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INNOVATIONS IN ELEMENTARY EDUCATION 1K INGIA

1. Background

gducation is 2 fundamental input in the prugess of deveiopment
of apy nation, and elementsry educstion avan mors so since "echild is
the father of man". Realising this, the planners had laid significant
amphésis on elementary sducation and incorporated in the Constitution
that "the State shall endssvour to provice, within a pariod of ten
years from the commencement of this Constitution, for free and compul-
sory education for all chilcren until'thEy complete the age of fourteen

years" (Article 45).

We have come 2 long way since then, yot there is much to he
done. The present status of elementary sducation in the country is of
a mixed nature, Thére are a variety of prohleﬁ to be faped at every
step of the process of education. As one might =xpect, a number of
~ innovative strategies have evolved over time, both within and outside
the formal system, to facilitate the faster achisvement of gssentially
the samae objeotiue. Tnis paper sesks to-develop an understanding of
such innovations, Before going into the destails of ipnovstion, hquéuér,
Et would be reasonable to look into the ressons that neccacitats Znoo -

vations,

2. rogress towards iniversalization of flomentary Education

Universalizstion of slementary edusation has thres componsnts,

viz.,



- (Universal) PROVISIGN of schooling facilities within easy
reach of evary child

- {(Universal) ENROWMENT of all children in the age group 6-14
and |

- (YUniversal) RETENTION, i.2. ensuring that a child, enrolled
in Std. I at age 6, continues to progress gracually till he/

she passes 53td. VIII at the age of 4.

while gxhibits 1 to 6 givea more detailed picturs of parformance
on these aspects,. the following ars bricf indicztionsof howusll we

have dona.

- No. of primary schools hag more than doubled, and presently

there are ebout 5 lakh primary schools in India.

- As per NCERT's fourth All-India Educational Survey, 934% of
the rural population has physical acces: to a primary school

vithin a radius of one kilometre.
- About 45% of primary schools have puccz buldings.,

- Enrolment ratio (S5td, I-V) has slmost doubled from 43% (1950—5‘
to B84% (1979-80}, and that for Std. Vi-vIiI has tripled from

13% to 40% during the same pericd,

~ Expenditure on clementary sducation has increased more than
ten times from Rs.85 ecrores in the First Plan to a propossed

He.100 creres in the Sixth Hlan.



3. Pproblems/Issues in Universalization

Though the progress touwards upiversalization of primary education, as
is borne out from sarlicer discussions, is Dy nG means, insignificant,

there are still many unresolved problems which are discussed below.

a) Rifficulties ip Univsrsal Provision

The total No. of children enrolled in classes I to VIII has groun
from sbout 22 million (1950-51) to 91 million (1979-80), covering res-
pectively 327, end 67% of the age—-group 6~14 years. Despite this progress,
the absoiute number of children 'who are not enrelled is about 45 mil-~
iion in 1979-80, approximately, the same as in 1950-51. In fact, we
arrive at the same guantum of unfinished task at the beginning of
- gvery plan, notuwithstanding the growing no. of schools and teachers
exhibit 1, While other factors of socio-economic nature also affect
enrolment, tne lack of scﬁoaling facilities is “tself a major cause. .
The main reasons for this sre: 1) financ -1 constraints ii) geographi-
cal distribution of rural habitations which are dgistantly and unevenly
located, thus making universal provision @ dif1 . cult job. Therefore,r
there is obviously a need for svolvin: altarnaéiua systems which are
financially and geographically mors faasibles and can be operated with

(mostly) local resvurces - material and human.

b} Eproiment:
In addition to the protlems of lowsr enrolment of disadvantaged
sections of suciety e.g. girls, 508/5Ts (discussed lster) there is a

problem of over-age/under—age wnrtolscnt. The "plenned! age—group for



Grades I-V is ©~11 years and that, for VYI-VIII is 19-14 years. How-
gver as Exhibit 13 sehouws, the cnrolm.at in age-group 6-11 (539
lakhs) is only sbout 78% of the cnrolment in Grades I-U (686 lakhs).
gince the enrolment of children of age-group {G—17 y2ars in gradss
VI-VIII is negligible, this mesns thet azbout one-fourth of primary
stage enrolment is of children below & or above 11 years of age.

This is strunpthed by Kurrien's sstimates of actual (rafined, enrol-
ment ratio. (Exhibit _8_ }. Ri:fining the official enrcolment ratios
for i} under-esstimation of population of raspuctive age-groups ii)
correction for under~aga/5uuf—age ghrolment in grades I-Y and VI-VIII,

he says that ths refined enrolment ratio for Gredes I-V (age—-group

6-11; is only v3,, as compsred to official cstimstes of 84%.

Ancther problem rslztss to wideor diffurences in various states regar-
ding enrolment ete. (Exhibit 33_). 1t is estimated that 75% of non-
gnralled children at primary stage, are rscountod for by nine states,y
viz,.,, Assam, Andhra Pradssh, Biﬁar; Je- .y and Kashmir, Madhya Pradecsh
Urissa, Rajasthan, Uttar Pradesh, and WYust gengal. Heedless to say,

spucial offorte ars required towards fresh agosroaches to eduwation

in those states,

c) uwastage & Stugnation

Thig is by far the most pressing problsw in achievement of the
constitutional diractiye»of a@ight years of dniversal primary education.
'wastage' refercs to 2 child dropping-cut of gchool at any stage from
Class 1 to v1iI, 'Stagnation' refers to thoso who Ffall in a particular

class and havo to rwepuoat.



as can be sesn fruom Exhibit 14, which gives dats for enrolment in
successive gfada diring 19v8-77, out of every 100 children enrolled in
Std. I, only 35 reach class V, and only 22‘reach Class YII1. This trend
is by-and-large same woven today,.and the extont of wastage during Iﬂﬁ
classes is more vhan 65%, morg thanhalf of which is at Std. I_itself,

Furtner, as might be expccted, the figurws are higher in case of girls

- and backwsard classas (discusssd later),

The major reasons for wastage, as indicated by various studies, are as

fcllous:

Problemsrelated to children/schouls

1. Low levelis of Health/Nutriticn

2. Leck of Motivation/interest in lwarning/level of aspiration
3. Percueption of curriculaniaé unsuitaed to local environmant

4, School not within weiking distance

5. 5chool hours conflict with other work at home or in the Fiaia.
0. Failurs in examinations

7a Teaching methods

Problems related to parents/comnunity

1. Illiteracy of parents

2, Employment of children in family occupation (sgriculture, etc)
or other household chores

3. Low ecconomic status

4, Unfavouranle 5ocial Attitudes

5. Seassunsl migration of certein tribus and oeccupational groups



b
Tha list is by,no means exhaustiué. But it does indicate, the socio-
gconomic nature of the problem and poiéts out that while tha problems
like edaluatian systam, échool hours, “tc, can, in principle, bg atte
“ded to by the educational éystem, the othuer problems uhich are social
faqd/pr economic in naturc, and are-tha majof causas of wastege, regu

-.a goncerted, innovative effort on a wider basis.

d) Girl's Edugcation

Whereas, the enrulment ratic for boys in grade I-V was wore than 100%
in 1979-80 (see exhibit _9 ), that for girls was only 66%. The gap
is cven more for grade QI*UIII. Also, the wastage is highser in girls.
This is especially pronounced in rural areas whers {Exhibit__g_) for
overy 3t girls in class I, oniy 10 were in class Vy indicating approx,
 a wastage of 72% as comparcd to about 61, for boys. while the reasons
cited earlier apply here as well, tho factors that specially effect
.girl's enroclment and reztention ares
1. Socjal attituds towards girl's education
2., Early marriage
3. Lack of szcurity for girls
4. High involvement of girls in housphold chorss and care of

younger siblings, otc,

8, Education of Schedulcd Castes & Scheduled Iribes

Daspite'the speclal constitutional status of ang protective poli-
cigs aimed at betterment of 5Cs and §Ts, the progress achieved has not
bean satisfactory, Exhibit_l% — indicetes that the overall enroiment

s

of 5Cs and 5Ts a5 @ percontage of total enrcolment in Grede I-v #5 14.73%



and U.28% respectively. whils this compares we.l with their percentags
in the total population, viz., 14.60% an 6.,94%, rospectively (as per
1974 census ); the incidence 0% wastage is higher for these classes.
This is evident from ths decreesing percentagec of their sirength in
'guccessiue grade. Percentage of 5C's to total wprciment decrueases frow
m;ra than 1e% in grade I tu less than 12% in Grade vy and that of ST's

from 8% to 4%. This is, expectedly, more pronounced in rural areas,

The major reasons for thuse differences arcs

1. Economic status

2. Geographical factors {as diséﬁssad a@ariier)

3. Superstitions and rigid sccial sttitudes towards education
4, Migration practices of many tribes

5, Prejudices azgainst these classas

Of course, ths roasons cited warlier for genertl population apply hers

as well,

f) School System_& Administration

Tharz are many problems inhercnt in the educational systam itself,

that hamper achievasment of the goal. Scag Of these ares

Training and Motivation of twachsrs

1

Lack of rulevence of curriculam to locsl necds

Evaluation System and Seguuntial Pramotion

Ineadeguate facilities

- Infreguent, incompruhcnsive supervieion.



Many sueh problems have a dir:ict bearing on enr .ment of a2 child in the
schooling system and his continuzl reten!’ oan and promotion. The problems
themselves arise dus to many factors — finantial, administrativae/politi-

cal and socizal.

The discussion so far is not meant to he an exhaustive list of all the
ailment in primary education, but is aimed to illustrate that the CONVar=
tionzl, formal school system has failed to deliver the goods = due to
both COntrolléble and uncontrollable problens faced by tho systom itself.
Therefore, it is eszentisl that imnovative, fresh approschos be EUDlVGdA
and enéouragud, to supplement, modify or substitutao, if necessary, the

gxisting systam.

