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ABSTRACT

The National Adult Education Program was launched in India on 2nd October 1978,
and was implemented during its Sixth Five-year Plan. The aim of the program was to cover
100 million illiterates in the 15-35 age group by 1984 and to contribute to their socio-

economic development, thus expediting individual progress and national development.

The study is a historical analysis of the development and functioning of the NAEP
during the period 1978-85. It provides a detailed outline of the NAEP in terms of ils aims
and objectives, developments, strategies for implementation, actual functioning and
achievements during the stated period. The study analyzes the performance of the NAEP
and compares it with the original goal targets sct by the governmeni at the beginning of the
Program in order to determine its degree of success. 1t also includes a bricl account of the
functioning of Adult Education Programs in the province of Orissa. Finally, it cxamines the
deficiencies of the Program and suggests measures to improve future adult education

programs in India.

The study found out that the success of the NAEP in terms of its original goal targets
was marginal. None of the broader objectives of the Program - that it would wipe out
illiteracy, that it would provide income generating marketable skills, that it would help
eradicate social malaise - seemed to be achieved. The goal of pursuing individual enrichment
and national development through the NAEP was found to be greatly cxaggerated. The
NAEP although promised to be a Program for promoting vocational skills as well as
citizenship education, remained basically as a literacy drive. But even here, the NAEP was

not a great success.



The message that emerged is that the poor and the illiterate would like to be literate
only if they are rewarded with tangible benefits such as better employment opportunities and
improved social status. Adult Education Programs in order to be effective, need to take the
form of a mass movement backed by the political will of the government. Among other
things it would also require proper facilities at the AECs, adequate financing, motivated and

trained functionaries, and significant improvements in its content and curricula.
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INTRODUCTION
1.1 INDIA: THE COUNTRY AND ITS PEOPLE

India is a developing country. It is also the largest democratic country of the world
with a population of 811.8 million! according to 1989 figures. It has a literacy rate of 43
perc::nl.2 It is the second most populous and seventh largest nation in the world.3 It has
an area of 3,287,263 square kilometres with approximately 247 people living per square
kilometre in mid 1989.4 India, as a country, may be characterized by the diversity of its
culture, language, religion, ethnicity, and the caste system within the Hindu religion. It is,
therefore, a multi-cultural, multi-religious, multi-racial, and multi-linguistic country where the
caste, colour, creed of the people including their dress and food habits vary from coast to
coast as well as within a region. The climate of the country also varies from coast to coast,
although most parts enjoy good weather. While it may be hot and humid in the southern
parts, it may be snowing in Kashmir, Simla, Gangtak, and in the adjoining areas of the
Himalayan mountain ranges. The western provinces while facing a shortage of rain fall and
draught, the Eastern provinces usually are hit hard by heavy rain falls, floods and cyclones in

regular intervals.

The people of India speak a total of 1652 mother tongues which linguists group into
826 languages and dialects.> The constitution of India recognizes 16 of them as major
regional languages among which Hindi, as the language spoken by about 30 percent of the
population, has been the official language of the Union of India. English still retains the
status of an associate official language which is widely used for official communications,
transactions in courts, advance education as well as the language for scholarly purposes.
Education in schools is provided in the regional languages although English continues to be
a compulsory subject in the school curriculum, as well as the medium of instruct on for post

graduate studies.

India declared its independence from the British colonial rule on 15th August, 1947,
and became a Sovereign Democratic Republic on 26th January, 1950 by giving herself a new

constitution. The constitution provided for a federal political set up with a parliamentary



form of government based upon universal adult franchisc. The preamble of the constitution
was later amended in 1976 and declared India as a Sovercign, Secular, Socialist, Democratic
Republic. The country is divided into 25 provinces and 7 federally administered Union
Territories, at the present time, the boundaries of which roughly coincides with the language
spoken in that region. For example, the people of Orissa speak the Oriya language, the
people of Gujarat speak Gujurati, the people of West Bengal speak Bengali and so on.
Mocvement within the country is unrestricted although a persor who only speaks his mother
tongue would find himself helpless, if and when he visits another province which speaks a

different language.

Education in India is the primary responsibility of the provincial governments but the
federal government is also entrusted with the responsibilities of policy formulation, quality
control of higher and technical education, promotion of scientific and technology education
and development of Hindi and other Indian languages. Initiative in promoting adult
education activities could be taken by cither levels of government, federal or provincial,
although the federal government is expected to take the leadership role, including funding.
However, the provincial governments are to take the responsibilitics of implementing the
various adult education programs. Suffice to say that most of the educational development

plans are formulated and implemented with some federal assistance and guide lincs.

The general pattern of education in India is comprised of a uniform 10+2+3
education system throughout the country involving 10 years of primary and sccondary
education followed by 2 years of higher secondary or intermediate education and another 3
years of university education in order to obtain the first university degree such as B.A., B.Sc.
or B.Comm. The Indian constitution, under its Directive Principles of State Policy, provides
that elementary education is to be free and compulsory for all children between the age of
6-14 years and both levels of government, federal as well as provincial, are directed to fulfill
this objective as their moral responsibility. Since the provision of free and compulsory
education is only a constitutional directive and, hence not mandatory, to date this goals has

remained as a distant dream.



India is a poor country as well. It is classified by the World Bank as a low income
cconomy with a GNP per capital of $300.00 usS ranking 15th among the 36 low income
cconomics. It has an agricultural economic base with nearly 70 percent of the population
living in rural areas most of whom are poor and illiterate. On an average in 1981, 50 percent
of the population did not earn Rs.1000 (or $50.00 Can. in 1992 exchange rate) even in a full
year7. The people are not only poor and illiterate, many of them are unskilled and do not
have any vocational or life skill training to be productive and useful up to the extent of their
potential. Thus, asignificant portion of manpower productivity remains untapped and wasted.
The plight of these people continue to deteriorate in many cases because of their lack of
socio-political awareness - their acceptance of the existing situation as ‘a priori’ and thus
unchangeable, their feelings that they cannot change or alleviate their condition, that they are
too weak and that ‘this is the way things are to be’. In short, they remain in a ‘culture of
silence’ due to lack of education and dialogue and continue to be exploited by the rich and

the privileged in an unequal and elitist social structure.

Since poverty breeds illiteracy and vice versa and since "the problem of poverty and
illiteracy are two aspects of the same stupendous problem and the struggle against one
without the same time waging a fight against the other is certain to result in aberrations and
disappointments, the government of India has been trying to redress these problems through
a massive nation wide functional literacy program called the National Adult Education
Prograin (NAEP) launched on 2nd October, 1978. The National Adult Education Program
intended to address all these problems by providing functional literacy, vocational training and
consciousness raising among the underprivileged and active youths between the age of 15-35,

estimated to be 100 million in 1978.
1.2 STATEMENT OF THE PROBLEM

India is a country with a very low literacy rate. According to the latest available data
on literacy, in 1990 out of every 100 people only 43 are literate. If India is the largest
democratic country of the world, it is also the country which has the largest number of
illiterates. According to an estimate of the World Bank, if efforts at eradicating illiteracy are

frozen, India would soon account for more than half of the world’s illiterates. An



examination of the facts will reveal the truth of such a statement. For example, the national
average rate of literacy, which was 16.67 percent in 1951, has increased to 36.23 percent in
1981. In absolute terms, the number of literate persons increased from 60 million in 1951 to
248.24 million in 1981. However, the number of illiterates had also increased significantly
from 301 million in 1951 to 437 million in 1981. In simple terms, this scenario suggests that
the faster growth of the population has pushed up the number of illiterates despite the

government’s best efforts to attain the goal of literacy for all.

The average literacy figures for the nation, however, does not provide any indication
of the precariously low rate of literacy among the disadvantaged groups such as the
untouchables (which are otherwise called Scheduled Castes and Scheduled Tribes) and
women. While literacy among women, in general is 24.8 percent compared to 46.6 percent
for men, literacy among the scheduled castes and scheduled tribes women is abysmally low
at 1.7 percent and 0.7 percent respectivelyg. Again, people in the rural arcas, both male and
female, in general, were disadvantaged compared to those who lived in the urban arcas. For
example, out of the 264 million women in 1971, 214 million lived in rural arcas. While the
literacy rate among the 50 million urban females was 41.9 percent, it was only 12.9 percent
among the 214 million rural women?. Although efforts were made to educate illiterate
adults in successive Five-year Plans beginning in 1951, it was only during the Filth Five-ycar
Plan (1974-79) that the importance of adult education, along with elementary education, as
a tool for wiping out illiteracy from the country was recognized. The Plan emphasized the
potentialities of adult education for socio-economic development and cnvisaged that adult
education should be linked effectively with (key national tasks such as) clementary education
and other forms of developmental education . This was included in the Minimum Necds
Program (MNP) of the government. The realization that illiteracy, on such a mass scalc,
inhibits socio-economic progress and national development prompted the government to
further crystallize adult educational programs during the Sixth Five-ycar Plan (1978-85). This
came about with the introduction of the National Adult Education Program (NAEP) in 1978.

The National Adult Education Program was the first of its kind in the history of India
which was launched uniformly on a nation wide scale in 22 provinces and 9 union territories.

Its aim was to eradicate illiteracy and alleviate the conditions of the rural poor and urban



underprivileged. The NAEP, while emphasizing the education of the illiterates and
functionally jlliterate youths and adults between the age group 15-35, also recognized the
nced for universalization of primary education among those between the age of 6-14 years
as a part of the campaign to eradicate illiteracy by 1990. The policy statement of the
government clearly mentioned that universalization of elementary education and of adult
literacy were mutually imerdependcntn. Therefore, although the preferred clientele of the
(NAEP) National Adult Education Program were individuals in the 15-35 age group,
nevertheless people from all age cohorts were welcomed and encouraged to utilize the
program. The education imparted under the NAEP was a package comprising acquisition of
basic literacy skill, upgrading of vocational skills and raising the level of social awareness of
the learners. The program was mainly for rural areas and even there, the priority groups are

women and persons belonging to scheduled castes and scheduled tribes!2.

The number of illiterates in the 15-35 age group was estimated to be approximately
100 million in 1978. The NAEP, therefore, intended to cover 100 million adults in S years
betweenr the period 1979-84, the bulk of which live in villages in the countryside. The
challenge was to reach the illiterate and underprivileged masses in remote rural communities
from a diverse socio-economic and linguistic background. The problem was not as much
rcaching the people physically as reaching them socially and psychologically and convincing
them to use the NAEP to help alleviate their socio-economic situation. The conservative and
traditional nature of the society, the caste system, the cultural taboos and superstitions, the
barricrs of diverse spoken languages and dialects, the scarcity of resources, the poverty and
ignorance of the people, the social structure, and the subjugation of the poor and the
disadvantaged by the rich and the privileged were some of the formidable challenges that the
NAERP had to encounter in order to fulfill its mandate. Given these socio-economic realities
in India, it was not an easy task to introduce any program, let alone adult education, that was
meant to alter the status quo in favour of the masses and much to the detriment of the elite
and the privileged class in the society. Nevertheless, amid such stupendous socio-economic
barriers, the NAEP was introduced with the promise of 2 better life for millions of

underprivileged, poor and illiterate adults.



1.3 PURPOSE OF THE STUDY

The general purpose of the study is to cxamine the National Adult Education Program
(NAEP) in India during the period 1978-85. It considers first of all the historical
development of adult education in India before and after independence and analyzes the
emergence of the National Adult Education Program in the context of a specilic strategy for
eradicating illiteracy and promoting national development. The study also reviews the
functioning of the NAEP during the Sixth Five Year Plan (1978-85). It cxamincs the process
of program planning and the implementation of the NAEP against the original goal target sct
by the government (at the inception of the program). The rescarch attempts to assess
whether the NAEP has achieved its objectives, examines its success or failure, and suggests

measures to improve future adult education and functional literacy programs in India.

In short, the study reviews:

(i) The historical development of adult education in India from ancient time to
the present.

(i)  The development of non-formal education in India since its independence
from the British in 1947, and the importance attached to adult cducation in
the overall strategy of development in different plan period.

(iii) The emergence of the NAEP as a strategy for eradication of illitcracy, and
promoting national development.

(iv)  The plans, policies and programs of the NAEP, its organization and
administration at different levels (federal as well as provincial and district
level) including sources of funding for this program during the Sixth Five Year
Plan (1978-85).

(v)  Whether there were any discrepancies between the goal targets set out in the
plan and the actual achievement of the Program.

(vi)  The achievements of the NAEP, at the end of the Sixth Five Year Plan, in
terms of its success, failure or otherwise.

(vii) The functioning of the NAEP in the Province of Orissa, India during the
period 1978-85.



14 LIMITATIONS OF THE STUDY

The study is limited to the period 1978 - 1985. The rationale for restricting the study
between 1978-85 is threefold:

0

(i)

(iii)

The National Adult Education Program was launched in October 1978.
Therefore, 1978 is the base year from which to start its investigation.

The Sixth Five-year Plan which originally started in 1978 was later deferred
to 1980 and lasted between 1980 and 1985. It looked interesting and
promising from the research point of view to focus attention on the goal-
target and functioning of the NAEP during a planned period rather than a
non-planned period.

The National Adult Education Program was renamed as the Mass Program of
Functional Literacy (MPFL)) in May 1986 and later changed to National
Literacy Mission (NLM) in May 1988. With the change of nomenclature
there were changes in policy planning, implementation strategy as well as
internal structure of the program. Therefore it was thought to be most

appropriate to limit the study to the period between 1978 and 1985.

Given the fact that India is a very large country, comprised of 25 provinces and 7

centrally administered Union Territories, and given the massive scale operation of the

program throughout the country, it is neither possible nor necessary to discuss the functioning

of the NAEP in all provinces and union territories. For clarity and feasibility, the study is

limited to:

(i)

(i)

(iii)

(iv)

A review of historical development of adult education in India before and
after independence.

The emergence of the National Adult Education Program as a means of
promoting mass literacy and national development.

A review of policy-planning, program-implementation, organization,
monitoring, administration and funding provisions of the NAEP.

An analysis and interpretation of official documents, as well as data obtained
from discussions, observations and interviews on such issues as policy

framework, planning strategy and their outcomes rather than wondering on



the effectiveness of the NAEP and the benefits that have accrued to the
individual adult learners due to his/her participation in the program.
(v)  Abhistorical and qualitative study rather than a sociological quantitative survey.

