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GENDER EQUALITY AND EDUCATION IN INDIA PROGRESS IN THE LAST DECADE Vimala Ramachandran



Where are we today? The decade of the 1990s has seen noteworthy progress in the field of elementary education. There has been progressive improvement in overall literacy levels across the country (Table 1: Literacy rates). The problem of access has been addressed to a significant degree with close to 90 per cent children in the 6-11 age group currently enrolled in primary schools – formal, alternative and private taken together. The country has witnessed a decadal jump (1991–2001) of 13.17 per cent for men and 14.87 per cent for women in literacy rates and for the first time, a decrease in the absolute number of illiterates. The processes initiated in the wake of the national policy on education (1986), have been given a further impetus by a range of special projects initiated by Government of India with domestic resources as well as external aid / loan. Notable among them are initiatives like the Shiksha Karmi Project and Lok Jumbish Project in Rajasthan, Bihar Education Project, Andhra Pradesh Primary Education Project and Mahila Samakhya (See Table 16 in Annexure 1). The indigenously designed Education Guarantee Scheme (EGS) of the Madhya Pradesh government constitutes a radical departure in managing primary education. Similarly the bridge programmes of Andhra Pradesh (and more recently Karnataka) have enabled out-of-school children to get back into the formal stream. Finally, the District Primary Education Project (DPEP) launched in 1994 built upon earlier basic education projects. The Government in 2002 has now institutionalised the lessons of these various basic education projects in Sarva Shiksha Abhiyan. This has also been a decade of extensive research and documentation in elementary education and gender and social equity issues. We have thus a rich knowledge and database to draw upon. This indeed is no small achievement in a country as vast and diverse as India.



Recapturing broad trends: As we move from the 1950s to the present, a steady increase in enrolment of children at all stages is discernable, with the most impressive strides visible at the primary stage in the 1990s. Enrolment in the primary stage (age group 6-11) went up from 97.4 million in 1991 to 113.8 million in 2001 with the percentage of girls increasing from 41.48 per cent in 1991 to 43.76 in 2001. However, progress at the upper primary and high school stage has not been as impressive – it increased from 34 million and 19.1 million in 1991 to 42.8 and 27.6 million respectively and the proportion of girls increased from 36.76 to 40.89 per cent in upper primary and from 32.98 to 38.77 per cent (Table 3: Growth in enrolment from 1951 to 2001).
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The number of primary schools in the country has increased over fourfold –– from 0.23 million (1950–51) to 0.93 million (1998–99) and enrolment in the primary cycle has gone up by six times from 19.2 million to 113.8 million in 2001. At the upper primary stage, the increase in enrolment is by a factor of 13 for all children and 32 for girls (Table 3 in Annexure 1). The gross enrolment ratio at the primary stage often exceeds 100 per cent (in India it is fairly common to find children below and above the 6-14 age group enrolled in primary classes), though the net enrolment ratio is about 20 per cent lower (Table 5, Gross Enrolment Ratios 1951 to 2001, in Annexure 1). Ironically, sample surveys done at regular intervals reveal a disturbingly low school attendance rates – with only 75 per cent rural girls in 6-10 age group, 61.6 per cent in the 11-14 age group attending school in 1998! Equally disturbing is the distribution of out of school children by social group and by location. Rural girls belonging to disadvantaged groups like SC and ST are perhaps the worst off with a staggering 49.9 per cent and 55.9 per cent respectively having dropped out. (See Table 12 on Percentage of household population in 6-14 years attending school 1992-93 and 1997-98 and Table 13 on All India Percentage of out of school Children in Annexure 1) Notwithstanding this impressive achievement in enrolment, the median number of years of schooling is only 5.5 for boys and 1.8 for girls, and what is more disturbing is that only 35.6 per cent boys and 19.7 per cent girls complete middle school (See Table 20 on Average Years of Schooling, 1998-99, in Annexure 1). Further these national averages mask wide regional disparities. For example, while the overall completion rate of the full primary education cycle (completing Class V in some states and completing Class IV in others) is 78 per cent in Karnataka, 62 per cent in Maharashtra and 55 per cent in Tamil Nadu, the figure dips to under 40 per cent in Uttar Pradesh, Bihar, Orissa and Madhya Pradesh. Recent educational statistics compiled by the government indicate high drop out rates at all levels. For example it is 40.7 per cent (41.9 for girls) at the primary stage, 53.7 per cent (57.7 for girls) at the upper primary stage and a staggering 68.58 per cent (71.5 for girls) if we are to take grade 1 to 10 together ((See Table 6 on Gross Dropout Rates in Annexure 1 and Table 9 on dropout rate at different stages of school education in Annexure 1)! The situation is far more worrisome for the rural and urban poor, the socially disadvantaged groups (scheduled castes - SC and scheduled tribes - ST). Within each category, the situation of girls is far worse than that of boys. Gender inequalities are more pronounced among these groups. For example the proportion of SC girls to all SC children in school is 36.57 per cent and that of ST girls it is 35.91, while the corresponding figure for forward caste is almost 48 per cent (See Table 4 on SC and ST enrolment and Table 5 on Gross Enrolment Ratios and Table 10 on Percentage of out-ofschool children by age and social group, in Annexure 1). The Approach Paper to the Tenth Plan (2002–2007) points out that: “Out of approximately 200 million children in the age group 6-14 years, only 120 million are in school and net attendance in the primary level is only 66 per cent of enrolment.” Of the 80 million children in the 6–14 age group who are either out of school or enrolled but not attending school, about 60 per cent are girls. Of the 121.3 million adult illiterates in the age group 15–35, 62 per cent are women. (Government of India, 2002)
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Concerted efforts were made through the decade to convert all single teacher schools to two or three teacher schools. Efforts were also made to increase the proportion of women teachers, especially at the primary stage. In 42 districts covered under DPEP Phase I, the overall share of single teacher schools declined from 18.5 per cent in 1995-96 to 14.3 per cent in 1999-00. However, in DPEP phase II districts (almost 150 districts covering many of the backward regions of the country) the proportion of single teacher schools increased from 14.3 per cent in 1995-96 to 19.1 per cent in 1999-00 and almost 90% of single teacher schools do not have women (Aggarwal 2000). Most single and two teacher schools are located in rural / remote areas, where the continuation of girls throughout the primary education cycle remains problematic. Recent DPEP data reveal that 72 per cent of two-teacher schools are without female teachers. For example, in Tamil Nadu 86.8 per cent and 89.4 per cent single teacher schools do not have any female teachers in DPEP Phase I and Phase II districts respectively. While the number of women teachers has increased gradually, their proportion remains extremely low in most parts of the country (see tables 7 and 8 on proportion of women teachers in the Annexure 1). More disturbing, given the large number of single teacher schools, is the low distribution of women teachers in such schools. However, the picture seems to be slightly better in Alternative Schools, where reports indicate that Assam has 50 per cent, Bihar 100 per cent, Karnataka 10 per cent, Tamil Nadu 25 per cent and UP 62 per cent. The Bihar scenario is particularly interesting because a policy decision was taken that all alternative school teachers – mostly recruited from the local community and appointed on yearly contract basis – would be women. Similarly in West Bengal, while only 25 per cent single teacher schools have women teachers, 100% of alternative centres known have women teachers. Again in this case a policy decision was taken to appoint women above the age of 40 with five to eight years schooling. Educational administrators argue that even though the presence of female teachers is important, what matters is the functionality of schools, a far more critical factor for girls’ participation, as parents are not happy about leaving their daughters unsupervised in school (Ravi Srivastava 2002) It is noteworthy that while the country has made impressive progress on the primary education front, the same cannot be said for secondary education or post-secondary education. If we look as percentage distribution of children and adolescents of different age groups across different educational levels, it is disturbing to note that only 49.6 per cent of boys and 30.6 per cent of girls in the 15-19 age group have ventured beyond middle school in rural India. Similarly, only 67.4 per cent of boys and 63.8 per cent of girls are studying in secondary school and above in urban India. An overwhelming number of children barely complete primary school, with many of them dropping out before they reach (NCAER/HDI, 1994). This picture gets even more grim as we move down the income / socio-economic ladder (See Tables 21 on school attendance rates by income ad social group in Annexure 1). Standing in the threshold between adulthood and childhood - their predicament has been largely ignored. Adolescent girls are vulnerable. A very large number enter into matrimony and become young mothers before they have the opportunity to realise their full potential. Removed from formal schools at the onset of puberty, those who are not married, take on household responsibilities. Census data for the state hides wide intraIndia Case Study
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state regional differences and variations across communities. Those who are socially and economically disadvantaged discontinue their children from school at an early age, marry their girls off as early as possible and make their children work either within the household or as child workers. NCAER / HDI survey reveals that even in relatively advanced areas like Andhra Pradesh and Tamil Nadu, while enrolment rates are high, most of the discontinuation happens in the 12-14 age group – especially for girls. Among the 4 most cited reasons by girls for discontinuation are required for work at home, costs too much, not interested in studies and others (early marriage, lack of facilities in school). The four oft cited reasons by girls for never attending school are education not necessary, required for work at home, costs too much and not interested. (See Table 11 Reasons for never attending / dropping out, 6-17 years in Annexure 1) Given the limitations of collecting data on work participation of children within the household, estimates compiled by NCAER may be on the lower side. The NCAER report admits that “Although the extent of so called child labour could be many more times larger, the proportion of children indulging in earning cash either through wage or other forms of employment is of the order of about 10 million for rural India as a whole. The other category of child workers excluded from this estimates are those who work as unpaid family workers.” (NCAER: HDI Survey Report, September 1996). In 1996 about 38 per cent of girls in India, 45.6 per cent in rural India and 21.8 per cent in urban India the 15-19 age group were married. 17 per cent of total fertility in India is attributed to girls in the 15-18 age group. (Planning Commission, Government of India, 2001)



Factors explaining progress made in the 1990s In this section we explore factors explaining the progress made in the 1990s and the persisting gap not only between boys and girls but also between different social groups and geographical areas.



Educational provision1 The National Policy on Education (NPE) and the Programme of Action (POA) (1986, revised in 1992) marked a significant departure in India’s educational history. The chapter titled ‘Education for Women’s Equality’ states: Education will be used as an agent of basic change in the status of women. In order to neutralise the accumulated distortions of the past, there will be a wellconceived edge in favour of women. The national education system will play a positive, interventionist role in the empowerment of women. It will foster the development of new values through redesigned curricula, textbooks, the training and orientation of teachers, decision-makers and administrators, and the active involvement of educational institutions. This will be an act of faith and social engineering… The removal of women’s illiteracy and obstacles inhibiting their access to, and retention in, elementary education will receive overriding priority



1



See Table 14 for a listing of policies / programmes from 1951 to 2003.
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through provision of special support services, setting of time targets, and effective monitoring.... (GOI 1986, 1992) The NPE / POA (1986) was followed by the Jomtien Declaration (1990), which contributed towards a significant increase in domestic and international investment in primary education. Many new programmes were initiated during this period and the government mobilised considerable domestic and external funds for primary education. As the decade progressed there was a realisation that primary education is not merely about formal access and literacy rates and that the central issue was “removal of disparities and to equalise educational opportunity by attending to the specific needs of those who have been denied equality so far” (NPE, 1986). The District Primary Education Project (DPEP) helped augment resources and made primary education an important priority of the Government of India (See tables 15 and 16 on expenditure and outlay in annexure 1).2 The programme was initiated as part of the larger Social Safety Net Credit Adjustment Loan to India under the Structural Adjustment Programme of the World Bank in 1991. Taking its cue from the policy guidelines in NPE 1986 and drawing upon the experience of a range of prior primary education programmes, the DPEP tried to “incorporate a gender perspective in all aspects of the planning and implementation process” (GOI 1995). It recognised the importance of mainstreaming gender and making it an integral part of strategies to tackle problems of access, retention and achievement levels and for reaching out to children from the most disadvantaged groups/communities. The project sought to “to increase coverage of girls, improve their academic achievements and reduce gender disparities in respect to enrolment, retention and learning achievements.”3 DPEP adopted a two-pronged strategy to meet the gender and social equity goals: - Make the education system more responsive to the needs and constraints of girls and children from disadvantaged communities, and - Create community demand for girls’ education and enabling conditions for greater participation. The size of the DPEP intervention can be gauged by the fact that 86,850 new schools and 83,500 Alternative Schools have been opened between 1994 and 2002 and 1 million teachers and 3 million community members were trained. DPEP is now operational in 273 Phase II and III Districts and even as it is being phased out in 42 Phase I Districts. Official commitment to universal education was further strengthened with the enactment of the 93rd Constitutional Amendment Bill (passed by the Lower House of Parliament on 2



Discussing the spurt in elementary education spending in 1995/96, Sajita Bashir (2000a, p.12) points out that: After deducting the expenditure on these two programmes (DPEP and Lok Jumbish), real plan expenditure (domestic) for elementary education has grown at the rate of 22 per cent p.a., compared to 27 per cent p.a. when external funds are included. Thus, the increase in domestic funding has been the main factor in raising Plan expenditure on elementary education. 3



DPEP, MHRD, GOI 2000.
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28 November 2001 and the Upper House of Parliament in December 2002), making universal elementary education a fundamental right of every child. Box 1: Recurring recommendations to promote girls education 1950-2003 A review of government policy documents from 1950 to the present makes it apparent that there is no dearth of gender-sensitive policies to bridge the gender gap in elementary education. These policies include a Constitutional commitment towards providing elementary education and the elimination of all forms of discrimination based on caste, community and gender. Some of the recommendations are: − Provide schools within walking distance, closer to the place of dwelling, if necessary satellite schools for remote hamlets; − Policy-level recognition of the importance of providing child care facilities/crèche within school premises; − Policy-level recognition of the need to provide escorts for girls, if school is away from the village or hamlet –– especially in regions where safety of girls remains a social concern; − Introduce flexible school timings and region-specific school calendar –– with a view to reach out to children who are engaged in family occupations, especially girls engaged in household, livestock and farm work and sibling care; − Provide alternative schools/non-formal centres, combine formal with non-formal, condensed courses for dropouts, residential schools for working children, children in special/difficult circumstances, minorities and special focus groups like migrant groups, nomadic tribes, etc. Introduce bridge programmes to enable children to re-enter the mainstream; − Appoint more women teachers in rural areas and provide them with secure residential accommodation. To this end, expand pool of women teachers by lowering qualifications, provide intensive training (near the place of dwelling), provide regular educational support, organise special condensed courses for dropouts who can be trained to work as teachers, provide secure accommodation for outstation teachers, etc.; − Provide incentives like mid-day meals, food grains, uniforms, textbooks, exercise books, attendance scholarship and free bus passes; − Involve the community in managing the school through advocacy, mobilisation and formation of village education committees with at least 50% women members; − Improve quality of education, motivate teachers to make learning a joyful exercise; − Decentralise educational planning and administration, bring it closer to the people so that it reflects the special needs and aspirations of the community; − Address management issues that inhibit the implementation of government policy, like grievance redressal, resistance of administrators and teachers’ unions to flexible timings, school calendar, recruitment of women with lesser qualifications from rural areas, recruitment of local youth in remote areas where teacher absenteeism is rampant, appointment of teachers to a specific school and so on; − Mobilise public opinion for primary education and universal literacy in general and women’s education in particular. Advocate for greater political will and administrative commitment; − Adopt holistic, convergent framework to ensure synergy between different strategies and project –– thereby revitalising primary education –– the heart of the DPEP strategy adopted by the government in 1993–94; − Strengthen decentralised and convergent strategies and evolve context-specific strategies to respond to educational needs –– especially of girls and other special focus groups
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(Sarva Shiksha Abhiyan 2002); − Make elementary education a Fundamental Right of every single child in the 6–14 age group (93rd Constitutional Amendment, GOI 2002). Source: Original taken from Ramachandran 1998, revised February 2003.



