead, the political aspects
of the language problem are underplayed and full attention is concentrated

on its academic aspects. These include :

(1) the consolidation and completion of the programme of using
regional languages as media of instruction at the university stage initiated
in 1968. This programme should be fully and satisfactorily implemented
in about ten years ;

(2) Adoption of improved methods of tedching English at all stages,
and the provision of adequate facilities for the purpose in all colleges and
universities ;

(3) Accelerating the programmes for the spread of Hindi in non-
Hindi areas ;

(4) Better implementation of the three-language formu]a ; and

(5) Adequate steps for the deve]opment of Hindi and all the other
regional languages.

It should be possible for us, if we play our cards well, to solve most
of language problems by the end of the present century.

5.44 Secondary Education: Secondary education has always been
tlhe proverbial weakest link in the chain of Indian education and it has
gienerally been ignored because it does not have the prestige and attraction
of higher education and the popular appeal of clementary education. Tt
hias also suffered from the lack of a specific purpose of its own and has
gienerally been looked upon merely as a ladder to higher education. We
hiave not been able so far to reconcile its two different objectives of (1)
preparing for admission to a university and (2) training for specific job or
set of joBs which would make it effectively terminal. Nor have we been
alble to diversify it adequately to meet the interest, aptitudes and needs of
varied groups of adolescents that have now begun to enter secondary
schools. The problems of secondary educatlon will therefore need priority
atttention in the days ahead.

5.45 One of the major ‘issues which will have to be discussed
amd decided in this context is this: should secondary education be
ome integrated unit as recommended by the Post-War Plan of Educa-
tiional Development in India (1944-84) and the Secondary Education
Clommission (1952) or should it be divided into two sub-stages as recom-
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mended by-the -Education Commission’ (1964-66) ? - There are of course
several arguments in favour of the proposal made by the Education Com-
mission. Reference has already been to the need to expand (and even
universalize) education upto class X and to introduce selective admissions
(which cannot be postponed to the undergraduate stage) in classes XI-XII.
A continuous secondary education stage will also create a situation Where
every secondary.school will be required to teach all classes from VIII/IX
to X1I-a programme which will be very costly and academically . non-viable.
The Commission also found that Class VIII or IX is too early to start
sPecxahzatlon and that it ‘cannot also be made to wait till thé undergraduate
stage. Thé Commission therefore broke the duration of secondary educa-
tion into two sub-stages : a lower secondary stage of two or three years
(classes, VIII/IX-X) and a higher secondary stage of two years (classes
XI-XII). This is so fundamental a reform that it could be very wrong to
go back upon it. This reform should also be stablllzed along w1th the
pattern of schooI and college classes. :

S. 46 Several important ISSI;‘CS in secondary educatlon awalt our
attention in the years ahead. Some of these are very old (e.g. vocationa-
hzatlon) and we have been grappling with them  for nearly a century.
Others are new and some will ‘arise when elementary education ‘becores

universal by about 1991 or so.

(1) The first relates to expansion. The demand for secondary educa-
tion will increase as time passes, not only in urban areas but in ryral
areas as well, especially because the age of marriage is being raised with a
view to control population growth When elementary education becomes
universal, almost all children in the age-group 6-14 will complete class VII
or class VIII as the case may be and we may, be called upon to provide (a)
full-time or part-time secondary education to about 40 per cent of;;thé!‘aige-
group who may decide to complete the full secondary course and go even
beyond; (b) full-time or part-time vocational education to another 20 per-
cent of the age-group who may decide to enter the world of work after
such vocational preparation; and (c) some non-formal education to thé
remaining 40 per cent of the age-group who may enter the world of work
direct and who will need such education very badly. Of these various
programmés needed, we have so far been able to develop only two: (a)
full-time general secondary education which we now provide to about 20
per ‘cént of the age-group; and'(b) full-time vocational education which we
now provide to about two per cent of the age-group. How big and varied
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the new tasks before us are will be evident from the comparison of this
‘little done’ to the ‘vast undone’ as indicated above. The magnitude of the
task increases still further if we were to strive to universalize education in
classes 1-X by the 2000 A.D. In particular, we will have to lay special
emphasis on the development of non-formal, part-time secondary educa-
tion which we should strive to provide for all adolescents between 14 and
18 years of age who do not join any formal stream of secondary education
general or vocational. ’
(2) Allied to this problem is the issue of regulating the opening and
establishment of new secondary schools; a demand for which is growing
in rural areas. It is our experience that most of our rural secondary
schools are small institutions-with less than 100 students-—and that the
cost per pupil in these institutions is high and their efficiency low. The
problem therefore is to reconcile the increasing demand for secondary
schools in rural-areas with the creation of institutions of an optimum size
(say, with an enrolment of about 240 students) which would be academi-
cally and financially viable. Obviously, what we have to adopt is a.pack-
age deal consisting of widg opportunities to study at the secondary stage
through correspondence courses (or brivately), combined with a prog-
ramme of hostels and scholarships and the control of the location and
planning of new secondary schools and the consohdatlon of existing one.
Detailed guidelines on these issues will have to be formulated comperhen-
siwe plans for expansion of secondary education will have to be prepared
for each district, and the new policies w1ll have to be enforced strictly in a
susstained fashion. -