(vi) A case study of the functioning of the NAFP in the Province of Orissa.
1.5  SIGNIFICANCE OF THE STUDY

This study is strategically important because the NAEP was a unique experiment in
adult education on a massive scale in the world’s largest democratic country, which happens
to be the home of the largest number of illiterates and poverty stricken pcople. An analysis
of the National Adult Education Program in terms of its problems, successes and failures can
provide useful insights into the whole issue of non-formal adult education - its strengths and
weaknesses and its applicability as a vehicle of social change and national development. The
experiences gained and the lessons obtained from this study will not only help improve the
effectiveness of the program in India, but will also provide valuable information to adult
educators and educational strategists in the developing countries elsewhere (who face similar
problems like India). More importantly, the knowledge and expericnce gained from this study
might help with the planning of a functional literacy campaign in Canada where nearly 17
percent or 4.5 million people are reported to be functionally illiterate, a figure which
"increases from west to east, rising from a low of 17 percent among adults in British
Columbia, to an astonishing high of 44 percent in Newfoundland"13, It may also providc
international donor agencies such as UNO, OECD, the World Bank, the IMF, the CIDA and
IDRC, etc. who support educational programs in developing countries with valuable
information and insights on the problem and prospects of development through education -
particularly programs of a non-formal type. Finally, it is hoped that this study will provide,
those involved in Third World education and development, with an awareness of the
limitations of educational planning in the field of non-formal adult education and help them
to recognize that structural reform is usually a prelude to improving the conditions of lifc

among the poor in the developing nations.



1.6  RESEARCH DESIGN AND METHODOLOGY

The research design and methodology of the study is discussed under the following
headings:
A Qualitative Research Approach
Research Methodology
Methods of Data Collection and Types of Data
Tools and Techniques Used in Data Collection
Data Analysis

Sources of Data
Actual Data Collected

A o

1.6.1 A Qualitative Research Approach:

A qualitative research approach has been employed for the present study. Such an
approach provides an indepth and phenomenological analysis of social phenomena as opposed
to quantification of variables and the scientific empiricism of a quantitative approach. A
qualitative approach is based on rational interpretation of facts and figures rather than

statistical analysis of tabulated data.

However, qualitative methodology is comparatively a new and growing field of
investigation in the arena of educational and social sciences research. In the words of Van
Maanen (1983):

The label qualitative methods has no precise meaning in the arena of the
social sciences. It is, at best, an umbrella term covering an array of
interpretive techniques which seek to describe, decode, translate, and
otherwise come to terms with the meaning, not the frequency, of certain more
or less naturally occurring phenomena in the social world. To operate in a
qualitative mode is to trade in linguistic symbols and by so doing, attempt to
reduce the distance between theory and data, between context and action.
The raw materials for qualitative study are therefore, generated in vivo, close
to the point of origin. Although the use of qualitative methods does not
prohibit researcher use of the logic of scientific empiricism, the logic of
phenomenological analysis is more likely to be assumed since qualitative
researchers tend to regard social phenomena as more particular and
ambiguous than replicable and clearly defined. 14
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Qualitative and quantitative methodologies are, nevertheless, not mutually exclusive.

Differences between the two approaches are scen in the overall form, focus and emphasis of

study. The essence of the qualitative approach is that:

... it represents a mixture of the rational, serendipitous, and intuitive in which
the personal experiences of the ... researcher are often key cvents to be
understood and analyzed as data. Qualitative investigations tend also be
describe the unfolding of social processes rather than social structures that are
often the focus of quantitative researchers. Moreover, no matter what the
topic of study, qualitative researchers in contrast to their quantitative
colleagues claim forcefully to know relatively little about what a given piece
of observed behavior means until they have developed a description of the
context in which the behavior takes glacc and attempted to sce that behavior
from the position of its originator.1

The rationale for employing a qualitative approach for the present study is that:

(M

(i)

(iii)

(iv)

It is a piece of historical research in which in-depth, systematic and
chronological representation of facts and figures arc nccessary rather than
mere quantification of variables and statistical analysis of quantificd data;

It is expected that the process and results of the rescarch will benefit both the
community and nations as opposed to quantification of informations for
academic research.

It is a study based on description and induction instead of implicit or explicit
prescription and deduction;

It is not a quantitative sociological and structural analysis of social phenomena
nor is it a survey research which requires strenuous quantification of variables.
A qualitative approach is appropriate because it deals with studying and
reporting people’s participation iri a program that intends to improve their

quality of life (which cannot be quantified).

The present study has utilized the seven steps or principles of Direct Qualitative

Research as described by Henry Mintzberg (1983). The seven basic themes of dircct

qualitative rescarch that have been used in this study are:

ol

The research has been as purely descriptive as we have been able to make it.
The research has relied on simple methodologies.

The research has been as purely inductive as possible.

The research has been systematic in nature.

The research has tried to be as organized as possible.
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6. The research, in its intensive nature, has ensured that systematic data are

supported by anecdotal data.
7. The research has sought to synthesize, to integrate diverse elements into

configurations of ideal or pure types.
1.6.2 Research Methodology

The study has employed a historical descriptive research methodology. A historical
method is particularly appropriate in this context because the study does not intend to prove
or disprove facts or hypotheses. Instead, it attempts to delineate and describe the historical
development of adult education in pre and post independent India, focusing on the
emergence of the National Adult Education Program and examining and analyzing its
functioning and performance against its objectives and goal targets. Moreover, given the
nature of the topic and the timespan it covers, orderliness and chronological description of
facts and figures, sequential presentation of major events, and inquiry of data with as little
prejudice and personal judgement as possible are of the greatest importance. This can be
better achieved through a historical approach. Again this method is justified for the present
study given the fact that it deals with ‘what happened’ and ‘what became of the implications
(results)’ of decisions or planning strategy rather than wondering into the process of decision
making i.e. who took the decisions, why he or she took such decisions, why planning was done
in a particular way rather than the other way and why the benefits of a planning strategy did

not accrue to a particular group while it accrued to the other group.

The principal purpose of the study is to explain, narrate, describc and analyze the
National Adult Education Program of India during the period 1978-85 in a historical
perspective. Given the fact that description is the fundamental part of data collection and
data enlisting in a qualitative study17 this study intends to emphasize description before
suggesting prescriptions. Since recourse to history is a fundamental necessity for any kind of
research in educational and social sciences, be it qualitative or quantitative, the researcher’s
choice of using a historical methodology for a historical study is all the more appropriate.
According to Donelan (1978):

Any piece of research that deals with past events - be it an analysis, an
evaluation, a case study, or even a quantitative survey - needs a recourse to
history in some way or other because: the first step in studying the world that
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we make for ourselves in this piecemcal way is the study of history ... it is
because our thoughts make the world, make the data, and we think
historically. The thought that accounts for a creation, a conflict, a policy, a
system, or whatever data we turn to, is never fresh thoughts in a new
situation... it is always thought that is formed by remembered expericnce. If
then we are to begin to understand our data, we must first of all know the
history that keeps formulating the data.18

1.6.3 Methods of Collecting Data

The study has utilized the following methods for collecting data:
@ Documentation

Both primary and secondary sources have been explored in order to collect
data for the study. Sources of data include government circulars and directives,
government publications, pamphlets, brochures, monographs, official addresscs and
statements, publications of Indian Adult Education Association, publications of the
Directorate of Adult Education, Reports on adult education and NAEP, other
relevant books and journals, etc.
(i)  Personal contact with NAEP policy makers, personnel involved in program
planning, operation and coordination of program as well as adult education instructors
and adult learners involved in the program.
(iii)  Informal discussions with government policy makers, adult educators, ficld
workers, and adult learners in Adult Education Centres and other officials involved
in the process of adult education and NAEP.
iv) Participant Observation

This method of data collection has been used to develop and facilitate a
greater understanding of the working of the National Adult Education Program at the
grass root level. It has helped the researcher understand the deep structure as well
as the surface behavior of those involved in the actual functioning of the program.
Through participant field observation, the researcher is able to gather data and
interpret them by comparing and contrasting the varied perceptions of the adult
education functionaries and adult learners with his own perceptions. Among the

many advantages of participant observation, the following are thc important oncs:
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€)) Participant observation enables the researchers not only to analyze and
understand a given social process or social phenomeua, but also to
compliment and supplement the data generated through other means of data
collection such as interviews, discussions or even questionnaires.
(2) It is helpful in cross-checking the information provided by the respondents,
i.e. to inquire about the reliability and consistency of the responses.
(3)  Donald Light (1983) mentions the merits of observation as:
a) Greater precision in measuring the time and duration of events.
b) Facilitating/discovering the interrelationships between elements of the
whole.
c) Documenting not only attitudes more correctly but it also records what
participants actually do.
d) Allowing the researchers the vital flexibility to understand and

discover.19

V) Open-Ended Interviews

The researcher has used three types of open-ended interviews: (i) Informal
Conversational Interview; (ii) Standardized Open-Ended Interview; and (iii) General
Interview Guide Approacb.20 These open-ended interviews have enabled the
researcher to capture the more "subjective” type of information which is important for
this study, including motivation for literacy, expectations, orientations, perception of
the education provided, benefits actually accrued due to participation in the adult
education process, opinions regarding the manner in which literacy training and adult
education programs have been conducted in the Adult Education Centres, etc.
Similar interviews were conducted with policy makers, program planners, and other
officials involved in the NAEP at the federal and provincial levels. All these

interviews were personally conducted by the researcher.

-14 -



1.64 Tools and Techniques of Data Collection

All the documentation used in this study has been personally collected from various
government and non-government organizations in India, as well as from books, journals and

newspapers, etc. obtained in India and in the libraries of the University of Albcrta.

With regard to the techniques of participant observation, the researcher visited four
Adult Education Centres in the district of Cuttack, Orissa, India and was involved in direct
observation of the working of adult education programs, including the learning method, the
process of instruction, content of instruction, the environment and physical conditions of the
centres, the attitude of learners, instructor and the local people towards the NAEP.
Observations took place (i) inside the classroom (passive observation) and (ii) in and around
the adult education centres during which the researchers also asked some questions to both
adult learners, instructors and local people in order to obtain a vivid and firsthand information

about the working of these centres.

As mentioned earlier, the researcher has used "informal conversational interview",
"standardized open-ended interview" and "general interview guide approach”. While the
“informal conversational interview" is conducted like a free-flowing conversation between the
interviewer and the interviewee, the "standardized open-ended interview" consists of a set of
questions carefully worded and arranged with the intention of taking each respondent through
the same sequence and asking each respondent the same questions with essentially the same
words. The "general interview guide approach” involves outlining a set of issues that are to
be explored with each respondent before interviewing begins. The issues in outline need not
be taken in any particular order and the actual wording of questions to elicit responses about
those issues is not determined in advance. The interview guide simply serves as a basic
checklist during the interview to make sure that all relevant topics arc covered.2l The
researcher has used the informal conversational interview and the standardized open-ended
interview techniques while interviewing the adult learners and adult education instructors in
the adult education centres and adopted the general interview guide approach, as well as the
informal conversational interview when interviewing policy makers and other officials involved
in the NAEP.
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1.6.5 Data Analysis

Analyzing qualitative data is often a difficult task. It is difficult because there has
been no set patterns of data analysis as available in quantitative studies. Since qualitative data
is subjective in nature, it is all the more difficult to interpret and obtain a consistent and
coherent result that may be valid, reliable as well as generalizable. Therefore, "it is fair to
say that by the best of current standards, analysis of qualitative data is a mysterious, half-
formulated art."22 In spite of the ambiguities of qualitative data analysis, the researcher has
utilized the three emerging principles of data analysis that are being used in qualitative
rescarch. They are: (1) Data Reduction; (2) Data Display; (3) Conclusion Drawing/

Verification.
1.6.6 Sources of Data

Gathering data for this study from various sources, (particularly primary data, as well
as the field study) was strenuous and extensive. Collection of government literature,
published materials, and unpublished secret documents from the Planning Commission of
India, through the Indian Adult Education Association provided the much needed information
and understanding of the whole planning and implementation of the adult education program

in India.

For the purpose of this study, the researcher used both primary and secondary sources
of data. However, more attention was given to the collection of primary rather than
secondary data which are used only to supplement and complement the primary data base.
Given below are some of the sources of primary data:
1. Documents on educational planning in general and adult education in
particular from the Planning Commission of India for the different Five-year
Plan periods, with emphasis on the Sixth Five-year Plan, 1978-85.

2. All policy statements, plans and programs of the National Adult Education
Program collected from the Ministry of Education, Government of India, New
Delhi.
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3. All relevant government publications on adult education and the National
Adult Education Program including brochures, monograms, outlines,
statements and literatures collected from the Division of Adult and Non-
formal Education in the Ministry of education and the Dircctorate of Adult
Education, New Delhi.

4. All relevant and up-to-date information on research and cvaluation of the
adult education programs obtained from the Dircctorate of Adult Education,
New Delhi which works as the Central Resource Centre for this purpose.

S. Information on the workings of the plans and programs of the NAEP
collected from the officials engaged in the NAEP both at the federal and
provincial levels through interview, and direct observation of the program in

a few centres randomly chosen for this purpose.

Secondary sources of data include: books, newspapers, published or unpublished
scholarly works such as M.A. and Ph.D dissertations on the National Adult Education
Program as well as major project reports; evaluation studics of the NAEP in diffcrent states
and, project reports on the working of Rural Functional Litcracy Projects in other
provinces/Union Territories of India; contact with academicians and adult cducators who are
actively involved in the NAEP, unofficial documents, publications and references published

by educational authorities; and publications of the Indian Adult Education Association.

Most of the data were available in English, except some literature and adult education
primers which were written in the local oriya language. The researcher visited his home
country in March-April, 1987 and collected a good deal of data nccessary for this study.
Further data was collected in a second visit to India in August 1988. In addition to the
primary and secondary sources of data that were available in India, some of the secondary

data which are available at the University of Alberta libraries have also been utilized.

During the field study in India the researcher tried to tap the vast resources in limited
time in the following ways:
1. Collection of published government literature including literaturc published

in regional languages - languages other than English.
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Collection of government policy statements and periodical development of the

progress made on the NAEP scheme, for different years between 1978-84.

Visiting four Adult Education Centres in Sukinda Garh Gram Panchayat in

the district of Cuttack, Orissa and discussion with adult learners, adult

education instructors and supervisors with regard to the programs offered and

the functioning of the Adult Education Centres.

Observing the day-to-day functioning of the Adult Education Centres and

discussions with adult learners in villages and adult education instructors

provided a much needed insight into the conditions of Adult Education

Centres, the physical and educational environment, the needs of adult

learners, instructors, supervisors and most importantly, the overall state of

adult education programs at the grass root level.