In addition to these national initiatives, the Education Guarantee Scheme introduced by the Government of Madhya Pradesh made a deep impact on the way UEE was approached. This programme was initiated with a state-wide household survey of children – called the Lok Sampark Abhiyan in 1996, an ambitious exercise in participatory rural appraisal of the state of primary education in DPEP districts (it has since been replicated recently in 2000)4. It was a mammoth undertaking, a door-to-door exercise in social mapping to ascertain the number of children between the ages of 5 to15 years who do not have access to schools, who are enrolled in schools, and those who are actually attending schools and to build upon the successes of the Total Literacy Campaigns (TLC) of the early 1990s in creating/reinforcing social awareness regarding education and the privileged place it occupies in every individual’s life, especially children5. The appraisal effectively highlighted the discrepancies between existing data and the ground reality, and indicated that non-enrolment remained a pressing issue alongside that of increasing dropouts (Vyasulu, 2000). Box 2: Madhya Pradesh Education Guarantee Scheme The scheme attempts to involve communities in educational programmes and processes. If a community without primary schooling facility demands a teacher, the government guarantees to provide a teacher, his salary, training and teaching-learning aids within 90 days. The community has to enrol at least 25 children in tribal areas and 40 in non-tribal areas and also provides space for teaching. It can suggest a suitable local resident as a teacher. Forty primary schools on an average were started on each day of the year in 1997 and one-third of them were using open space for teaching and learning. The objective of the EGS is to mobilise the Panchayats and attempt to create better primary schools than the formal mainstream schools. A process of decentralisation and community participation in school education is believed to have been set in motion by the state. (Source: Gopala Krishnan and Amita Sharma: “A New EGS: Education Guarantee Scheme in Madhya Pradesh”, Occasional Papers, Rajiv Gandhi Shiksha Mission, 1998.



4



‘This set the stage for the introduction of EGS to increase access to schools while reinforcing the decentralised vision of education planning implicit in DPEP and the innovative curriculum of AS. The EGS went a step further by firmly locating itself in community demand for education, empowering it to “enforce the accountability of the state to universalise primary education and at the same time share(s) a part of the resource requirement” (Sharma & Gopalakrishnan, 2000:3). 5 The process involved is rather simple, where a settlement with a population of 40 students in the age group of 6 to14 years (the number is reduced to 25 in the case of socially marginal groups or sparsely populated areas) and no school in the radius of one kilometre, can demand a primary education facility from the state. The government has to respond with a fully functional EGS school within 90 days of receiving the demand. The scheme was introduced in January 1997, with the primary objective of providing minimum education facilities to socially, economically, as well as geographically marginal groups in the state, schools that were sensitive to the needs of local communities and cost-effective without compromising on quality.’ (Aarti Saihjee, 2002) India Case Study
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This strategy, including independent surveys to estimate the number and location of outof-school children has since been adopted as a national strategy – initially under DPEP and now the Sarva Shiksha Abhiyan. Government of India formulated the Alternative Schooling and Education Guarantee Scheme Programme in 1998 on the basis of the MP experience of enhancing access. Several state governments too have introduced ‘contract teachers’ on the model of the EGS Guruji with a view to improve teacher-pupil ratios and enhance financial viability6 (See Table 14 on MP EGS scenario with respect toe gender and social equity, in Annexure 1). While the expansion of EGS and alternative schools has increased enrolment especially of girls and children from disadvantaged communities, comparison with formal schools presents an uneven picture. MP has ensured parity with respect to teacher qualifications and training, midday meals, physical infrastructure, curriculum and textbooks. Only the salary and terms of appointment (on yearly contract with the Panchayat) are different. On the other hand in West Bengal, not just salaries but basic infrastructure, classroom environment and pedagogic support are not on par with the formal system – this may partly be explained by the fact that the SSK is administered by the Panchayati Raj department. Many other states have tried to ensure parity on most counts except teacher qualifications and salaries. While it is too early to make any definitive statement about the quality of education, available evidence indicates that the difference is marginal and at least in MP children from EGS schools are performing as well if not better than formal school children7. Andhra Pradesh also recorded significant progress in the decade of the 1990s. Chaduvula Panduga (CP) – festival of education, a mass mobilisation campaign was undertaken by all district administrations in August 2002. In 1999/2000 it was estimated that almost 14 per cent of 6-10 year olds and 33 per cent of 11-13 year olds were out of school. The 2002 survey revealed that out of the total number of 5-15 year olds estimated at 15.66 million, only 565,000 (3.6 per cent of the age group) were reportedly out of school.



6



The Aide Memoire of the 16th DPEP JRM notes: ‘States which had a large number of uncovered habitations and opted to expand the system through alternative means in shape of Education Guarantee Scheme (EGS in MP) or other such variants like Shishu Shiksha Kendra (SSK – West Bengal) and Rajiv Gandhi Pathshalas (RJP – Rajasthan). Recently, Jharkhand has opened a large number of EGS centres to cover all school-less habitations with at least 15 out-of school children in 6-14 years age group. UP has also adopted EGC schemes albeit in a different form. While the in-built mechanism of ‘guarantee’ in MP’s EGS programme binds state to provide the facility within stipulated time-frame of approval (based on fulfilling the eligibility criteria) of demand from Gram-Panchayats, the decision to open particular number of EGS centres in a particular district has been a centralised decision in UP and Rajasthan. Nevertheless, a large number of centres opened in remote, distant areas have succeeded in providing access to hitherto deprived groups.’ 7 The state level data shows that 92% of the 948 lakh class 5 children appeared in the board examination in 2001-02. Of these, 68% passed in the exam, with 34% scoring above 60%. The data for EGS in the same year reveals that 90% of the 1.07 lakh class 5 children appeared in the examination, with 72% passing, and 38% scoring above 60%. 16th DPEP JRM MP State report. India Case Study
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Universalisation has been achieved in almost 4000 Gram Panchayats, a result of close to eight years of bridge courses and enrolment drives to get out of school children back to school. (16th DPEP JRM Report, November 2002)



Overview of issues that frame the discourse on gender and equity: The progress made in the 1990s, though heartening, has not been without social costs. The Aide Memoire of the 16th DPEP JRM notes: “The very achievement of DPEP constituted its biggest challenge. More children from diverse backgrounds have come into schools thereby increasing the diversity within classrooms. Simultaneously there has been an exponential increase in the number of small multigrade schools. There are many more first generation learners; children from disadvantaged groups and most importantly children with disability have found a place within mainstream schools. Enrolment of underage children in class one has turned the spotlight on early childhood care and education as an important adjunct to primary school. The challenges faced by teachers within such a diverse classroom situation have changed the texture of the debate on classroom processes and pedagogy. The situation therefore demands greater skill, capacity and preparedness to manage such a diverse situation. This issue is further complicated in the light of documented evidence on the increase in the number of multigrade and multi-level situations and increasing pupil teacher ratios in many states. Quality of education has emerged as the overarching equity issue. The fundamental question is whether first generation learners and those from very disadvantaged communities are getting appropriate attention and care to surmount the barrier of social deprivation and illiteracy.”(Aide Memoire, 16th DPEP JRM, November 2002) Another disturbing trend is that children from different social and economic groups access different kinds of schools. The most compelling evidence was thrown up in reviews and research studies done under the aegis of District Primary Education Project. A recent publication of NIEPA on access and retention in primary education reveals that while there was a rapid increase in enrolment in the formal system in the first two years of DPEP (Phase I Districts) “subsequently most of the increase in enrolment is accounted for in the alternative school system” (Agarwal 2000). Recent qualitative studies reveal that there could be significant overlap between the two, with children enrolled in the formal schools also attending the alternative schools (V Ramachandran, 2002). Despite rapid growth of private and aided schools in many areas of the country it has been noted that the proportion of girls is much higher in government schools as compared to private schools. “The proportion of girls in unrecognised schools was very low as compared to their share in the government schools. The gender bias in school choice by parents is quite evident. Many villagers report that girls are sent to government schools because they are entitled to various types of incentives.” (Aggarwal, 2000) Overwhelming evidence exists that it is the poor who access government schools – and SC and ST populations are amongst the poorest. Among the poor, it is the most disadvantaged and those living in remote habitations who opt for alternative schools. Some observers argue that multiplicity of types of schools – government, EGS, private (recognised and unrecognised) – has reinforced existing social divisions in society more India Case Study
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so given the relative freeze in opening formal primary schools and recruitment of regular teachers on the one hand and an exponential growth of EGS/AS schools and parateachers on the other. Such dualism in education supply and a stratification of school population by type of schools provided has serious implications for education policy. What makes these hierarchies more worrisome is that quality of education remains a big challenge leading to poor learning achievements especially in government schools. Evidence points to the following problem areas: - Low retention, attendance and completion of the primary education cycle alongside high dropout rates, especially among the poor and within this section, girls. This is also related to social marginalization arising out of caste/community prejudices. - Uneven and high pupil-teacher ratios and a high proportion of multi-grade classrooms. - Discouraging teaching-learning environment, particularly for children who are firstgeneration learners. Inadequate teacher training and pedagogically questionable teaching practices further exacerbates the situation. While the decline in infrastructure, functionality, quality and attitudes affect all children, given the prevailing social inequalities and hierarchies, these factors affect poor children and among them girls much more that they affect the more privileged sections of society, who increasingly opting out of government schools and moving to private aided and unaided schools. Even when they join government schools, they have access to schools of far superior quality and have the resources to supplement the teaching provided with private tutoring. Most of the analysis and interventions essentially pertain to primary and upper primary education. With the exception of the recent Planning Commission (Government of India) Working Group Report on Adolescents (2001), there have been few educational initiatives for adolescents – girls and boys. The working group report point out that “The educational needs of the majority of adolescents who are out of school must be separately addressed. The existing pattern of middle and high school education will not do. Education for them must be linked with empowerment (including enhancing their self-esteem, selfconfidence), with survival and employment, with better health and sexuality, with awareness about their rights and social, political and community issues, and with mobilisation for community action. In short, what we need is real life education that equips young people to face emerging challenges with confidence.” We are still negotiating early stages in this area – while there have been a number of interesting initiates in the non-governmental sector, they are very few and far between.



Do public policy instruments make a difference? Notwithstanding the systemic issues discussed above, the decade of the 1990s witnessed a range of context specific policy / programme interventions to address gender issues in primary education. They have made an obvious difference, especially in those regions where they were implemented in earnest. The phenomenal success of Himachal Pradesh



India Case Study



Page 12



20 June 2003



is a case in point. Similarly, there has been a discernable change in Madhya Pradesh, Andhra Pradesh, Karnataka and Tamil Nadu. Table I: Inputs by Government Programmes During the Last Decade8 Issues addressed Ensure access: Enrolment of girls, especially from disadvantaged communities



Ensure retention: Continuation of girls in schools



Improve quality and make education relevant: Content and process of education



Strategy adopted DPEP: − Mobilisation of community for enrolment; − Formation of Village Education Committee with 30 to 50% women members to supervise, ensure retention and provide support; − Mother-Teacher Associations: Encourage girls’ participation and monitor school; Education Guarantee Scheme Schools –– to augment access in unserved habitations; − Linkages with Early Childhood Care centres to free girls from responsibility for sibling care; More female teachers. − Incentives in the form of mid-day meals, free textbooks, uniforms, dry rations (rice or wheat), etc.; DPEP − Awards and recognition for VEC/MTA as well as girls; − Gender sensitisation of teachers and educational administrators to make them more responsive to constraints faced by girls (work burden, sibling care, etc). Adopted in DPEP and other EFA projects − Improve school environment –– make learning joyful; − Gender review of curriculum and textbooks; − Attractive teaching–learning material; − Academic/pedagogic support to teachers.



−



−



−



−



−



−



Reported Impact Evaluation studies / missions of DPEP reveal that girls enrolment has gone up, but may be difficult to attribute it directly to these strategies. Programme evaluation of EGS also reports significant improvement in girls’ enrolment, in particular in villages where a ECE centre was attached to the school. More female teachers is a generic strategy adopted in most projects. No one-toone correlation made with girls enrolment. Impact assessment studies of mid-day meal reveal positive trend in retention in school of girls and boys from poor households. Difficult to establish one to one correlation between award VEC/MTA and gender sensitisation



While these strategies were an integral part of DPEP, there is still not concrete evidence to show that the community finds content and process more relevant that it was prior to DPEP.



8



This table has been compiled by the author from secondary documentation available on DPEP and other EFA projects. Making an assessment of impact of any one of these strategies would not be possible, because many of these strategies were adopted as a part of a larger project that had many other components.
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Making system responsive: Especially to gender and social equity issues



Teacher motivation: Especially for women teachers to work in rural and remote areas



Encouragement:



DPEP − Establishment of gender unit for training and ongoing support; − All education data to be disaggregated by gender; − Regular monitoring of girls’ participation and achievement in class; − Regular monitoring by district, state, national and joint donor committees/missions. Lok Jumbish: - Appointment of gender coordinators and/or ensuring that at least 30 to 50% of supervisory staff are women;



−



Parateachers in GPS and EGS, AS − Appointment of local person as teacher; ensuring that at least 50% parateachers are women; Lok Jumbish − Creating forum for women teachers to come together and share experiences and also support each other and also address problems faced by women teachers working in rural areas. (See Table 23 in Annex)



−



−



Scholarships and merit-linked awards for girls; Awards for teachers; Awards for villages with 100% enrolment of girls.



−



Bridge courses, residential condensed coursed (Mahila Shikshan Kendra / Balika Shikshan Shivir) initiated under the aegis of the Mahila Samakhya



−



− −



Getting older outof-school girls back to school Bride courses Short duration India Case Study
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Gender mainstreaming strategies of DPEP succeeded in bringing gender issues centre stage in primary education. Given periodic review and monitoring by donors as well as independent researchers, availability of gender-disaggregated data could be attributed to these strategies. Lok Jumbish demonstrated that availability of women as supervisory staff made a significant impact on the ground. The AS and EGS schemes have reported a positive impact of recruiting local women as teachers. This was made possible because recruitment of contract teachers / parateachers were done through local bodies. Lok Jumbish experience of creating a forum for women teachers had a positive impact on their participation in training programmes. However this effort could not be sustained in Lok Jumbish beyond 1999 – therefore it would be difficult to make any conclusive statement on the efficacy of this strategy. The direct impact of these measures is difficult to ascertain, however teachers and educational administrators say that such awards help boost the morale of students, teachers and the community. This has now been acknowledged as one of the most successful initiatives to get out of school children back into the mainstream 20 June 2003



camps Open school system



Programme in Karnataka, Uttar Pradesh, Bihar, Andhra Pradesh and Gujarat and Lok Jumbish in Rajasthan



and also provide older girls an opportunity to complete primary (class 5) and/or upper primary (class 7). (See Annexure 2: Catching the missed education bus).