4, Tha Educational Systems Conceptualizotion

before we turn to innovations, it would be helpful to see what
"sub-systems" constituts the educational system.and what variables are

involved therein which affect its performance. (Exhibit 1)

Thore are, broadly speaking, four "systems", interacting with sach other,
that comprise the entire scenario of primary cdicatior;
i) Aﬁministration

ii) Delivery System

iii) Client

iv) Community
The individusls and organizaztiuvng dinvolved in the tasks of policy-
making, sctrategy formulation, rescurce gengration angdg distribution,

H \ ; -
supervisiun/inspeetion, rossarch snd duvelcpment, cumperise what can be



-called, for want of a better term, the adninistrative system,

Ihe delivery system i.e. thz school, whic is really the ultimate hattle

Qround, has threc aspects, viz., Progrozmac Nusign, Teachers (& Staff),

and Physicsl/educational fscilitics and incentives. Programme design
includes, veriables related tu thG-Syllabiﬁ, instruction methudology &
aids, evaluation, ete, Physicsl facilities refer to buildings, furniture,
play-grounds, weter supoly ctc. Educational Facilities ara those physi-
cal inputs which facilitate {ho prucass of instruction & learning viz.,
free text-bouks. Finally, ths teachers themssives — their motivation,
discipline and training greatly affact the guslity of gducation that

abtains.

On the CLIENT side, the guantity and guality of =ducation (learning).
is directly affucted by veriablos such as 'intarest {which would be
related to their nesds and espirations, of course;, @conomic (occupam 
tionzl) pressures, at home, hcalth, walking dis.once to school, rglal

tionship with teschers, succass, failure axaminations, cto.

Last, but not the least, is the gommupity - i.c. sucizty in genaral
that interacts with the above mentionud sub-system at various levals,
s0me of the significant community=bascd fuctors are: attitudss towards
educzt.on, especislly girls' educatiung degrac of involvement in theg
sducstional system at varicus stages {provision; enroiment, retention,
feadback), cccupaticnal structure and its implication for zducational

aystem, stc.
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RXHIBIT 1
systems apd Variables in Primary Education
COMMIUNTTY - o ~ ADMINISTRATION
* Involvement * Policy/Strategy
. . * Planr.ing
*.
3 - Sogial attitudss % Finance. |
- # Economic (occupaticnal ) * Supervision/Inspection
- structure = Research & Dsvalopmont
- % |iteracy T

* Seasonal Migration - DELIVERY SYSTEN

PROGRAMIE DESTIGN
* Curriculam
* fethodology, Aids
* Yoluntary agencics #® Jchool Timings
* Pupil-~tocchar Ratio
* Evaluation & Promotion

PHYSICAL FACILITIES & INCENTIVES

* ouilding, furniture
* Play-grounds
* [lgals

EDUCATIONAL ~ CILITIES . INCENTIVES

* Learning Aids i {aps, etc
# Taxt aooks
* Equipment

JTEACHERS

* fotivetion
* Training
* Disciplinu

CLIENT

Noeds .. Aspirations

interest

Accessibility of School

Health

Ecunomic (Ocoupational)
pressure st hame

* Involvemsnt in household chores
* Rolations with teachors

* % % % %
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5. 4ibpovations 3 Concepts & Classifications

The term "innovston" has 'chénge' 3 2 fundamantsal component.
Change, itself can be roughly defincd as 2 perceptible (desirable/
messurable) alternation in ‘'sometnhing’ (frum 3 stock of brsad to a
. milit'ar; strategy) that obtains within - cectain time period. But is
~every change an inmovation? If not, how does imnovation differ from

change? Let us sample socme dafinition:

VINNOVALIoM 18 eeo +. oo biu crestive selaection, organisation
and utilizstion of humar end material rescurces in new and
unigue ways which will rgsult in thye zttsimment of a higher
lgvei of achisvemesnt for the defined goals and oojoctives,"

(Richland, M.)1

M, ..sessinnovation is a treacherous term, being both seductive
and misleading se... scductive, because it connotes improueman;'
and progress, when actualily it aniy mear.. somuthing new and
ldifferent, Mislcading, because i displaces attention from the
gssonce of the activity invslved - learning - to a congern with

the technology of uducation? (uestley, d.)z

", eueee. (inmovation can bu defined) as a deliberats, moral,
spagifie ekanpa, which is thought to bo more officacious in

accomplishing the goals of a systwml." {(Miles M.B.)S

1,2 Richland, M and westley, W., — as guotad in "Understanding Changgo
in Fducation : An Introduction' A.¢. Huberman, tha UNESCO Press,
puris, 2. 5

3 tInnovations in Educatiun’ - flatthew 3. Miles, Teachers College,
columbia Undiversity, Now York, 19b4, P, 4.
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Thus 1t is obvious that svery change is not an .anovation. To be more
spacific, the cheracteristics cof anm inno. tion, with special refaerence

to educational systems, can bo outlined as followss

i) An ipnovation nes a pru-doterained, spocific, objective
which may or may not be at variance with the present obje-
ctives of the system in which the ipnuvation is sought
to bo introduced.

intenticpal approsch towards achievement of such chapge,
{This may alsc bruadly bo tormed as "strategy")

A qualification is,; howoveaer, necessary in viauw af our concerns here with
the educational system., GSome scholars foel that an wet is innovative
only if it adds to the sum of known "ipventions", QOtherwise, it would
just be an invitation or a further herizontal/vertical diffusion of the
"same innovation. In educstion, howcver, the main concern is with achi-
svemant of tha gosl i.c. learniqg, rathar than the newness/uniguensss

of a particular approach. Hence, for our purpcsos, even thoygh many
“innovations" dascribsd hereinafter may zctuslly only reflect adoption
of an Drigiﬁal idsa in different setting., uwe will concentrate mainly

on the aspect of adoptizn of a.particular innovation.

It would be us¢ful to classify immovatians before studying the specific
cases. Thers can be thres approaches to classification of inppnovations,

as discussed bolows

i) According to Innovetionsl CONTENT: By 'content! we mean tho parti-
cular element/stege of the educetional progess being changed/modified
by the innuvation. .For instance, innovations may be made in timing,
avaluation, teachor motivation, instruction methodology, etc. Hers, tuw

broad categories arc possible:
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Innovations at the Ygrass-roost" lsv 1, e.9. in buildings,
equipments, methodologies, etc. In such cases, the no. of
people involved is small'anu loss timeg is recuired to imple—
ment the innuvation since tho degre: of complexity itself is
low, #riefly, tha 'canvas? UF‘SUGh innovation is sssentiaily

limitud, and tnere mey be differences frum one place to another,

in implementation of essentislly ths same innovation.

Strategic innovat.ons, ©.g. Ashram Shalas, daxi-Education,

Shift System make considurecly moro changes than opsraticnal and
have s bigger canvas. They usually flow top-gown. The degresz of
complexity, thu no. of pcople involvad, and the amount of time
and effort required is significantly more than in the case of

operatisnal innovations.

ii) According to the Nature of Innovatic

Innovations can also bu classified acecording toc thair 'npature!
i.e. the effect thoy have, viz.

a) Substitution: = by far the most common, and typically at

the operational level; e.g. a now foxt~buok OT & now caacher

or principal;

b) Alboration and Restructuring - involves chanye in axisting
structureé'rather than o cumpleiu substitutiun of elements, GeQe
re—afrangemgnt of work space, curriculam, cliscuss shifting
rasponsibilitiss for, say, evaluaticn from (intarnal} tcachars

to wutside exsmineors, and so on.
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c) Agdition s Involvges supelementing/comnleomenting the existing
elaments withcut changing the present pattorns, paT so. 8.0., .

mid-day msal programmes: workshops, ond su an. Casiest to

implement because it ovokes littls resictance.

Besidss these threc types, of course, orzc a8 innovation has been insti~

tuted, it would reguiro reinforcemant for its continuation.,

In the Falloming part of this papur, we shall discu;s the major inno-
vators that have taken place In elementary cducetion in Iﬂdiq, gvar
ths last tyu decades. Innuvations are broadly arranged on a conti-
nuati@n of complexity as thoy procscd from the "eptirsly operational®
to the "entirely strategic®. It wouid be noticed that, as we go along

the continuum, there is:

i} a general increase in the numoer of zlement (in the
educational system) being - or scught to be - affected

by the inmovation, i.s. the multiplicit, of objectivess

'iiJ gradual shift from simply vYadostive” typz of innovation
to those which involve more and mure cumprahéﬁsiua ra-struc~
turing of the existing patternsg

iii) aﬁ increase in tho amount of &ffort regu.ccd, number of
people invulved, and the dogroo of horizontal integration
(ies. the degres of universality of expurimentation or
gecgraphieal coverage}; and therefore,

iv) an increasing camplexity of implomontation.
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6. Some Innovations in Elenentary Education in India

{1) IEACHER-TRAINING_PROGRAMMES

There are two sfain reasons that necessigata a systematic in-
 sqruice training for scnool teachers: first, the deterioration on the
bﬁgality of education as a result of rapid expansion of primary educa-
?tidn, and secand, the impartance of the up-datinyg of tsachers' know—

ledge and understanding of the latest developments in education =as
also the revision and improvement in the knowledge of the subject

’

matter itself,
These programmes, innovative when they uwere started, are
essentially operational in nature, and inwvolve addition (of skills/

khouledgs of teachers) to the existing "resources". Tuwo such progra-

mmes are discussed below:

a) Refresher Iraining GCentres (RTCs)

The government of Hajasthan openac its first RIC at Mount Abu
in 1965. The scheme was later expanded and, as of 1974, there wers
12 RTCs in the state. The training programme .n the RTCs is designed
mainly to help the teachers improve thei:'acadamic standard ag well as
the methodology of teaching. The course is divided into teaching units,.
Démonstratioh lessons, remedial teaching, individual agsignments, group
disgussions and symposié, are some of the technicuss employed. work
experience forms an integral part of the syllabus,. In addition to ths

aforementioned general cobjectives, sach RTC has some spegific objectives

as wall. Ffor example, the RATC for upper primary school teachers also
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~aims at rafreshing the understanding of concepts like motivation,
needs of slow and fast learners; that for headnasters involves trai-
ning in supervision, accounts maintenance; and so on, The course has

a six-week duration,

Some experisnces gained from thes: RTCs are summarised below:

i) A strong, detailed and specific follow-up programme is
reguircd which wbuld help assess the effectivensss of the
scheme in terms of improvement at the school level.

ii) The existing objectiwes were too ambitious and it was
felt that the scheme should be organised around specific
target~-groups, with spegcific, need-based objectives.,

iii) The trainees tended to haua a varied académic background,
which resulted in non-uniform benefits. Hence, it was
suggested that a group should be more homogenous 1in
terms of its "cap;uiiity profile", o d, as said earlier,
its nucds,.

iv) some sort of incentive (financial) should be provided
to teachers who complste the course, on the basis of their

performance during and after the ocourse.

b QOrisntation Training Brogramnes

An Urientation Training Centre was attached to tne State Insti—
tute of Science in 8Sangalore (1508} with the aim of giving training
to science teachers of senior primary schools. Thé course=sprgad
over six wseks - gonsists of instruction both in tontent and

methodology. The programme is designad to nrovide experiance ip



17

improuisatioﬁ of apparatus and concducting experimants with locally
available inexpensive materials, Also, kit is provided which snables
teachers to perform most of the Bxperiments.prescribed in the syllabus
of the senior primsry schools, Lradualiy, as .ns need was felt more
scutoly  the programme was modified to “rain high scihool feachers at
the district level, who would in turn train the unit-level primary

teachers,
An NCERT team thet visited tha Cantre, mads the following suggestions:

i) The part.cipating of schools must also he provids with kits

80 that the training piven ts teschers ean actually be
put to usa.

ii) The batch of trainess at the taluka lovel should not
exceed 40 in number,

iii) The laboratory fees colleetad in the schools should be
utilised under Headmaster‘s cuontrol; exciusively for
laboratory eguipment, rather than being given to the treaﬂ.

sury, as was the current practice.