Discussions and/or personal interview with the following high ranking federal,

provincial and university officials who were intimately involved either in policy

formulation, implementation, or field administration of the NAEP scheme:

a) Mr. L.D. Mishra, the Director General of the National Literacy Mission
(changed nomenclature of NAEP since 1988), Government of India, New
Delhi.

b) Mr. Anil Bordia, Education Secretary, Government of India, New Delhi.

c) Dr. Ram Reddy, Vice-Chancellor of India Gandhi Open University, New
Delhi - a university dedicated to adult learning, continuing education and
providing leadership in adult education and literacy training.

d) Dr. Maithili Chandra, Joint Advisor of Education, Government of India,
New Delhi.

e) Mr. J.C. Saxena, Secretary, Indian Adult Education Association, New
Delhi.

f) Mr. J.L. Sachadeva, Director, Indian Adult Education Association, New
Delhi.

g) Mr. S.C. Dutta, Late President of Indian Adult Education Association.

h) R.S. Mathur, Deputy Director, Directorate of Adult Education, New
Delhi.
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i) Dr. C.L. Sapra, Director, Non-formal Education Unit, National Institute
of Educational Administration and Planning (NIEPA), New Delhi.

j) Dr. Anita Dighe, Director of Adult Education Unit, Jawaharlat Nchru
University, New Delhi.

Also feedback and reflections on the functioning of the NAEP were obtained from
a few provincial government and Utkal University officials involved in adult cducation
programs in the state of Orissa. Discussion and/or personal interviews were conducted with
the following officials in the province of Orissa:

(i) Dr. P.C. Rout, Deputy Director of Public Instructions, Orissa;

(i)  Dr.S.C. Dash, Director, State Council for Educational Rescarch and Training
(SCERT) who was also the Director General of Adult Education Programs
in the province of Orissa under the NLM;

(ili)  Dr. Mrs. M. Mohanty, Coordinator of the State Adult Education programs in
the province of Orissa;

(ivy  Dr. S. M. Pany, Deputy Director, Department of Adult and Continuing
Education and Extension work at the Utkal University, Bhubancshwar, Orissa;

(v)  Kumari, Khirod Naik, Coordinator, Special Projects, State Resource Centre
for Adult Education, Bhubaneshwar, Orissa.

The researcher also visited a few Adult Education Centres in the City of Bombay, and
villages in peripheral Gujarat as part of a Canadian delcgation attending the inaugural
workshop of the Commonwealth Association for the Education and Training of Adults
(CAETA) at the Ukai Dam, Gujrat in 1987. During this visit, the rescarcher had the
opportunity to observe the working of the Adult Education Centres and discuss the
functioning of these centres with adult learners as well as instructors. Adult lcarners and
instructors provided important information with regard to the benefits and drawback of
functioning of the adult education program and the personal benefits or the lack of it that

had accrued to individual learners.

The researcher also had the opportunity to meet many policy makers and adult

education functionaries who were either directly or indirectly involved with the NAEP, many
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of them involved from its very inception. In the course of discussion, the researcher obtained

extensive feedback on the policy, planning and operation of the NAEP.
1.7 ORGANIZATION OF THE STUDY

The study is organized into eight chapters. Chapter I, the Introduction, deals with
India, the country and its people, statement of the problem, need and purpose of the study,
limitations of the study as well as the importance and organization of the study, including
research framework and methodology. Chapter II presents a comprehensive review of related
literatures on the nature and scope of adult education, nonformal education as a strategy of
development and a detailed review of literatures on the National Adult Education Program
in India between 1978-85. Chapter III provides a detailed and chronological development of
the history of adult education in India from ancient time to the present including education
during the colonial period. It also provides a general description of the education system in
India including the historical development of adult education in pre- and post-independent

India.

As the main body of the research paper, Chapter IV presents a detailed outline of the
National Adult Education Program and the strategy for its implementation in India during the
Sixth Five-year Plan (1978-85). It highlights the background and the aims and objectives of
the NAEP and would discuss the Policy Statement, the government outline of the NAEP and
the organizational structure of the NAEP. Chapter V delineates the original plan envisaged
in 1978 and its ramifications including its goal targets during the Sixth Plan Period. It also
discusses the actual performance of the NAEP by using official documents, secondary sources
such as books, journals, periodicals, as well as personal data collected by the researcher in his
field visits. Chapter VI provides a detailed description and analysis of the functioning of the
program in the province of Orissa during the period 1978-85. It is assumed that the case
study of Orissa is a representative sample of the operation of the program in India and which
helps the reader understand and appreciate the day-to-day functioning of the program. In
this chapter, the researcher also reports his experiences of the field visit to some Adult
Education Centres in the province of Orissa. Chapter VII reviews the progress of the NAEP
between 1978-85 and the results of its performance are compared with goal targets and
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underlying assumptions of the plan in order to ascertain its achicvements. Analysis and
interpretation of data continues simultaneously with description and discussion of the problem

in each chapter.

Finally, Chapter VIII summarizes the findings of the investigation, and conclusion
based on the findings is developed. The conclusion also includes a list of suggestions, based
on research findings, in order to improve both the quality and efficiency of future Adult
Education Programs in India. The final chapter is followed by appendices and a detailed list

of reference materials.
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2.1  THE NATURE AND SCOPE OF ADULT EDUCATION

The story of adult education over the past two centuries is intimately linked
with the struggle of humanity for freedom and dignity, for progress and
development - for good life.

- Gordon Selman

Adult education is generally conceived of as a means of providing a vast range of
skills, abilities, intellectual patterns, and social and political valucs for a growing sector of a
nation’s po‘pulation.1 Coombs et al (1973) have described adult cducation as a positive force
for development comprising a broad range of activities which varies from developing
constructive attitudes towards cooperation, work, community and national development and
further education, to the teaching of functional literacy and numeracy; from providing a
scientific attitude towards health, agriculture and the like to incorporating functional
knowledge and skills; from preparing individuals to enter into the labour market or
strengthening their current occupational position to making available functional knowledge

and skills necessary for civic participation.

The concept of adult education is, however, not new. In India onc could trace its’
roots as far back as 2000 B.C. During the Vedic period (2000 B.C. - 1000 B.C.) cducation
in India was being imparted through word of mouth and was the privilege of the upper class.2

However, people of all ages were allowed to benefit from the preachings of the Guru (the
spiritual leader). The Vedic period was followed by the Upanishadic (1000 - 200 B.C.),
Dharmasastric (200 B.C. - 50G A.D.), and Puranic periods (500 - 1200 A.D.) during which
education was nonformal and vocational and extended to people of all ages. However, the
modern concept of adult education as a vehicle for socio-cconomic development and

individual enrichment was nonexistent at that time.

The genesis of the modern concept of education for adults can be traced back to the
post industrial revolution era in Britain in the charity movement, Sunday schools, and the
Mendip operation of Hannah More and her sister, supported by Lord Wilberforce. However,
it was not until the turn of the 19th Century that serious attention was paid to the education

of adults. "Dr. Thomas Pole, an American born Quaker physician, resident in England, was
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the first to note the phenomenon of adult education and its role in society which he discussed
in a book published in 1814. It was he who coined the term ‘adult education’ to identify the
phenomenon and he would become the first to think systematically about the organization

and conduct of education for adults."3

Adult learning as an area of education, however, developed since the beginning of the
20th Century. In Britain, the establishment of "An Association for Promoting the Higher
Education of Working Men" in 1903 which was later renamed as thc "Worker’s Educational
Association” (WEA) in 1905 did pioneering work in giving legitimacy to adult education as
a field of study. Mahoney (1983) noted that the Worker’s Educational Association was,
perhaps the most influential of all 20th Century movements in adult education. "By 1914,
the Association had 179 branches and a total of 11,430 members; it survived the war [First
World War] to occupy a permanent and useful place on the English educational scene."
Inspite of such tremendous growth in the activities of WEA, it could not cater to the needs
of everyone, particularly the needs of an ambitious and articulate group of working class
people who wanted institutionalized training in order to upgrade their educational level and
vocational skills. In order to supplement the activities of the WEA, university tutorial classes
were offered beginning 1908 which further legitimized delivery of adult education through
formal educational channels. However, the advent of World War I caused a severe jolt to

adult education activities in Britain and slowed down its pace.

The spirit of enthusiasm for adult education was nevertheless irreversible and the war
could not stop its growth and development. During the period of the war, as early as 1917
a government committee was appointed in order to consider inclusion of adult education as
part of the planning for the post-war reconstruction. The committee’s final report was

published in 1919, which, according to Mahoney (1983), was "the most comprehensive survey

of the history and organization of adult education in Great Britain."0 Major

recommendations of the committee were:

-26 -



1. Adult education should cater for the varied necds and tastes of the
people.

2. The provision of a liberal education for adults should be regarded by
universities as a normal and necessary part of their functions.

3. Each University should establish a department of Adult Education,

with an academic head and adequate extra-mural teaching and
administrative staff, to develop and co-ordinate the various branches
of the work.
University Extension courses should be eligible for Government grant.
Joint committees of education authorities, universities and voluntary
bodies should be established to do for non university Adult Education
what the university joint committees had done for tutorial classcs.

6. Local education authorities should establish evening institutes for
social, recreational and educational activities, especially for young
people.

7. Generous help should be given to the establishment of village
institutes and lead-experiment should be made in the establishment of

residential colleges in rural areas.”

Adult education as a field of study and research, however, developed rapidly after the
First World War not only in Great Britain but also in the United States. In the United
States, one could identify three distinct periods of growth of adult education (which might be
described as the general trend in the field) during the 20th Century. The first period (1919-
1929) was the period of idealism during which adult education was vicwed as an instrument
of social reform, social reconstruction and progress. The second period (1930-1946) witnessed
the emergence of adult education as a vehicle to cater to the needs of its clicntele. The third
period (1947-1964) by contrast could be characterized as a period of movement towards
greater professionalism and institutionalization. Beginning carly 1970, changes in the
perception of adult education from a field of study to a ficld of practice called for massive
development in adult education programs, both in developed and developing countries. Adult
education, formal, informal or nonformal, has been viewed as a vehicle of progress and

economic development as well as increased productivity in the work place.
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The last two decades, however, may be described as a period of innovation,
reconstruction, theory building, program implementation and reconceptualization of adult
education throughout the world. Adult education has increasingly been associated with
individual development, economic prosperity and social change. The task of adult education
in this new scenario has been to dispel the mist of ignorance and generate the ethos of
popular participation in development. And according to Blakely, Hall and Kidd (1981)

... education can and must be employed as a strategy for development, that
the education of men and women should not be limited to mere literacy, or
be seen as a peripheral or leisure time undertaking, but that the enlargement
of human resources is at the very heart of all economic, social and political
change. Basic human needs start with basic education.

However, the purpose of adult education in its new mission was beautifully articulated
by President Julius Nyerere of Tanzania in his New Year’s speech to the nation in 1970.

President Nyerere outlined that the objectives of adult education are:

1. to shake people out of their resignation and make them realize what they
can do for their communities and themselves;
2. to provide people with skills necessary to bring about change in their
environment;
3. io foster nation-wide understanding of the policies of the government
9

towards people’s self-reliance.

1976 was a watershed in the history of adult education. More than five hundred
participants from around the world, representing 82 countries attended the largest

International Conference on adult education ever convened in Dar es Salaam, Tanzania. The

conference theme was Adult_Education for Development. This conference not only
conceptualized adult education as a vehicle for both individual and national development but
also opened up new vistas for subsequent ideas, innovations and international cooperation in
adult education. Nonformal adult education, for the first time ever, was viewed and
recognized in the developing countries as a liberating force and a tool of empowerment.

President Nyerere, in his inaugural address to the conference boldly stated:

Man can only liberate himself or develop himself. He cannot be liberated or
developed by another. For man makes himself... The expansion of his own



consciousness, and therefore his power over hirnself, his ecnvironment, and his
society, must therefore ultimately be what we mean by development.

So development is for Man, by Man, and of Man. The same is truc for
education. Its purpose is the liberation of Man from the restraints and
limitations of ignorance and dependency. Education has to incrcase men’s
physical and mental freedom -- to increase their control over themselves, their
own lives, and the environment in which they live. The idcas imparted by
education, or released in the mind through education, should thercfore be
liberating ideas; the skills required by education should be liberating skills.
Nothing else can properly be called education. 10

The statement of Nyerere and the unanimous acceptance by the delegates of the First
Principles of the Dar es Salaam Conference (presenied by the Conference Rapporteur
General Professor Lalage Bown), significantly changed the meaning and scopc of adult
education in the developing countries and set the stage for more practical adult cducation
programs. Development became an inseparable part of adult education and aimed to improve
the socio-economic conditions of the poor, the illiterates and the underprivileged masscs. It
also envisioned such economic goals as developed in the New Economic Order by the United
Nations. The First Principles of Conference envisaged that:

... education, and in particular that part of education involving adults, is an
essential factor (though not the only one) in promoting development
processes; adult education can moreover contribute decisively to the full
participation of the masses of the people in their own development and to
their active control of social, economic, political and culturai change; ... All
development programs and all educational programs should set out with the
prime goal of benefitting human beings in their lives and in their communitics,
should be centred on man and should be based on respect for the individual's
worth, intelligence and competence to solve his or her own problems. And
that any development program to be man-centred must be inspired and
carried througlh by the people "at the grassroots” in their communitics and
organizations. 1

This dramatic and revolutionary shift in the concept of adult education was
unanimously approved by the world community of one hundred and fifty nations at the
General Conference of UNESCO held in Nairobi in 1978. However, this was not all.
According to Blakely, et al. (1981), there have been many changes other than in concepts.
This included: improvement in communications in adult education and enlargement of the

adult education community; recognition of nonformal education as an essential part of cvery
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system of education; acceptance of the fact that adult education must be viewed as an
alternative to elementary education for adults; expansion of the knowledge base and increase
in trained adult education professionals; and substantial increase in practical experience in
program planning implementation and delivery methods due to up-to-date information and
feedbacks from adult education operations throughout the world. And all these developments
have been caused by four world-wide revelutions namely: science and technology, population

growth, democratization and nationalism.12

With changing concepts and new dimensions it is not an easy exercise to define adult
education in any precise terms. The term ‘adult education’ may be defined in many different
ways and could lend itself to various interpretations. Peter Jarvis (1985), for example, points
out four different ideological perspectives of adult education based on the structure and
ideology of the society concerned. They are conservative, liberal, reformist and radical. Since
the conservative perspective denotes that individuals are constrained by the social system and,
hence, no change is necessary, it left the other three perspectives to develop adult education
programs based on their dominant ideological orientation. Therefore, the three dominant
types of adult education that are pursued are liberal adult education, reformist adult
education and radical adult education. While liberal adult education presupposes that man
is free, independent and rational and he is free to pursue change if it is in his interest, radical
adult education propounds that individual is constrained by social structures imposed by elites
that prevent him from pursuing his own interests. The reformist adult education envisages
that individuals are partially free and independent, although social structures still constrain.
Therefore, it proposes that change should occur gradually.13 Since the archaic structure of
the society prohibits individuals, particularly the poor, the illiterate and the down trodden,
from self-actualizaiion, adult education should aim at liberating the people with a view to

fighting this imposed discrimination and building a more egalitarian society.