Social relations and gender Why do children drop out? Why do fewer girls complete the primary cycle? Why are learning outcomes poor? These questions have worried administrators and commentators alike. Large national sample surveys - NSS and NFHS-2 - have collected information on reasons for children’s non-attendance in school. Although this information is not available separately for different social groups, the data elucidates why some children never attend school and why others who do drop out. The reasons differ between boys and girls and between rural and urban children. According to the NFHS-2 (which has clubbed together children aged 6–17 years), overall, 15 per cent of boys and 22 per cent of girls were not attending school at the time of the survey (Table 11: Reasons for never attending / dropping out). The high cost of providing education and disinterest in studies accounted for nearly 50 per cent of the boys in both rural and urban areas never attended school. For girls, along with the cost of education, their usefulness in the home and help in household work were given as reasons for non-attendance. Education was perceived as unnecessary for girls in nearly 13 per cent of the responses. The major reasons cited for children who dropped out of school were lack of interest and the necessity for them to work –– for cash or kind –– at home or outside. It is now widely accepted that even though schooling is free, especially in rural areas, and more specifically for girls, there are some hidden costs. Children have to be reasonably well dressed for school. There is also the cost of books and other materials needed for studies. Lack of interest in studies can stem from a number of reasons, ranging from a disabling study environment in the home, lack of facilities in schools, irregularity of teachers, to the low social status of some children and their families within the community leading to harassment in the school. On work, the argument is often circuitous. It is likely that when children drop out of school, they are engaged in some useful activity around the home. Equally likely is the possibility that they drop out because they are needed to contribute to the household income. In the case of rural girls, a small percentage also reported lack of proper school facilities and marriage as reasons for dropping out of school. Economic explanations per se rarely explain persistent bottlenecks in attaining universal primary education. The reality is that economic factors are inextricably entwined with social variables in determining children’s ability to both access and continue in schools, often making it difficult to distinguish between the two. The in-depth study of elementary education of the poorest and other deprived groups by Jha and Jhingran (2002) sheds India Case Study
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light on competing factors that frame educational decision-making in poor households. They argue that enrolment and attendance is not only determined by economic situation but also by the social status of groups. Recent qualitative studies mapping factors that facilitate / impede successful primary school completion reveal a complex picture. Caste and community of children influence educational participation and outcomes along with the economic status. While an improvement in economic situation certainly makes a difference, this alone does not explain lack of access or regularity of attendance in school and helps explains why the SC, ST and other minority groups (Muslims in UP) in the sample emerge at the bottom of the educational ladder. The attitudes and prejudices of teachers and children regarding social and community identities of marginal groups in the school also play an important role in defining educational outcomes for the latter. As a result, schools that cater to a specific disadvantaged group often record better attendance / performance of these groups, provided the quality of schooling is satisfactory. However, most areas of the country, the teacher-pupil ratio and overall infrastructure/ facilities in schools that exclusively cater to marginal groups are not comparable to the regular government schools that cater to mixed social groups. This phenomenon, known as hierarchies of access, has come to be accepted as a significant factor in explaining children’s access to as well as the quality of schooling they receive – thereby influencing the ability of children to successfully complete primary schooling. (Ramachandran, 2002) A crucial factor that explains wide regional / community difference is the emergence of schooling as a social norm. The overwhelming importance of nurturing and promoting a social norm to send children to school acts as a propelling force. This coupled with the presence of a functioning school seems to make a significant difference. The interplay of gender with social and economic status adds another important dimension. Gender relations in the family, community and in the society significantly influence the ability of girl children to access services, nutrition, immunisation, healthcare (especially during bouts of illness) and schooling. The good news, however, is that if girls do reach school and are able to cross the initial barrier, they are highly motivated and struggle against all odds to remain in school. In a recent qualitative study done in Karnataka, Andhra Pradesh and Uttar Pradesh, it was found that girls who were able to come to school regularly and those who were able to cross the class 3 barrier (when we found a significant number of girls drop out) – their motivation to stay on in school and study was palpable. Given the workload of girls from poor households, regularity was indeed a problem. However, if regularity can be assured, we found that the girls perform as well, if not better, than boys in school. Discussions with girls revealed that they work between 4 to 6 hours before and after school (See Table III below). Finding time to study / revise their lessons was indeed a problem. A supportive family environment made a big difference to girls participation and performance in schools. A supportive / empathetic teacher, who maintains regular contact with parents made a big difference (See Table II below). Given that this study was done among diverse poverty households, the sample was skewed in favour of those who live below the poverty line. Therefore the findings of this study are significant because – if girls from very poor households can indeed made progress in education, then
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the situation of the relatively better off would definitely be more encouraging. (Ramachandran et al 2003) Box 3: Pooja and her father overcome all odds for education Amongst all the households observed, Pooja’s was the only family living virtually in the openjust a shack with a plastic sheet held up by bamboo poles between the family and the open sky. This household, which moved under the fragile cover of plastic sheeting some months ago (when it could no longer afford to pay rent), had household articles kept in an orderly fashion within easy reach of their disabled mother. However, this was not the only reason, which made this household of vegetable vendor Chander standout. It was their exceptionally gifted 13-year old eldest daughter- Pooja. A student of Class VIII, she takes care of her sick mother, runs the household, takes care of her siblings, helps the father in his vegetable business and still manages to score cent per cent marks in mathematics and Sanskrit - her favourite subjects. With such pressures girls generally drop out from the school system. But she did not do so, even after her mother’s crippling illness. Her father saw to it that both she and her younger sister attended school. Her daily schedule is hectic. She first fetches water from a neighbour’s house, as the purdahobserving (veiled) women of the house do not allow her father to do this. Then cooks, cleans, feeds her siblings, readies her mother, which includes lovingly combing her hair. What was striking was Pooja’s thoughtful gesture of pinning the mother’s medicines to her blouse for easy and timely consumption even in her absence. Finally comes the best part of her day. After a 2 km trudge she reaches the government Inter College that she attends. ‘The time I spend in school makes me forget all my worries’, she confessed, as she proudly displayed her notebooks that had the teachers’ appreciative remarks on every other sheet. The father who helps her in taking care of the household is very clear that his daughter will continue her education to the level she wants. ‘I dream of her becoming an afsar (officer) and standing on her own feet. Then only I will think of her marriage’. Despite his meager resources and chronic illness of his wife, he had sent both his daughters to private school till the primary level – education is the only investment he is making for their future.



Source: Nishi Mehrotra et al. 2003 The table below (Table II) is based on group activities with children in school and out of school, interviews with parents, classroom observation and detailed interviews with teachers and VEC members in 6 villages and 6 urban slums of Karnataka Uttar Pradesh and Andhra Pradesh. This was a qualitative study funded by The World Bank, New Delhi (2003). The study found that a complex interplay of factors – family related, school related and the larger community related) influence the ability of a child entering school and successfully completing the primary cycle. The gender dimension of each of these factors was noteworthy – being the eldest girl child emerged as an exceptionally strong impeding factor and conversely a caring mother / other adults in the family who value education can turn this around.
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Interestingly the study found no direct co-relation between the education of the father and children’s regularity in school. In most homes the study found that it is the mother who is expected to manage the day-to-day activities of the children. Therefore, the educational level of the mother and/or her commitment to education exerts a strong influence on the enrolment, achievement and retention children. Let us take the example of Uttar Pradesh. Out of the 18 households observed, 5 families had children who had completed primary school. During the interviews it emerged that in case of four such families mothers had been involved with the children’s schooling. In the fifth family it was the exceptionally caring and encouraging attitude of the father towards the education of his children. It was observed that the mothers who were interactive with their children and provided more stimulation were able to enhance their development process in the best possible way, against all odds. Equally, domestic violence and alcoholism/addiction of fathers creates a non-conducive family environment. Table II below summarises the some of the key findings of the study. Table II: Snakes and ladders - Factors that facilitate (ladders) / impede (snakes) successful primary school completion9 LADDERS



Mild Strong



A bright and welcoming school School within reachable distance (boys) School within reachable distance (girls) Affectionate, kind and empathetic teachers A mother who values education for the child Good relationship between mother and father Adult in the family who values education Mother concerned about welfare of the child Strict monitoring by parents / family members Being a boy Adults in the family who can care for siblings Having fewer siblings, but not being the eldest Being in good health Being the youngest child Role models / success stories where education has resulted tangible benefits in terms of social status and / or livelihood / upward mobility (girls). Role models / success stories where education has resulted tangible benefits in terms of social status and / or livelihood / upward mobility (boys).



Very strong



Exceptionally strong ++++



++ +++ ++++ ++++ ++ +++ +++ +++ ++ ++++ +++ ++ +++ ++++



+++



9



See Table 17 for institutional factors facilitating / impeding successful primary school completion, by gender.
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SNAKES



Mild Strong



GIRLS AND BOYS Having a parent with disability Having a mother who goes to work for long hours Large family and many siblings to care for Birth order – being eldest Having an uncaring mother Having an uncaring father Alcoholism in the family (father / mother) Domestic violence A school that is too close (frequently run home) Being in a lower caste / disadvantaged community Being sick or disabled Taking care of cattle / other livestock Death, disability and illness in the family Work during peak agricultural cycles (regularity) Where education has not led to tangible benefits in terms of social status/livelihood / upward mobility of local youth (negative role models). Drought / other disasters Hunger (Every morning) Hunger (Persisting) Teachers get children to do personal chores Teacher beat children and other harsh punishment GIRLS Being a girl Being the oldest child Sibling with disability School that is far away Burden of work (at home / outside) Social practices: early marriage Social practices: dowry (more education leads to greater demand for dowry) Teacher addiction (safety of girls threatened) BOYS Having no sisters Sibling with disability School that is far away Burden of work (at home / outside) Indebtedness leading to short-term bondage Gambling in the neighbourhood Teacher addiction: boys susceptible to bad habits



Very strong



Exceptionally strong



++ +++ +++ ++++ +++ + +++ ++ + ++ +++ ++ +++ +++ +++ +++ ++ +++ ++ ++ ++ ++++ ++++ ++ +++ +++ ++ ++++ ++ + + +++ ++++ ++++ Mild Strong



+++ Very strong



Exceptionally strong



Source: Ramachandran et al, (forthcoming) World Bank, 2003 India Case Study
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The relationship between poverty, work burden of children and learning outcomes is another area that remained insufficiently explored. Here again the interplay of gender with social and economic status emerges as an important factor in explaining why children are irregular and/or drop out from school. ‘The economic situation of the households affects children in several other ways. A large number of children from poor households work long hours. If enrolled, they either work before and after school or skip school resulting in irregular attendance. Apart from household work and supporting the family on the farm, non-farm or home based work, placing young boys in short-term bondage to tide over extreme economic crisis is not uncommon. Collection of fuel wood, minor forest produce and other such chores are most often the responsibility of older children (most of them 8+). Taking care of other people’s cattle is mostly left to young children. Understanding the world of poor children is extremely crucial, in particular the heavy burden of work of older girls in poor households. This is particularly important when mothers are burdened with household work and a range of farm and non-farm work in rural areas and work in the informal sector in urban areas. Children of domestic workers, especially girls, are overworked, even when they are attending school regularly… Seasonal migration or short-term movement to construction sites and richer agricultural areas also indirectly effects schooling as it has a significant impact on the frequency and quality of food children eat. Children reported that mothers cook only twice a day and they either eat the previous night’s leftovers or go hungry in the morning hours when their mother has to report for work.’ (Ramachandran et al, (forthcoming) World Bank, 2003)
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Table III: Understanding what children (Age 6-11+) do before and after school Boys UP



ÅRarely Kar AP



Å Å Å ▬ ¡ ¡



▬ Å Å ¡ ¡ ¡



▲ ▲ Å ▬ ▬ ▬



¡ ¡ ¡ ¡ ¡ ¡



¡ ¡



¡ ▬
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Å



Å



▲



▬



▬



¡



Å



Å
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What children do? ▬ Sometimes ¡Always



Girls ▲ Almost Never UP



Before going to school Sweeping, cleaning the house Washing utensils and clothes Lighting the fire, cooking Fetching Water Eating Breakfast Getting ready for school In the school Locking and unlocking the classrooms Cleaning the rooms Spreading the mats and putting them away Taking out tables/chairs, putting them back Ringing the bell Getting water for teachers After School Going straight home Wandering leisurely while returning home Collecting fodder/ fuel wood Domestic labour (urban slums) Working in fields (rural) or shops in urban areas during vacation Collecting cow dung Fetching water Feeding the cattle Grazing cattle and goats Doing odd jobs in the fields Running errands Studies/ Tuition Cooking Sibling care Making beds Washing utensils Leisure time spent playing, watching TV (urban area) Free time used for weaving baskets / Beedi rolling
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Source: Ramachandran et al, (forthcoming) World Bank 2003
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Political and other factors It is evident that while all governments and political parties reiterate the importance of basic education and literacy, this does not come high on their priority list. We are nowhere close to achieving the goal of increasing public expenditure on education to 6% of GNP. It is strongly felt that elementary education in India has suffered, apart from other factors, because of insufficient allocation of financial resources, though it must be stressed that finances are not the only constraint in meeting national goals. Several commission reports as also the vast range of innovative experiments in different parts of the country have focused on the question of what it costs to provide basic education? According to Tilak, the additional requirement for the ten year period starting 1998 is only 0.56 per cent of the ten year cumulative GDP. If the government sticks to its policy of allocating 6 per cent of the GDP for education, by the end of the ninth Five Year Plan the task of additionally allocating Rs. 10,000 crore per year for elementary education does not seem difficult at all (Tilak, 1998). Yet, despite fiscal feasibility neither political parties nor social movements have paid adequate attention to education. If there political interest, it is only to gain political mileage or control. Political parties are more concerned about moulding or altering syllabi or courses to suit their own perception of nationalism or regional fervour, but seldom do they intervene to alter caste, gender or rural-urban divides. In fact none of the party manifestos have so far gone ahead in taking up education as a major plank on their agenda. As Dreze and Sen (1995) point out. “In India both ancient and modern biases shape our policies, reflecting prejudices of class divisions as well as of traditional cultures. The difficulty in getting even Left wing parties interested in combating inequalities in education relates to the general social atmosphere in India, including the nature of the leadership of the different parties which takes some major disparities as simply ‘given’ and not particularly worth battling against.” Dalit and women’s movements, agrarian movements and trade unions have also failed to highlight the need for basic education as part of their political agenda. The glaring inequalities in education have been largely glossed over by the media. The PROBE team (1999) pointed out that, while there were 8550 articles on foreign investment and 2650 on defence in one year’s newspapers in India, there were only 990 on education. Some of the initiatives have also been too ‘governmental’ to the extent of excluding any serious community and civil society participation. Even those which aroused community interest in some pockets viz. the Total Literacy Campaign (1988), in the absence of a sustained programme of building linkages with primary schools, have lapsed as mere ‘programmes’. The silver lining is that some states, notably Madhya Pradesh, Andhra Pradesh, Himachal Pradesh, Karnataka, Kerala and Tamil Nadu have shown will and determination to ensure universal access.
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Gender parity in education and gender inequality in society10 Discussion of the social and cultural barriers to girls’ education brings us to the issue of women’s status and their access to intellectual resources. The problem of girls’ education needs to be located in the overall situation of women on our society. At one level, wide regional variation in status has contributed to differential access, with some regions recording higher educational achievement. At another level, notwithstanding regional differences women across the country have not had equal access to education. Girls from higher social and economic classes record better achievement than boys in poorer communities. Women from landless households, among them those from social and economically backward communities and even among them, those living in the most backward regions of the country have been totally bypassed by educational and developmental processes. Table III: Girls Education - overview of issues11 Systemic issues Content and process of Economy, society and Problem of Access education culture Dysfunctional schools Gender stereotyping Poverty / powerlessness Quality of schools Perpetuation of gender-bias Status of women Motivation of teachers Relevance of curriculum Cost to family Existence of multiple delivery Language Child labour / domestic chores systems - formal, non-formal, Joyful learning Farm / non-farm work condensed, satellite and Ready access to books, Caught up in survival battles residential. magazines, papers and so on Perception of herself Calendar and timings Appropriate reading material Post puberty practices for the newly literate Child marriage Source: Ramachandran, 1998 UNESCO-PROAP / ASPBAE