(3) The next is the issue of the diversification of courses Our general
secondary education is still very limited in scopé because it continues to
be based on the model of the grammar schools in England which we
copied in the early nineteenth century. This model did not create any
mayjor crisis so long as secondary education was limited to -a few. But it
has run into difficulties already with a expansion of secondary education
and will be totally unworkable in the years ahead when secondary edu-
cation will be at least widespread, if not universal. We must therefore
diwersify secondary education to meet the interests, aptitudes and needs
of the immense variety of students that will attend them. This problem
willl have to be thought afresh because there is little guidance thereon in
the Report of the Education Commission.

(4) The problem of vocationalization is ‘still a vexed issue. The
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proposals of the Education Commission on the subject were unrealistic,
But there are no clear ideas about alternative strategies, except one useful
suggestion: we must lay greater emphasis on industry-based courses of
vocational education. This is yet another area where new thinking is called
for.

(5) There is also the basic problem of relevance. What does secon-
dary education achieve? It has been said that the existing secondary school
fits a student for entry into the university or college and almost unfits him
for everything else. The basic challenge therefore is to provide meaning-
ful secondary education, not only to the minority who goes to college, but
to the majority which does not proceed further. This is yet another aspect
which calls for fresh and innovative thinking.

-(6) The problem of standards in secondary education is crucial be-
cause on it depends the quality of teachers in elementary schools or the
students at the university stage. This has also been a neglected area in the
past and deserves emphasis in the days ahead.

All these problems of secondary education have been largely neglected
in the past; and because of this neglect, they climb up and become the still
more difficult, still more complex and still more intractable problems of
higher education. It would therefore be extremely worthwhile to con-
centrate on them even as an important means of solving the problems of
higher education. ‘

5.47 Higher Education : The worst crisis in the existing system of
education is seen at the university stage where the system has become
almost dysfunctional and where the continuous instances of student unrest
are both a cause and an effect of this crisis. It is again at this stage that
the social crisis in our midst gets closely related to the educational crisis
and the fusion becomes even more resistant to solution unless we attepmt
a simultaneous revolution in the socio-economic and educational fields.
This is probably the most difficult part of the educational reconstruction
we have to attempt and also the most significant.

5.47 We shall have to deal with the following problems of higher
education in the days ahead on a priority basis.

(1) The problems of expansion, including the planning and location
of new educational institutions, adoption of the principle of selective admis-
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sions, consolidation of existing institutions, and full development of non-
formal channels of part-time and own-time education ;

(2) The problem of revising courses, both at the under-graduate and
post-graduate stages, on the principles of relevance, diversification, and
modernization ;

(3) The problem of raising standards including faculty development,
adoption of new methods of teaching and evaluation, use of regional langu-
ages as media of instruction and giving the students a better command
over English to provide them direct access to the growing knowledge in the
world ;

(4) The problem of diversification of institutions of higher education
so that a variety of models are adopted to meet the extremely divergent
demands that are now being made upon the system ;

(5) The problems of students including the provision of adeqﬁate
student services, their involvement in meaningful and challenging prog-
rammes of social or-natiotal service, and association with governance ;

(6) The problems of administration, including university autonomy
and establishment of autonomous colleges; and ‘

(7) The promotion of research in all fields so that ‘we develop an
imdigenous capability and Indian institutions of higher education come to
occupy a place of honour in the world effort to pursue truth and excellence.