While it is difficult to draw a distinct line between libera} reformist and radical adult
education, it is necessary to perceive these three terms in the light of their use in different
socio-political systems and environments. Most western and developed countries have a broad
base for liberal adult education which is being pursued through a network of formal

continuing education and extension work as a strategy for lifelong learning. Such education
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may be delivered through distance education or correspondence which is provided as a part
of individual enrichment. It is normally assumed that these societics have attained a minimum
threshold of basic education for their citizens. Recent research, however, has indicated that
contrary to the popular belief that western countries have obtained nearly 100 pereent
literacy, a large number of their citizens are functionally illiterate. It was simply that the
problem was never identified and it is only recently being recognized. For example, in
Canada recent study has shown that 4.5 million or ncarly 17 percent of Canadians arc
functionally illiterate. Similarly, in the United States, "a Ford Foundation Study relcased in

1979 reported that as many as 64 million American adults may be considered illiterate."14

In western societies, adult education through formal channels, is thought to be the
best method of providing a lifelong liberal education for a learning socicty. Liberal adult
education includes a whole gamut of education and training such as: vocational training, on-
the-job training, career improvement, professional upgradation or part-time enrolment at the
university or professional schools for individual satisfaction and personal enrichment. Adult
education, thus, is conceptualized as a vehicle for creating a learning socicty. In the words
of Boshier (1980) "Adult or continuing education must be an integral part of the lcarning
society and cannot remain as a2 intermittent peripheral activity only engaged in by people
with necessary time, money and energy. The social functions of adult education would be
expanded in many directions and the education of children, adolescents, and adults linked

together in a continuous relationship.”15

In developing countries, however, adult education has been viewed as a vehicle for
basic education and training in vocational and technical skills. In most Third World
Countries, unlike the situation in economically developed countries, many of their adult
educational programs are being implemented through nonformal means. Adult education, in
these societies, usually refers to training in the 3Rs, education in marketable life skills, and
cultivation of socio-political awareness among the massive illiterate, semi-literate, poor and
under privileged people. Therefore, adult education is primarily viewed as a program for
mass education for the poor and the illiterate. Since poverty and illiteracy are the two major
problems of most developing societies with limited or scarce resources, these societies do not

have the luxury of providing formal schooling to their children, let alone adults. The only
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means available to these developing countries is to provide mass educational program for
their vast illiterate adult population through nonformal adult education. To this end the adult
education programs formulated and implemented in most Third World Countries may be
viewed as either some sort of reformist or radical adult education, although liberal adult

education may also be provided through regular channels of institutional learning.

Since adult education - liberal, reformist or radical - can be pursued through formal,
informal, and nonformal means it is important to point out the difference between the three
types of educational process. Formal education may be defined as the institutionalized,
chronologically graded and hierarchically structured educational system spanning from lower
primary school to the upper reaches of the university.16 Most radical and reformist adult
education programs are usually ¢clivered either by informal or nonformal means, although
it can also be delivered through formal channels. While informal education is a lifelong
process by which every person acquires and accumulates knowledge, skills and the insights
from day-to-day life experiences and exposures to the environment, nonformal education
could be defined as: "any organized educational activity outside the established formal system
- whether operating separately or as an important feature of broader activity - that is intended
to serve identifiable learning clienteles and learning objective:s."17 In simple terms, the
above definition indicates that nonformal education denotes any organized and systematic
educational activities carried on outside the formal school framework in order to provide
selected types of learning to particular groups or subgroups in the population - adults as well
as children.1® What is novel is, however, its reconceptualization as a strategy for individual

enrichment, social change and national development.

The concept of nonformal education is however not particularly new in the
educational arena. Many educational activities which fall under the purview of nonformal
education have been in practice for quite some time. In the words of Bhola (1983):
Nonformal education is a new name for an old concern.?® Bock and Papagiannis (1983)
write that:

Most of the wide varieties of educational activities that constitute nonformal
education are, themselves, not particularly new. Trade training centres, on
the job training, management training, moral or political reeducation,
community development programs and even alternative schools have been
with us for some time. What is new is the educational planners attempt to
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reconceptualize nonschooling education and its aim to harness a presumed
potential for social change and national development. Nonformal cducation
as a term is an important change in outlook among educators, concerned
governments, and social scientists rather than an emergence of a new
educational phenomenon.

Again Bock (1983) notes that: clearly the concept of nonformal education... is not
new. It is integrally incorporated in thc literate societies. What is new is its
reconceptualization as a new force through which educational and socio-economic changes
are believed to occur at both the individual and societal level, and the vision of it as an
exciting new strategy for combating poveriy, ignorance, incquality, ill hcalth and
0ppression.21 However, Ahmed (1983) disputes the arguments of Bhola (1983), Bock
(1983), and Bock and Papagiannis (1983) and contends that nonformal education as a ficld
of both study and practice, originated in the mid 1960’s. Ahmed argucs that:

The term nonformal education first gained currency in the mid 1960s. Further
conceptual and definitional clarity was achieved in the 1970s with the wide
acceptance of the three-fold taxonomy of formal, nonformal, and informal
education.

Similar views are shared by Grandstaff (1978), Naik (1980), Shukla (1980) to namc
a few, among many others. Grandstaff, for example, is of the opinion that the nonformal
education component of most societies is strong and indeed vigorous. It is also estimated that
nearly half of the present educational effort in the developing countrics is in thc nonformal
sector. However, it is only within the past few years that the notion of nonformal education
as an instrument for the pursuit of recognized educational goals - particularly those associated
with national development - has emerged and attracted support and study. The concept is
reawakened and reconceptualized because nonformal education responds to immediate needs
and is usually related to action and use; its duration is short rather thai long; it has a wide
variety of sponsors, both public and private; a large clientele and it is responsive to local
community requirements. "More importantly, nonformal education shows strong potential for
getting at the human condition of those most likely to be excluded from the formal schools,
the poor, the isolated, the rural, the illiterate, the unemployed, and the underemployed, for
being carried on in the context of limited resources, and for being efficient in terms of time

and cost."23
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It is, however, difficult to define the term nonformal education in any precision
although educational strategists have tried to do so. The host of definitions available in the
field have tried to highlight one or more, but by no means all, attributes of nonformal
cducation. The reason for such an inadequacy is obvious. "Definition must depend upon
context, with the selection of dimensions along which formal and nonformal are to be
distinguished relying upon the purposes for which the definition is being constructed.”24 In
spite of the recognition of the fact that no one definition is adequate to unravel both the
spirit and meaning of nonformal education, for the purpose of this study, one particular
definition seems to be relevant and hence, important.

Nonformal education is generally seen as need oriented... utilitarian... and
cheaper than the formal systems. Often it is tied to some productive activity...
and is characterized by... peer learning... and flexibility. Students, if the word
be retained, generally enrol in nonformal courses because they are interested
in what can be learned - not because it counts for a degree... And nonformal
education does not engender elitist feelings among its students.

Nonformal adult education then denotes a kind of learning process that is developed
outside the formal and structured educational ladder and designed for adults to be productive,
conscientious, and literate and thereby contribute to their overall development - economic,
social and political. This explanation and the definitions encountered so far have been
positivist and reformist based upon the human capital model of development legitimized by
a functional approach which is described as an "individual psychological deficit model of
development” by Bock (1983). The essence of this development model on which such a
positive concept is built is that the injustice, inequality and disparities of society can be
remedied by an increased investment in education as a means of improving the quality of
"human capital". The gap between the rich and the poor, betwéen the developed and
underdeveloped countries can be extensively minimized by well planned educational strategies.
It also contends that individual and social development can be initiated and sustained by
providing education - formal or nonformal - to people with funcitonal skills and
compctence.26 In short, this model assumes that the root of the problem of distribution of
resources and status lies within the individual, not in the social structure, and can be
counterpoised by prescribing more education as a cure for the deficit. Implicit in this model
is the notion that change comes about by evolution as a consequence of raising through

education the competence and consciousness of individuals, who in turn bring enlightened
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pressure, as an agent of change, to initiate structural reform. It is expected that nonformal
~ducation, due to its ability to reach a broader range of people during a greater span of their

lives can do it better, cheaper, and faster.2’

It is, however, important to remember that while most, if not all, nonformal education
activities are designed for adults, not all adult education programs arc offcred through a
nonformal framework. For example, in most Western countries, adult education is usually
viewed in terms of "further education” or "continuing education” and delivered through
"distance” or "correspondence” education and is provided through regular formal channcls.
Therefore, adult education can be pursued through formal, nonformat or informal mcans.
No matter how it is pursued, it always focuses on individual growth and devclopment.  In
short:

Adult education denotes... the entire body of educational process, whatever
the content, level and method, whether formal or otherwise, whether they
prolong or replace initial education in schools, colleges, and universities as
well as in apprenticeship, whereby persons regarded as adults by the socicty
to which they beloug develop their abilities, enrich their knowledge, improve
their technical or professional qualifications or turn them in a new direction
and bring about changes in their attitudes or behavior in the two-fold
perspective of full personal development and participation in balanced and
independent social, economic and cultural development.

The adult learners, according to Knowles (1984), have becn a neglected specics.
There has been very little thinking, writing and investigating with regard to adult learning
until recently. Although the Indians, the Chinese, the Greeks, and thc Romans developed
informal learning systems and philosophized about aims of education, there was very little
attention given to the process of adult learning. There were theories about the ends of adult
education but none about the means of adult learning. Educationists continued to believe
that adults learn the same way as children do and that the adults’ attitudes and needs are no
different than children. Therefore, until the beginning of 20th Century there was pedagogy
for children but no concept of andragogy because adults were never viewed as species
destined to learn or even capable of engaging in serious learning activitics. It was belicved
that only children and youths were capable of effective learning and that the diversified and
burdened adult mind had little potential or inquisitiveness to learn and acquire new

information.

-35.



Inspite of such a belief, adult learning, according to J.R. Kidd (1959), has always
continucd on. However, it was only recently that concerted efforts have been directed to
systemaltize the means for adult learning. The irony of adult education is that it has been

viewed as a remedial learning rather than a positive experience for a better and healthier

living.

Since the turn of the century, however, scholars and educationists in Europe as well
as in North America, and to some extent throughout the world, started to believe that adults
have unique abilities to learn and that they are capable of learning although their needs are
different. In North America the founding of the American Association for Adult Education
in 1926, and the publication of Edward L. Thorndike’s work, Adult Learning (1928) were
watersheds in the sense that they provided the much needed impetus for further study and
research in aduit education and adult learning. In his work Adult Learning (1928) Thorndike
demonstrated with scientific evidence that adults could learn which conformed the earlier
belief that aduits are capable of formal intellectual study and exercise. Thorndike’s next
published work Adult Interests in 1935, and Herbert Sorenson’s Adult Abilities in 1938
provided further strength to Thorndike’s earlier contention with regard to the ability of adults
to learn and acquire new information and established that they are just as capable as children
in pursuing formal learniug, although their needs, interests and abilities are different from
children. By the onset of the Second World War, therefore, adult education as a field of

study was beginning to take roots in Europe, North America and elsewhere.

According to Knowles (1984) two streams of inquiry emerged in the arena of adult
learning simultaneously during the mid 1920s, i.e. a scientific stream led by Thorndike and an
artistic stream championed by Edward C. Lindeman. It was however, the artistic stream that
made inquiry into new domains of knowledge through intuition and analysis of experience.
Such an attempt to acquire knowledge through exploration and experience opened up a
whole new area of study in adult learning, i.e. how adults learn. The quest for finding
techniques for facilitating adult teaching/learning process began with the publication of
Lindeman’s The Meaning of Adult Education in 1926. In his work, Lindeman put forward
the foundation for a systematic theory of adult learning based on the concept of teacher-pupil

relationship in which the pupil was the centre of learning activity - a concept which Paut::
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Friere reintroduced much later in 1970s in the form of conscientization. In the words of
Lindeman (1926):

... the approach to adult education will be via the route of situations, not
subjects. Our academic system has grown in reverse order. Subjects and
teachers constitute the starting point, students are secondary. In conventional
education the student is required to adjust himsclf to an estabiished
curriculum; in adult education the curriculum is built around the students;
needs and interests. Every adult person finds himselif in specific situations
with respect to his work, his recreation, his family life, his community life ctc -
situations which calls for adjustments. Adult education begins at this point.
Subject matter is brought into the situation, is put to work when needed.
Texts and teachers play a new and secondary role in this type of education;
they must give way to the primary importance of the lcarners. ... the resource
of highest value in adult education is the learner’s experience. If education
is life,2 5hen life is also education... experience is the adult learner’s living text
book.

After spelling out what adult education should be and the place of adults in the
learning process, Lindeman went further in mapping out the process of adult education.

Authoritative teaching, examinations which preclude original thinking, rigid
pedagogical formulae - all these have no place in adult cducation... small
groups of aspiring adults who desire to keep their minds fresh and vigorous:
who begin to learn by confronting pertinent situations; who dig down into the
reservoirs of their experience before resorting to texts and secondary facts;
who are led in the discussion by teachers who are also searchers after wisdom
not Oracles: this constitutes the setting for adult education, the modern quest
for life’s meaning.3

In short, then Lindeman fervently challenged the conventional concept of education
and attacked its intellectual bias, standardized curricula and other limitations. He believed
that adult education is an attempt to discover a new method and create a new incentive for
learning; its implications are qualitative not quantitative. For Lindeman, adult learners are
aa entirely different category of students whose intellectual aspirations are least likely to be
aroused by the rigid, uncompromising requirements of authoritative, conventionalized

institutions of learning.3!

Lindeman’s vision of adult education was thus:

A cooperative venture in nonauthoritarian information
learning, the chief purpose of which was to discover the
meaning of experience: a quest of the mind which dug down
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to the roots of the preconceptions which formulate our
conduct; a technique of learning for adults which made
education coterminous with life and hence elevates living itself
to the level of adventurous experiment.

Knowles has summarized the essential characteristics of Lindeman’s theory of adult
learning into the following five basic points, (i) adults are motivated learners; (ii) adults
oricntation to learning is life-centered; (iii) experience is the richest resource for adult
learning; (iv) adults have a deep need to be self-directing and; (v) since individual differences
among people increase with age, adult education must provide for need based learning
facilities while making optimal provision for differences in style, time, place and pace of
education.33 Therefore, by 1941 the formation of an andragogy of adult education was
already in the making. The next four decades witnessed a steady inquiry and growth of an
andragogy of adult education with a significant contribution from practitioners of adult
education such as J.R. Kidd, Lawrence P. Jacks, Charles R. Mann, David Snedden, David L.
MacKaye, James E. Russell, Ruth Merton, Malcolm Knowles, R. Gessner, Ben M.

Cherrington, Wendell Thomas and Harold Fields, to name only a few.