It is said that women do three-fifths of the world's work, earn one-tenth of the world's income and own one-hundredth of the world's assets. Women work, but their work is not visible in statistics. The Census of India (1991) records that only 27 per cent women in rural areas and 9 percent women in urban areas are formally in the workforce! This level of detailed data is not yet available from the 2001 Census. The 50th and 55th National Sample Survey (1993-94 and 199-200, Government of India) reveal a lower labour force participation rate of women in the 15-19 age group that boys, but a higher labour force participation rate of rural girls in the 10-14 age group (See Table 22 in Annex 1) The gap between recorded labour force participation rates go up as we move up the age ladder. However it is now acknowledged that women’s work – especially in the home, farm and in a range of informal sector home based work – is invisible12. As a result their 10



This section of the paper draws on: Vimala Ramachandran (2002) Education and the status of women; in India Education Report Edited by Dr R Govinda, Oxford University Press. 11 Source: Vimala Ramachandran: The Indian Experience, in Bridging the gap between intention and action – girls and women’s education in South Asia; UNESCO-PROAP and ASPBAE, Bangkok and New Delhi, 1998 12 It would be difficult to go into detail on invisibility of women’s work – especially in homebased activities and in the informal sector. There are wide regional and rural/urban differences. India Case Study
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contribution does not show up in national statistics. The work burden of women in poor households influences the time and resources they have to take care of children. As discussed in the preceding pages, poor women admitted to cooking just once a day, as a result many children go hungry to school (see Table II above). Evidence from a range of sample surveys (NSSO, HDI/NCAER) suggests that the number of women and girl cultivators is large and growing. Women work on land, on looms, takes care of cattle and so on – but they rarely own them. Another important issue largely overlooked in existing data / research relates to the burden of work shouldered by girls of all ages – before and after school (that is if they are attending regularly) and the birth order. As seen in Tables II and I in the preceding section of this paper the work burden of girls who are higher in the birth order needs special attention. More importantly, a very significant proportion of never-enrolled or dropouts are girls who are the eldest female child. The work done by girls is largely invisible. Similar mapping of the world of girls and work need to be carried out for the 11+ age group. Our hunch is that there is not much difference between the work pattern of adolescent girls and their mothers. This, however, would have to be studied more systematically. Another important issue is the one of opportunities for vocational training / skill development after they complete middle school. Recognising the problem of nonenrolment of a significant proportion of children, high dropout rates and low attendance rates – it was realised that the formal system alone cannot meet the educational needs of children. The 1986 policy gave official sanction to the concept of non-formal education in ten most backward states in the country. Industrial Training Institutions (ITI), vocational schools and polytechnics were expected to meet the needs of urban youth. The Open School system also provides opportunities for dropouts to pursue education. However, these facilities are primarily utilised by adolescent girls and boys in urban areas and some rural areas near urban centres or in advanced regions of the country. Similarly for facilities for post-secondary education provided by universities and colleges to youth above the age of 17. Teacher training institutions, paraprofessional training for health workers and most recently agricultural extension and animal husbandry also cater to both rural and urban youth. But, even taken together all these educational facilities are insufficient and there is no reliable data on facilities available outside the formal post secondary training and education system. In the last ten years, many teaching shops and tutorial centres have come up to meet the demand for education and training in urban areas. It is crucial to create continuing education opportunities which link literacy and education to self-development and skill training, leading to greater bargaining power and selfWomen shoulder primary responsibility for care of cattle, a range of agricultural operations, in sericulture, processing agricultural produce etc. The range in urban areas is quite staggering – from domestic work, vending to home-based work – in addition to casual wage labour. One of the significant gaps in information is mapping the work done by women in the informal sector. This would be an essential precursor to planning vocational / continuing education programmes. Social activists working with women point out that a number of adult and continuing education programmes are designed without doing an assessment of the situation on the ground. As a result many of them have not been sustainable and there is no impact assessment available. India Case Study
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esteem – particularly for girls. Practitioners argue that such programmes will act as a bridge between the children and adults, creating a positive environment for education and an instrument for social change, crucial in the case of children / youth belonging to disadvantaged social groups and communities. While affirmative action by way of reservations and special provisions helped, it is more than evident that in the last 50 years people from socially deprived communities (except for a small creamy layer) continue at the bottom layer of the economic ladder. Having studied in poor quality institutions their literacy, numeracy, cognitive and critical thinking abilities are very poor. They enter adolescence with little hope and are quickly sucked into marriage and battles for survival, which in turn leave little room for self-development. This reinforces prevalent notions about the inappropriateness of formal education, especially beyond the primary level. This phenomenon is disturbing especially for girls and young women13. This phenomenon was captured in the Government of India (Department of Education, MHRD) document: “Why has education been inaccessible to rural women for centuries? Part of the answer lies on the supply side – there is clearly a lack of adequate and sensitive educational efforts to mobilise rural women, involve them in the educational process and help them reflect critically on their lives. The other side of the problem lies in women's own inability and lack of will to demand education; to assert themselves. One can begin to understand this inability by a simple analysis of the socio-economic milieu in which a majority of poor rural women exist: • Caught up in daily struggles for fuel, fodder and wage, they have no time for anything else. • Their well-defined social roles and norms of interaction leave little room for education and critical thinking. • Going about their chores in isolation, they are unable to share their experience of oppression with other women, and are therefore unable to tap their collective strength. • They are denied access to information and alienated from decision-making processes. Even when they relate to government schemes, they do so as passive recipients. • Victimised by schemes that purport to address their health, education, and employment needs, they are forced to view their environment with fear and suspicion. • Systematically robbed of their confidence to think and learn without fear of failure, they are subsequently paralysed by their own low self-image. 13



It is widely acknowledged that the presence of a large group of demoralised and disillusioned youth, who are under employed or have no productive work or a sense of self-worth, can act as a strong disincentive for the education of other children in the family or community. This phenomenon is often referred to as the ‘vacuum effect’ – where the absence of identifiable role models among educated youth leads to general disinterest in the population towards formal education. Conversely, the presence of strong role models and positive images among the youth acts as a propelling force, encouraging the community to invest in the education of their children. This phenomenon is particularly evident in urban slums and among the lower middle-classes. Investing in meaningful education of the youth and giving them a reason for hope and opportunities to develop as responsible members of the community will pay rich dividends for society as a whole. It is in this context that appropriate strategies for providing different educational opportunities for out-of school adolescents should be taken as a priority. (Planning Commission, Government of India, 2001) India Case Study
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As a result of these factors, women are caught in a vicious, self-perpetuating cycle; their inability to educate themselves perpetuates the stereotype that education is irrelevant to women. (Mahila Samakhya: Education for Women’s Equality, Government of India, 1991) Most policy-makers, development practitioners and educationists acknowledge that the wide range of social, cultural and economic factors that inhibit women’s access to knowledge, information, mobility and justice cannot be tackled though piecemeal interventions. The complex inter-linkages between the social and the personal, one reinforcing the other, cannot be tackled without the active participation of women in a self-driven and self-motivated strategy for a basic change in mind-set of the individual and people in our society. They also recognise that the essence of empowerment involves a movement from a passive state where women accept their predicament and relate to the world around as recipients of welfare and charity to one where they become active agents in their own transformation. Education, as it is delivered and practised today, is a far cry from this. Adult educators pointed this out way back in the nineteen sixties and the early nineteen seventies. Unfortunately, the adult education programmes in India have been reduced to “adult literacy drive”. They focus on transfer of skills: literacy, numeracy and other “practical” tools (knowledge of schemes, nutrition practices, contraception and so on). Women’s education has become instrumental and reduced to a mechanism to bring down fertility, improve child rearing practices, enhance nutritional status and so on. Techniques, technology and pedagogic tools have taken precedence over the content of education. The net result is that literacy drives rarely expand people’s choices, nor do they respect the rich diversity of experience, practices and knowledge. They do not enable people to understand and analyse systemic causes for persistent poverty, deprivation and powerlessness. Education, as we see today, does not encourage critical thinking nor does it empower people with relevant survival skills. Organising women and giving them space to reflect on their problems and predicament, providing sensitive training and resource inputs, enabling them to identify their needs and devise interventions that enable them to cope with and transform their situation and respecting their ability to determine their own strategy – all these invariably lead to demands for literacy and education. When women seek out life skills and education as an integral part of their strategy to negotiate the world from a position of strength, education becomes a natural ally. On the other hand, if literacy and schooling is offered to them without addressing the barriers that have prevented access for centuries, it becomes a mechanical exercise that has little meaning in the day-to-day struggle for survival.



Innovations that have made a difference There is no dearth of interesting innovations in India – in both the government as well as the non-government sector. The table below captures the range of innovations that are underway across the country. What is, however, worrisome is that many of them have remained small-scale pilot efforts and have not led to systemic reforms in the mainstream. India Case Study
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Table IV: Some Key Issues and Successful Models Issue Lack of access in rural/remote areas and dysfunctional schools



Successful models/innovations Running non-formal schools/alternative schools in rural/remote areas; Residential schools for tribal children and/or children of specific communities/erstwhile child workers; Short-term bridge courses followed by admissions into residential schools.



Government Shiksha Karmi Project of Rajasthan Education Guarantee Scheme of Madhya Pradesh Sahaj Shiksha Kendras (Alternative Schools) in Rajasthan Lok Jumbish Ashram Shalas in Orissa, Andhra Pradesh Learning Guarantee Scheme in Karnataka (with Corporate partner) Balika Shikshan Shivir of Lok Jumbish Lok Jumbish of Community Community mobilisation –– especially Concerned for Working Rajasthan apathy towards of women and youth; DPEP Model Children girls’ education Campaign against child labour; Cluster Approach in (Karnataka) Mother-daughter fairs/girls’ education BGVS – Uttar Pradesh and health fairs to kindle interest in several states Back-to-school education and provide advice/ (Chaduvula of India counselling; Panduga) Doosra Special Programmes with adolescent campaigns in Dashak girls. Andhra Pradesh (Rajasthan) Chinnara Angala of Karnataka DPEP efforts in Irrelevant Developing relevant curriculum and Nirantar Kerala and curriculum provide training to teachers in both (Delhi) formal as well as alternative streams. Eklavya (MP) Karnataka Digantar, Bodh, Sandhaan, (Rajasthan) Mahila Shikshan NonMahila Shikshan Kendra (of Mahila Kendras run under availability of Samakhya Programme), Mahila Mahila Samakhya women teachers Shikshan Vihar of Lok Jumbish and Programme of GOI Mahila Prashikshan Kendra of Shiksha in Karnataka, Karmi Project have tried to provide Andhra Pradesh, intensive, good quality education for Uttar Pradesh, school dropouts and never-been-toIndia Case Study
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school women, thereby creating a pool of educated and confident women in rural/remote areas.



Bihar and Gujarat Mahila Shikshan Vihar, Lok Jumbish, Rajasthan



Low morale among teachers and lack of motivation



Joyful learning activities; Teacher training and motivation; Creating forum for teachers; Working with teachers on a continuing basis.



Digantar, Bodh and Sandhaan (Rajasthan)



Nalikali in DPEP Karnataka Shiksha Samakhya in Madhya Pradesh Adyapika Manch (Forum for women teachers) in Lok Jumbish, Rajasthan



Reducing sibling care burden of girls



Linking early childhood education centres to primary schools Creche / day care programmes



Pratham in 27 cities across India with Corporate support Mobile Crèches



ECCE centres in DPEP districts – especially Madhya Pradesh, West Bengal (SSK), Andhra Pradesh, Assam (K-maan grade in primary schools)



NGOs and girls education: While recognising that the primary responsibility for ensuring UEE rests with the state (central, state and local bodies), most commentators agree that NGOs, both field-based and those working as support centres, have an important role to play especially in reaching out to the hardest to reach – i.e., girls. Unlike Bangladesh, where the NGO BRAC has assumed significant responsibilities on the supply side and today runs over 36,000 primary schools, the Indian experience points mainly to effective NGO intervention on the demand – advocacy and mobilization at local level – and quality fronts. NGOs have contributed to new models of classroom pedagogy, teacher training, school management, design of new teaching-learning material and evaluation systems as also to ways to bring in ‘difficult to reach’ sections of children – both rural and urban – into the world of education and schooling. However, with the exception of a few organisations, the focus of the NGO sector has been on children in general and not a concerted focus on girls. This is somewhat ironic in a country with a vibrant women’s movement. Since the mid 1970s, when the Indian women’s movement emerged as a vocal force in the country, education and literacy was not flagged as a priority. It would be out of place to go into the history of the women’s movement and its relationship with education in
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this paper14. Through the 1970 and the 1980s the women’s movement focused on four key issues: (a) domestic violence, rape, sati and the problem of dowry – leading to advocacy with the government to modify existing laws and enact new laws, (b) ensuring the visibility of women’s work in national statistics and in the definition of work, fighting for equal wages and equal working conditions etc (c) creating legal / statutory mechanisms for addressing issues of women’s equality / gender justice through national commissions for women and other statutory bodies, ensuring 30% reservation for women in local self government institutions and so on, and (d) agitating against government’s family planning policies – in particular a female sterilization based programme, invasive contraceptives and so on. This was indeed a far cry from the early nineteenth century when the main plank of the women’s movement for right to education and access to equal facilities / curriculum and so on! 15 On the other hand, government programmes in the 1980s and 1990s focused more on income generation activities, creation of self-help groups, safe motherhood / child survival, reproductive and child health and so on. (See Table 24 in Annexure 1). While a number of important laws were enacted / amended, the government responded to the women’s movement by promoting a number of special programmes in the rural development sector. With the exception of Mahila Samakhya, the education sector did not introduce any special girls education or women’s education programmes. Almost all EFA project in the post Jomtien era included specific targets with respect to girls enrolment and attendance. The hard reality is that education was not identified as a priority. It was felt that – access to education is symptomatic of other forms of inequality and oppression. Fighting for gender justice and equality would automatically lead to greater participation in education. Creating an environment of equality and addressing constraints that prevent women’s access to participation in education received greater priority. As a result most of the NGOs that work on education are not exclusively women’s organisation. Most of them work with men and women and on a wide range of social issues. A recent effort to document best practices in educational programmes for socially deprived children – most of whom are either out of school or irregular in school, noted that most voluntary organisations work with all children – girls and boys. Some of them make special efforts to mobilise and retain girls, but the programme are not exclusively for girls / women16.