Two important points that emerge from the schemes discusssad
above {and various such other schemes), from the implementation poinit-
of-vigw, arc:

(i) The teacher training or anrighment programmes should

‘hava spgeific objectives, depending on the local needs
or and should be 'sectoral' (science, language, etc) in

natura.
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(1i) A programme should be planned in fotalicy i.e., it éhould
not end ﬁeraly with trsining, bu. should'place egual, if
not more, importanca'onlfoilouwup, fogudwbagk, provision of
adeguate resourcas and equipments at the unit lsvel, and

subsequent "refroshars" as and when reguired.

2) MEDIA-TEACHING PROGRAMMES

This programms is also gpgrational in naturs, and is an adgition
to the existing methods of insttuction. (Some programmes, howevsr, ara
of a substitutive nature, e.g. the programmed language lessons)
Researches conducted in 2 numbar of developing countriss, including
India, have shown that the impzsct of television as a'supplahéntary tea-
ching aid, dn various aspacts of theo development of young children such

o informetion, attitudes, veluas, oxpectations and skills has been

significant.

The Satesllite Instructionsl Telavis<on Exporiment (SITE) began
godgcational television in 1875 covering 2,400 villages inm six Indian
States. The svaluation studies have shoun that the morning broadcasts,.
which were exclusively for children betwern the ages of 5 end 12 years,

were liked by children, contributed toc an increased awareness, infliusnced

their modes of thinking andu slso made thom more inquisitive.

while the importance of television as an importent aid in genera—
ting swareness and moulding attitudes - pspecially in our caste and class-
ridden socisty - can not be demied, it must be borme in mind that prBvi~

sion of telsvisions for schools in all villages of india (and their
)
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effective maintenance, which at present is a problem even in schools
in urban areas; is yet a distant objective and one can not expect

any short=term leverage out of that programme. In comparison to
television, radio has a much greater éccpe in educational ipnovations
due to its almost universal availability in all parts of India, In

fact, more than 7,000 programmes are already being broedcast for schoolc

8VETY YEar,

It is easy to see that the potential of medla--programmes is hicgh because
i

of (i} their extensive coverage at fFoasible costs (ii) the small amount

of formal discipiine or preparation required {iii} their intrinsic

tcuriosity! value for young childien,

3} The Nutritious Meal Programme

This is an operational innovation inwvolving addition to the
existing systems. It is now widely reccognised that protein-calorie
‘malnutrition in early life can lead to serious ohysical and mental
retardation whicih is often irreversible, TRe implication.for primary

education is obvicus,

Yhile midday-meal scheme is now accepted by most of the states in
India as an essential requisite fur making the programme of compulsory
primary education 2 succacz, the Cr”dit of bzing the pioneer goes to
the Govornment of Tamil Nadu who gternted the gcheme in 1956, initially
on a voluntary basis, and agsistud by CARE. initially only one=third
of t&e children were covored 211 tho pregent Chief Minigter
[iTe MoGe Aamachandran announced on July T, 1982lthc mammeth Nutritious

Free Noon pMeal Scheme for all childron under poverty line. The scheme
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has civen conspicuous bhoost to'enrnlment, and drop—outs have decreased
considerably. The N¢MP, which presently benefits more than half-a-crore
of children (age group 2-10 ycars) in Tamil Nadu, aims to achieve, in
addition to satisfactery levels of nutrition and health, an improuemqnt
in encolment, attendance,'clcanliness and social habitse The Programme
is monitored by a fairly comprehensive administration network opersiing
under the overall control of the state gouernmmts with appropriate .

delegation of responsibilities at district/unit levels,.

An outstanding feature of tho programme 1s that a iarge part of the meal
(total cost 45 paise per meal) is rics {120 gm pcr'meal} which is the
staple food of the r&giﬁn. 1t thus takes into account not only the food
habits/tastes of children, but also assures continuity of the scheme,
Another notable featﬁrc is the estabiisbment of !Central Kitchengt,

thus not only cnsuring uniformity and maintonance of hygienic standards,
but ;lso facilitating control. The investmant in this programme, which
also goncrate substantial dircct employmeni, is mcre then s.1U0 crores

per yeary bcing met by governmental funds as well as donations e

The factors that make this programme @ suctess, ars;
ij It is dirooted at the besic nood of the noor people.
This makes for its immediate accapténcu.
ii) It is well-planned and administred through a atate-supported,
exclusive, administrative machinery.
iii) It obviously gencratos considcraple involvement and support

of community at lacgeo.
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4) "Prahar Pathshalag" (A day consists Of several "prahapg® or

parts, t.ge morning, forencon, aftecnocn, otc)

This innovation, EEEEEEEEQE% since it invoived only one variable
i.ey school-timing, was carried out by th. Rajasthan Government. The
"Prahar Pathshalas” (or, the 3~hour school} werc meant for thoge chil-
deen who were ncéupied in th2 cconomic activities at the home-front, and
therefore, could not sparc wholc day as redquired in the traditional

programme~design.

5) Experiment in;;ndividual;gation of Instruction (GCPI, Allahabad)

In 'cenventional! schools; thz teachers are bound by fixed syllabi,
monthly schemas, of progrouss and specified length of 'periods! for
varioug subjects which necessitates a division of the subject into
units. This leaves little scope for flexibility and individual attention
in i.struction. The Governm it Central Pedagop sal Inetifute (GCPI),
Allahabad, condurted an experiment in wh' -h these hurdles werc sought to
be removed. The eoxperiment proceeded along the following steps, Firas,
the teachers were given a feel of working withocut the aid of a bell or
a clock g0 that they could develop a sensn of propnrtion/judgement. Then
they were allotted to diffurent classes/sections where they were to twach
all the subjects (except some subjects like mugsicy, for which special
teachers and timings wers decidud; and cover the given syllahi by a
certain time period (months), uithin thig broad ?bligation, howsver,
they were free to proportion the gub ject-wise time the way they liked,
This approach was oxoooted o0 giﬁa the teacher a bettur'and more sompre—

nensive idea aboutb indivicdual gtudents and to nelp him maintain individual
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records of progress. Unlike on the 'conventional! schools, the teacher‘;
here quickly.revieued a unit to find out the relatively brighter boys,

who were then given higher lessons. Though thoc class—teacher himself
seldom found sufficient time to give further help to backward (weak)
students; howsver, once the weak students were identificd through this
flaxible approach, they were then taken up in groups of 10~15 and provided

remedial instruction by pupil-toachers and staff of tho [nstituto,

. Thoggh the results of thiz sxperiment are not available the following

“useful points ecmerge From itg

i) A flexible approach to instruction can help identify the
wegakor students who can be separatcely provided with addi-
ticnal teaching effort. As an indirect benefit, the expe-
riment also heips maintain - by virtue of simultancous
reinforcement of the weaker students - a sort of homﬁgeniety
in class levol of lesarning which is ossential for ef fective
teaching.

ii) since the same feacher teaches ak. the subjects Eo a parti-
cular section; a kind of =cpport ig built up which facili-
tates further interactions,

iii) The brighter students can be utilized as 'regourco=personst

for the weakur sections of the class,

6 PREPARATION OF SYLLABL AND TEXT~BOUKS {KERALA)

Almost all the states in India have set-up state lovel bodics
cngaged, amoig cther things, in the task of toxt-book designing ang

preductions One of tha sarlier offorts is described herc.
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The Kerala government undertook the task of revising the schoal
syllabus, in 1962-63; through the stato Inatitute of Education; Trivan=~
dzum, The revision was felt to be inevitable in view of the continual
and rapid expansion in the frontiers of knowledr-, @specially in the
seientific and tochnological fields. The revisoed syllabus were imple-

mented for grades I-v from 1970-71,
The notable featurcs of this substantial effort are as followss

i) Al individuals/institutions intcrested in the course of
educational, ©.ge practising teachers, cminent aducationalists,
representatives of teachers' associations and departmental
officers, worc activoly involyad in the process of curriculam
douclupqent as well as proparation of text-books, Thus, the

acceptance of this major change was simultaneously ensured among

multiplu.stako-haldcfs.

11).Thc new syllabi and text-books were first grisd out in 25 to
%0 experimental schools for one yiar, and the feed-back foom
them was duly utilized in Qiuing a final shape to the curri-
culam/text-books. The importence of feed-back may scem obvious
today, but this effort was undortaken more than two decades

agu, and that time it wés 2 significant idea to sort of

Myalidate® the syllabi through cxperiments, sominars, etc.

iii) Enrichment material formod an integral part of the syllabi,
and thore was provision for diagnogtic testing and remedial
teaching of wsaksr studonts (Topociclly ino mathematica), ds

me%} ag for additional matcrial to cator to tho nceds of the
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gifted children, This cxtra, nced-based cmphasis is indeed
a nDteworthQ-part of the schome.
iv) Teacher Handbooks were prepared by expert and supplied to
all the teachers to enable them adaptrffstcr to the revised

curriculam.