The vision of adult education in the 1990s is to provide the adult learners not only
remedial learning and vocational training but also to enhance the quality of life of the
learners, in order to create a learning society. It has to create an environment for a new
social order where the poor, the illiterate and the underprivileged can live with freedom,

dignity and respect.
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2.2 NONFORMAL EDUCATION AS A STRATEGY OF DEVELOPMENT

Post World War II witnesse unprecedented educational expansion in most countries
of the world but more so in the devcloping or newly emerging nations. Student cnrolments
doubled, and in many countries tripled. Expenditure on education incrcascd at a faster rate
than what the resources of these countries could afford and education cmerged as the largest
local industry.34 More than ever before, nations and international organizations spent vast
amounts of money on educational programs. In the early 1970s some developing countrics
such as Chile, Singapore and Algeria were spending almost one third of their national budget
on education.3% In spite of this tremendous expansion, educational opportunitics could not
reach to the poor, the needy, the underprivileged, and the great bulk of the masses who lived
in the villages and rural areas. This educational expansion was augmented due to the
innocent belief in the modernization and human capital models as the means of achicving
socio-economic growth and national development. But this was not as productive as was

hoped.

Many of the carly claims in support of the massive quantitative cxpansion of
educational opportunities - that it would accelerate economic growth; that it would raise levels
of living especially for the poor; that it would generate wide spread employment opportunitics
for all were found to have been greatly exaggerated and, in many instances, simply false.36
The assumption on which educational expansion was justified that it would provide an impctus
for modernization and development, that it would alleviate the socio-economic condition of
the poor and that it would help create a social order based on a more cquitable distribution
of wealth and income, proved to be unfounded. Poverty and incquality within and among
nations, continued to be a major threat to peace and security; illiteracy and ignorance instead

of being eliminated, have in reality been increasing.

There are, among others, two important theories which emphasize education as a
vehicle for modernization and development. They are: Modernization Theory of W.W.
Rostow and Human Capital Theory put forward by Theodor Schultz. Modernization theory
postulates development as a movement along a continuum of historical change upon which

all national societies can be placed according to indices such as GNP, per capita income,
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acceptance of modern values... etc. This continuum was meant to describe a universal path
of societal evolution, supposedly already followed by developed countries and eventually to
be travelled by the traditional and underdeveloped countries.37 The Human Capital Theory
advanced by Schultz, on the other hand proposes that education is not to be viewed simply
as a form of consumption but as a productive investment and that investment in human
resource development would lead to socio-economic progress and national growth. However,
such a faith in formal education proved to be unfounded and the "GNP trickle down model"
proved to be a failure, particularly in the context of developing countries. It was alsc found
that the expansion of education benefitted the rich, making the poor rather more
impoverished. Indicators of development in the Philippines and Brazil (Grant, 1973) and
India (Parmar, 1975) indicated a similar trend of traditional development benefitting those
already well off, and largely missing or even harming those who were not.3® India, for
example, has been pursuing a Human Capital development model since independence, but
economic inequalities have rather increased, with the rich growing richer and the poor feeling
more deprived in a relative sense - even though they may be slightly better off than before.
The devastating effects which resulted from of the implementation of these models of
development in developing countries have been well documented by scholars such as Carnoy
(1974; 1977), Dore (1976), Todaro (1977), Simmons (1980), Coombs (1968), and Bacchus
(1981) to name a few. Some of these scholars have called for increasing emphasis on

nonformal education as a vehicle for reaching the rural poor in developing countries.

The growing emphasis on nonformal education as a tool for rural development
emanates in part from the dissatisfaction of educational planners and policy makers with the
unintended consequences of formal education - school drop outs, push outs and non starters,
unemployment and underemployment, the poverty it caused for the masses due to its elitist
bias (as often pointed out by the Marxists and neo-Marxists propounding dependency and
underdevelopment theory of development, advocating a structural change approach rather
than a psychological deficit approach) - and the growing gap in wealth and participation and
distributive injustice between urban and rural pc)pulations.39 Although nonformal education
has represented a shift in emphasis from the formal to out of school education as a response

to the inadequacies, and failures of the formal system, nevertheless the rationale for this



changed strategy continues to be within the dominant framework of human capital

development. Papagiannis and Milton (1983) have rightly pointed out that:

despite this apparent shift in development priorities, from the urban to rural,
from the expansion of schooling to the expansion of nonformal education, the
assumptions underlying previous development strategics have not changed.
Indeed the new trends in development policy are intended to initiate and to
accelerate change in the rural area only because previous strategies left this
sector relatively untouched. It is still assumes that the major obstacle to
development is scarce capital, scarce human capital, and the lack of well
trained modern people. So even then nonformal education is a different
approach to the problem of rural development, the goal of development and
the beliefs about the causes of underdevelopment remain the same.40

This new strategy also assumed that the development of well-planned, skill-specific,

low-cost educational programs outside the school system can mect the cducational and

vocational needs of the rural poor and urban underprivileged. It is viewed as a more cffective

and more efficient means of reaching the rural poor and rural sector of the cconomy and

thereby increasing individual productivity.41

There are several other reasons, apart from the inadequacies of the formal system,

for the renewed interest and growing appeal for nonformal education among educational

strategists, policy makers, and deveiopment planners. Among these are:

1.
2.

Nonformal education is cost effective.

It is possible to meet unfulfilled cducational nceds through nonformal
education and still remain within alrcady strained cducational budget
(Coombs, 1971).

Nonformal education challenges the gap between mental and manual exercises
and blends them while rejecting the arrogance of formal education (Nycrere,
1967).

Nonformal education is need-oriented and utilitarian.

Nonformal education is viewed as a part of the process of life long learning.
It has become a necessity because of the growing emphasis on science and
technology that affect every aspect of human life.

Nonformal education is perceived as a powerful vehicle for cconomic growth

in rural areas.
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7. It is also viewed as a means for accelerating political participation and social

dcvclopment.42

In essence then the strategy of nonformal education is based on the idea that
opportunities for vocational skills, literacy and innovative mental exercises can be developed
more cfficiently and inexpensively outside the formal channel in a social setting that is much
more appealing to the rural poor and the urban underprivileged. Primary among the goals
of such a strategy has been the delivery of educational services to the poorest of the poor,
women, the isolated rural people living in the countryside and children who are not able to
attend school.#3 It is expected that through the delivery of services to a large clientele at
the grass roots level, nonformal education can increase individual productivity and economic
growth and would facilitate a more equitable sharing of the benefits of this growth between
the elite and the masses. It is believed to narrow the gap between the two classes -
bourgeoisie and proletariat, the haves and the have-nots. It is also assumed that nonformal
education, with its diversified strategy and skill training, can eradicate rural poverty and help
bridge the long standing income inequality in the rural and urban sector of the economy. It
is considered to be the only hope for the poor and the underprivileged to alleviate their

standard of living - a chance of a life time.
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23 SURVEY OF LITERATURE ON THE NAEP

First, we must educate adults. Our children will not have an impact on our
economic development for five, ten or even twenty years. The attitudes of
adults, on the other hand, have an impact now.

- Julius Nyerere

Adult education, according to Nyerere (1976) has to be directed at helping people to
develop themselves. It has to contribute to an cnlargement of their ability in every possible
way. It means that adult education is to contribute to development and promote change -
both of the individual, and the environment for a better future.*4 In India, since its
independence, adult education has been viewed as a wehicle for socio-cconomic
transformation of the underprivileged illiterate people. Successive Indian governments have
tried to develop adult education policies and programs in order to alleviate the socio-
economic condition of the downtrodden people. However, all such cfforts were piccemeal
attempts primarily due to lack of political will and low priority in policy planning. The
National Aduit Education Program (NAEP) which was introduced in October 1978 with the
advent of a new government (that believed in a different ideology than its predecessors of
restructuring the economy by emphasizing agricultural production rather than industrial
growth, people’s participation in the process of government instead of burcaucratic control
and centralization of authority, and revitalizing local economy by locally available manpower
resources rather than employing non-residents of the area) was a watershed in the history of
adult education in India. It was so because the government planned to wip~ out illiteracy in
15-35 age group by 1985 and provide meaningful vocational skills to this large tract of
population who would contribute to socio-economic growth and national development. The
NAEP was thus a very optimistic program that intended to achieve a formidable task, and

considerable literature has developed concerning it.
23.1 Review of Government Publications on the NAEP
Government publications on the NAEP were few and sparse. They were published

either by the Ministry of Education and Social Welfare or by the Directorate of Adult

Education. The most important among these publications was the government outline on the
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National Adult Education Program (1978) published by the Ministry of Education and Social
Welfare which contained a policy statement of the government with regard to NAEP and a

brief outline of the "operational details for giving effect to the policy statement on Adult
Education"4® In fact this document was an exclusive excerpt of the speech by the
Education Minister on the floor of the parliament on April 5, 1977 with some minor
modifications incorporated before July 15, 1978. This document, therefore, only spelled out
the government’s intentions with regard to the pursuance of the NAEP and the rationale and
philosophy behind such a move. It was however, deficient in many crucial areas such as
details of field level implementations including planning, administration, supervision as well
as monitoring and evaluation. It is true that this document touched upon these issues briefly
nevertheless, but it did not construct any extensive operational plans or guidelines for its
smooth and uniform operation. It was the government’s blueprint for the NAEP outlining
the major framework and living the operational details for grassroots implementation to
delegated legislation and, worse still bureaucratic discretion and control. In the absence of
any well-knit and coherent plans for provincial, district and subdivision level functioning of
the program, it was largely left to the competence of the bureaucrats and field level
functionaries to operate this program. This document would have had great value had it been
supplemented by another document or documents outlining the operational plans in detail
at every level of administration with a clear mandate for each level of functionaries and a
handbook on the delivery methods of the NAEP at the grassroots level. However, no such
supplementary document or documents were made available (at least the researcher could not
obtain any comprehensive document or documents) to clarify and interpret the broad and
often vague concepts and languages of the government’s outline of the NAEP. Moreover this
literature was so ambitious and broad in its languages and concepts that it almost relegated
to being euphoric and vague. For example, it said that: "To ensure effectiveness and
systematic analysis of the problems the programs should have built in mechanisms for
monitoring and evaluation as well as for applied research™6 without mentioning how to
achieve it. Similarly it was mentioned that: "A prerequisite of an adult education movement
is that all agencies, governmental, voluntary, private and - ublic sector industry, institutions
of formal education etc. should lend strength to it."47 However, it did not spell out how all
these departments and agencies could cooperate and help the operation of the NAEP. The

document also promised that adult education programs under the NAEP would be relevant,



flexible, diversified and systematic but how this could be achieved nobody knew. The
vagueness of the language is also very revealing; for example, it was declared that "adult
education, therefore, while emphasizing acquisition of literacy skills should also be...
systematic in all aspects of organization".48 It was nowhere explained or mentioned what
the government meant by requiring adult education to be systematic in all aspects of
organization. In the absence of such crucial explanations, and becausc of the vagucness of
its presentation, it was left to the interpretations of the burcaucrats and implementing

agencies to decide how to proceed.

In another dialogue in NAEP: An Outline (1978), it was mentioned that "... the
NAERP will not conclude with *he end of the quinquennium. A systematic {ollow up program
shall have to be organized almost with the beginning of the NAEP - they would comprisc a
well organized system of mass production of books and their dissemination and inclusion in
the communicational circuit of the neoliterates."® Anyone who is cognizant of the meaning
and spirit of follow-up activities for neoliterates would wonder whether the term follow-up
was misunderstood or was intentionally structured in a way that would blur the distinction
between post literacy literature distribution and intensive follow-up. Mention of such unclear
ideas was incomprehensible and misleading. Also given the Indian situation the government’s
target of educating 100 million adults in the 15-35 age group in five years was too impractical
and an utopian. Such an unrealistic goal target suggests that perhaps therc was not sufficicnt

research conducted on the subject before the program was launched.

In spite of such deficiencies the government outline provided the basic infrastructure
of a very challenging and formidable experimentation in adult education program in India
during the Sixth Plan period (1978-85). The most promising feature of the government’s
position was that it demonstrated the political will to implement a program for the mass which
no previous governments ever tried. The privileged elite has always feared that the inherent
danger in educating the masses was that the political power might slip into the hands of the
masses. The courage of the new government to embark upon a program to create a literate

society was, therefore, praiseworthy.
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Report of the Review Committee on the National Adult Education Program (1980)

is one of the primary documents that provides a comprehensive review of the functioning of
the NAEP between 1978-80. It discussed the deficiencies and drawbacks of the NAEP and
suggested measures to improve the program. This report was prepared and submitted under
the chairmanship of Dr. D. S. Kothari and was published by the Ministry of Education and
Culture, Government of India in April, 1980. This study reviewed six areas of the NAEP:

(1) adult educatici: * " «5 and organization, including its contribution for individual
and national devels, . .. review of the NAEP; (3) scope and organization of the
future programs; (4) « ~ 1 agencies of the NAEP, resource development and media;
(5) financing, ..xd (¢ - ‘uation, monitoring and research including a word about the

methods of implementing the recommendations of the committee. The report even contained
an appendix with regard to State Research Centres (SRC) and an extensive list of statistical
data and tables concerning the functioning of the NAEP at different levels of its operation
between 1978-80.

This book is an extremely useful and informative one with regard to the functioning
of the NAEP during 1978-80 because it enlists the operational details of the program both
at the national and provincial levels and to some extent critiques the program, thus providing
an insight into the pros and cons of the NAEP for the reader. It was very gracious in
acknowledging the drawbacks of the program and equally generous in providing suggestions
or alternatives to improve the program. The author/authors argued that the NAEP had
evoked an encouraging response and nothing should be done to undermine this while at the
same time recognizing its shortcomings and weaknesses.

Despite commendable work done in several areas, the review also brings
about several weaknesses. For instance, more careful preparation is needed
in the formulation of state and district plans, preparation of annual
projections, training of instructors, and greater participation of all priority
groups. The duration of the program is too short and provision for follow-up
activities is inadequate. The link between the education and development
components of the program is lacking. The feasibility of the program and the
tangible benefits flowinog from it are not clear. An uncertain program cannot
be a mass movement.”

Having said all these weaknesses of the program, the author/authors went on to

recommend measures to improve the girogram. However, most of the recommendations were



very broad and mentioned in general terms rather than providing specific solutions to cach
individual problem. These recommendations did not deal with issuc of how to achicve the
desired goal while only mentioning what is to be done to improve the program. For example,
it stated that "state and district plans of adult education and annual projections should be
prepared"51 but did not explain "how" this could be achieved, i.c. it did not provide any
concrete ideas or views for preparing such a projection except mentioning that the provincial
governments should be able to perform this task in five years. Similarly with regard to
strategy of implementation, it suggested that:

special attention should be paid to creation and sustenance of motivation
among the learners... emphasis should be laid on participation of women in
the program. Measures should be taken which would influence social
attitudes and remove practical difficulties which women face in attending adult
education classes... women should be adequately represented on advisory
committees at all levels... The progzram for scheduled castes should pay
attention to their special problems...