14



For a more detailed analysis of this argument please see Vimala Ramachandran: Education and the status of women in Dr R Govinda: India Education Report, OUP 2002. 15 For an exhaustive analysis of the women’s movement see Radha Kumar: The History of Doing: An illustrated Account of Movement for Women’s Rights and Feminism in India, Kali, New Delhi, Reprinted 2002. 16 Vimala Ramachandran: Getting Children Back to School, Case Studies in Primary Education, Forthcoming 2003, Sage Publications, New Delhi. India Case Study
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NGO involvement in basic education can be understood using the following typology: 1. Organisations working with out of school children through short-term accelerated learning programmes, bridge courses, non-formal education centres, night schools and other innovative models to reach out to out of school children, namely: - Children who have never been to school - including child workers - Children who have been to school but have dropped out due to factors within schools or outside school (work / poverty) or an interplay of both. - Children who are in difficult situations like children of particular communities like scavengers, migrant workers, sex workers. - Children with special needs like children with physical/ mental handicaps - Adolescent girls and young women who have never been to school and are desirous of basic education 2. Organisation / programme working with children who are in school but are not learning: - Remedial education for children outside school hours/during vacations/time bound workshop - subject specific (science/ maths), general or determined by the needs of children - Introducing child-centred pedagogy into the school system. - Improving the overall school environment and personality development through activities like theatre, music, art, etc. - Participatory initiatives to improve learning achievements and enhance accountability. - Other innovative approaches to revitalising the school. Why are special programme not as effective as gearing mainstream programmes to become proactively inclusive17? Let us start with the 1950s when a "women's component" was added to large scale programmes in the belief that this will take care of women's special concerns within the broader project framework. Experience of many such programmes has shown that such programmes do not always achieve their objective18. A handful of staff (usually women) is recruited to work miracles and ensure gender impact. These staff members usually have neither decision-making nor policy-making power in the project structure, they are marginalised and treated as external to the main body, they are powerless in every sense, but are expected to ensure that women are empowered through the process. The "women's component" approach is therefore a paradox - gender concerns are neither 17



This sub-section draws upon: Vimala Ramachandran: Education and the status of women in Dr R Govinda: India Education Report, OUP 2002 18 Most recently the experience of the District Primary Education Project in many areas has not been encouraging. Gender units / consultants report that they are marginalised and rendered ineffective. Similarly, experience of water-sanitation programmes in different parts of the country provides for training of women as hand-pump mechanics. These women become tokens while the project itself fails to integrate women’s interests. Similar experiences have been reported in the erstwhile Bihar Education Project India Case Study
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central to a process or they are not, it cannot be actualised through grafted on components. As a result this approach invariably fails, even in its limited objectives. Another approach that has been widely experimented in India is to initiate a special programme for women. It was believed that this approach would be more effective than the "women's component" approach as they are designed for women and often by women and tend to be more gender-sensitive in conception, planning and execution. Experience of a number of special programme have shown that their outreach is limited and remain exceptions – with little impact on the main system. The financial viability of creating parallel structures across the board emerged as an important issue. The later 1980s and 1990s saw the integration of gender issues into mainstream educational programmes – in both the government and non-governmental sector. It is these experiences that have led to a situation where social activists working with women believe that weaving gender issues into the system that will have a greater impact that creating more parallel or exclusive programmes or structures. Addressing issues of quality, equity and relevance in the main stream, they believe, will gear the system to reach out to the most deprived. Discussions with NGO leaders and other development practitioners reveal that most of them believe that gender parity cannot be achieved through special programmes for girls but by gearing the system to focus on three critical inputs: • Ensure good quality education and make sure children actually learn and grow in schools; • Work towards fulfilling the constitutional mandate of at least eight years of basic education, but focusing on increasing the number of upper primary schools across the country; and • Create multiple exit points after class eight and provide a range of opportunities for vocational education, skill training, livelihood counselling – alongside opportunities for out-of-school children to improve their educational level through accelerated learning programmes. Ensuring basic elementary education for all therefore involve not only strengthening the system and making it more child friendly but also forging linkages with other levels of education and wider society. While the importance of backward linkages of early childhood care and education is recognised and partly met through programmes of nutrition, crèches and balwadis, there is lower awareness about the importance of upper primary and high school facilities for girls. It bears repetition that the largest numbers of dropouts are recorded at this stage (age 11-14, class VI-VIII) – in case of girls because they are approaching puberty and marriage and boys because of job market concerns. Failure to strengthen the system at this level negatively impacts at the primary stage and keeps down the average years of schooling. Educational planners and NGO today increasingly recognise the importance of both looking back and looking forward. Pre-school is accepted as a critical input into primary education and, conversely, upper primary education is seen as an important determinant in encouraging participation at the primary stage. Moving one step forward, availability India Case Study
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of good quality vocational and life skill educational opportunities can generate the necessary momentum for primary and upper-primary education. Lack of opportunities and a disjunction between education, learning, personality development (including self esteem and self confidence) and livelihood skill – has led to cynicism about the value of primary education itself. This is far more critical for girls than it is for boys; in the same vein these strategies are of greater relevance to the most deprived than for those who are relatively better off. Whichever way we look, we cannot separate issues of social equity from gender equality.



Conclusion: This brief recap of major trends, processes and programmes in the field of elementary education during the decade of the nineties presents a mixed picture, major improvements in the creation of infrastructure leading to higher enrolment rates alongside resistant pockets of non-access, dropouts and poor learning. Not unexpectedly, the broad picture needs to be differentiated by region, caste, class and gender with those occupying the lower niches of the system faring the worst. What, however, is clear is the growth in social demand for education and skills including in strata earlier considered as uninterested in education. Schooling has emerged as a social norm in most parts of this diverse country. The tragedy is not that there is no demand or there is not desire for education. The tragedy is that good quality education that is relevant to all – especially the poor in rural and urban areas – remains elusive. Persistent problems and bottlenecks are better explained by the rigidities of various schemes / programmes on offer and the relative inability of both planners and practitioners to customize the services to better serve a more differentiated market. Crucial in this regard is the need to strengthen both the backward (in the form of crèches, balwadis, early childhood nutrition) and forward (upper primary / middle schools, skill providing institutions linked to the employment market) linkages if the relevance of and interest in even basic education is to be retained. Equally important is to tackle the quality parameters of education so as to ensure that children in school actually learn. It is insufficiently appreciated that even at the elementary levels there are today a bewildering variety of schools – government primary schools (regular), private (aided and unaided), non-formal and alternative (government and non-government) – each offering differential services and catering to different strata of the population. What is disturbing is that children from different strata are increasingly being bunched in different types of schools, partly as a result of market forces and partly as a result of policy. While better off children – male, upper caste, urban, better-off – are increasingly accessing private schools seen as better endowed and functioning, poorer children, especially girls, more so in backward regions are being relegated to government and alternative schools. Unfortunately, the financial crunch hits these schools catering to the worst off and most in need. Hierarchies in educational provision and access are thus mirroring social hierarchies. Such a situation if allowed to continue unchecked may well wash away the gains of the previous decade – especially with respect to girls’ education.
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India has still to meet the EFA goal of six per cent of GDP being earmarked for education, this despite substantial increase in both domestic allocation and foreign aid in recent years (Table 15 and 16 in Annexure 1). While reiterating the need for shifts in macro-economic priorities, immediate focus is needed on improvement in the management and utilisation of existing resources. This we feel is better handled not by expansion in government education bureaucracy but by decentralising control of elementary education to panchayats and municipalities, strengthening participation of civil society in school management and fostering creative public-private partnerships. In this respect, ensuring equal participation of women (as mothers and as community leaders) in school management is absolutely essential if we are to make the system more responsive to girls. Adolescents constitute 22.8 per cent of the population (2000, Planning Commission, GOI). There are 230 million adolescents in India – out of which roughly 47 to 48% are girls. Given than an overwhelming majority of them are not in any educational programme and in view of the fact that they constitute the future of the country serious thinking is called for to address the educational, skill development and self development needs of this very important section of our society. As of now educational policies and programmes are silent – with the exception of middle and high schools catering to school going children. Addressing the real life educational needs requires political and administrative commitment. The Planning Commission (GOI) working group report is a modest first step in the right direction. The challenge before us is to take the recommendations forward and translate them into concrete programmes. Education for All has to become a societal goal and movement. The Indian experience is clear that wherever education has become a social norm, gains have been both faster and better distributed. The decade of the nineties proves that success is possible.
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Annexure 1: Tables Table 1: Literacy rates: All-India and Major States, 2001 State All India AP Assam Bihar Chhattisgarh Gujarat Goa Haryana HP J&K Jharkhand Karnataka Kerala MP Maharashtra Orissa Punjab Rajasthan Tamil Nadu Uttaranchal UP W. Bengal



Male



Female



75.96 70.85 71.93 60.32 77.86 80.50 88.88 79.25 86.02 65.75 67.94 76.29 94.20 76.80 86.27 75.95 75.63 76.46 82.33 84.01 70.23 77.58



54.28 51.17 56.03 33.57 52.40 58.60 75.51 56.31 68.08 41.82 39.38 57.45 87.86 50.28 67.51 50.97 63.55 44.34 64.55 60.26 42.98 60.22



Male– female gap 21.68 19.68 15.90 26.75 25.46 21.90 13.37 22.94 17.94 23.93 28.57 18.84 6.34 26.52 18.75 24.98 12.08 32.12 17.78 23.75 27.25 17.35



Decadal increase Male 11.83 15.72 10.06 8.95 19.79 7.11 5.24 10.16 10.61 NA 12.14 9.03 0.58 18.26 9.71 12.86 9.97 21.47 8.58 11.22 15.40 9.77



Decadal increase Female 15.00 18.45 13.00 11.58 24.87 9.68 8.42 15.84 15.82 NA 13.86 13.12 1.69 20.93 15.20 16.29 13.14 23.90 13.22 18.63 18.61 13.66



Increase ranked in descending order M F 4 11 16 2 18 19 10 9 NA 7 15 20 3 14 6 12 1 17 8 5 13



6 16 17 1 18 19 8 9 NA 11 15 20 3 10 7 14 2 13 4 5 12



Source: Government of India 2001a, pp.126. Table 2: Crude Literacy Rates by Sex and Residence, India, 1981-2001 Year Source 1981 Census (all ages) 1987-88 NSS 1991 Census (all ages) 1992-93 NFHS-1 1993-94 NSS 1998-99 NFHS-2 2001 Census (all ages) 2001 Census (7+ age) % Increase 1982-91 % Increase 1991-2001



Rural 49.6 48.4 57.8 62.9 63.7 69.5 16.12



Males Urban All Areas 76.7 56.4 72.3 81.1 64.1 84.1 68.8 85.3 74.5 87.5 74.5 64.1 76.0 5.3 12.4 21.6



Rural 21.7 25.9 30.6 34.5 36.6 43.7 41.1



Females Urban All Areas 56.3 29.7 55.9 64.1 39.3 67.5 43.3 68.7 52.7 72.2 51.4 45.8 52.9 14.0 29.8 42.2



Source: Census 1981, 1991, 2001; NSSO 43rd, 50th Rounds, and NFHS I and II
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Table 3: Growth in enrolment from (in millions) from 1950 to 2001 PRIMARY YEAR BOYS GIRLS TOTAL % GIRLS 1950-51 13.8



5.4



19.2



28.13



1960-61 23.6



11.4



35



32.57



1970-71 35.7



21.3



57



37.37



1980-81 45.3



28.5



73.8



38.62



1990-91



40.4



97.4



41.48



2000-01* 64 49.8 113.8 UPPER PRIMARY



43.76



57



BOYS GIRLS TOTAL % GIRLS 1950-51



2.6



0.5



3.1



16.13



1960-61



5.1



1.6



6.7



23.88



1970-71



9.4



3.9



13.3



29.32



1980-81 13.9



6.8



20.7



32.85



1990-91 21.5



12.5



34



36.76



2000-01* 25.3 17.5 42.8 40.89 HIGH SCHOOL (Secondary) BOYS GIRLS TOTAL % GIRLS 1950-51



1.3



0.2



1.5



13.33



1960-61



2.7



0.7



3.4



20.59



1970-71



5.7



1.9



7.6



25.00



1980-81



7.6



3.4



11



30.91



1990-91 12.8



6.3



19.1



32.98



2000-01* 16.9



10.7



27.6



38.77



Source: Select Education Statistics, Department of Education, MHRD, GOI, 2000-01
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Table 4: Enrolment of Scheduled Caste and Scheduled Tribe Children ENROLMENT OF SCHEDULED CASTE STUDENTS IN 000' PRIMARY UPPER PR HIGH SCHOOL Boys Girls Total % Girls Boys Girls Total % Girls Boys Girls Total % Girls 1980-81 7213 3768 10981 34.31 1621 602 2223 27.08 906 246 1152 21.35 1990-91 9737 6057 15794 38.35 2747 1413 4160 33.97 1703 635 2338 27.16 2000-01* 12059 9136 21195 43.10 4066 2628 6694 39.26 2418 1394 3812 36.57 ENROLMENT OF SCHEDULED TRIBE STUDENTS IN 000' PRIMARY UPPER PR HIGH SCHOOL Boys Girls Total % Girls Boys Girls Total % Girls Boys Girls Total % Girls 1980-81 3133 1527 4660 32.77 537 205 742 27.63 246 83 329 25.23 1990-91 4958 2911 7869 36.99 1131 576 1707 33.74 567 238 805 29.57 2000-01* 6330 4665 10995 42.43 1879 1205 3084 39.07 955 535 1490 35.91



Source: Select Education Statistics, Department of Education, MHRD, GOI, 2000-01



Table 5: Gross Enrolment Ratios (GER) (Includes underage and overage children. Therefore percentage may be more than 100) PRIMARY



UPPER PRIMARY



BOYS GIRLS TOTAL BOYS GIRLS TOTAL



ELEMENTARY - CLASS 1 TO VIII BOYS



GIRLS



TOTAL



1950-51



60.6



24.8



42.6



20.6



4.6



12.7



46.4



17.70



32.1



1960-61



82.6



41.4



32.4



33.2



11.3



22.5



65.2



30.90



48.7



1970-71



95.5



60.5



78.6



46.5



20.8



33.4



75.5



44.40



61.9



1980-81



95.8



64.1



80.5



54.3



28.6



41.9



82.2



52.10



67.5



1990-91



114



85.5



100.1



76.6



47



62.1



100



70.80



86



2000-01* 104.9



85.9



95.7 66.7 49.9 58.6 90.3 72.40 81.6 GROSS ENROLMENT RATIOS (GER) SC (Includes underage and overage children. Therefore percentage may be more than 100)



1986-87 103.8



64.8



84.8



52.7



26.6



40.4



85.1



50.80



68.4



1990-91 125.5



86.2



106.4



68.7



35.8



52.7



100.60



63.5



82.5



2000-01* 107.3



85.8



96.8 76.2 53.3 65.3 97.3 75.50 86.8 GROSS ENROLMENT RATIOS (GER) ST (Includes underage and overage children. Therefore percentage may be more than 100)



1986-87



111



68



90.1



45.6



21.9



34.1



87.1



51.10



69.6



1990-91 125.4



81.4



104



53.9



26.7



40.7



99.6



60.20



80.4



2000-01* 116.9



85.5



101.1



72.5



47.7



60.2



102.5



73.50



88



Source: Select Education Statistics, Department of Education, MHRD, GOI, 2000-01
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Table: 6 Gross Dropout Rates Year



PRIMARY



UPPER PR



CLASS 1 TO X



Boys Girls Total Boys Girls Total Boys Girls Total 1960-61 61.7 70.9 64.9 75



85 78.3 NA NA NA



1970-71 64.5 70.9 67 74.6 83.4 77.9 NA NA NA 1980-81 56.2 62.5 58.7 68 79.4 72.7 79.8 86.60 82.5 1990-91 40.1 46 42.6 59.1 65.1 60.9 67.5 76.90 71.3 2000-01* 39.7 41.9 40.7 50.3 57.7 53.7 66.4 71.50 68.58 Source: Select Education Statistics, Department of Education, MHRD, GOI, 2000-01



Table 7: Proportion of Women Teachers & Teacher Pupil Ratio (Primary and Junior Basic Schools) States Women Total % Women TPR Andhra Pradesh 48090 136879 35.13 47 Arunachal Pradesh 991 3229 30.69 35 Assam 25976 87009 29.85 38 Bihar 22158 115486 19.19 63 Goa 1020 2764 36.90 20 Gujarat 17450 35040 49.80 51 Haryana 23915 48199 49.62 43 Himachal Pradesh 9660 27532 35.09 24 J&K 8225 22113 37.20 30 Karnataka 26408 60540 43.62 32 Kerala 32669 45599 71.64 45 Madhya Pradesh 68774 239414 28.73 44 Maharashtra 82355 165875 49.65 35 Manipur 3379 9412 35.90 21 Meghalaya 5158 10978 46.98 41 Mizoram 2360 4882 48.34 26 Nagaland 2794 6847 40.81 26 Orissa 27508 111040 24.77 37 Punjab 29002 45907 63.18 41 Rajasthan 26538 94812 27.99 54 Sikkim 1583 3482 45.46 18 Tamil Nadu 69565 120484 57.74 36 Tripura 5428 13831 39.25 29 Uttar Pradesh 82261 318992 25.79 42 West Bengal 35147 150546 23.35 54