7) SHIFT~-SYSTE IN KERALA

In 1945-46, the erstwhilc Travancorc Government passed an Act
introducing compulsory primary education in a few talukas. Congeflucntly,
in order to muet the expanding demand, tho so=callod ¥shift-system™ was

introduced with thc following main objectives/featuruss

i) To mest the growing demand for education by raising the
teachar—pupil ratic in tho initial étégLs,'with gradual
reducticn during the subsequent stages of consolidation, and

ii) To kewp the cost-per-pupil at a low level . : in the initial
ohase in order to achieve faster ecxpansion with the limited

funds available,

-

Under this scheme, the schools that were sarlier functioning 5 days a
weuk, 5 hours a day, were now run in two shifts, each for three—and-a
ha;F-hours in.morning and evening, rESpectiﬁuly, six days a weeke Thus
the total schosl hours were roduced from 25 to 2% per weck. Teachers
who now had to work more, wera given a faise in salaries, Houwever, in
view of the administrative difficulty in regard to middle school teachers
who still got the same salarics which would now be less than the salaries

of the primary tcachers, tho timing for shift-gchools were finally reduce

ta 124 houre per week (2% per day, 5 days @ weck}s Tho morits and
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demerits of the schemc apg discussed belowus

i) Rosource Utilizations  The main stra .glc objectives i.o. increased

ii)

utilization of available Facilitios (toochers ond school facili-
ties) was undoubtedly achisveds The teachur-pupil ratio was very
high in the initial period (52 in 1£49-50), which was gradually
reduced as expansion was consolidated {41 in 1958-59) {Compared
with .All=india %cacher—-pupil Tatio which rerained static of about
34 during this periodjy. The cost Der pupil was also kept low
initially by low teachcor solarvius in addition to high teacher—pupil
rakio. Groduzlly, the sclarics wero inoresscd,  In 19671-62, the

shift systuem was remcved Tor class 1Y, and continued for Classes

I, I1 & 111,

gyllabi and Standardss it is often felt that the shift system

resultcd in falling standardse The syllabi and teaching methods
wors identical with tne non-shift schools, buf bucause of less Lia
being availabhle, the time devoted to individual subjects had Lo be
cut doun. while, language and flathematics, were still given about
the same time, sub jocts like Guneral Scicnoe, gocial Studies and
sewing and Music suffered greatly:; their total timc being reducad
from about 4 hours .per week} each tn abﬁut 1 hour cache Also, thz

time devobod to ex rﬁfcurricular activitios wes for logs in compa-

pisoen with the ncn—shift schools. As per a gtudy conducted by the
gtate Institutc of bducation, Kerala, the ganural sonclugion-was
that the itl cffectsg though not pronounced in the first two

standards, becama wvery prominent in the next two stendards,
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Thus, it is ovident that while the str.tegic ob‘cctive was achieved,
it rusulted in unintended consequences, An NCERT team that visited such
schools in Korala in 1970, noted that Malthough the shift system is na
substitute for the regular system, it can, as @& matter of expedicncy

.

ne used with certain modifications, to expand primary education when

funds are in short supply®. The team made the following majer sUggLO Tl ing,

i} ~ The shift system should be introduced in a phased manner, begi-
ning from Std. I and gradual extension to higher standards, parti-
ﬁularly in areas where enrolement pressure continues to beo high |
and funds arc limitcde Also, in economically bsckward areas where
parcnts can't afford to Vspare® children for full-time schooling
(because of their economic utility) the system can be advanta-
geously used.

ii) As a parallel effwsrt, the syllahi for the shift-system have to be

re—oriontod with more emphasis a on functionality. Also, special

methods have to be devised “whereby more of the content material

gan be taught to the children in lesscr time®.

iii} The teacher is the contral factor of success of this gcheme;
hence appropricte training and orientation courses should be:

provided.

The shift-system, as an innovatien, is undoubtedly mortﬁy Qf emulation
at national level in a. country like India where resources are a major
prablem - though of course, the quglity agpecte needs egual considera-
tione. Howcvor, the idea has not generated enough support for sevenal

reasons (JeP. Naik, 1965}3
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i} The teachers, as a group, have opposed the idea of introduéing
double-shifts in some schools, 'ustensibly on grounds of’equally
but mainly because, ag a hrcfﬁssional group, they consider it to
be their duty to strive for better wages and less uérk-—in
keeping with thg broad line adopted by cvery otheﬁ orofessional

trade union at prosent'.

1i) The elites do not favour the proposal since they can aff ord
to and would prefar to, send their children for- a full-time
school, Even given that, they still oppose the system of
shift~schools for the children of the masses {and not the

elites), on, grounds of equality.

iii, The masses themselves present a dichotomy since they would
prefor full=time schooling for younger childran (who are more
a nuisance than a help at home!'), but shift—system for higher
Glasses because elder children have economic utility at home.
iv) The education authorities are "nemselves not keen since it

reduces their patronage (number of teachcrs is less in the

shift—system;.

8) UNGRADED SCHOOLS

Fvaluation of students®! performance throuéh periodic testes =
especially annual examinations and Board oxaminztions - and subsequent
retention or prometion, is an importent frature of the copventional
programme design. Some studies have reported thet failupe in the exami-
nations is one of the main reasons for dropping-out in the lower grades
Concequently, many exporimcnts arc being tried to re—-degign the evalua-
ted system. The innovation described hore necegsarily involves #

strategic chango {deletionje
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The Ahmedebad Municipal School Board conducted an experiment in
some of tho primary schools, whereby children were given examinations
at the end of Sstd. I and cvaluated. Howcver, the results were not given
out, and all childron were promoted to Stde Il. In the examinations

given at the end of Stds 11 it was found thet 90% of the children on

detontion list after Stde 1, had passed normally. Anain they were all

promoted to Std., I11.

while its dotailed results are not avallable, the “xperiment is
significant since it points out the need to re—design the evaluation
systems, It may be noted that Gujarat Government has now apbolished

terminal examinations for gtanderds I and 11 throughout the state.

gome similar—though more stratcegic=experiments have altogether
apolished the grade-system itself. They have no grades or'clagfes, and
the students prooceed at their own pace, without any time-bound "learning-
quotas™, in accordance with tha_principla of ;ontinuous development.
Thz whole syllabus is divided into units and children proceed from one
unit to another according to their ability., Tha teacher hag more freedom
in ¢rganizing his classes and.lﬁssuns. suveral gechoolsg in tribal areas
have implemented this plan and it has helped in raducing abgeontesigm 2nd

wastage.

The innovations discussod so far = whothoer operational or strategic-
have all concentrated on any 206 variable in the education gystem, viz.,
teacher enrichment, aids—to-ingtruction, health,  individualization of
instruction, revision of syllabus, rosource utilization and evalustion

syetom, respectively, Of courze, the cxperiments did involve implica—
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tions on other wariables also - for example, increased utilization of
regources in the shift—system led to proﬁurtionate re-allocation of time
tO.VGriOUS sub jects — but their primary objectives centered round only
ong of the variables. e now turn to some innovations which involve
changes along mors than one variable - infact, most of them involve a
complete re=structuring of tho entire pronrammo—desion and/or haye Mo

school on the whole as their focuse.

93 EXPERIMENTS IN SINGLE-TEACHER SCHOOLS

As the nome suggests, the singlae—teacher schools have Dnly one
-taacher who discharge administrative as well as sducational functions.
fccording to the Fourth AlL-Incia Educaticnal Survey conducted by NCERT
in 1979, about one-third of all primary schools in the country were
single-teacher schools. Typically, the single=teacher gchools are
mostly in tribal arcas wherc habitatiors are small in sizgand are geo-

ﬁgraphically scattered over largs distances, th 3 making the provision of

even one-teacher schools a just-about-f< - 3ible proposition.

Various studiss have highlighted the multifariocus problems affec—
ting the performance of single-teacher schools. The major problems ares

1

i} Though it would be preferrcd to have geacherz who boalang Lo
tribal arcas and are familiar with thse dialoct, culturs, etc.
it is often difficult to find suitably educatcd tribals. (To

that extent, thercfore, it's obviously a vicious cycle},

A non—tribal tcachor in a tpibal single-tocacher school faces

2
Pis
“~r

problems of isolation (the tribals customerily strangers),

accommodation and @ ssnso of general scwering of linkg from the
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Woutgide™ world 'uwhich he and his famun.y are so used to.
This lowers the teacher's moral. and affects the quality of

gducation,.

iii)} The tonvsntional curriculem is too rigid fo suit the interests
of tribal children who are usea to a fooe, wandering life-
stylce This results in low enrulemeht/high drop-outs,
because cven if, tho teacher makes sincere =fforts to deliver

the 'prescribedf learing, the pupils find it too dull,

A variety of experiments have heen done — mostly on a voluntary
basis to tackle thase préblums. Two such uxmeriments are described
here, It may be notcd that the focus in thuse experiments is the

gntire school/programmo—design, rathor than any gpecific part of ite

1. Action—-Rusearch Project of GBSK

The Gram Bal Shiksha Keondra {Centre fer t'3 Education of Rural
Children} carried out an action-tesearct project to tackle the single-
teacher school problems: The project was part of a larger experimental

efforts of GBSK, viZa, vikaswadi {or, Deuelopm;ht Centrej, at Kosbad

in Mmaharaghtrae

The expeciment focussed on teaching methods and materials, and

aimed to evolve new styleg of uducaticnal interaction between the

teacher and the taught. The GBSK took charge of ten single-teacher
schools for intcnsive feaching—practice for a fortnight in the year.
Four trainceg of‘a primary training college uére attachod to ene school

guring the fortnight. The toachers ﬂtraincesf tried to interest the
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children in collscting weste materials and natural objects from which
teaching-learning equipment could be prepared, They tested the children
in litefacy and numeracy and used remedial measures for the deficiene-
cies that came to light. an old Newspaper was spread out in 8 corner of
the classroom.to demarcate the "collection centre" or the museum, where
children arranged feathers, pebbles, shells, coloured glags pieces,
match buxeg etc, The teacher helped them talk about these things and to
use them creatively e.g. sticks were wed to learn measurements of langth,
breadth and leight. Similarly, children were instructed to cut small
twigs into pieces of equal length, and then arrange them into bundles

of 10s; then 1U0s, and so on. Several such gamss for literacy and
humeracy werc evolved and practicede However, as soopn as the regular
teacher came back with his traditional time table and curriculam, the

children ceased to attend school,

The experiment highlights that unless the‘educatinnal system incop=!
porates flexibility Df.nrganisations, curricula, text-books and metho--
dological approaches, the tagk of meaningful delivery of -education among
the tribals and other backward groupg, would remain & difficult one.