Recommendations like these did not provide much help or support in improving the NAEP,
because they remained general and broad rather than specific, all pervasive, vague and to
great extent ambiguous. It gave the provincial governments and the burcaucrats the authority
to determine the fine print of the nature and scope of the program including program

development and delivery.

Adult Education Program (1984) published by the Directorate of Adult Education,

New Delhi, listed the government’s efforts in implementing the NAEP (i.e. how the program
was being implemented), and highlighted some major areas of achicvement until 1984. Again,
this was a short document that only provided a partial picture of the whole operational detail
and to a lesser extent its achievements. Details of achievement in terms of enrolment figures
and adult education centres nationally as well as at the provincial level were incomplete. It
did not contain any suggestions with regard to the effcctiveness of the program nor did it
provide any future plans. Nevertheless, it provided a primary source of information on the
functioning of the NAEP albeit inadequate, during the period 1983-84.

Educational Developments in India, 1980-85 (1985) is another government publication

that briefly touched upon the NAEF and its major programs. It summarized the various
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literacy programs undertaken by the government within the mandate of the NAEP and
indicated the enrolment figures for adults in various programs, organized under the Rural
Functional Literacy Projects (R.F.L.P.), State Adult Education Program (SAEP), Voluntary
Agencies (V.As) and the universities, at the end of December 1984. Since this was a national
report on the status of education in India in general, there was not much room or attention
paid to discuss the development and functioning of the NAEP in any detail. Therefore, there
was not riuch new information or insight provided in this monogram on the operation of the

NAEP.

23.2 Review of Other Related Literatures on the NAEP

Materials available on the NAEP from secondary sources such as books and journals
were limited and frequently repetitive in their message. Most studies dealt with the problems
and deficiencies of the Program and only a few reported progress or achicvement. This was
quite understandable given the fact that the NAEP was an experiment, not an established
program. Efforts were made continuously to improve tke program, based on past mistakes
and feedbaks from the field. Therefore, these studies reflected the needs as well as the spirit

of the time.

Nonformal Education_and the NAEP edited by Shah and Bhan (1980) is a good
source book on the NAEP. To some extent the title of the book is misleading because it
does not treat the NAEP as the natural evolution of nonformal education nor establishes any
link between the two. This book, however, is comprised of a series of four articles or essays
about nonformal education and the NAEP. "The Nationai Adult Education Program:
Background and Prospects” by Anil Bordia; "The NAEP: Social and Political Tensions” by
A.B. Shah; "Legislation, Learning and Legitimization" by James A. Draper and; "The National
Adult Education Programme: A Critique" by Susheela Bhan.

Bordia’s study (1980) is divided into three distinct parts: (i) a brief survey of the
development of the field of adult education in India until the NAEP; (ii) enlisting the salient
features of the NAEP; and (jii) examining certain weaknesses against which people connected
with the NAEP should be aware of. There is, however, nothing new in the first two part of



Bordia’s work which provides background information on the crystallization of the concept
of the NAEP. It is the third part that warned about the perils of the program which deserve
some discoursc. Bordia suggested that a greater degrec of harmony was required between
the federal government and the provincial governments (particularly in provinces where a
different political party, other than the party that was in power at the federal level, was
governing the province) if the NAEP were to be successful. This was a prerequisite for
smooth operation of the program. Although it was the responsibility of the federal
government to initiate, fund and oversee the functioning of the NAEP, it was the provincial
governments were to implement the program. He argued that in order for the NAEP to be
effective "every effort must be made to leave as much of the implementation of the NAEP
as possible to non-governmental agencies... where the program is to be implemented through
the staie [provincial] government, it will be necessary to ensure autonomy and
decentralization... selection of government personnel for adult education we'll have to be
specially designated... solely from the Education Department.. The responsibility for
supervision will rest primarily with the project staff itself, who will function as a tcam rather
than a hierarchy of subordinates and superiors.“53 Bordia also cmphasized the need for
careful planning, monitoring and evaluation as well as post literacy and follow-up programs.
He pointed out that it was more important to give priority to the process rather than the
targets.

A common problem with all past programs has been that they were excessively
ta:get-oriented and paid little attention to content and quality. As a result,
not infrequently the organizer of the adult education centre reported regular
attendance of the prescribed thirty persons and the project officer reported
that all the sanctioned [Adult Education] centres were running with the
prescribed enrolment. The state governments when called upon to report on
the size of the program in the state merely multiplied the number of centre
by thirty! Naturaily, these program lacked credibility.54

Bordia’s comments seem to be very realistic given the Indian situation. It also
provides a deeper insight into the actual functioning of the program. The researcher’s visit
to some Adult Education Centres in India in 198% ¢ snfirmed Mr. Bordia’s suggestions. The
researcher found out that even if some participants (learners) dropped out of the Adult
Education Centre, their names continued to be listed in the enroiment register, for thc

instructor would not like to mention to his/her superiors that some lcarners have dropped out
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duc to the fear that he would either be reprimanded or replaced for his so-called inefficiency!

According to NAEP guideline each Adult Education Centre should enrol at least 30 icarners.

Retention of learners in the centre has become the responsibility, though not by law,
of the instructor whose job may be in jeopardy if 30 learners were not attending the Adult
Education Centre. Some of the instructors, however, indicated that since they continued to
persuade the dropout lcarners to come back to the adult education class, their names were
not taken out of the attendance list for quite some time. The other side of the issue was that
due to the gcvernment’s emphasis on numbers and quantity, the qualitative aspect, as Bor. 2

rightly apprehended, was neglected.

Shah (1980) in his study The NAEP Social and Political Tensions has provided a new
dimension to the polemics of adult education in India. He questioned the planning process
and seriously doubted the success of the program given the socio-econ-inic and political
situation prevalent in India. He argued that although the program outline seems to be very
optimistic and talks about ‘literacy for conscientization’ and the illiterate and the poor can rise
to their own liberation through literacy, dialogue and action’, nevertheless the social reality
in India (such as the caste system and traditional nature of the society) and the government’s
past record in materializing such programs indicaies otherwise. Shah was very articulate in
providing rationale for his arguments:

Whether the budget provision made for the program will be adequate... is
open to question. However, in programs of this kind finance is not the most
important factor. Experience in planning in the last twenty-five years
indicates that the absence or inadequacy of foreign aid has not been as great
an obstacle to development as an inability to utilize fully the aid granted by
friendly countries. Almost invariably, the causes of failure have been
associated with human factor. Programs meant for the uplift of poor have
generally benefitted those sections of society which have been in a position
to siphon off, for their own advancement, the resources made available for the
former. The poor are not organized and worse still, are even not aware of
the rights to which they are entitled as citizens. Moreover, they also lack the
skills and attitudes which are indispensable if they are to organize themselves
in order to realize these rights. There is serious ground for believing that the
NAEP would meet the same fate as other development programs in the past
precisely_in those sectors in which its professed objectives are the most
relevant.
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In the Indian scene, Shah’s obscrvations werc not only logical but realistic and true
as well. The benefits of whatever development, that occurred after the independence, went
to further enrich the well to do and perhaps to a lesser extent 1o the emerging middle class.
The poor, the ittiterate, ihe downtrodden and the under privileged did not receive anything
tangible except promises. It has been an irony that i~variably it is the illitcrates who are also

poor and the underprivileged as well.

"the more important issue that was raised by Shah was, however, the social tension
that meght be caused by the implementation of the NAEP. Shah suggested that the NAEP
might isil or its achievement might be minimal due to the resistance at the local community
level by the privileged groups. He envisioned a ficrce resistance by privileged caste Hindus
against the Scheduled Castes and Scheduled Tribes, men in relation to women, and the
landlords, and rich people’s interests in relation to the landless and the poor. The results of
such a scenario, according to Shah might be continual civil strifc in cvery village where the
program was implemented without compromising its major objectives [i.c. conscientizing the
poor and the illiterates] - and such conflict, in the short run, could wreak havoc against the
poor and the a‘:xploited.56 Once again, Shah’s predictions seem to be somewhat true. There
were social tensions and class conflicts, however, not as serious as was portrayed by Shah.
There were reports of pockets of resistance by higher castes and landlords in rural arcas but
not in all parts of the country nor was it a regular occurrence either. It depended a lot on
the geography, economy, politics, class cluster, and educational opportunitics available in a
particular province or region. Such eveats were and still are more visible in provinces or
regions where society is mure conservative and traditional, relatively poor in cconomic
resources and by national standards, and where the presence of a large segment of
untouchables or other backward castes could pose a threat to the hegemony of the higher
caste Hindus, and where the nature and dynamics of the: provincial government policics
discreetly favours the higher caste Hindus at the expense of the poor and the lower castes.
Bihar, for example, a province in the eastern part of India, has a history of social unrest
mostly based on class and caste conflict. Fighting between higher caste Hindus and the
untouchables (i.e. scheduled castes and scheduled tribes) is not uncommon in this firovinee
and there have beer: instances where lower caste Hindus were burned to death by the higher

caste Hindus. In a province such as Bihar where religious dogmas, superstitions and poverty
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and illiteracy arc pervasive, implementation of the adult education programs is almost sure:
to bring about increased social tensions. The less conservative and traditional is tive socieiy,
the less is the possibility of sociat c<m ict. While discussing the social fabric of India, we viust
remember that India is a country but not a nation in true sense of the term, il » rufer a

nation of nations and a culture of cultures where each subculture has a tradition and vaiue

system of its own.

One of the other significant factors that Shah highlighted in his brilliant work is the
notoricty and possible non-cooperation or hostility of the Indian bureaucracy which could
prevent smooth operation of the program. To quote Shah:

The bureaucracy is not likely to prove particularly heipful in the
implementation of the NAEP. Since the Policy Statement and the program
outline hav been formulated by the people at the top, it cannot openly
challenge ti2m; but it would be naive to expect that the bureaucracy will
faithfully implement the program merely on this account. On the contrary...
the bureaucracy will make every effort to sabotage the program in the name
of procedural rules - which, it need not be added, will in most cases be framed
by itself - and in the ostensible interest of preventing the development of
social and political tensions.

The nature of bureaucracy in any country is pei:aps the same, i.e. to protect its self-
interest and to operate as a privileged club exclusive to its members only, regardless of the
suciopolitical realities around it. It is more so in India, however, where the bureaucracy has
tasted the bencfits of power and position by ruliag the timid millions and trampling down

their legitimate rights.

Shah’s study, therefore, has provided a very useful insight into the dynamics of the
Indian socicty and the place of NAEP in it. The study, however, lacks in providing any
practical solutions to some of these serious problems. Perhaps, most of us know, or at least
arc cognizant of, what the problems are, which is rather easy, but nobody knows what the
answers are. It would have been more sensitive and credible for the author to provide some
long term solutions rather than just identifying the problems - which perhaps is the prelude

to find an znswer or answers.
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Legislation, Learning and Legitimization by James Draper (1980) analyzed some of
the conditions necessary for the success of the NAEP. In many ways the title of this study
is misleading too because it discussed everything except what the title promises to discuss.
Draper talked about challenges and changes to the NAEP, adult education, learning and its
implications for develc.inent, learner motivation, the need for innovation, the link between
formal education and the NAEP including the vole of universitics/colleges in the NAEP,
however, he did not examine how the NAEP could be legitimized in the sociopolitical contest
of India. The author, however, bricfly discussed the political will of the government (o
legislate on the NAEP.

Decisions about development and education arc both political acts. Their
parameters depend upon a political will and appropriaic and innuvative
legislation... For the first time in India’s history, there docs appear to be 2
political will at the national level to scriously take up the challenge of noverty,
under education and human resource development.

Other than this short mention about political will, legitimation and Icgislation there
was no mention of the process of legitimization whatsoever. Dr.:ser argued that the NAEP
should be viewed as a ‘social development movement’ and that every effort must be paid to
achieve this end by the government as well as all others who are connected with the NAEP.
However, good intentions and efforts are not enough, i efforts arc not channclled in
resourceful and innovative ways. Vocational training must be linked to real life sitvations
where the learners would gain experience and training through lcarning by doing, thus
emphasizing innovative learning methods. He cited an example in West Bengal, a province
in the East Coast of India, where the participants in the Adult Education Centre lcarned truce
meaning of words such as: fish, pond, market, ctc. including the value of cooperative
enterprise by actually raising funds for pisciculture, did involve in pisciculture and made a
hefty profit by selling fish in the market and then equally sharing the profit. The
innovativeness of the method is well accepted, however, one cannot but be compelled to
question the "time span” such an innovative method might involve, particularly when the
specified time for each stage of the functional literacy programs under the NAEP is less than
10 months duration. In spite of some logistic ambivalence, the author scemed to be aware

of the short comings of the NAEP as he acknowledged:
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As much as onc would wish otherwise, the NAEF will bring with it many
casualtics, as a result of poor teaching, irrelevant teaching materials, and an
overall lack of understanding - if not disrespect - for the adult learner. That
this should happen will be regrcttablc.59

Perhaps the most valuable piece of advice that Draper had provided was to preserve
the best of cultural traditions in the face of new ideas. "What adult education programs must
try to avoid is to deprive individuals or ~ommunities of the best of their traditions...
Educational programs need to find a balance between retaining the richness of traditions and

introducing new ideas and ways of doing things."60

Sushecla Bhan (1980) in her study The National Adult Education Program: A
Critique (1980) refuted and challenged the government’s assumptions behind the NAEP and

suggested that many of these goals are unattainable, hence euphoric, given the Indian socio-
cconomic situation. Bhan systematically rejected the three main assumptions of the
government bchind the NAEDP, ie. (i) the illiterate and the poor can rise to their own
liberatior, *hrough literacy dialogue and action; (ii) adult education should emphasize the
imparting of literacy skills to persons belonging to the economically and socially deprived
scctions of society, and; (iii) the learners can transform their destinies and the adult e scation
program will lead to the improvement of their functional capability for the realization of this

objective.

To start with, Bhan suggested that through literacy and dialogue and action [action
by whom? and for what? to transform the social inequality? or action to get out their
{learner’s) own miscrable condition?] the poor could not rise to their liberation The
government’s assumption was that poverty was equivalent to material deprivation and since
the wdividual or individuals were responsible for their own situation and they could improve
their sitvation by their own action. According to Bhan poverty was not simply a matter of
deprivation, as viewed by the government but a much more complex social phenomenon. As
C.T. Kurien (1978) suggested: it povzrty is deprivation for many, it is also affluence for few
that causes poverty.61 Bhan extunded Kurien’s argument further and argued that: "poverty
is not only deprivation but also disparity... and if poverty is so understood, then providing a

second best system to people who had nothing so far, while reserving the best one for the
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haves, does not necessarily reduce disparity and hence poverty in the relative scnsc".62
Studies by Bhagwati (1973), Patel (1979), DiBona (1977), Adishesiah (1977) and Dasgupta
and Tilak (1977) supported Bhan’s line of thought, and suggested that the cducational system
in India remains elitist (elites who get the best education and all privileges that good
education brings about) in nature and continued to serve the interest of the dominant class
at the expense of the poor. For cxample, Bhagawati (1973) in his study "Education, Class
Structure and Income Inequality" indicated that it is the social hicrarchy of status and class
that determines who benefits from education and which class would have greater and better

access to labour market, job opportunities and other privileges.