5.48 It has been our experience in the past that problems of higher
education are very difficult to solve on account of a number of peculiar
fiactors. First and foremost among these is political interference: almost
esvery political party has its student wings and politicians are very eager to
jump into the fray when there is the least dissatisfaction on any
issue on the university campus. Consequently,. the so-called autonomous
organs of the university are hardly ever autonomous to decide the issues
faacing them. An appeal to all political parties to keep their hands off the
ciampus has not worked in practice; nor has it been possible to arrive at .a
cioncensus regarding a ‘code of conduct’ for the political parties in dealing
swith the university system. Secondly, a certain cynicism has gradually
cirept in over the years and the vast majority of students and teachers do
mot find any meaning and relevance in what they are doing. This leads to
a sapping of student motivation and a virtual collapse of the basic educa-
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tional process in a majority of class-room situations. Thirdly, as the
examinations and degrees still continue to have. their 51gn1ﬁcance (whlch
has probably increased), the students generally try to take the easy way
out and: to pass the examinations by all means, fair or foul, including mass
‘copying. These evils are becoming very difficult to control because disci-
pline on the campus has broken down beyond repair. Fourthly, almost any
major iSSue in higher education now takes an all-India turn: no single
umversgty can decide it thhout réference to the State Government and
to t,he sﬁuatxon in the other universities in the State; and no State Govern-
ment can take a firm stand unless there is a national policy to support it.
It is issues of this type that will have to be ‘examined comprehensively and
tn depth by the Ministry of Education, the UGC, the State Governments,
and the universities. They have to prepare a policy and a programme to
.deal with this complex situation and to implement in vigorously by provi-
ding good leadership at the universit); level. Some steps in this direction
have already been taken. For instance, the UGC has brought out a
policy-frame for ‘the dévelopmeént of higher education. What is now
needed is to go ahead and prepare a' detailed development plan for higher
education spread over the next 20 years. :What is important to note is
that a programme of promotlng good_activities like faculty development
or examination reform is not enough; it is also essential to' develop a
simultaneous programme of curbing the disruptive elements that destroy
. ina day all the good work:built over a year.

LA

- 5.49 Qualitative Improvement : It is a pity that programmes for

the ‘qualitative improvement of education are being neglected since 1947.
It will be recalled that the Education Commission placed a very great
emphasis on a continuous improvement of standards so that they dre
‘adequate in relation to'the task for which they are intended, dynamic in
the sense that they keep on rising with the demands for the higher levels
-of knowledge, skills or character which a modernising society, makes, and
internationally comparable at least in those key sectors where such com-
parison is important. But the National Policy on Education (1968) did
not highlight them as it had been decided to emphasize programmes of
-expansion. It is however obvious that we cannot continue to ignore them
w.any longer. The Education Com nission pointed out some of Herculean
efforts needed for ‘the purpose and laid great emphasis, not only on , the
‘special programmes of gqualitative improvement needed at every stage,
but also on some general programmes which apply to all stages and,sectars
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of the education system, viz., (1) orgamqatlon of a nation-wide movement
for school improvement; (2) creation of a climate of sustained Hard work;
(3) intensive use of facilities available; (4) creation of an integrated
system; (5) development of pace-setting institutions at every stage and in
every sector of education. These and other programmes of qualitative
improvement will have to be high-lighted and emphasized in the perspec-
tive plans of educational development spread over the next two decades.

The Instruments of Implementation
- :

5.50 Our review of educational developments over the last 30 years
has highlighted that our greatest weakness has been, not so mach the fai-
lure to prepare adequate plans, as the failure to lmplement whatever plans
we were able to prepare. While, therefore, we do have a great need for
comprehensive and better  plans, our need for .a jvigorous, effective
and sustained implementation is greater still. In the years. ahead,
therefore, we shall have to place the highest emphasis on evolving
adequate ifisttuments of implementation and: on developing: the proper
change ‘agents who will help us to create the national system. of
education. This is all the more necessary becuse the pace, siZe, -andeomple-
xity of the tasks of educational reconstruction to be attempted in the days
‘ahead is far greater than what wethad to face ‘at apy time: in the past.