Source: Selected Education Statistics, Government of India, 2001
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Table 8: Proportion of women teachers and teacher pupil ratio (Middle and senior basic schools) States Andhra Pradesh Arunachal Pradesh Assam Bihar Goa Gujarat Haryana Himachal Pradesh J&K Karnataka Kerala Madhya Pradesh Maharashtra Manipur Meghalaya Mizoram Nagaland Orissa Punjab Rajasthan Sikkim Tamil Nadu Tripura Uttar Pradesh West Bengal



Women 29870 717 11621 22625 429 69618 2723 1660 8824 65823 32428 33311 73163 2573 1894 1210 2017 5724 8023 30238 621 24662 1962 23890 5751



Total 69117 2630 57059 99181 678 142200 8119 6666 23362 142580 48500 110843 181340 6730 4743 4962 4919 38914 15584 118650 1701 58395 8811 106688 23346



% Women 43.22 27.26 20.37 22.81 63.27 48.96 33.54 24.90 37.77 46.17 66.86 30.05 40.35 38.23 39.93 24.39 41.00 14.71 51.48 25.49 36.51 42.23 22.27 22.39 24.63



TPR 47 35 38 63 20 51 43 24 30 32 45 44 35 21 41 26 26 37 41 54 18 36 29 42 54



Source: Selected Education Statistics, Government of India, 2001



Table 9: Dropout Rate (per cent) at Different Stages of School Education Year



Primary I-V classes) Girls Boys 70.92 64.5 62.5 56.2 46 40.1 37.79 35.18 39.37 38.35 41.22 38.62



Middle (I-VIII classes) Girls Boys 83.4 74.6 79.4 68 65.13 59.12 56.53 50.02 51.89 52.77 60.09 54.4



Secondary (I-X classes) Girls Boys NA NA 86.6 79.8 76.96 67.5 73.78 67.15 66.82 73.04 NA NA



1970-71 1980-81 1990-91 1994-95p 1996-97p 1998-99p p = Provisional Source: Planning Commission Working Group Report on Adolescents, 2001 / CSO, Women and Men in India 1998; MOHRD, Selected Educational Statistics 1998-99.
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Table 10: All India: Percentage of Out-of-School Children in the age group of 5–14 Social group



Dropped out Never attended 5–9 10–14 5–14 5–9 10–14 5–14



Rural Male SC ST Others All Urban Male SC ST Others All



36.1 42.5 26.8 30.4



28.5 35.8 18.2 22.0



32.7 39.4 22.6 26.4



4.0 3.2 3.7 3.7



2.9 3.1 2.7 2.8



3.5 3.1 3.2 3.3



24.9 19.3 12.3 14.4



15.1 17.1 11.2 11.9



20.1 18.3 11.8 13.2



2.1 3.4 2.6 2.5



3.4 3.2 1.9 2.1



2.7 3.3 2.2 2.3



48.4 55.9 35.6 40.5



51.6 55.8 36.4 41.3



49.9 55.9 36.0 40.8



4.3 4.0 3.9 4.0



4.1 3.2 3.4 3.5



4.2 3.7 3.7 3.8



29.0 28.0 28.5 3.1 30.8 21.1 25.9 5.2 15.1 14.7 14.9 2.9 17.6 16.6 17.1 3.0 Source: NSSO 1997.



3.2 4.6 2.8 2.9



3.2 4.9 2.8 3.0



Rural Female SC ST Others All



Urban Female SC ST Others All
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Table 11: Reasons for Never Attending/Dropping Out: Age Group 6–17 Years Reasons Males Females Urban Rural Urban Rural Never attended school: 6.4 13.6 9.0 25.7 % School far away 1.5 4.4 3.4 5.2 Education not necessary 6.1 7.8 12.9 13.1 Required for work at home or outside for cash/kind 12.6 17.1 15.4 24.5 Costs too much 28.5 25.8 30.1 23.8 Not interested in studies 26.5 25.7 15.7 15.9 Other 26.5 17.0 19.7 15.4 Don't know 3.0 2.0 2.8 2.1 Total 100.0 100.0 100.0 100.0 Dropped out of school: 10.6 10.6 11.0 12.6 % School far away 0.3 1.4 1.2 7.5 Education not necessary 2.4 2.3 5.4 4.3 Required for work at home or outside for cash/kind 21.9 28.4 20.8 26.2 Costs too much 15.2 13.3 17.0 11.4 Not interested in studies 42.5 40.0 30.2 24.8 Repeated failure 6.0 5.3 6.1 3.7 Other* 5.9 5.5 14.3 18.2 Don't know 5.7 3.8 5.1 4.0 Total 100.0 100.0 100.0 100.0 *In the case of girls, this category also includes reasons such as lack of proper school facilities for girls and marriage. Source: International Institute for Population Sciences 2000, pp.33-35.
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Table 12: Percentage of Household Population Age 6-14 Years Attending School (By Sex, Residence and State, 1992–93 & 1997–98) State 6–10 Urban Boys All India M Pradesh Karnataka Orissa T Nadu A Pradesh U Pradesh Bihar Rajasthan Haryana Gujarat



NFHS 1992–93 11–14 Rural Urban



Rural



6–10 Urban



NFHS 1998–99 11–14 Rural Urban



Rural



86.2 83.9 87.6 89.7 94.4 86.0 77.3 83.0 82.5 91.9 89.8



71.4 61.0 76.4 75.8 90.8 68.9 69.5 57.0 69.9 85.9 78.9



84.2 85.9 80.1 86.2 78.5 83.4 76.8 86.2 87.0 89.3 88.4



73.4 69.7 67.2 72.9 77.7 63.5 75.1 64.9 75.2 85.8 78.7



91.7 92.8 94.3 85.2 96.4 94.4 87.1 81.0 88.5 92.7 91.4



83.2 80.1 84.8 85.4 95.5 86.3 83.0 68.0 87.4 92.5 83.9



85.1 86.6 81.3 78.3 87.6 77.0 81.3 78.6 88.9 90.9 87.2



78.5 75.4 72.2 79.9 83.3 68.8 80.4 71.6 82.8 88.3 73.9



81.8 81.7 85.4 78.8 94.7 82.0 70.3 69.3 72.4 89.9 84.4



55.0 47.3 64.8 63.0 83.6 51.9 45.4 34.0 36.4 71.9 64.0



75.7 81.4 72.5 78.2 75.7 67.7 68.4 65.6 71.2 87.3 78.4



47.9 44.5 46.4 52.5 62.8 37.1 38.2 33.0 28.6 65.8 57.9



89.1 87.8 93.0 82.7 98.0 93.8 83.3 72.1 82.7 92.0 90.0



75.1 73.9 81.9 81.0 94.5 79.3 71.4 53.0 66.0 89.3 74.9



82.8 80.0 82.9 77.0 87.1 79.1 80.0 78.2 75.5 86.8 76.5



61.6 54.9 60.7 64.8 76.3 47.0 57.1 48.7 44.9 77.3 54.8



Girls All India M Pradesh Karnataka Orissa T Nadu A Pradesh U Pradesh Bihar Rajasthan Haryana Gujarat



Source: NFHS I and II, state and all-India reports; compiled by Shomo Srivastava.1



1



Sources: NFHS-I and NFHS-2; IIPS 1995, 2001.
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Table 13: All India: Percentage of Out-of-School Children in the Age Group of 5–14, 1993–94 Social group



Dropped out Never attended 5–9 10–14 5–14 5–9 10–14 5–14



Rural Male SC ST Others All Urban Male SC ST Others All



36.1 42.5 26.8 30.4



28.5 35.8 18.2 22.0



32.7 39.4 22.6 26.4



4.0 3.2 3.7 3.7



2.9 3.1 2.7 2.8



3.5 3.1 3.2 3.3



24.9 19.3 12.3 14.4



15.1 17.1 11.2 11.9



20.1 18.3 11.8 13.2



2.1 3.4 2.6 2.5



3.4 3.2 1.9 2.1



2.7 3.3 2.2 2.3



48.4 55.9 35.6 40.5



51.6 55.8 36.4 41.3



49.9 55.9 36.0 40.8



4.3 4.0 3.9 4.0



4.1 3.2 3.4 3.5



4.2 3.7 3.7 3.8



29.0 28.0 28.5 3.1 30.8 21.1 25.9 5.2 15.1 14.7 14.9 2.9 17.6 16.6 17.1 3.0 Source: NSSO 1997.



3.2 4.6 2.8 2.9



3.2 4.9 2.8 3.0



Rural Female SC ST Others All



Urban Female SC ST Others All
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Table 14: The Madhya Pradesh scenario with respect to gender and social equity The Education Guarantee Scheme (EGS) is positioned as a strategic intervention for universal access. DPEP is used to leverage and to strengthen the state’s own strategies for universalisation. In this context, the following trends are evident: 1. Raw data disaggregated by social groups and within each by gender. 2. Structure in place to address gender and equity issues at the level of access. 3. District and state-level functionaries have good understanding of social and gender discrimination and other issues, including of specific Dalit and Tribal groups: a. Information and problem identification is based on Lok Sampark Abhiyan (LSA ) 2000; b. Followed up with workshops at district and state levels to analyse and understand the data. 4. In particular, analysis of girls’ access, retention, completion and transition from primary to upper primary is done carefully. But this cannot be said for all social groups –– especially with respect to retention, completion and learning outcomes. 5. There is awareness of the problems of migrant and nomadic communities; however, strategies are yet to be evolved to address them effectively. 6. Valuable lessons of DPEP proposed to be mainstreamed: a. There are 2,17,000 Padna Badna Samitis PBS (mostly of women) –– formed to serve as key nodal point for women’s mobilisation for education; b. 56,000 of the PBS have been transformed to women’s Self Help Groups to promote economic independence and girls’ education. 7. Convergence with ICDS continues to pose a problem leading to a realisation that ECCE should be closely linked with the education department. 8. Context-specific strategies: a. Innovations like Shiksha Ghar (short-term, residential arrangement for migrant groups) proposed to be scaled. b. Specific strategies for out-of-school girls evident: bridge courses and specific time-bound programmes. 9. Realisation that learning outcomes/quality issues analysed in tandem with equity issues – especially with respect to EGC, GPS and private schools.



Source: Information compiled by Vimala Ramachandran from various M P Government reports, February 2003
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Table 15: Central Government Expenditure on Education As Per Cent of GDP at Market Prices (Plan and Non-plan) 90–91 92–93 94–95 96–97 98–99 Education (all) 0.29 0.24 0.25 0.27 0.36 Elementary Education 0.04 0.05 0.05 0.12 0.16 Nutrition Support (Mid-day Meal) 0.06 0.08 Secondary Education 0.07 0.06 0.06 0.05 0.06 Technical Education 0.06 0.05 0.05 0.04 0.05 Source: Dev and Mooil 2002.



2000 0.38 0.14 0.06 0.05 0.05



Table 16: Eighth Plan and Ninth Plan Outlay and Actual Expenditure (Rs in million) Eighth Plan (1992–97) Ninth Plan (1997–2002)) Name of project Approved Actual Approved Actual outlay expenditure outlay expenditure Rajasthan Shiksha Karmi 350.00 294.10 319.10 727.90 (Sida and DFID) Rajasthan Lok Jumbish 900.00 639.30 721.60 1,962.60 (Sida and DFID) Bihar Education Project (UNICEF) 1,180.00 589.60 Mahila Samakhya 510.00 184.40 350.00 300.05 (Netherlands Government) Uttar Pradesh Basic Education 10.00 2.00 Project (World Bank) South Orissa Project 50.00 2.00 (Source not available) DPEP (World Bank, DFID, Netherlands, 2,300.00 5,129.90 36,420.00 37,466.10 European Commission and UNICEF) GOI-UN Janshala Programme 0.00 100.0.00 5300.00 6841.30 37,810.70 40,557.10 Total Source: Department of Elementary Education, Ministry of Human Resource Development, Government of India, 1999 and 2002 (expenditure up to 15 March 2002 only).
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Table 17: National Policies/Programmes to Promote UEE: 1951–2002 Period 1951–68



Policy Framework Constitution of India National Policy on Education, 1968



Programmes and Approaches of the Central Government Expansion of the formal schooling system; initiative for primary education with state governments. 1968–86 Non-Formal Education introduced to supplement formal schooling; from the early 1980s, increased central investment in primary schooling. 1986–92 National Policy on − Andhra Pradesh Primary Education Project, early 1980s Education 1986 and − Environmental Education, 1986 Programme of − Rajasthan Shiksha Karmi Project, 1987 Action 1986 − Total Literacy Campaign, 1988 − Mahila Samakhya –– Education for Women’s Equality, 1989 − Bihar Education Project, 1991 − Rajasthan Lok Jumbish, 1992 − UP Basic Education Project, 1992 Several innovative programmes were started as centrally sponsored schemes, mostly with foreign assistance and usually involving target group-oriented NGOs. 1992 to National Policy on − District Primary Education Project (DPEP), 1993 2003 Education 1992 and (expected to be the channel for all substantial external Programme of assistance to primary education). Decentralisation is Action 1992 emphasised as a major policy thrust. − Joint UN System Programme –– Jan Shala 1994 − Alternative Education and Education Guarantee Scheme 2000 − The 1993 judgement of the Supreme Court* that education is a fundamental right of citizens has lent urgency to efforts for making education universal. This was followed by the enactment of 93rd Constitutional Amendment in 2002, making elementary education a fundamental right. − Sarva Shiksha Abhiyan. –– Education for All strategy 2002: A decentralised and convergent strategy for universal elementary education. Note: * In Unnikrishnan vs. the State of Andhra Pradesh, 1993.