The second assumption that literacy skills could and would eradicate poverty,
exploitation and social injustice among the economically and socially deprived scctions of the
community was, according to Bhan, simply inaccurate. Bhan analyzing Carnoy and Levine's

The Limits of Educational Reform (1976) argued that poverty, incquality, injustice and

oppression could not be eliminated nor even reduced through educational programs.
Educational programs, formal or nonformal, has :':e history of widening the gap between the
rich and the poor rather than providing equal opgortunities to all. Studies by Todaso (1977)
and Bock and Papagiannis (1983) and Bacchus (1979) provided cvidence 1o support Bhan's
contentions. Todaro, for example, in his brilliant work, ‘Economic Development in Third
Worlds’ (1977) suggested that:

Many of the early claims made on tchaif of the unfettered quantitative
expansion of educational opportunities - that it would raise levels of living
especially for the poor; that it would generate widespread and cqual
employment opportunities for all... have shown to be greatly exaggerated and
in many instances simply false.53

Bacchus (1979) in a rather polemic article: "Structural Transformation as a
Prerequisite for the Success of Nonformal Education Programs in Economically Less
Developed Countries” (lead paper delivered at the Commonwealth Specialist Conference on
Nonformal Education for Development in January 1979, New Delhi, India) cloquently
explained the myth of education as a vehicle for social justice and warned that cven the
alternative system of nonformal education would also be futile if no structural transformation
in the very nature of the society was pursued. Bacchus argued that in spite of tremendous
increases in educational budget between 1950 and 1970 by 211%, 465% and 511% for first,
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second and third level enrolment in developing countries, the poor had not benefitted much
from it and that such expansion had only supplied qualified manpower to the ‘small modern
sector of these societies’. Also due to the elitist nature of the society in these countries the
privileged class had greater and better access to education and thus to employment
opportunities leaving the poor in the cold. Since "the rate of unemployment does not
necessarily decrease with an increase in the level of education"® and since the education
system of most developing countrics had helped increase rather than decrease the existing
income incqualities65, Bacchus argued that unless the income differential between the ‘high
wage’ and ‘low wage’ sectors was minimized to an acceptable level, nonformal aduit education
as a strategy of development to serve the illiterate and the poor would neither be acceptable
nor beneficial to the poor. Instead such an attempt to substitute nonformal adult education
for formal education would further depress the conditions of the poor and would destroy their
hopes of economic improvement through them as well as through their children.%6 To
quote Bacchus:

Unless there is massive structural transformatior. in the reward system of these
societies, nonformal education will never be fully accepted by the general
populace and will remain no_more than a peripheral activity in the field of
education in these countries.87

Bock in his work "The Institutionalization of Nonformal Education: A Response to
Conflicting Needs" (1976) and Bock and Papagiannis in their study: "The Paradox of
Nonformal Education and the Unplanned Emergence of Strong Participation” (1983) in Bock
and Papagiannis (edited). Nonformal Education and National Development: A Critical
Assessment of Policy, Research and Practice (1983) argued that nonformal adult education
reinforced existing inequaiities rather than reducing them by serving mainly as a cooling out
function, limiting disappointment by reducing pay off aspirations. The elites in developing
countries maintained a two tier system in which the nonformal adult education sector worked
to lower the aspirations of the illiterate and the underprivileged while securing the position
of the dominant class. Such assertions about the implications of nonformal education has
beer supported by the studies of Evans (1981), Bhola (1983), Dall et al (1983), Ahmed
(1983) and a host of such other scholars.
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Bhan (1980) then continued to attack the third assumption of the NAEP, i.c. the
ignorance of the weak causes social incquality and exploitation and hence education would
eradicate or change such a state of affairs. In her relentless refutation of this assumption, the
author quoted the then Prime Minister Morarji Desai who in his speech to the members of
the National Board of Adult Education on November 2, 1977 said:

If we have litersey throughout the country within five years, 1 think we should
have done a great task. I would not be haunted by anything clse because
then we will have laid a firm foundation in this country never to slide back
into either poverty or ignorance or anything clse. 8

Bhan challenged such a view of the Prime Minister as simplistic, impractical and nonsense.
In her opinion, to accept the Prime Minister’s position is to accepi or 10 drcam that "... the
clites have arrived at a unilateral decision that they will share their wealth and power... that
Indian society will stop producing poverty and squalor for thc masscs... when this major
educational adventure gets through.69 Last but not least, Bhan questioned the validity of
the assumption that somehow this time the program would be successful while all such

previous programs have failed.

The other important areas on which the author had focused her scarch light were:
the spending pattern, the unrealistic goal target and the incfficzont and inadequate
government machinery to handle the formidable task of implementing the NAEP. With
regard to spending pattern she feared that most of the funding allocated for the program
could be spent in the salaries for high ranking officers, administrative structure, vehicle
allowances for bureaucrats and secretarial help for the officials rather than on programs for
the poor. "Consequently, although it has been the intention of the planncrs of thc NAEP
to invest the bulk of the programs’ resources in the rural arcas, willy-nilly they will get
channelled into the urban areas."™ Bhan also made her own calculation and argucd that
the cost of educating an adult would be approximately Rs200 as against the government’s

original estimate of Rs80 (i.e. approximately $4.00 Canadian in 1992 exchange ratc).

All told, Bhan’s study is a valuable one in providing a deeper insight into the socio-
political dynamics of the Indian society and the place of adult education in it. It reaffirms our
belief that a change in ths social structure in favour of the poor is a prerequisite for the

success of any adult education program and that the best intentions of the government and
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the policy maker could be stalled or foiled by self-secking burecaucrats and ignorant
functionarics. The study by A. T. Seth (1982) revealed that a majority of the officials either
involved or responsible for adult education programs did not clearly understand the purpose
of nonformal education. Seth (1982) observed that:

A majority of officials and villagers do not really understand the purpose of
nonformal education. The programs are more academic and teacher centered
rather than specifically oriented to the community needs. There is a lack of
adequately trained and experienced personnel engaged in the program.

One has to wonder how a program such as the NAEP was to operate effectively when

persons in charge of the program did not understand its purpose.

The History of Adult Education in India (1980) by S.C. Dutta is a useful study so far
as examining the history of adult education in India from the Vedic period until the recent
time. However, it did not deal with the National Adult Education Program with any detail
nor provide any intellectual discourse with regard to the NAEP. The study provided a brief
description of the NAEP, the major programs that are covered under it and an outline of its
major achievement in some areas by the end of Sixth Plan period, i.e. 1984-85. The author
stated plain facts without any interpretations or judgement of his own. In about 14 pages
Dutta tried to provide his reader a tour of the NAEP between 1973-1985, a task that was
impossible except as just a quick glance at the program. In spite of such shortcomings and
lack of depth Dutta's work is praiseworthy in the sense that the information provided by him

is accurate, precise as well as unprejudiced.

Adult Education for Social Change by Rao, T.V., Bhait, A. and Rama Rao, T.P.
(1980) is an interesting study of the functioning of the NAEP in the province of Rajasthan.
This was a study by three authors based on their extensive field work in the province with the
assistance of 17 other scholars. The general tone of their findings was very positive and they
challenged the pessimism and cynicism of the doubters about the success of the program. In
the preface, the authors’ optimism was amply reflected: "We feel NAEP has had a good

beginning in Rajasthan. The negative images about the program are far from the truth." 72

The study painted a positive picture of the general operation of the program in the

province. it made a thorough investigation of the day to day functioning of the NAEP in 58
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Adult Education Centres out of a total of 606 adult education centres functioning under the
administrative control of seven voluntary agencies in the state during 1978-79. During 1979-
80, out of a sanctioned 1180 adult education centres a sample of 67 were taken for study by

these seven voluntary agencies.73

Although it was a study at the provincial level,
nevertheless the feedbacks from this research is useful because it provides an idea about the
problems and progress of NAEP in general. The three basic arcas in which instructors
perceived that NAEP had been useful were literacy, awareness of social problems, and its
general helpfulness. While (49% of instructors believed that the NAEP was uscful in
imparting literacy skills, only 27% thought it helped create social awarencss, and only 21%
agreed that the program had helped the learners). It is, however, important to mention that
the instructors’ perception about the contribution of the program in the arca of crcating
social awareness contradicts this researcher’s own ficld visits in Orissa and his discussions with
the Adult Education officials involved with the NAEP, in 1988. It also contradicts the federal
government’s own studies and reports such as the Report of the Review Committce on_the
NAEP (1980) and The Report of the Working Group: Adult Education in the Seventk Five

Year Plan (1985-90) (1984) which suggested that the program primarily remained as a drive

for literacy and "the component of functionality and awareness were either missed completely

or inadequately covered."’

With regard to the problems experienced by instructors, approximately 49% cited
inadequate and irregular facilitics at the Adult Education Centre. The instructors mentioned
inadequate physical facilities at the centre including insufficient supply of nccessary materials
to the centre. They also suggested that the location of the Adult Education Centres were
often inconvenient. These findings are supported by this researcher’s own study and visit to
AEC:s in Orissa and is also recognized by other scholars working in the ficld. The study by
Rao et al. (1980) also gives us a deeper insight into the problems of dropouts from the centre
and their (the dropouts) own suggestions to improve the NAEP. This aspect of the study is
very useful given the fact that there have been very few, if any, studics conducted on the
possible causes of drop out and its remedies. The investigators found out that while
migration and ~ccupational pressure/hard labour are the primary causes of dropping out
followed by re..uns such as marriage and family pressure, a significant number of dropouts

indicated that they would rejoin in the program provided 1hat adequate lighting facilities were
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available in the Adult Education Centre, that the AEC was located in a convenient place
(perhaps close to their homes for quicker access), and that employment opportunities 1, the
village or in the vicinity were available.” It is interesting as well as significant to mention
that adcquate lighting facilities in the AEC during the class time was viewed as an absolute
necessity. It may seem trivial to us, but, if one considers the Indian situation where many
AEC do not have electric power supply and learners have to study in the dim light of the
hurricane lantern powered by kerosene oil, it would be a big concern. We also have to
consider that these are adults, often more than 40 years of age (although the target group it
supposcd to be between 15-35 age group anybody could participate in the program), who
might have age related viewing difficulties as well. Such difficulties are expressed by the

learners and are coterminous with this researchers own observations and findings.

Considering the above facts, no wonder a large aumber of drop ou’s $lig; ssted that,
in order to improve the program, it is essential to provide adequate and re; . facilities to
the AEC including good light arrangement, entertainment facilities, and occupational and
vocational training.76 According to the study a significant number of village elites suggested
imparting more agriculture based knowledge and emphasis on cultural programs. They also
urged that a separate room or building permanently built or available to be the official Adult
Education Centrc where all activities of the centre would be carried out. Although such a
facility is available in some centres, it is not a common feature. Usually the AE classes are
held in the instructor’s home or some other learner’s house as prearranged by the instructor
and the site of the class could change according to the availability of space in somebody’s

house, as well as according to the convenience of the instructor.

In essence, the study by Rao et al (1980) maintained a positive tone about the
functioning of the NAEP in Rajasthan. The authors argued that the NAEP had been doing
well and that a very positive atmosphere was created in the province with regard to NAEP.
According to them the success rate of literacy was high: "From our survey it appears that
about 15 to 18 adults per centre [maximum 30 learners per centre could be enroled] are
definitely becoming literate. A few of them are getting something better than literacy and
they belong to the economically lower sections of the societ;y."77 The study suggested that

with selection of efficient and committed instructors, by developing curricula with short



modules on a variety of topics by the use of mass media and films and flexibility of operation
at the grassroots level with some decision making power to instructors and supervisors, the
programs under the NAEP could be vastly improved. However, the authors worried about
the excessive emphasis on quantity rather than quality and the regular ritual of form filling
and record keeping. Such emphasis in numbers and quantity and record keeping work had
cut into the instructional time for learners and deprived the instructors and supervisors from

some other useful and productive activities.

233 Review of Appraisal Studies on the NAEP

A few appraisal studies on the functioning of the NAEP were conducted in different
provinces of India. These studies were undertaken either by voluntary agencies or by scholars
working in the institutions of higher learning and were usually sponsored by the government
or by the institutions concerned. The Directorate of Adult Education later compiled these
studies and reported them in a volume called Appraisal Studics of the Adult Education
Program in Bihar, Gujarat, Maharastra, Rajasthan, and Tamil Nadu (1981). None of these
studies, however, dealt with all aspects of the NAEP. Neverthelcss, they provided a basic

understanding of the functioning of the NAEP at the grassroots level.

Appraisal Studies of the Adult Education Program in_Bihar, Gujrat, Maharastra,
Rajasthan and Tamil Nadu (1981) is a useful study compiled by Mathur, R.S. and Chand, P.
and published by the Directorate of Adult Education, Ministry of Education and Culture,
Government of India. In this volume, there were three studies which reported on Bihar:
Sachidananda et al (1981). Voluntary Efforts in Adult Education in Bihar; Verma, K.K., Lal,
Manohar, Mishra, Rajeshwar (1981). Adult Education for Development: A Study of the
NAEP in Bihar; and Dey, B.R. and Natrajan, R. (1981). Evaluation of the Adult Education
Program in Nine Districts of Bihar; three studies on Gujrat: Sharma, A., Shah, V., Parikh,

BK. (1979). Adult Education jn Gujrat: An Appraisal; Sharma, A., Sharon, G., Veena,
D.R,, Parikh, B.K. (1981): Adult Education Program in Gujrat Revisited; and Mathur, R.S.

(1981) Evaluation of the NAEP in Seven Districts of Gujrat: An Interim Report; onc study
on Maharastra; Hebsur, R.K., Aikara, J., Henriques, J. (1981), NAEP in Maharastra: An

Evaluation; two studies on Rajasthan: Rao, T.V,, Bhatt, A. and Rama Rao, T.P. (1980),

-61 -



Adult Education for Social Change; and Pestonjee, D.M., Laharia, S.N. and Dixit, D. (1981),
NAEP in Rajasthan: Second Appraisal; and only one study on Tamil Nadu; Ramakrishnan,
K. (N.D.) NAEP: An Appraisal of the Role of Voluntary Agencies in Tamil Nadu.