5.51 Educational Administration = Traditionally admihistration and
finance have been the pr1nc1pal instruments of 1mplementatlon We shall
th erefore deal w1th them in the ﬁrst instance. :

5.52' Educational admlmstrqtlon is one of the neglected, .aspecgs. of
edlucational development in the country in the post-independence period.
The Education Commission made several recommendations to* improve
edlucational administration, including the creation of an-Indian Educational
Seivice. ' But, as shown in Chapter HI, these were summarily rejected. and
exchided from the National Policy on Education (1968). -This néglect has
miade the situation worse and today, .our educational administration is not
at: all equipped to deal adequately with thé complex -issues that will -arise
in the development of education over the next two decades. The problem
therefore needs attention on a priority basis. b

5.53 In particular, the followmg admmlstratlve issues of great s1gmﬁ-
‘camce fieed to be de01ded at'a very early date

(1) The need $o strengthen the Mlmstry of Educatxon n such a way
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that it can perform its task of providing a “stimulating and non-coercive
leadership” in the formulation and implementation of national policies on
education ;

(2), The need to strengthen the State Education Departments so that
they are able to provide the needed leadership and to manage efficiently
the difficult. tasks of transforming, improving and expanding the educa-
tional system so as to create a national system of education suited to the
life, needs and aspirations of the people ;

(3) The need to make the educational system diversified, decentra-
lized, elastic and dynamic ; : ‘

(4) The need to define the role of local bodies and at least to dele-
gate authority to the district level to manage all school education ;

(5) To decide upon the role of private enterprise in education and
the natute of State policies towards it ;

.- (6) To disperse autonomy throughout the educational system, from
‘the State to the Universities, and from the universities to departments and
colleges ; and

(7) To give freedom to schools and teachers to experiment and
innovate and to see that this freedom is largely and increasingly utilized.

Appropriaté decisions on these and related issues will have to be
taken and made an integral part of the new National Policy on Education
and Perspective Plans of Educational Development (1981-2000).

5.54 Investment in Education : 1t is obvious that our total invest-
ment in education will have to increase considerably if a national system
of education of adequate coverage and quality is to be created by 2000
A.D. This may come to six per cent of the national income (a figure to
which Government already stands committed) or even more. Great atten-
tion will therefore have to be given to the following issues amongst others.

(1) reduction of unit costs so that the total investment needed
for the system is reduced ;

(2) diversification of sources: to raise funds to supplement the contri-
bution of Central and State Governments, through contributions of local
bodies and local communities, fees and other sources, including the levy
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of heavier fees in secondary and higher education from those who can
afford to pay; and

(3) full utilisation of all available resources, including non-plan ex-
penditure.

5.55 One point needs emphasis. On the administrative side, there
would be different degrees of responsibility fixed between the Government
of India, the State Governments, the District School Boards and the local
communities. There should be a regular flow of funds, through grants-in-
aid and other means, to all these levels so that, at every level, there are
adequate funds to meet the administrative responsibilities assigned to that
level.

5.56 Since available resources will be limited, there will have to e
every effort at economy and an intensive use of all available facilities.
Moreover, shortfalls in financial resources will often have to be made
good by human inputs in form of better planning, dedication and sustained
hard work. A system of preparation and implementation of educational
plans will have to be introduced at the district and institiutional level
also.

5.57 The Change Agents : While the educational bureaucracy has
its own vital role to play, the task of creating the national system of edu-
cation cannot be left to it alone. This responsibility will have to be shared
by several other change agents. !

(1) Since the basic educational issues are political and can be deci-
ded only through political instruments, the ultimate responsibility for the
creation of the national education system falls on the political system;
and if the political parties do not accept it, no one else can and will.
Here, a two-fold action is called for. The first is the positive action of
the political parties evolving their own policies in education and imple-
menting them through Government. This needs a continuous dialogue
between politicians and educationists and the development of educational
‘think-tanks’ and cadres in each party. On the negative side, politicians
should realize the great damage they are doing to the education system
through their interference in establishment and control of educational
institutions, appointments and transfer of teachers and other personnel,
grants-in-aid, and in all other possible forms merely to serve their appetite
for patronage and to strengthen their political base. The chaotic condi-
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tions in some of our universities are a sad proof of what this interference
has led to. The present relationship in education between academics and
politicians is very unsatisfactory. The academis desires for full political
support without any political interference; and what the politician gives is
full political interference without any political support worth the name.
What we must evolve is a new tradition of full political support and legi-
timatc political control which does not interfere with the genuine academic
freedom of educational institutions and tcachers. This is a long way to
go in which both educationists and academics will have toJmodify their
present positions considerably and learn to work together.