Source: Compiled by Vimala Ramachandran from various government reports / documents, 2002
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Table 18: Summarising the institutional factors Factors influencing successful primary school completion Mild +, Strong ++, Very Strong +++ and Extremely Strong ++++ Boys Girls Positive Negative Positive Negative Primary School Bright and welcoming school +++ +++ Building and compound wall ++ ++ Teacher pupil ratio between 1:20 and 1:40 +++ +++ Teacher-pupil ration very high, above 1:40 and in +++ +++ many areas 1:65. Teacher regular +++ +++ Teacher irregular / take turns to come ++ +++ Actual teaching time very low – less than 45 ++++ ++++ minutes a day and less than 20 minutes per period. Actual teaching time satisfactory – more than 1 hour ++++ ++++ 20 minutes a day and at least 35 minutes per period. Female teacher who is regular ++ ++++ Distribution of textbooks +++ +++ Village Education Committee active ++ ++ Active SDMC / PTA / School Education ++++ ++++ Committees Mid-day meal – hot food ++++ ++++ Mid-day meal – dry rations + + Punishment – mild + + Punishment – harsh ++++ ++++ Teacher attitude towards poor dismissive ++ ++ Teacher exhibits prejudices (caste / gender) +++ ++++ Joyful learning methods used ++ ++ Children learning to read and write ++++ ++++ Learning outcomes poor – children in class 4 and 5 +++ +++ not able to read or write. Learning songs, rhymes and poems +++ +++ No-detention policy + + Extra-curricular activities +++ +++ Enrolment campaigns ++ +++ Back-to school campaigns ++ +++ Boys Girls Positive Negative Positive Negative



Source: Vimala Ramachandran et al, (forthcoming) World Bank, 2003



Vimala Ramachandran



Page 46



23/08/2006



Table 19: Total Household Population above Age 6 by Median Number of Completed Years of Schooling by Residence and Sex, (NFHS– 2 1998–99) State/India



All India Andhra Pradesh Assam Bihar Gujarat Haryana Himachal Pradesh Karnataka Kerala Madhya Pradesh Maharashtra Orissa Punjab Rajasthan Tamil Nadu Uttar Pradesh West Bengal



Vimala Ramachandran



Median no. of years of schooling Rural areas Urban areas Male 4.6 3.5 NA 3.0 4.9 5.5 NA 4.7 7.8 3.8 NA 4.9 5.4 3.9 5.7 4.1 4.0



Female 0.0 0.0



All 7.3 1.4



Male 8.3 7.7



Female 5.8 5.3



All 2.6 6.4



0.0 0.0 0.0



0.0 3.2 3.4



8.0 8.3 8.8



4.3 6.0 6.7



6.2 7.4 8.1



0.0 7.4 0.0



3.1 7.6 1.5



8.9 9.2 7.5



6.9 8.7 4.7



7.8 9.0 5.9



0.0 3.2 7.8 2.6 4.4 9.5 0.0 0.0 7.5 3.1 4.8 8.3 0.0 1.2 7.8 0.0 2.6 8.5 Source: NFHS – 2, IIPS, Mumbai



5.2 8.4 3.6 6.3 5.1 5.7



6.5 8.8 5.7 7.4 6.0 7.3
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Table 20: Average No. Of Years of Schooling Age 10-14 1998-99 All State



% Illiterate



% Currently attending School (11-14yrs)



All India AP Bihar MP Orissa Rajasthan UP Haryana Gujarat



18.2 21.2 35.3 20.6 16.7 21.7 21.1 7.7 20.4



73.9 62.8 62.7 69.9 73.3 69.7 72.3 84.7 71.6



State



All India AP Bihar MP Orissa Rajasthan UP Haryana Gujarat



% Illiterate 21.5 25.4 37.9 24.7 17.6 25.4 23.6 8.7 26.6



All % Currently attending School (11-14 yrs) 70.4 57.6 60.4 65.0 72.7 65.2 69.9 83.0 64.5



India Case Study - Annexure



Boys % Currently Median no of Median no attending % years of of years of School Illiterate Schooling Schooling (11-14 yrs) All areas 4.8 13.0 80.2 5.0 5.2 15.7 71.0 5.5 3.1 26.4 72.4 3.7 4.4 15.2 78.5 4.6 5.1 11.4 79.7 5.3 4.3 10.0 84.3 4.9 3.9 14.0 80.6 4.3 5.1 4.7 89.1 5.2 5.3 15.4 79.4 5.5 Rural Areas (Age 10-14) 1998-99 Boys



% Illiterate



Median no of years of Schooling



% Illiterate



% Currently attending School (11-14 yrs)



Median no of years of Schooling



% Illiterate



4.5 4.9 2.9 4.1 5.0 3.9 3.5 4.9 4.7



15.0 17.8 27.8 18.4 11.8 10.8 15.3 5.0 20.3



78.5 68.8 71.6 75.4 79.9 82.8 80.4 88.3 73.9



4.7 5.3 3.5 4.3 5.3 4.8 4.1 5.1 5.0



28.6 32.5 48.5 31.1 24.0 42.1 33.4 12.5 33.1
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23.9 26.5 44.6 26.3 22.7 35.3 29.5 10.9 25.6



Girls % Currently attending School (11-14 yrs) 67.0 54.6 52.6 61.1 66.1 52.7 62.4 80.0 63.1



Median no of years of Schooling 4.6 5.0 2.3 4.1 4.7 3.2 3.3 4.9 5.1



Girls % Currently Median no of attending years of Schooling School (11-14 yrs) 61.6 4.1 47.0 4.3 48.7 1.8 54.9 3.6 64.8 4.5 44.9 2.4 57.1 2.8 77.3 4.5 54.8 4.4



State All India AP Bihar MP Orissa Rajasthan UP Haryana Gujarat



% Illiterate 8.2 8.3 17.0 8.7 10.0 10.7 11.9 5.1 10.7



All % Currently attending School (11-14 yrs) 84.0 78.0 78.4 83.5 77.7 82.8 80.7 89.0 82.2



Urban Areas (Age 10-14) 1998-99 Boys % Currently Median no of Median no of % attending years of years of Illiterate School Schooling Schooling (11-14 yrs) 5.7 7.0 85.1 5.7 6.1 9.9 77.0 6.0 5.0 15.9 78.6 5.0 5.3 6.7 86.6 5.4 5.8 8.4 78.3 5.7 5.2 7.6 88.9 5.4 5.1 9.3 81.3 5.1 5.6 4.0 90.9 5.5 6.0 8.1 87.2 6.0



% Illiterate 9.6 6.6 18.1 11.2 11.9 14.4 15.0 6.4 13.5



Girls % Currently attending School (11-14 yrs) 82.8 79.1 78.2 80.0 77.0 75.5 80.0 86.8 76.5



Median no of years of Schooling 5.7 6.2 4.9 5.3 6.0 5.0 5.1 5.6 5.9



Source: National Family Health Survey-II 1998-99, India Page No-26, 27, 28 & 33, Andhra Pradesh Page No-20, 21, 22 & 23, Bihar Page No-23, 24, 25 & 26, Madhya Pradesh Page No-20, 21, 22 &23, Orissa Page No-20, 21, 22 & 23, Rajasthan page no-20, 21, 22 &23, Uttar Pradesh Page No-23, 24, 25 & 26.
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Table 21: School attendance rates (percent) by age group and household monthly per capita expenditure class Rural India Household Per capita Income Less than 120 120 – 140 140 – 165 165 – 190 190 – 210 210 – 235 235 – 265 265 – 300 300 – 355 355 – 455 455 – 560 More than 560 Urban India Household Per capita Income



10 - 14 Age Group Male 54.6 58.6 65.4 68.5 72.6 75.6 80.5 82.3 84.0 85.7 90.3 90.6



Female 31.1 36.6 43.2 44.1 50.6 53.3 57.2 64.8 67.8 72.9 73.7 78.5



Total 42.9 48.9 55.2 57.3 62.4 65.4 69.6 74.5 76.6 80.0 82.7 85.1



10 – 14 Age Group



15 – 19 Age Group Male 28.0 28.3 29.3 30.1 36.1 35.5 39.8 41.7 46.2 51.4 58.2 61.3



Female 06.3 06.4 09.7 11.7 16.1 17.5 19.5 20.7 26.1 31.7 35.7 37.4



Total 17.1 18.4 20.4 21.5 27.4 27.5 30.7 32.3 36.8 42.4 48.4 50.7



15 – 19 Age Group



Male Female Total Male Female Total Less than 120 64.6 51.5 57.7 29.1 18.8 24.6 120 – 140 72.8 63.6 68.3 31.6 17.4 25.3 140 – 165 78.8 70.3 74.5 37.3 30.1 33.9 165 – 190 82.9 77.1 80.1 45.1 31.6 38.7 190 – 210 86.3 80.6 83.6 44.9 38.4 42.0 210 – 235 87.6 85.8 86.8 57.4 47.5 52.9 235 – 265 90.5 89.2 89.9 57.2 50.9 54.3 265 – 300 92.0 91.2 91.6 61.3 57.4 59.5 300 – 355 94.0 89.8 92.0 71.3 65.7 68.8 355 – 455 95.5 95.8 95.6 75.3 72.5 74.0 455 – 560 97.6 96.3 97.0 80.9 77.9 79.6 More than 560 96.2 93.5 95.2 80.8 81.8 80.9 Source: Fifth Quinquennial Survey, NSS Fiftieth Round, July 1993-June 1994, National Sample Survey Organisation, Department of Statistics, GOI, March 1997 (Tables 22)
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Table 22: Labour force and work force participation rates in India by usual principal and subsidiary Persons per 1000 Labour Force Participation Rates Work Force Participation Rates 1993-94 (50th Round) 5-9 10-14 15-19 20-24 5-9 10-14 15-19 20-24 Age in years Rural Male 11 140 598 902 11 138 577 859 Rural Female 14 141 371 469 14 141 364 456 Urban Male 5 69 404 771 5 66 356 674 Urban Female 5 46 141 230 5 45 123 180 1999-2000 (55th Round) Rural Male 7 93 532 889 6 91 503 844 Rural Female 7 96 314 425 7 96 304 409 Urban Male 3 52 366 755 3 49 314 658 Urban Female 2 37 121 191 2 36 105 155 Source: 50th and 55th rounds of NSS on Employment and Unemployment, cited in Government of India, Planning Commission 2001.



Table 23: Adhyapika Manch: forum for women teachers in Lok Jumbish “We realised that few women teachers were volunteering for MLL training. We wanted to understand their problem. Therefore, we decided to have a separate meeting with women teachers in Pisangan Block. 44 schools were requested to send women teachers. We initiated a open discussion. It was like opening the floodgates! Most training programmes are organised during the vacations, when most teachers get an opportunity to live with their families. Women invariably catch up on domestic chores during the vacations. When children have holidays, mothers cannot get out. “In the training programme itself, some games involved holding hands and doing other activities. Many felt inhibited before their male colleagues. Some observed that men make fun of them. One thing led to another, and we convened a two day workshop with women teachers. Here we started with a discussion on the hopes and aspirations of the group, their dreams (about themselves and for their children), their desires, dignity in the work place etc. This was an eye opener and we realised that women are rarely placed in decision making positions even if they are trained. Therefore MLL training is meaningless if women cannot become part of Resource Teams. “After this training they decided to form a forum called "Adyapika Manch". We have also changed the training system. Now all MLL training is preceded by house to house campaign to win the support of the families of women teachers. In the training programme itself, both men and women are encouraged to do all the chores. In one training programme, men confessed that they have never washed dishes! They were then encouraged to talk of traditionally restricted roles of men and women. “During training of Master Trainers we are made to look out for opportunities to raise gender issues in every programme. We also realised that if women raise the issue, it is invariably taken
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lightly. Therefore our male colleagues are trained to raise these issues. Well, this is really an ideal situation. But we are working hard to get there. Even today, there are many colleagues who have a long way to go. The important thing is that their journey has commenced. We have also recognised that men and women from the middle classes (especially from urban areas) put up more resistance and hold very stereotypical views. On the other hand men and women from poor families in rural areas are more open and less rigid.”



Source: Meeting of Block Level Co-ordinators, Lok Jumbish, Jaipur 5 June, 1995 quoted in Vimala Ramachandran, 1998.



Table 24: Programmes for and Reports on Women from 1980s to the present (2003) 1979 1979 1981 1982 1982 1983 1984 1985 1986 1988 1988 1988 1989 1991 1993 1993 1994 1995 1995 1997 2001 2001 2002



Integrated Rural Development Programme – 30% beneficiaries to be women (IRDP) Training of Rural Youth for Self-Employment (TRYSEM) Application of Science and Technology for Women Support to Employment Programme for Women (STEP) Development of Women and Children in Rural Areas (DWCRA) Non-formal Education exclusively for girls (NFE) Women’s Development Programme of Rajasthan (WDP) Child Survival and Safe Motherhood National Policy on Education – Education for Women’s Equality National Commission for Self-Employed Women and Women in the Informal Sector (NCSW) National Perspective Plan for Women (NPPW) Women’s Development Corporations (WDC) Mahila Samakhya – Education for Women’s Equality National Commission for Women Rastriya Mahila Kosh – National Credit Fund for Women Mahila Samriddhi Yojana Haryana Integrated Women’s Development Programme National Crèche Fund for Childcare Services Indira Mahila Yojana (not yet launched) Reproductive and Child Health Programme – 1 National Programme for the Education of Girls at the Elementary Level (NPEGEL). Kasturba Gandhi Swatantra Vidyalaya (KG SV) to set up special schools for the girl child belonging to SC.ST.OBC and minority communities in low female literacy districts Reproductive and Child Health Programme – 2
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Annexure 2 Catching the Missed Education Bus2 If a person who has been to formal schools and has spent many years in the field of formal education was told that illiterate girls and boys could reach Grade V competence in just one year to eighteen months – that person would perhaps brush it aside as yet another tall claim with no basis. But that is precisely what happens in Mahila Shikshan Vihar3, Jalore, Bridge courses for child workers run by MV Foundation in Andhra Pradesh4 and Mahila Shikshan Kendra run under the aegis of Mahila Samakhya Project5 of Government of India. Girls, boys and young women in the age group ranging from 12 to 30 join these centres and participate in a unique education programme that takes them through an intensive teaching programme. These young people, who have never been to school or have dropped out at an early stage, get an opportunity to upgrade their educational level. The children who participate in the bridge courses in run by M V Foundation of Andhra Pradesh join formal schools and the young women in Rajasthan are absorbed as project functionaries in Rajasthan Lok Jumbish6. Girls and women who come to the Mahila Shikshan Kendra of Mahila Samakhya either continue with formal education or get back to their villages with greater awareness and confidence. Mahila Shikshan Vihar, Jalore:



Situated in Jodhpur District of Rajasthan, the Mahila Shikshan Vihar (MSV), Jalore is an institution with a difference. Young women are motivated to participate in a residential crash education programme. Most of them have either dropped out of school or have never been to one. Ninety-one women are divided into eight groups of nine to twelve according to their educational level and pace of learning. Teachers work with the groups teaching them, testing them and preparing them to take the Grade V exam. There is one teacher for every group of ten to twelve women – moving along at the pace of the learners. And what more – these young women learn at such a fast pace that it leaves the teachers exhausted. They seem to have boundless energy for games, music, theatre, cycling and even driving the solitary auto-rickshaw parked in the campus! They manage their food, their washing, cleaning and of course maintaining the school premises – including the kitchen garden. In the evenings and late into the night – these bright young women can be seen huddled together studying, teaching and learning. Twenty-four hours seem too short. It almost seems as if they were trying to catch up every minute of their



2



Vimala Ramachandran / version 15th March 1999, Appeared in The Hindu, Sunday Magazine Section. Mahila Shikshan Vihar and Mahila Shikshan Kendra literally translate as “Women’s Education Centre”. 4 A State on Southern India 5 Mahila Samakhya Project is an education project for adult women and Mahila Samakhya literally means Women collective where they come together as equals and dialogue with each other as equals. 6 Lok Jumbish literally means People’s Movement – and Sida supported this education programme from 1992-1999. 3
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childhood that was lost – enjoying every bit of it. The Jalore MSV can leave a visitor dizzy. There is a common misconception that illiterate youth are also ignorant. Most of these young women have a wealth of knowledge and information – the only problem is that they do not know how to read and write and have never participated in any formal education programme. They can recognise plants, trees, animals, seasons and are very much in tune with nature. They have learnt, at a very early stage in their lives, to perform survival chores and manage their responsibilities. They have, like most young people, a curious mind that is constantly questioning. Coming from the school of life where they learnt to cope with daily battle for survival – many of the young women have experienced the ups and downs of poverty and social discrimination. A significant proportion of these women are married, some with children, some widowed, deserted or even abandoned. They never imagined that they would someday get a chance to go to school and join the ranks of the educated. Therefore, when Lok Jumbish workers talked about this unique educational programme in their villages – many of them had to struggle hard to convince their families to send them to a residential educational programme. Given the prevailing status of women in rural Rajasthan – it was almost unthinkable to send an adolescent girls and young woman out of the confines of the home and community to study. Therefore, when they did get the rare opportunity – they brought with them tremendous energy and a resolve to show their families that they can do it. On reaching the MSV they are first taught to live together, groom themselves, keep clean and get into a routine of study, games and extracurricular activities. Starting from simple hygiene to management of menstruation – the teachers and the senior students teach the new entrants about personal hygiene and community living. They are given two pairs of clothes of their choice – most of them choosing Salwar-Kameez7. The dormitories double as classrooms during the day. Each student is given a trunk, a bedroll and some space for toiletries. Waking up at the crack of dawn, they get busy with personal chores. Groups of them are allocated different duties on a rotation basis – cleaning, washing, cooking, gardening and childcare etc. By 9.00 AM they are ready and gather for a heavy brunch. And at 10.00 AM sharp they all assemble for prayer – to sing together. Classes begin immediately after assembly and they work in their classrooms up to 1.00 PM – when they are served a hot snack and tea. They get back to work after a short rest. Young mothers visit their children in the day-care centre in the campus. They reassemble and work up to 4.00 PM. Then it is games times – when young women in Salwar-Kameez play KhoKho8 and other games. It is hard to imagine that most of these young women wore the traditional Rajasthan dress that covered them from head to toe. They all said that wearing Salwar-Kameez was a liberating experience – for this attire gave them greater mobility. Sometimes evening are spent singing or play-acting or other creative activities. The group in-charge of cooking gets busy with dinner and it is study time again. In between



7 8



Salwar-Kameez is an Indian dress of loose pants and a long shirt. This is worn with a long scarf. Kho-Kho is a traditional Indian game.