1

2« Experiment at at turgoli

This experiment was divided into three "phages" - activity, know-
ledge and assignments First, these were activity programmes auéh ag
school claaﬁliness9 water storage, health paradeg, prayers, assemblies
nams-reading, news~writing, story-telling, dramaticg, gardening, clay=-
work, paper work, games and sports, GChildren alsc go out in the
villages and see institutions and places of uducational and commercial

importance. The second phase - knowledge ~ congigts of actual class—
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room instructions. This leéds on to the third phass where assignments
basgd on the matter taught, are given to pupil while the teachser is
engaged in teaching other classess Thus, thesc three pheases, i.Caey
activities, knowledge and ggg&gpﬁgﬂg are linked into one unit - one

leading onto the next.

while detailed results of the sxperimeni are not availabla, it is
clear that the signifiéénCe of the expuriment lies in its attempt to
generate an environment of active enthusiasm and involvement by engaging
children.in a variety of activities of recoeational as well as equcaw
tional value. This ecnvironment paves the way for a closer and more
affective interaction during the next two phases, 1.8 knowledge

and assignments

10) (0BILE EDUCATIONAL SHIBIRS

The fjobile Educatiahal shibirs of [aharashtra, which are & carry=.
ower from the traditional "Gat Sammclans®™ for teachecrs, are organised
by a group of 8-10 gchools, generally situated within a radiusfcf about
8 kilometres from a central school where the shibir is heid, once a

month, for a half-saturday and & full sundays.

Though the Shibir is a purely voluntary activity, it enjoys active
involvenent of teachers, students, community, the Grum Panchayet and

the state Department of £ducaticn. The main objectives areg

i} Establishing intimate contact betwsen the schoel and the
community, and mobilising chmmunity gupport Fof"tha cause of

education,
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ii, Improving the competencc of teachers and thc scope of the
school programac through co—-operatively organised self-help
and expart guidanco,

iii; Locating comaunity problems and solving them through discussion

and mutual help.

It is obvious, thus, that the shibirs have multi-dimensional objectives.

Thess are achieved thaough the following typical activitiocs;

Exhibition of articles donated by the community and locally

prepared teaching aids;

Demonstration lessons to improve class~—roosm precticos;

Extonsive discussions on topics of common interegt

Cultural programmes, visits to villages, Prabhat Pheri, Group

march, Shramdan, etc,

The shibir'is thus & working forum for effective school and community
inu;luement and improuement. A gystum that is self-ensergizing, the shibi
of fers immense potentialities in

~ educating the community in better living

- supplementing resources available for cductticn

- creating a necdebasaed school programmes, a@nd thus reducing

wastaoge, stagnaivion and unemployment

ii} SCHOOL IMPROVEMENT CONFERENCE (SIC)

As the emphasis shifted from guantitative cxpanasion te qualitative
consolidation, it was widely felt that community support was'necasgary'}n
the organization; maintenance and improvement of the school system, and

4
to supploment the insufficient resourcos of thu novernment., Taomil Nadu
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took the lead in 1958. The collection grew from 2s.25,U00 from 76 schools
in 1958 to its.12 crores in 197C when more than 400 schools participeted

in the school improvement movement .

The proagramme function in two phases. in the
first phase, the deficiencies of institutions are identified at a meeting
uflheadmasters and tevachers, convened by the Deputy ingspectors of Schools
a few months befors ths giC is to be held. Nugd=based targets are set
for sach school by the headmagéers concerned, and are made knouwn to the
local communitys An informal and personal approach adopted by teachers

and of ficials facilitates this task a grsat deal,

1n the sccond phase, 1.8, the Conference itself, the contributions/
donations made by the community are publicised in various ways; CeQey
exhibitions of articles recoived, releasing aof "souvenirs® containing the
list of donors, maintaining stock registers, etc.. The aydience at such
confercnces includes district educational officials, panchayat officials,
students, members of the community, and officers of the Directorate and

gecretariat.
such conferencis serve many useful purposes such as the followings

i) First and foremost, thoy genecrate awarsness amidst the community
regarding the needs of the schools and the significance of thuir
support - financial and otheruise -~ to the government in meeting

thege needs,

ii) The element of "advertising® creates a spirit of healthy
competition which results into contribution of & rieh and
varied nature - in addition to sash, a variety of articles are

algo donated.
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iii)} It generates a sense of invelvement in the community
‘towards the educativnal system, which, as regsarch has
conclusively shoun, is one of thoc most important variables

in the successful performance of primery aducational system.

iv) Finally, of courss, tho programme helps reliesve the govern-
moent of some of its financial burden and makes the cduca-

tional system relatively more self-sustaining.

12} INSTITUTIONAL PLANNING

The Hajasthan Government took the initiative to introduco institu-
tional planning at the school lewels Tho plan is basically'a set of
programmes or projects, developed and undortaken by the institution
itself, on the basis of its felt needs and is financed by the Tesources
of the instituticn as well as thosa available from the community. (To

the extent community support is sought to be mobilised, the programme

_is similar to the school improvement conferences discussed carlier}.

Tho plans are implemented thpough a variety of projects which have

spocific objuctivesy for examples

- Improvement of pass peorcent age by providing remedial help
to weaker studentss

- Behavioupal counsslling, to check deviant tendencies among
childrens and to foster good habitg 1In them;

~ work experienco prograﬁmes with emphagis on earning-while-
learninge.

- Increased utilization of available resources, followsd by

tapping of additional resources from the community, in order to
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ensure adcequate provision of physical as well as educational

facilities,

Thus the institutional plans aim to achieove multiple objectives,

all with a locally available resource-hose.

13) THE MEADOW SCHOOL

The "Meadow School®, =z part of the 'vikaswadi'! experiment of GESK
(rcfered to earlier under 'Experiments in Single Teacher Schocls ),
svolved ag 2 result of GRSK's concern for the low attendance of (tribal}
children at the teacher—training institutions. The experiment inveolvad
a close observation of‘h0m the non=attending children spent their time,
and then cevolution of a relevant lcarning plan which would help tﬁe
children to sducate themselves without attending a formal school but with
adequate guidance and stimulus from the teachers. Heiw fhe school went
to thz pupils, s0 to say, and the teacher—taught interaction took plch
.while the childron would take the cattle out to graze in the meadous. |

Hence the name 'Mcadow School!)
/

The lcarning activities consisted of;
i) promoting physical ex reisvs
ii; nature—study for understanding the hasic concepts of
geography, biology, stca.
iii} language-development through oral work likes stories,
songs, free conversation, etc., and
iv) grasping number concepts by counting different oh jecte,

finding out one enother's age, me@suring height and uaigh§§ atC.

The most characteristic feature of the innovation lies in the fact that
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there was no effort to fooce laarniﬁg on to the pupils, rather the
teachers tried to capitalize on the natural environment df the children,
and on the ¥arious events as and when they occured, in order to impart
related knowledge in an informal, yet effective, manner. For example,
once the children killed a snaké, the teacher used this occasion to give
information =bout various types of snakes, and then took the curious
children to a mugeum at the vVikaswadi, where the knowledge was consoli
dated with the help of charts and specimen. The curiosity thu; deve-
lopad led the children to bury the snake and after somo days, exhume it
to discover the vertebraes. Not only this, they repezted the exercise

to double-check on the "discovory™.

Similarly, excursion wers organized and it was found that this helped

develop orderlincss and group—spirit among the childrena

Thusy the teacher had full fresdom to a#dopt any technigues ha liked,
THere was no attempt to "Mhuach', per se, but svsry possible occasion
was utilized for stimuloting enquiry and enthusiasm to know something

NEuYe

while the Meadow School is undoubtedly an extraordinary experiment, (and
ig all the more striking because it ococured $Dre than two decades agd
when terms lika non~formal education, etc., hod not appeared on the
educational harizon, it roquires’ teachers who are not only highly moti-
vated but are also able to capitalize on a wide variety of gituationg and
relate thom to branches of formal education. Givan that, the experiment

has a greét potentiale
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T4y BASIC EDUCATION

Basic Education modocl, propounded by Mahutma Gandhi in the early
30s, was adopted ag a model of mass elementany sducation after Indepen-—

dence. The main fsatures of this model are brizfly delinezted belows

{i, 1n contrast to the literuacy, bookish cdusation prevaslent in the
pre—independence India, Baslc Education wag to be built around
mannual labour and soclally useful productive work, It was meant
to prepare a child for a vocation and for lifes. Hupce, CRAFT
hag a central plece in the Basie curriculam, Education is meant

to be in, end through, creft. Thus, learning by doing is the

essence of Basic tducatiocn methodology.

(ii} The system was to be self~sustaining. Gandhiji strongly emphasi-
sod that the *acid test?! for the success of the model would be in
its ability to mect the entirc cxperditurc - including teacherat

galaries.

(iii)The model proposed free and compulsory education for seven years,
which covers all tho subjocts upto matriculation, plus a vocation
(craft}. Howevor, in addition to developing children into intelli-
gent and éelf—sﬁpporting craftsmang the model 2lso aimed to create.
in the long run, a now ¥zocial order® by inculecating in the children
the dignity of labour and appropriateo social attitudes. To that

extent, the model included a training in Ditizanship;

After the initial enthusiasm with the model, it wue given up as buing
unvizable, It i1s important to note tho variety of views preuailiné an

why the Basic £dugation model failed to develop as the new sygtem of mags
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elemontary educatione o will confine oursclves to the major criticisms

. varied by a number of sdusatioiists and other peopls over the yearss

1.

24

Je

Rpathy and ignoranze of the administration, poor quality of ttechers
and teacher training rmsultiﬁg iﬁ lifelsss traditional clagstoom
teaching, . inefficient cpaff tuaching in Basie training colleges

and schotlg, inadequata rosources for land, buildings, craft
equipment, «tc. aro cited as the major systemic inadejuacies res-—

pongible for the modelfg failure,

Many people hold the view {J.P. Naik being the most prominent
amongst them} that the major reason why ﬁhe model failed lies in
the slites! anathy for mannual luobour, fascinztion for book-gontraed
literacy uducation, social and psychological resistances %o the
introduction of mannual labour and_productiuﬁ.uork into the school

curriculamy; and so on,

The above view~point is countered by many who agsegt thet the
masges themselves, {er whom the model was desicned in asgencé,

wore reluctant and oven resentful towards the model siﬁce it did
not link well with the 'cenventional' chennels of higher education,
and thus .could not facilitate realisation of their obvious ambiti--
ons of improving their 1ot by becoming doetcfs, engineesrs, cto.
Thug, as an innovation, Basic Education failed bscouse it did not
rclate well with the ambisnt gocial roslity, i.e. the increasing
imdustrialisation and the creation of jobs for which formal degrees

were (are) the essential pro-roquisite.
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4« The 'deeign defects'often pointed cut as being responsible for the

model's failure, include the following:

i) seven ysars of full=time schooling, which gives rise to
by =and=large the same problems as face the "traditional®

systemy, viz., wastage, atc.

ii) the emphasis on craft necessitated small teacher - pupil
ratio's and highly traineﬁ teachers which again mads the
system an expensive one - not toc mention its inability to
achieve ita main aim of being financially self=-sufficiont.
The capital and maintenance costs of craft eﬁuipmant, Taw
materials, stc. added toc this inadeguacy of the model in

becoming a system of mass education.

iii) As mentioned earlier, the model could not be do
with higher levels of education withecut completely compro-
mising its fundamental tenets; and thus, was perceived

by many as being a block in the way of their growth.