(2) The political and social workers outside the educational system
have also an important role to play. If we realize the complimentary
relationship between educational and social transformation, they will be
able to help in the implementation of those educational programmes which
have large social implications (e.g. national or social scrvice) and also help
in educating public opinion and in creating prcs’sures on Government to
take the basic decisions neceded. The task before us therefore is to make
thesc political and social workers consgious of the educational problems and
of the closc relationship between their work and corresponding educational
reforms so that they begin 1o play an effective role in the creation of a
n:uiom’ll system of education.

(3) The third set of change-agents are within the education system
itself : the educational administrators, teachers and students. The Edu-
cation Commission relied too heavily on them 10 create the national
system of education. This hope did not materialize, mainly because they
did not have an adequate vision of the new soc;'cty and new education and
an adequate commitment to create them; and unless this dedication
and commitment is created, they will not be able to play the role expected
of them,

’

5.58 The creation of a nationa'I system of education is not an easy
task; it involves the taking of hard decisions, the provision of massive
resources, the organization of a sustained nation-wide movement and a
preparedness to alienate many a vested interest. The task becomes all
the more difficult because it has to be accompanied by a simultaneous
effort at a radical reconstruction of the society itself. The experience of
the last thirty vears has shown that we can succeed in this task only if we
make a very massive and sustained etfort (which we were not at all able
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to organize in thc past), develop a nation-wide movement of simul-
taneous socio-economic and educational transformation, involve thesein
all political and social workers who are educationally conscious and all
workers within the education system who are politically conscious
and socially committed, and create pressures upon the Government both
from within and from without the system. This is the direction in which
we will have to move; and it is only within this infra~-structure that the
individual plans of radical ecducational reconstruction shall come to
fruition.
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EDUCATIONAL STATISTICS (1950-51 to 1975-76)

Table No. 1

Number of Educational Institutions (by Type)

1950-51 1965-66 1975-76
1
}.  Universities 27 64 101
2. Institutions Deemed to be
Universities — 8 9
3. Institutions of National .
Importance — 8 9
4. Research Institutions 18 39 47
5. Colleges of General Education 498 1,673 3,667
6. Colleges of Professional Education 2087 2,775 3,276
7. Colleges of Lower Education 924» 1,253 1,405
8. Boards of Examinations 7 28 43
9. Schools of General Education
(1) High/Higher Secondary
Education 7,288 27,477 43,054
(2). Middle Schools 13,596 75,798 106,571
(3) Primary Schools 209,671 391,604 454,270
(4) Pre-Primary 303 3,235 5,658
Sub Total ((1)-(4)) 230,858 497,574 609,553
10.  Schools of Vocational
Education 2,339* 2,775 2,496
1t.  Schools for Special Education 98+* 265 358
12. Schools for Lower Education
(1) Adult Education 48,556 217912 17,774
(2) Oriental Studies 3,319 2,591 2,764
(3) Others 848 297 161
Sub Total ((1)-(4)) 52,723 220,800 20,699
Grand Total 286,860 727,262 641,663

* Excludes undcergraduate colleges
**Includes Institutions of undergraduate standard.



Table No. 11

Enrolment by Stages of Instruction

1950-51 1965-66 1975-76
Higher Education (General)
Research 1,190 6,851 13,898
Post-graduate 16,528 71,821 180,257
Graduate 86,668 625,907 1,408,744
Pre-university ( 554,473
Intermediate 221,337 623,642 950,356
Under-graduate (Diploma) N.A. 2,970 5,350
Total 325,723 1,331,191 3,113,078
Higher Education (Professional)
Post graduate/Research 23,180 64,155
Graduate 328,470 814,794
Undergraduate N.A. 193,968 233,500
Postgraduate (Diploma-Certificate) 5,321 17,929
Undergraduate
(Diploma-Certificate) 187,181 331,740
90,263 738,120 1,462,168
iy e, — J—
School Education (General)
High/Higher Secondary 1,486,892 6,155,732 9,513,678
Middle 3,330,119 10,977,213 16,485,549
Primary 18,677,641 48,912,678 63,108,492
Pre-Primary 28,309 262,073 569,296
Total 23,522,961 66,307,696 89,677,015
School Education :
Vocational 190,568 293,444 224,210
Other Education
(school & college) 1,263,351 1,861,580 779,094
Special Education (school) 149,906 23,149 30,035
Total 1,603,825 2,178,173 1,033,339
Grand Total 25,542,772 70,555,180 95,285,550
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Table No, 111