India Case Study - Annexure



Page 54



20 June 2003



one can see them cycling, jumping, playing and behaving like children. Uninhibited enjoyment was something rural women of Rajasthan never knew! Starting with Grade I books each group gradually works its way up to higher grade – taking an exam as and when they are ready. The fast learners can move from one group to another according to they pace and the teachers assessment of their capabilities. Mathematics, Hindi Language, Science, Craft – they learn what normal children learn in school, but with one big difference. The MSV focuses on building the self-esteem and self-confidence of these young people – enabling them to explore their own life, the status of women and the cause of gender discrimination in society. They talk about societal values and norms, poverty, powerlessness and a host of issues that affect them. They learn about Lok Jumbish programme, go on short tours into the nearby villages and discuss the importance of education. They are gradually prepared to become Lok Jumbish functionaries when they graduate. The idea of setting up such residential condensed education programme was explored when Lok Jumbish functionaries realised that they cannot hope to involve women at all levels unless a serious effort is made to consciously create a pool of educated and aware women who can take on project responsibilities. Importing such women from nearby urban centres was not a desirable option – therefore they chose the hard path. Create a pool – even if it involves a lot of hard work. Similar centres were already being run in another Government women’s education programme (Mahila Samakhya – Uttar Pradesh, Bihar, Karnataka, Gujarat and Andhra Pradesh). Lok Jumbish adapted the model to suit the specific needs of Rajasthan. The women joining these centres were assured of employment in the project and they were also expected to sign a bond promising to work in the project for three years. Mahila Shikshan Kendra:



Way back in the 1950 Durgabai Deshmukh and Soundaram Ramachandran (two eminent social reformers and freedom fighters who lived in the middle years of this century) and various units of the Kasturba Gandhi Memorial Trust introduced the idea of a “Condensed Course”. The original concept was to provide adolescent school-dropouts a means to complete their primary education and prepare them to enter the world of work with greater awareness and skills. This scheme never took off. In 1988 this concept was rediscovered by the education department, not as a welfare programme, but as a means to enhance the pool of educated and articulate women in rural areas. The Mahila Samakhya programme tried to redefine condensed courses, the document stated: “In recognition of the extreme dearth of innovative women-centred educational facilities in rural areas, Mahila Samakhya will try and set up Mahila Shikshan Kendra (MSK - Women's Education Centres) in each district. The main objectives of this institution are: • Provide adolescent girls and women opportunities for learning in the shortest period. • Create a pool of trained women who can work both within this project and other education and development programmes.
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•



Provide a facility where women who have been marginalised by society (single women, widows, deserted, divorcees) can pursue education in a secure and stimulating atmosphere.”



In the first three years of the project, ground level response to the concept of MSKs was at best lukewarm-warm. The general feeling was that such an institution would be of relevance only if it grows out of the articulated needs of women. The enormous investment in curriculum development and teacher training was also acknowledged. By 1992-93, women in the Mahila Samakhya districts started demanding MSKs. Mahila Samakhya’s policy of waiting for the right time and belief in not forcing the pace paid off. It was almost as if floodgates had opened. The main bottleneck was the nonavailability of sensitive and skilled educational resource support for planning, designing, curriculum development, training and so on. Notwithstanding the challenges, 10 MSKs have been set up and are working in Uttar Pradesh, Bihar, Karnataka, Andhra Pradesh and Gujarat. Banda District of Uttar Pradesh provides a unique opportunity to understand the process by which a sensitive residential training facility for school-dropouts can be designed. The Banda MSK was started with the support of Nirantar - Centre for Women and Education. From its inception, a team from Nirantar interacted with Sahayogini (animator for a cluster of 10 villages) of Mahila Samakhya to establish a residential education programme. Understanding the aspirations and needs of the pupils, developing locally relevant curriculum, ensuring acquisition of learning competencies comparable to the formal system, building in activities and programmes to enhance the self-esteem and selfconfidence and enabling the teachers to acquire and develop their own capabilities - were an integral part of the strategy. Following existing norms of minimum levels of learning achievement at the primary education level - the Nirantar team worked with the teachers called “Saheli9”, Sahayogini10 and the students to develop teaching and leaning materials that was not only relevant, but in a way that women will understand and identify with. This painstaking process took almost a full year with one or two resource persons from Nirantar lived with the teachers and students for six months. Continuous interaction with Saheli, the students and experts invited at regular intervals, preparing teaching aids, experiment kits, songs. Skits, plays and games were all part of the strategy. Ensuring pedagogic validity of the material produced was not compromised. The problem of balancing the need of women learners to learn mainstream standardised Hindi and recognition of the importance of reinforcing “Bundeli11” - the local dialect of the area – demanded extensive research and training. Nirantar drew upon a small pool of educationist as a sounding board for the lessons they developed. Nirantar team members and supporters who worked in Delhi provided this. Scientific experiments and lessons were developed with care - drawing upon the wealth of material of NGOs working in



9



Saheli means girl friend. Sahayogini are rural animators who manage the programme in a cluster of ten villages. 11 Bundeli is a local tribal dialect spoken by the Kol Tribal community in Banda District of Uttar Pradesh. 10
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other areas. Providing an environment without fear was a major challenge - especially where education was synonymous with discipline and hierarchy. For almost a year, from the conception of the idea to graduation of the first batch of students, the Nirantar team was shuttling between Karvi, Banda and New Delhi. When the first batch of students passed out in 1995 - they celebrated by riding the bicycle around the campus and on the streets. Many adolescent girls opted to move into the formal school after graduating from class V. As the first batch went back to the villages the demand for enrolment increased. Illiterate Sakhi, Hand Pump mechanics, school dropouts, young women with small children, middle aged women - the demand was overwhelming. This experience proved beyond doubt that if education is seen as being relevant in their daily battle for survival - poor women will reach out and also send their daughters to school. The moot point is that education should be seen as a life skill, one that enables them to negotiate the world from a position of strength. It also provides a role model for others to follow and creates a pool of qualified women who can work in rural programmes for education, health, empowerment and development. Five years down the line this centre still attracts rural women and girls. The demand is so overwhelming that there are long waiting lists. Bridge courses for child workers:



In 1990, M V Foundation received a grant from Ministry of Human Resource Development, Government of India to set-up one Mahila Shikshan Kendra in Rangareddy District of Andhra Pradesh. While this programme was underway, the foundation started working with child workers and bonded children with the objective of pulling them out of employment and bondage and enabling them to get back into schools. They were confronted with a problem – slightly older children are not happy joining Class I! And, given their background, their educational and counselling needs were not being met by the formal school system. As a result, they hit upon the idea of organising camps to help the children catch up with their peer group in formal schools. These camps were also necessary to help the children make the transition from work to schooling and motivate their parents to acknowledge the right of every child to basic education. The first ‘camp” was organised in 1991. Using exiting educational material teaches in the first time-bound camp plunged into an intensive teaching programme. They were overwhelmed by the enthusiasm and learning pace of the children – most of them in the 9-15 age group. There was no turning back. Today M V Foundation runs two bridge courses camps for girls and two for boys. The Government of Andhra Pradesh has recently set up seven such camps for adolescent girls in different districts. MV Foundation has been given the task of training the teachers. Motivation to enrol out-of-school children starts in the villages. The Foundation runs small motivation centres where child workers and other out-of-school children are invited to come for a few hours to a non-formal education centre. The motivator-teacher interacts with the families and talks to them about their dreams and aspirations. They also dialogue with parents and elders in the family. Within a few weeks, children in the motivation



India Case Study - Annexure



Page 57



20 June 2003



centres are ready to go to the camp. Many boys get so impatient that they refuse to wait for their parents’ permission! They run away and join the nearest camp. It takes a little longer to motivate the families of girls. On reaching the camp, they first learn the ways of community living. Like MSV-Jalore, they are taught basic hygiene, personal grooming and of course made to feel that as children they have a right to childhood. Games, music and theatre – these are an essential part of the camp. Children are encouraged to express their feelings – in fact the camp teachers said that they are not very strict. Within a period of six to eighteen months children complete Grade VII. Some learn fast and some not so fast. The children are grouped according to the pace of learning. Teachers, trained by MV Foundation live with the children and interact with them all the time. While they adhere to strict timings for classroom work – teaching and learning is a round-the-clock activity. As and when the children achieve class VII competency they are encouraged to take the entrance tests for residential schools or are enrolled in the middle school near their village. A large number of children from the camps have successfully cleared the entrance examinations conducted by the Government for enrolment into residential schools. Employment is not guaranteed. Children and their families are motivated to acknowledge the right of education of every child and also recognise the inherent value of education. Over the years this programme has gained tremendous community support. In the Aloor and Malkapur camps (Rangareddy District) – the local community identified and provided the space and also took responsibility for the safety and security of children. MV Foundation also runs a Mahila Shikshan Kendra for girls and women in difficult circumstances. Girls and women who have been battered, abused and have been through a difficult life are welcome here. The Government of Andhra Pradesh sends women from all parts of the State to the MSK. Here the objective is not only to get them into formal schools - many older women do not opt for formal schooling. The objective is to help them overcome their personal trauma and problems and prepare themselves for a productive life. Building the self-esteem and self-confidence of such women is given priority. Are these models replicable?



Studying these programmes in Andhra Pradesh, Uttar Pradesh, Karnataka, Rajasthan and Bihar – it is now quite apparent that this model is not only replicable but it can be adapted to the specific needs of each area and for different age groups. While MSV Jalore caters to adult women, the M V Foundation works with children in the 9-16 age group. The initial investment in quite reasonable and any organisation with interest and commitment can set up such centres. In the last five years there has been a spurt of activities and programmes to promote basic education. The nation-wide DPEP programme of the Government has focused on developing and distributing good quality educational materials for primary education. While this programmes is geared to address the educational needs of children in the 6-14 age group, it is not in a position to cater to the educational needs of older children. Creating educational opportunities for older children in society will not only mop up the illiterate population in the 14-20 age group, but it will
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create a positive environment in the community. Even out-of-school children in the 8-14 age group will benefit from a “bridge” or “start-up” programme. The three experiences cited above show that it is possible to start such centres or camps - as a time-bound programme. Judging from the growing demand from poor families to send their children and even young women – one can safely say that there is, in India, a need for educational opportunities for children and women who have missed the bus. All the above experiences tell another story – the organisers of these programmes learnt as they went along. There was no model or scheme to follow and they adapted their interventions to suit the specific needs of the situation. The early years were painstaking – but within two years each of them found their own way of doing it. The most important aspect of replicability is invariably linked to educational material and curriculum. Lok Jumbish and MV Foundation use existing textbooks and follow the primary school curricula. While the Minimum levels of Learning – as stipulated by the Government are adhered to – the Banda District MSK developed special books with the help of a Delhi based educational resource centre called Nirantar12. They have specially developed a women and health curriculum. May be this was because the project functionaries felt that holistic health education is very important for women in the 15 to 30 age group. The one lesson we can learn from these experiences is that when we work with children, it is perhaps desirable to use existing primary school curriculum and textbooks. On the other hand, when we work with adult women, it would be necessary to follow a more flexible approach and develop tailor made curriculum. Is it economically viable?



The cost per student per month in the Jalore MSV comes to approximately 1800 Indian Rupees. This includes boarding and lodging, books, two pairs of clothes, teacher salaries, day-care centres (including food and medical care) for children of the students building maintenance and running costs and other day-to-day running expenses. (On an average the teachers are paid Rs 3500/- per month each). This cost does not include village-based mobilisation, teacher training, development and publication of books – as these expenses are met from the Lok Jumbish project. Teachers are selected and trained on the job and the regular Lok Jumbish books are used. The bridge courses run by MV Foundation comes to approximately Indian Rupees 700/per child per month in the camp. This includes boarding and lodging, teacher salaries, books and stationery and other running costs. As these camps cater to children and adolescents there are no childcare / day-care centre costs. They are also not given any clothes. The above coast does not include village based motivation / mobilisation, teacher training and publication of books. The textbooks are taken from the regular school



12



Nirantar literally means continuing or never ending. Nirantar is an educational resource centre headquartered in New Delhi.
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system. The community donates the buildings (camps). Similarly the Mahila Shikshan Kendra costs come to approximately Indian Rupees 850/- per student per month. Again, the cost includes boarding and lodging, books, teachers salary (Rs 1500/- per month) and running costs. This does not include cost incurred in development of curriculum, training and other hidden support costs – which are absorbed by the Mahila Samakhya Project. While MSV Jalore seems to be more expensive, it is run in a proper campus with proper housing, kitchen, library, sports and other facilities. It is almost run like a proper residential school. On the other hand the MV Foundation camps are designed as temporary establishments where existing community spaces are used. The infrastructure is not “pucca”. The MSK are run in houses rented for this purpose. There is little room for playground and other facilities. The conventional method of cost analysis is to calculate the per-pupil cost in the given educational facility. However, on this case it would be useful to ask ourselves whether the cost should be seen purely on a per pupil basis or as an investment in the development of the community. Travelling around the villages which fall in the area of these institutions, it is more that apparent that the returns to investment is much more that the education of the pupil concerned. These young people are role models who influence the opinion of people in the community. The women, adolescents and children who have passed through these institutions are confident, aware, and socially conscious. Above all these young people who carry themselves with dignity. The change is remarkable. Former camp students join MV Foundations child-workers eradication programme. The spokespersons organise cultural programmes in the neighbouring villages – motivating children and their parents. The women who graduated from MSV, Jalore or MSK, Banda are role models in their own way. They are transformed after this experience and become the most effective spokespersons for women’s education. Catching the missed education bus:



The above experiences demonstrate that it is possible to help young people – boys and girls; men and women experience the joy of education, even if they have not had the opportunity to go to school. Designing and running time-bound programmes to enable out-of-school youth to acquire basic education is an activity that is bound to pay rich dividends to us as a community and as a nation Unless we break the vicious cycle of illiteracy and lack of formal educational opportunities for the underprivileged sections of our society, we can never make universal elementary education a reality. What is the use of reservations for disadvantaged communities when the majority of them are trapped in the vicious cycle of poverty and illiteracy? Here is one way, perhaps the only way, to break that cycle and create a pool of educated, aware and socially conscious role models. If we do this right – we can shut down these bridge courses and residential programmes is ten years time. The MV Foundation model of working in temporary camps sends a signal – saturate an area and move on. The young today are the parents of tomorrow. Enabling them to experience the joy and the value of education is the only way we, as a nation, can guarantee all our children go to school in the next millennium.
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