15) NON-FORMAL EDUCATIOM (NFE)

P

-

The programmes of non=formal education grew out of the growing
realization that the "furmal system" can not bé expectsd to catsr to
the educational needs of the great variety of clients thét there are,
for reasons of inadequate facilities and resources, as also (and more
importantly) due to its rigidity of curriculam, timings, sequential
nature of courses, and single-point entry. As has been discussed eatlier,
one of the major operational problems continuss to be that of wastage

The concept of NFE grew out of the recommendbions of Education Commission
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(1966}, Central Advisory Board of Education (CABE, 1974), as well as
many prominent educationists, and it was widaly felt that a 'parallel!
gducational system nesded tb be developed tec especially cater to the

eft-ouls and the grop-cuts in the ege=groups 6~11 and 11=14 years.

o e

Mon-formal education has been defined as any organised cducaticnal
activity outside the established formal system, that is intended to servec
a specific clientale. It is importent to note that NFE is a purposively
organised channel of education, and, though outside the 'formal' system,
it often utilises resources like teachers, school premises, stc. of ths
latter. The NFE programmes presently operating in the country are of
2 large variety e.qg. adult education programmes, correspondsnce COUTSES,
pre=school day-ceare centres, vocational training courses, and so onj
but simce we are concerned here with primary/clementary education we

will limit the discussion to two experiments which typify the various

programmes being tun for children in the ags-group 6=14 years.

-

(1) The Bhumiadher Centre: Initiated by NGCERT in 1974, in collabora-
tion with *the 'State Department of Education, and experts in field of
agriculture, health, nutrition and social welfare, the Bhumiadhar |
Project in the Bhumiadhar village of Nainital district in UsPe, had the
following objectivess
i} to motivate the leftnouts/dropaouts in the aga=gruoup 6;14
years to join the centre and, thus, to enable them to later

join the formal system in Stde VI our IX, as the case may be;

ii) to develop functional numeracy and literscy amongst children;

-

iii} to develop an expertise in children in rogard to the worke
-

experience and their ocoupation so as to make them self-

sufficient, and
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.v) to develop healthy attitudes, sense of citizenship and a

scientific temper.

A speciél feature of the preoject was its emphasis on programmes of
Community Deualopmenf and Work Experience. This was apparently nece-
. ssitated because of the high poverty level of the village and it was
felt that linking NFE with programmes of economic development was
nécessary in order to motivate perents to send their children to the
NFE centre and ensure their continued attendance. Thus, a variety of
programmes, viz., introduction of improved varieties of wheat, onions,
‘atc., mushroom cultiuatién, constructicon of compost pits and roacds,
orgenization of a Mahila Mandal (Ladies' Forum) and Youth Forum,
caramic work, mat—weauing,'atcg were integrated within the fold of
the project, The centre.was established through the voluntary efforts

of community member.

Some or e experiences gathered during the project are summarisad

belows

i) It is necessary to rolate NFE for children (6=14) to community
development programmes and work experience.

11) At the initial stage, community leaders may be teken into
confidence for they can play a vital role in generating accep-
tance of the programme by cthers.

ii1) The teacher needs to be devoted and has to employ persuasion,
patience, and commitment to ensure meaningful participation by
children; i

iv) It was felt that on=the-spot training of teachers is botter



43

than Ytheoretital lectures" in training institutes as was
the initial idea. Some holds for instructional material
elso, uwhich thouch pfepared a=priori, needs to be flexible
and modifiable according to local needs.

v) The centrs needs to have autoncmy to examine the students
and lssue the neﬁessary certificates to enable their sub-

sequent entry intoc the formal system.

while the NCEET, perhaps oncouraged by the success of its project at
shumiadhar, Tecommended that all NFE centres should be similarly intog-
ratively linked with work experience and community development progra=
mmes, many cthers feel that this spproach would not be fezsible on

a mass level and, thus, might jeopardize the very objectiue of NFE, i.e.
r-mass coverage DF.lOFt—OUts/drUmeUtS for adopticn of multiple entry.

In fact, almost none of the more-than 100 NFE centres being run by NCERT
in various places, has besn able to initieste and sustain programmes for
e;Dnomic develepment. Another reason is that though a pilot project,
ghumi adhar centre was given a special support by NCERT in terms of staff
involvement, resources, etc. which limits its replicability irn other

similar places whare obviously it may not be passible for bodiss like th

NCERT to get involved to a similar oxtent.

Subsequent gntry into class VI/IX being a (professad) primary cbjective
of the projact} some observershhzve guestiened the project's break with
the traditionsl school-syllapus and emphasis on work=exporienge, etc.
and hove asssrted thot it is impossible to simul tansously pursue both

ohjrctives.
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~ % e 1 .
Z; ;_nednyg Pradesh FModel

|t 1

Tha Madhya Prodesh model attempts to provide partetime instruction
tc children {(left-outs/cropeouts) during convenient hours, and provides
them an opportunity to re-enter the formal system. To that extent, it
is similar o the Bhumiadhar approach. However, whcreas in the 8humia=
dhar project, the emphasis-in practice - was on community development
and work experience, the MeP. model has multiple entry as the role-
theoreticzl or practicel - cbjective. Under this mcdel, the entire
curriculam of five year primary course is condensed into a 2 year=
course ccnsistiﬁg of 18 units, Tho target group is children of 9~14
years age. Students who complete these units take the final (class V)
exemination alono with their full-time 'formal' school counterparts.
Teachers remuneration includes monetary incentives basad on the atten-
donce levels as well as the number of students who are able to pass

the inal examination every year.

~

This model has proved to be a success and it is envisaged that this
would be the main model of NFE henceforth. It may be useful to compare
iﬁ with the Bhumiachar Model, Firstly, unlike the Bhumiadhar Project,
it does not require sny special preparation on the part cof teachers since
the curriculam is wsssentizliy the same as in ths.regular formal systam,
Sacondly, the M.P. model has a clear, unambiguous goal, i.e. passing
the regular Std. V examinetion. Alsc, the inceﬁtiue system facili-
tetes hetter achisvement of this objective, It is evident, thus, that
in terms of human and material resources, NFE centres based on M.F. model
are likely to bs more viable, and also more succassful in ashieving re-
gntry of 1eFtaoutsferanuta'mbich is the malor proPessed objective of

non~-formel adusstion proQranmas.
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To sum up the idea of non=formzl education has, as an innoveotions The

following significant features:

1) It recognizas the incongruence between the rigidity of
the formel educational system on the one hand and the eco-
nonic realities of the client systeh, which pan not afford.

a full-time instruction, on the other.

ii) It recognizes, simultaneously, that porents do want to
send their children to school, provided the above-mentioned
incongruence is taken care of. And, that, apathy is not
the rezl causs - or not a major one, in any case = of low

enrolment and/or high drop-outs.,

iii) It zttempts to keep the curriculam flexible and tries to
adopt it to local needs, within the overall objective of

focilitating re-entry intc the formal system.

16) ON_EVALUATION OF INNOVATLONS IN PRIMARY EQUCATLON

We have discussed se¢ far, some of the major "innovations® in the
field of primary/elementary cducetion in India, which, though by no means
exhaustive, can be said to be a fair sample of the variety of innovations
operative everyuhsre, We nmow turn in this concluding sesction to the ways
in which such innoyatians can be ‘evaluatod', and finally also discuss what
features or characteristics of 'the innovation, the innovators, the

receivers, otc., make it a 'success'.

Any innovation involves, fundamentally, @ set of one or more inde-
pendent variables {existing of new) which aro saught to be manipulated

(added, deleted cr ramsgtructured) in order to achiweve their hypothesisaed
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effoct on the dependent variablo(s) which is usually some aspect of

per formance reflected in a verizty of indicetors. Taking this view of
innovations, the most appropristc way of evalusting any innovation would
be, toc employ the well known control-group methode That is, implementing
the innovation on an experimcntal basis {as wzs done in the Bhumiadher
Pilot project by MCERT and comparing the results with those obtaining

in 2 control group where the independent variables in guestion wers not
introduced. Howevar, though such mathematical precision would obviously
he the ideal thing to achieve, it is almost aluays infeasible to employ,
particularly in the field of gducational systems. There are mainly

3 reasons for this. First, this method is very time=-consuming and it
reguires substaontial fcsources - human as well as materiesl. And, if
employed, the eoxperimental evaluation may well turn out to.ba mTE exXpehe=
sive than the innovation's implementation itself. Second, it is often
not possible to control veriables/conditions with a precision znywhere

nedr the desired level, when krge number of humen minds &re involved, In

some situations, of course, thc gubjects can Serve as their ocon. controls

'as was the case in the Nutritious Meal Programme where tho effects of
nutrition (independent variable) could be assessed fairly accurately by
comparing the subjecté' pre—nutrition enroiment figures (or the base=

line performance) with those obtaeining after the programms was implemented.
But this can not always be done. Finally, another significant problem with
experimental evaluation is what is known as the "How Thorne Effaoct®, the
1ikelihood that the coenditiens in which an experiment is conducted will
significantly distort the results. For examplc, as wss the case in wCEHT's

Bhumi adhar project, the persons involved in the ipnovation at various atages

-
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from conception to implemsntotion, may be conscious of tha fact that they
are at the centre of attention, and thus they wouid very liksly put in
axtra efforts toc meke the innovation 2 succass. This has, by thc way,

been one of the major criticisms of the Bhumiadhar Project,

Then, how do we evaluate innovations? Ancther approach, which is
not necessarily wholly diffsrent from thc above mentioned method, is to
compare the resufts with the objectives tho innovation had placed hafore
itself. In order' that any evaluation in this manner be useful, it is
imperative that the cbjectives of the innovation be defined as pracisely
ancd unambiguously as possible. A typical problem in many innovation
discussed sarlier ig that of conflicting or mutually incompetable objec-
tives., For oexample, in both the Bbumiadher Project znd the Basic EBduca-
tion model, onc of the major objsctives - explicit in the former, an.J
implicit in the latter - is the subsequent entry of the students in the
conventicnal secondary schools. However, their substential emphasis on

work-experience/crafts conflicts with this objective.