Number of Teachers (by Type of Institutions)

1950-51 1965-66 1975-76
1. Universities, Deemed
universities, and Institutions o
of National Importance 3,085 9;271 18,981
2. Research Institutions 251 389 815
3. Colleges of General Education 15,312 58,057 128,082
4. Colleges of Professional ¢
Education 4,901 53,972 78,954
5. Colleges of Other Education 904 6,675 8,990
6. High/Higher Secondary
Schools 126,504 479,060 758,561
7. Middle Schools 85,496 527,754 777,928
8. Primary Schools 537,918 944,377 1,247,553
9. Pre-Schools 866 6,832 9,951
10.  Vocational Schools 11,598 17,785 15,758
11. Schools for Special Education} 16,686 28,756 2,758
12.  Schools for Other Education 21,549
Grand Total : 803,521 2,132,928 3,069,359

<




Table No. 1V

Expenditure by Heads of Charge
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Rs (millions)

1950-51 1965-56 1975-76
1. Universities, Deemed Univer-
sities & Institutions of
National Importance 49.053 389.500 1,342.637
2. Research Institutions 6.256 18.234 36.066
3. Boards of Examinations 5.338 48.316 203,.524
4. Colleges of General Education 71.714 383.357 1,756.386
5. Colleges of Professional
Education 42.194 466.547 1,508.334
6. Colleges for Other Education 2.224 12.128 31.038
7. Secondary schools 230451 1,376.926 4,935.622
8. Middle schools 76.990 842.827 3,409.672
9. Primary schools 364.843 1,287,230 4,463.148
10. Pre-Primary schools 1.198 11.377 33.018
I1.  Vocational schools 36.943 76.611 134.252
12.  Schools (special) 16.086 9.376 29.427
13.  Schools (Other) 7.249 15.484 42.055
Total (Direct) 910.539 4,937.913 17,925.179
Indirect
Direction & Inspection 27.364 148.626 N.A.
Buildings 99.270 383.753 N.A.
Hostels* N.A. 49.076 N.A,
Scholarshipss N.A. 382.555 N.A.
Miscellaneous 106.648 318.313 N.A.
Total (Indirect) 233.282 1,282.3231 3,121.851
Grand Total 1,143.821  6,220.236 21,407.030
Percentage to National
Income 1.2 3.0 3.4

* Included under Miscellaneous.
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Table No, V

Distribution of Government Expenditure

1950-51 1965-66 1975-76
I.  Universities, Dcemed
universities and institu-
tions of National Importance 19.971 224.584 945.274
2. Boards of Examinations 0.234 0.577 14.923
3. Research Institutions 5.667 16.217 33.820
4. Colleges of General Education 27.472 154.186 1,078.995
5. Colleges of Professional
Education 30.082 346.774 1,173.775
6. Colleges for other Education 1.088 7.256 20.651
7. Secondary schools 84.013 781.609 4,278.935
8. Middle schools 39.231 661.856 3,017.892
9. Primary schools 249.114 1,069.735 3,936.580
10. Pre-schools 0.311 3.094 11.445
11.  Vocational schools 27.824 65.008 115.240
12. Special schools 13.973 7.604 25.561
13.  Other schools — 11.145 34.802
Total (Direct) 498.980 3,355.609 14,687.894
14. Indirect
Direction & Inspection 26.295 146.295 N.A.
Buildings 57.558 283.146 N.A.
Miscellaneous 69.845 589.468 N.A.
Total (Indirect) 153.698 1,018.909 1,835,169
Grand Total 662.678 4,374.518 16,523.063
Peréentage to total
Educational Expenditure 57.0 70.3 78.5
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