Another problem typically encountered is that in many innovations
the improvements are not apparent right away but tzkes a long time, For
example, in the experiment on “Ungradad Schools't, which the effects on
enrolment can be seen relotively guickly, it takes 2~3 years to discuss
tho effects on the quality of learning being retained by the students who

are promoted regardless of their performance.

However, it is often possible tc evaluate an innovaticn on the
basis an estimation of the extent te which it achisves its professed

objectives.
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we have earlier discussed a varisty of innovations, some of which
(notably ths Nutritiocus Meal Programme, the Shift Gystem, Centralised
preparation of text=books ) have succesdesd in achieving their objectivaes,
while some hazve obviously failad which are the main factors which make an
inpnovation a success OT ﬁthafwise and which can, conceptusily, he applied
to innmovetions of all kind? With refsrence to cur earlier'discussion, we

can summarize thuse factors as belows:

i) Goal clarity and its proeper horizontel and vertical communi-
cation. |
ii) Congruence of the innovetion with the oxisting practices of the
targot group,.and other aspects of the innoveation design
iii) Degree of financial and administrstive support from the
concerned organisetions/egencies, es well as the nature and
extent of community support required and actually achievad
by the innovation.
iv) Degree of competence and commitment of those who implement
the innovatiocn.

v) Adequzcy of follow~up/feed=back mechanisms

Goal clarity is perhaps the most important feaetor affocting the
success of an innovation, zs we have already discussad for Besic Education
and Bhumiadhar Project. It is not enough that the gosls be "laudaoble" or
socially desirable; what is more important thét they must be internally
consistent, and also in kecping with the relatives of the current snviren-
ment. This is one major reason behind the  success of Nutritious Meal

Programme, Heednw Schools, otc.: Thoy had clear=cut, even if 1inited,
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goels, Congruence with the currently obtaining practices of the targst
group is also very important. This is amply reflectéd in programmes, like
preparation of placo=spocific text books, etoc. Availebility of adsguate
resources is of obvious Importance, and sinca the State funds are limitcsd
many innovations have latély been incorperating mechanisms of local fund
generationy; asis the case, for example, ih Moblile tducational Shibirs and

School Improvemsnt Conferencos.

Further, it is essential that thoss who are entrusted with the
task of implementing changes - be competent to dc ss, and heve e sense of
commi tment to the causas Teacher Training Programmes, for -example,
basically aimed at ensuring tHat teachar who are the actual hgents of
learning' be themselves up=to-date with the changing frontiers of know-
ledge, Finally, the task of =z chango~agont is not over with  the first
successful trial run. In order to ensure that the proposed change‘is
iﬁcreésingly well accopted by the target group and in fact, become an
integral part of it, it is impegrative to estsblish suitable Feed-back/
follow=up mechanismes which may, among other things, point cut the
necassity for some modificaticns in the design of the innovetion. This
is elesrly demonstrated by the continual processes of syllabi development,
As the profile of the client-group changass, the earlier model of change

.may itself reguire modifications.
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Exhibit 1

Elesmentary Education 3 Schools, Teachers & Students
{(in 0OO's)
| D e N W W W M T wR W 8 -‘n - “’l mmmmmmmmmmmmmm . L2 5 ﬂﬂﬂﬂﬂﬂ
Year Primary Middle
Schools Teachers  Pupils Schools Teachers Pupils
1950« 51 210 538 18,294 14 85 2,072
1955=56 278 691 224920 22 148 3,813
1960-61 330 742 26,642 50 345 10,611
1965=66 391 944 37,219 76 528 16,725
*
197576 470 19243 Ne A, 106 778 23,642
*
1979-80 478 15312 48,972 115 835 26,959

*  Provisionsl
1 Includes Junior Basic/Basic Primary Schools (not pra~primary)

2 Includes Senior Basiec/Junior High Schools

S50URCE: M"Basic statistics relating to the Indian Economy%, Central
Statisticel OUrganization, Ministry of Planning, New Delhi, Yearly

Publications
51 361
61 3 4329
71 3
B1 3 658



Exhibit 2

Access, to Primary, Schools in Rurel India

. = e o SO TP ..

e P pRpp———— PP SRR S

S. Population Total No. Total No., of habitations & (% of slab
No, Slab of Habi- Popu- population) according toc access to
' tations lation  Primary Schacls :

in the in the

5lab 5lab A 8 C b
] (Lakhs) B T
1. 5000 & Above 44407 318 4,334 31 24 18

(98.46) (0.65) (0.52)  (0.37)

2. 2000-4599 35,069 996 33,844 793 248 172

(96.65) (2.09) (0.79)  (0.47)

2. 1000-1999 91,799 1245 * B5,730 4,278 19323 468
(93.69) (4.40) (1.39) (0.52)

4,  500=999 173,727 1217 141,437 23,186 6,969 2,135
(82.50) (12.56) (3.81) (1.13)

5. 400-499 68,365 304 45,469 15,837 5,283 1,776
(66.63) (23.09) (7.67) (2.61)}

6. 300-399 93,340 321 49,977 29,378 104275 3,719
(54.14) (31.15) {10.60) (3.91)

7. 200-299 © 131,630 321 46,961 55,480 20,356 8,833
(36.71) (41.81)  (15.09) {(6.37)

8., 100-199 183,414 265 33,124 95,027 36,586 18,677
(18.79) (51.29)  (19.74) (10.18)

g, Below 100 182,913 103 10,581 98,531 43,603 30,198
(7.07)  (54.63)  (23.21) {15,09)

Sy -

ALL SLABS 964, 664 5092 451,457 322,541 124,679 65,987
(78,53) (14.49) (5.03) (2.15)

L 20 L Wl . AT o=t e

SOURCE s Fourth All-India KEY 2
Fducational Survey With a Primary School
NCERT, 1982 A = Ifn the habitation
(8ssed on Table 11) 8 « In a neighboring habitation
within a distance of 1.0 km.
£ = {=dom) 141 km to 2.0 km

O = {=do=) more than 2.0 km.



Exnibit 3

PR

Distributions of Primary Schools azccording to Type of Building

Typé of
Building

Tt wm mm mm oms mm Wm mn S ms AD A as WA e A S @3 e

S

4,

Open Space

Tents or
Thatched
huts

Kuchha
Building

Partly Pakha
Building

Pakha

duilding

ALL TYPES

{1976=79)
Area-wise No, of

» schocls . L 70 of TOt?lS . _

Tatal Rural Urban Total Rural Urbean
40,730 39,606 1,124 8.58 .18 2,61
48,275 46,817 1,458 10617 10.84 3639
101,352 97,744 3,608 21435 22,65 8,38
61,418 55,291 6,127 12.94 12. 51 14424
222,861 192,144 30,717 46496 44452 71.38
474,636 431,602 43,034 100,00 100.006 100.00

Mo Er B P Em F e ma mm mm O T DR kY M e en mr u T Me &3 e e wm am o M &Y O o e



Exhibit .4

T ek 5 P

State-=Wise Distribution of Primary Sectians according to Pupileieacher Ratio

No. of primary sections with pupil-teacher ratio

S STATE/U.T. Bolow 10  10-19  20-29  30-39  40-49 50 & All
fbove  Ratius
. Andhra Fradash 484 1,434 4,537 10,152 13,927 14,588 45,122
' 2, Assam 164 3,051 B,357 5,941 2,841 2,078 22,450
3, Bihar 307 3,501 13,156 20,375 12,843 10,634 60,836
4. Gujerat 107 638 2,920 6,887 6,798 6,078 23,428
5. Haryana 2 773 15104 2,950 1,972 965 7,186
. Himachal Fradesh 229 1,182 14392 1,284 868 809 5,864
7. Jammu & Kashmir &66 2,777 2,668 1,487 B47 385 9,340
8, Karnateka 265 1,044 3,719 7,326 8,085 13,528 33,867
9. Kerala 75 443 2,872 3,418 1,629 895 9,332
10. Madhya Pradesh 823 6,480 15,474 15,475 10,602 8,618 57,472
11, Maharashtra 787 2,716 8,504 15,611 12,968 9,862 50,449
12. Manipur 388 1,575 810 274 106 S6 | 3,709
i3, Meghalaya 32 487 1,331 937 446 431 3,664
14. Nagaland 127 594 311 9B 44 20 1,194
15, Orissa 294 5,499 10,418 11,368 5,332 3,684 34,595
16. Punjab 134 579 2,182 4,603 2,969 3,308 13,775
17. Rajasthan 360 1,444 5,492 8,747 6,212 4,129 26,384
18, Sikkim 10 829 156 70 . 18 10 363
19, Tamil Nadu A0S 631 6,976 12,731 74399 4,867 33,402
20. Tripura - 80 284 467 403 324 323 1,886
21. Uttar Pradesh 723 3,562 13,428 26,548 15,974 9,450 70,105
22. West Bengal 187 2,294 11,454 18,422 12,162 5,748 50,267
23. A & N Islands -2 87 20 20 2 3 206
24, Arunachzl Pradssh 16 118 250 217 123 101 8565
25, Chandigarh ' 1 10 30 41 & 6 104
26. Dadra & Nagar Havell 0 0 7 41 39 70 157
27. Delhi 4 48 425 924 320 135 14856
?8. Goa, Daman & Diu 20 286 426 331 91 27 1,169
29, Leakshadweep 2 2 3 7 7 3 24
30. Mizoram 2 58 143 164 97 73 537
31. Pondichsrry 2 39 118 119 70 41 390
ALL-INDIA 5723 39,475 119,270 176,994 125,123 101,425 570,010

SOURCE:s

Fourth All-India Educational Suruey, NCERT, 198z,

Based on Table 136



Digtribution of

t1ibit

e A A -

Primary Sections according to Pupil-Teechor Ratio

(f11 India)
;:;il-Teachef No, of Primary Sections % of respective totai;
Ratio - -

Total Rural Urban Total Rural Urban
Below 10 7,723 6,916 807 104 144 143
10=14 12,202 10,786 1,416 2.1 2.1 2,3
15=19 27,273 24,651 2,622 4.8 4.8 43
2d—24 50,667 46,164 4,503 8.9 Fel 72
25-29 68,603 61,792 6,611 120 1242 1140
30=~34 87,615 78,313 9,302 15.4 15.4 15.0
35-39 89,379 79,301 10,078 15,7  15.6  186.3
40=44 75,545 664,626 B4y919 13.2 1361 14{4
45=49 49,578 42,835 6,743 847 Bed 10,9
50 & Above 101,425 90,780 18,645 17¢8 17,9 1742
ALL-RATIOS 570,010 508,164 61,846 100,00 100.00 100.00

A L . ST




phibit, &

Investment in Elsmentary Education In India

(Rs. in crores)
Plan Fxnenditure Totel Exps (1) as
on Elamens on Education 2 of (2)
tary
toucetliaon _
(1) (2)
I B85 153 G4
-
11 a5 273 25
IT11 178 59 30
Annual
322 20
Plan 65
Tv 235 823 29
Vv 410 1285 32
Y1 S0 19865 46
SOURCE: Eastern Economist Annual 1980, Table II, Page 89.



exhiblet 7
e AL o s oS

fnrolment in Elementary Education in India (1950-85)

(Approximate)
bescription 1950=51 1955=56  1960-61 1965«66  1970=71 4375=76 1979-B3  1984=385
{ TARGETS)
As: ENROLMENT Nos, (Lacs)
Urade 1=V Boys 138 175 736 322 396 438 485
Girls 54 77 114 183 251 272 342
Total 192 . 252 350 505 647 710 827
Grade YI=VIII Poys 26 34 51 77 109 130 166
Girls 5 G 16 28 50 65 95
Total 31 43 67 105 159 195 258
Be ENROLMENT RATICS (%)
Grade [-U Boys 6046 68,2 B2.6 96,3 99,0 100, 2 10841
™~ Girls 24,8 31,0 41,4 5645 6746 6549 B1.5
Total 4341 50.0  62.4 T6.7 85,9 83,6 95,2
Grade UI-VIII Boys _ 20.6 24,6 33,2 44e2 48,9 52,0 6341
Girls 4e6 6e6 1143 17 0 2441 27 7 3648
Total 12,9 1549 2245 30,8 3649 40,2 50, 3

v > N - e — -

€ ps percentages of total population in the respectivs age-groups; viz., 6=11 (Grede I-V), 11=14 (Grade VI~-VIII}
and 6=14 (Grade I-VIII), .

1. Dete for 195076 taken from "Basic Statistics Relating to Indian Economy®™ (1950-51 to 1975-76).
2. Date for 1979-80 and 1984-85 (T) from Sixth.Five-Year Plan (Table 21.1)



Exhibit 8

Official and Actual Enrolment Ratios in tismentary Education

(In %)
Year Ratio 3 OFFICIAL RATICS - ACTUAL RATIOS
5td, : I-V  VI-VYIII I-VIII IeV  VIeVIIT  IVIII
Aae Group (6=11) (11=18) (6=14) (6=11) {(11=14)  (6~14)
1950=51 . 43,1 1249 32,5 32,7 7.0 28,1
197576 83,8 36,7 67.0 62,6 2147 5447

SOURCE: John Kurien, "Flementary Education in India $ Myth
Reality & Alternative' Vikas Publishing
House, New Delhi, 1983, {(pei4)s



Exhibit 3

e TR

Ares=wise ang Sex-wise Distributien gf Enroiment in S5td, I=Y {1978-=79}
(2
AREA 5EX Std.l 5td.I1 SideIII S5td. IV S5td. V TOVTAL
RURAL ' Boys 31.72 23.19 18.49 14,67 11.94 100,00
Girls 35.70 23.00 . 17.91 13.41 9,98 $0.00
Total 33,16 23.12 16428 14421 1123 150.00
LRBAN ’ Boys 25,56 22.08 194 50 17404 15,82 108,00
Girls 26451 22445 19430 16.76 14,98 100G, 00
Total 25.99 22.24 10«47 16.92 1545 +00.00
TOTAL Baoys 20.28 22.55 18.71 15,18 12+18 100,00
) Girlg - 33,09 22.85 T8+ 31 14436 1140 10C,.00°,
Tatal 31442 22,91 18,55 14,87 12,25 100,00

SOURCE: founth All-India Educational Survey, NCERT, {Statement 5429)



CExhihit 4o

art amtan

Propoztion of Cirls in Stde I=V (1978-79)

g.-a:-an-:;-qmmu:nu-nos-mcu—nnn-—mnu—.a—n

stenderd RURAL URB AN ALL AREAS
1 38,95 45,63 40,30
11 36.00 45,15 38,16
11 35,45 44,51 37,75
Iy 34,14 44,34 36,96
‘y 32,15 43,39 35,59
8LL GRADES 36,18 44,75 38,26

SOURCE: Based on Statement 5.29,Faurth AlleIndia
Educational Survey, NCERT, 1982,



Exhibig 13

-y mp TN e e L - =3 = - .- D om o ma S Y ) B o R &3 - N T I (%)H = -y

STANDARD 195051 1978=79

I 36,3 3ed

11 22,6 22.9

I11 17.5 18,6

1V 13,7 14.9

v 9,9 1242

TOTAL 100,.0 100.0



Exhibit

W T AP I

% of Scheduled Caste and Scheduled Tribe Enrolment in Class (I=V)
in 197879

M OTE B AT U B GF G TR S 43 KD W B N G aw Rd e Sx mn re mr M gy on Ee er M e B e ARk e W O s e W

Class #% of SC Enrclment % of ST Enrolmant % of {(SC+ST)Enrolment

Rurel  Urbanm  Total  Rurasl  Urban  Total  Rural  Urban  Total

I 17.01 13.83 16437 P77 2.39 E.29 26,78 16422 24466
II 15,69 12,77 15.00 Te77 2,05  6a.42 22446 14,82  21.42
III 15415 12,07 14e37 6477 1«98  5.55 2192 14,05  19.92
1y 14.14 11431 1336 557 1e79 44,52 1971 13410 17.88
v 13.03 10.,48 12,25 5.08 Ta21 4e11 18411 12439 1636

Class I~V 15.51 1231 14,73 7464 2.06 6,28 23415 14,37 21.51

(As percentage of total shrolment in the respective Classes)

S0URCE: Fourth A1l India Educational Survey, NCEZRT, 1982,
Statements 5.31 & 5,32



STATE

- mm mm e omm S ew me e =

S,
10,
11,

Uttar pradash
Bihar
maharashtra
Jest Bengal
Anchrea Pradesh
Madhya Pradesh
Tamil jaduy
Karnataka
Rajasthan
Gujarat
Orissa

Karala

Assam

Pun jab

Haryana

pPopulation
(1981,

(Lakhs; ™~

EXHIBEY 13

State-wise Enrolment in 1978-79

enzoiment  Enrolment  Enroalment

1178,58
698,23
626434
544,86
534404
527 432
482,97
570,43
341,03
33 .61
262,72
254473
199,03

166.65
128,51

in Grade in Age
I=-V Group
SOl X I
(Lakhs; (Lakhs,
S P ¢ ) S
89,39 71 .18
63458 46,29
8,73 50,1
57.78 48
49425 B.E3
424449 34456
61,21 48
40,58 3340
25475 13,84
2B 469 27.98
26,12 18,15
31 w49 26
18,82 16,72
20,51 17.57
17473 Cel

@ of SCs in % of Girls
tatio 10 enumstrer Eawemment ()70
e (19715 Grade (I-V)

—Trye S _

(s _ _ . (6) . o - - ) CD A
53.40 27,00 17,88 30,43
54,37 14,17 10476 28.94
7943 6,400 11.96 47,56
67,60 15,90 18,59 42,42
60,17 13,27 17,98 $,10
47,1 i 3409 12,28 31.86
87.63 17,76 19,96 44,87
75435 1314 15,04 43,37
45,22 15,82 12,60 24433
69.83 6484 7.63 39,65
56 + 46 15,19 14469 38430
B5.99 8,30 1943 48,29
63.72 5423 $.68 42,13
35.24 24,78 29,42 44,68
60,65 18,89 14426 52,86

contde.



exhiibit-15 contdea

{72 (<2 (2 _ (4; __' {5, (83 (7 (8; _
1654 Jammu & aashﬁir ‘ 55482 beTd A 4445 58433 : 35,48
17+ Fimachal pradesh A2.38 4495 3485 TE ¢339 41,32
15, Tripuca ENCIE 2.9 LIRE 75,85 ‘ 41,65
12, ffanipur 14,34 2,00 1 .29 76 o4 44,27
23, meqghalaysa 12,28 ] .86 U7 G057 l - 49,33
21, Nagaland Tal5 1,09 1,57 T34 35 44434
22, Sikikim Jal6 - 0,38 2,21 £8.50 30,59
23 A1l UaTes 97,84
ALL=T0I A 688,17 686,12 5I8.TT - 64,13 P 4.58 14,75 . 48.27

Ranked by Column (2, for States,

iDJRCEs Basad on Taples 152, 169, 167, of Fourth Ali=-India cducaticnal survey, NCERT, 1982,



- EXIs1T 14 :
students flow in rlasses {(I-vi1i) during 1968-1977

...-...-...-——m...—.——-—u———.—.—-_...._—A-......-._._—-...—._.._..-—._....-__._._...“.---'———-—--

NUMBER OF STUDEWTS IN CLASSES

\[}9 3T e ErEmdeAd W A e R R B e i L T A RS i e R g g, e W R R AW

o =AY M .l T TR S SRR b TS

R S S 19 S v_ v VI VIT _\111_1 ________
196569 108435
(30 d;
1969-70 199,42 120,04
(150 ; {60.5;
197:2-71 204,38 129,26 98,17
{49.5,
1571~-72 211,15 127,75 12,51 81 .68
(50493 valaz;
197273 221,843 140,37 196,46 85,84 659,49
(43.0; (35,0
197374 NA NA NA NA _ A NA
%9 7475 219,75 148,76 115,73 51,55 75,16 61,75 29,77
) (31.5; (25,17
§575-76 219,87 145433 119,01 93,39 78 o 49 52.58 53,19 44439
: (26473 (2244}
397617 227425 156437 124,67 10,44 81.88 66,38 54.54 45455
Figures in parenthesis indicate the percentages to the enrciment in Geade 1 of the corres,onding original batch.
SOURCE:

4 Hendbook of £de & Allied Statistics, Ministry of fducotion & Cultursy Govt, of India, 19849,

pp. 204-207, as quoted in 'tlementary fducation for All¥, D». zrma in, Jdan. &
April 1952, uol. 4, NOw4s ALy D2. MoK, Sh2rma, EPA Dulletin, Jaf. &
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