All three studies conducted in the province of Bihar observed that the NAEP was
functioning satisfactorily and that the response of the people for the program was positive and
encouraging. The success rate of the program in terms of its literacy component was
rcasonable with a majority of learners could sign their names while approximately 50% of the
learners who enroled and continued in the program on the first phase (i.e. 10 months) could
manage with simple reading, writing and arithmetic. These studies also found out that
enrolment in the program gave the learners a sense of confidence and self-reliance, and to
some extent made them aware of the facilities available to them by the government including

their rights, duties and privileges as citizens.

The need for better physical facilities at the Adult Education Centre including
permanent housing for the AEC, adequate and timely supply of teaching learning materials,
need based curriculum, selection of committed and efficient instructors, in-service training for
the field level functionaries, emphasis on functionality and awareness components of the
program and stronger post literacy and follow-up activities are some of the major areas of
concern that these studies have highlighted. However, the study "Evaluation of the Adult
Education Program in Nine Districts of Bihar" (1981) suggested that more centres should be
opened to give better representation to women and children. Children between the age of
6-14 who are not attending formal schools must be allowed to and encouraged for attending

the adult education class.""8

The three studies conducted in the province of Gujarat had similar feedbacks as to
the studies in Bihar. With regard to innovative suggestions, Sharma et al (1981) in their study
Adult Education Program in Gujrat - Revised suggested that strict criteria should be adhered
to hiring of instructors, continued effort for mass organizations of weaker sections in rural
areas, learners non-involvement in the political issues, and program functionaries at the field
level to be equipped with pedagogical skill, social awareness and creativity.79 Mathur (1981)
in his study "Evaluation of the NAEP in Seven Districts of Gujrat: Ari Interim Report"
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observed that the NAEP had been functioning reasonably well in the province. However, it
remained primarily a program for literacy and numeracy. Even in this arca the achievement
was very modest, out of an expected target of 1,225,754 adults in scven districts only 74,660
were made literate by 1981.80

The study of Hebsur, R.K. et al (1980) NAEP in Maharastra: An Evaluation in the
State of Mahastra was sponsored by the Tata Institute of Social Science, Bombay in order to
identify tLe areas of strength and weakness of the NAEP in the province. This survey study
was conducted in 298 sample adult education centres out of a total of 5,241 centres covering
ten districts of the province.81 There was hardly anything new that came out of the study
nor any innovative ideas that the investigators suggested. In fact, in their reccommendations,
the authors reiterated most of the major findings of similar studies done in other provinces.
The study highlighted the need for better physical facilities at the centre, sclection of efficient
instructors, greater emphasis to enrol women and underprivileged groups, cfficient and
adequate supply of teaching learning materials, and greater importance given to functionality
and awareness component of the program. The study however, did not provide any specilic
techniques or blueprints about how to deal with the problems or improve the program except

providing broad outlines.

There were two appraisal studies conducted in the provirce ¢f Rajasthan - onc
between 1978-79 and the other in November - December of 1979, both reported in 1980.
Tue first study Adult Education for Social Change (1980) by T.V. Rao et al which was

subsequently published was discussed earlier. The other work by Pestonjze, D.M. et al {1980)
NAEP in_ Rajasthan: _Second Appraisal was sponsored by th. Indian Institute of
Management, Ahmedabad in 1979 with the objective of providing a fresh feedback with
regard to the functioning of the NAEP in the province. The study was based in examining
the daily operation of fifty voluntary agencies involved in providing adult education program
in the state under the mandate of the NAEP. "Conceptually it [was] not significantly different
in its approach from the first appraisal study [by Rao, T.V. et al (1980)]. As a matter of fact,
the experience gained in the first appraisal study helped in focusing the key issues for the
second study."82 Admission of such an approach of the study also made the findings of the

study very clear at the outset. No wonder, like the first one, this study observed that "NAEP
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was on the whole well received by the villagers, the village elite and all those who were
connected with its implcmcntation."83 Again this study too repeated the recommendations
made by othcr similar studies, with regard to better physical facilities in the centre, better
instructors with effective training program for them, improving teaching/learning materials
according to learner’s nceds, and immediate and effective fo »w-up and post literacy
programs. The only innovative suggestion that this study provided was that rewards or
incentives should be given to the adult education field functionaries for their commitment and
good work at various levels. No critical assessment of the program was highlighted = ih:

study.

The only appraisal study in the province of Tamil Nadu was conducted by Rama-
Krishnan, K. (N.D.) "NAEP: An Appraisal of the Role of Voluntary Agencies in Tamil

Nadu", sponsored by the Madras Institute of Development Studies. The appraisal was based

on the study of adult education program organized by 31 voluntary a: cies covering 2,287
adult education centres. However, only 97 adult education centres we:. studied as sampies.
The main objective of the study was to assess the achicvement of the program including
delineating its strengths and weaknesses and developing a future strategy, if possible. The
investigators suggested that it wa: too early to assess the impact of the NAEP in teirus of
social change for it takes a long time for benefits of social change to be visible and {iliered
to real life situations. They also pointed out that lack of motivation on the part of the adult
lcarners and lack of adequate physical facilities at the centre are the two most significant
impediments in the success of the program. Bureaucratic red tape in releasing funds to
voluntary agencies has also caused additional problems for ihe implementation of the
program. The investigators indicated that although most learners could sign their names; only
a very small percentage acquired literacy that could be considered useful... on an average four
learners per centre [out of 30 learners] become adequately iiterate." Their significant
discovery was, however, with regard to the functioning of ihe adult education centres. They
found out that: "fifty-cight of the 97 sampled AECs had ceased functioning after completing
the 10 month program and funds were not available for the starting of new baich or post-
literacy programs. Of the remaining 39 AECs, 22 could be observed while conducting classes.
Ten remained closed for Guite some ume and seven did not function on the day investigators

visited them. Some of these when visited again were not found to be functioning.“85 This



finding gave startling evidence of the irregularity and nonfunctioning of the adult education
centres crr.iatv to the pop.lar belicf presented by the government and government
sponsore:” - -“es. This researcher also received hints of such a scenario in the province of

Orissa during . -isit to some Adult Education Centres in that province in 1988.

“he appraisal studies on the functioning of the NAEP in five provinces have been
useful in the sense thai they have given an idca of its operation in different provinees and
provided some feedbatk as to what could be fone to improve the program. However, these
studies do not provide any critical assessment or istellcctual discourse with regard to the
program:.  They appear superficial and hollow jand sumewht <ndorsing the NAEP]. It is
surprising that critical and sensitive issues such as: hizber saiary for instructors from a
miserable Rs50 per montin [which was incmc2sed 10 Rs100 in 1988), reward and incentives for
the learners to attend the adult education ciasses, snack provision for the learners to attract
adults who would have come to the centre cn empty stomachs, supply of cssential materials
to the instructors such as flashlight, umbrella, and a bicycle were never even raiscd let alone
discussed in these studies. Moreover, all these swudies have sugaested broad measures o

improve the program without specifying the techniques or blueprints to achieve them.

Some of the other evaluation studies conducted on the National Adult Education
Program - Naik (1979) A Quick Appraisal of the National Adult Education Program in
Gujrat; Natarajan (1982) Evaluation of NAEP in Bihar; Dighe, et al (1981) Appraisal Studics
of the Adult Education Program; Directorate of Adult Education, Bihar (1981) Adult
Education and Social Change; Acharjee, N., Mitra, M., Vanijour, M. (1983) NAEP in Bihar:
Study of Five Blocks in Bihar; Nilima and Mitra {(1983) Evaluation ¢f Adul_Education in
Dhanbad: Centre of Advanced Study in Education, Baroda (1981) Evaluation of NAEP in
Seven Districts in Gujrat: An Appraisal; and Subramanium, A., Khana, I, Bhati, A., and
Singh, A.K. (N.D.) Managing an Adult Education Projeci: Fourth Appraisal of the National

Adult Education Program in Rajasthan - nave revealed that the program heavily emphasized
literacy training, that participation of learners in the program on .. continuous basis for a
period of 10 months was difficult to achieve, that more concerted cfforts were required with
more number of centres and other physical faciiities for the learners, that functionality and

consciousness raising deserved greatcr atte “:ion, that the field functionaries were inadequately



trained and therefore required more "job specific and field oriented training”, that the
teaching learning mate:ials were unsuitable and irrelevant to the needs and aspirations of the
participants, that therc was a lack of tempo in post literacy and follow-up acti-ities, tha: the
lower cadre ficld functionarics were not motivated enough because of low salary and no other
bencefits and that there was a iack of qualified women instructors and women participants in
the program and thz: the built in monitorinyg #nd evaluation system did not work properly,

to name a few, but imgortant findings.
23.4 Summary of the Literatt.~: i%s .5 w arn the NAEP

The MAEP was launched with high hopes and expectaticzas. The government outline
on the NAEP was optimistic that the Prograr:: could provide functional literacy ¢n 100 million
acuis between the age ol 15-35 by 1984. It mupped out the infrastructure and the
operational details. However, the government could not comprehend the enormity of the
challenge nor did it take into account the ziritude of thz people nor the efficiency and
cooperation of the functionaries involved in the program. The NAEP started encouricring
probienis almost iminediatzly after its inauguration. People involved in implementii; the

programs, and scholars observing its functior =7 wei.: quick to point out its weaknesses.

Th- . ore, there were mounting criticisms of many aspects of the program soon after
its implementation. There was criticism of the lack of coordination, inadequacy of the
program to motivate learners, deficiency in the training of functionaries, irrelevance of
teaching maierials, insufficient emphasis on post literacy activities, lack of proper supervision,
lack of adequate women instructors, inadequate community support and incomplete
covc:rage.86 ‘There were also concerns expressed by many that the program was mainly
conlined to literacy training while the other two components namely functionality and
awareness had been ignored. A few evaluation studies conducied by government and non-
gevernment agencies on the working of the National Adult Education Program in different
provinces also highlighted the deficiencies of the program. Some even suggested
discontinuing the NAEP because it did not serve its declared purpose. Studies by Brij

Kishore (1982) "Adult Education Program: Justification and Implementation"; Rai, and Sigh
(1981) "Elites Resistance to NAEP"; and Shah (1980) The NAEP: Social and Political




Tensions suggested that the elites in In:tia, par: zularly at the village and community level,
woulu resist the National Adult Educati Program because they were afraid that the
education of the mass would reduce thei: power, privilege and status in the community. Brij
Kishore’s study indicated that the detractors of the program claimed that the program would
not make significant progress, that the people were oo busy to attend Adult Education
classes and that the money be gainfully utilized for other development activities such as

primary education and therefore, both money and time might not be wasted 87

However, in a vast couritry like India, where freeplay of opinion has been the way of
life, expression of such concerns by a few is incvitabic. In = brilliant study, Devdas (1979)
"Whither the NAEP?" explained the positive side oi the program and concluded that the
achievements have far superseded its deficiencics. She stressed the need for a ‘nz‘idnal will’
for the success of the program and suggested to reconciling the differences from the greater
perspective of national development. She viewed the problems as challenges and not as
barriers io the program. Draper (1980) in his study Legislation, Learning and Legitimization
has beautifully explained this dichotomy in theory and practice of the NAEP. According to
Draper:

The National Adult Education Program is cssentially a program of education,

but education in the widest sense of the work. But, in addition, the NAEP

is not void of revolutionary characteristics, although not in the violent scnsc.

The NAEP attempts to bring about a kind of revolution in the sensc that it

attempts to resolve the wheel of balance between those with and those

without power, between the rags and riches of socicty, between the riches of

wealth and education and poverty of material deprivation, as well as the

poverty of emotions and ideas. Of course, the attempt to bring about such

changes viill be resisted and the resistance will be based on tradition, the

control of é)owcr, superstition, custom, and the undue risks involved in making
changes.8

Studies by Tiwari (1978), Sharma (1979 and the Report ¢f the Review Committee

on_National Adult Education Program (1980) also highlighted the major problems in the
program. Tiwari (1978) in his study Adult Education Program: Some Apprehensions suggests
that the program was highly unrealistic because "the existing adult education program is too
ambitious in targets, conservative and unplanned in approach, optimistic in achievements,
unrealistic in implementation and utopian in nature. Within the given framework and

resources, ihe education to ten crores (100 million) adults within S years period is not
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possible."89 Similarly, Sharma (1979) and the Review Committee (1980) regretted that the
program remained basically as a litcracy campaign. Sharma (1979) indicated that "The adult
cducation centres are least equipped to deal with the other two basis components of NAEP,
namcly social awarceness 2nd functionality. The achievement of the learners in these seems
to be on the low side. Or.e half of the instructors, and in a specific case, 89 percent had not
reccived any teaching materials relating to many important aspects of social awareness and
functi ;:aiily."go The Report of the Review Committee on NAEP (1980) noted that "the
program so far have largely remained confined to literacy... as far as the awareness component
is concerned... there is generally speaking, a lack of clarity among the workers regarding the

mecaning and content of awareness”?1  Similar concern was also expressed by Mohan

Kumar (1985) in his study Frustrations and Suggestions of an Adult Education Trainer in
which the author cxpressed that he was ":;ustrated berause of the slipshod way in which the
Adult Education Program is being implzmented in the field. The reasons for this frustration
are:  the lack of committ. 4 persoi « in tas field, over emphasis on literacy, the gross
ncgligence of awareness and functionality coirponents, improper and inadequate trai -
inadequate supeivision and guidance, improper and inadequate reporting’".92 In short, the
major difficulties of the program, were:

The program largely gave literacy skills and even the litciacy attainments were
very modest. On account of lack of coordination between the education
departments and the development agencies, the components of functionality
and awareness were either missed completely or inadequately convened. The
program did not provide for post literacy services... The involvement of
students and the educated community 1emained very peripheral. Even though
the priority sector namely women, schedule castes and schedule tribes, were
covered through the program, the motivations: hurdles continued and the
overall impact was not veiy encouraging.

The appraisal studies and feedbacks on the working of the National Adult Education
Program provided a new direction to the program in its operational mode and priority areas
during the Sixth Plan Period (1980-85). One of the important developments affecting the
NAEP was the appointment of a Review Committee in October 1979, under the chairmanship
of Dr. D. S. Kothari known as the "Kothari Review Committee on NAEP" to review the
working of the NAEP in all its aspects and recommend necessary changes that would improve

its implementation. The suggestions of the Review Committee, which the government of



India had accepted by and large, became the guideline for the implementation of the National

Adult Education Program ir. the Sixth Five-ycar Plan (1980-85).

The Kothari Review Committce while regretting that the program had mainly been
confined to literacy training and ignored the other two components of the NAEP (namely
functionality and awareness) recommended that "all persons betweca tixe age of 15-35 should
be covered in the shortest possible time by a program of adult education and nothing should
be done to weaken the momentura generated in the community for the program. The
National Adult Education Program shoul? bc continued and steps taken (o radically modily
and strengthen e program."94 According to the Review Committee, Adult Education was
included in the Minimum Needs Program (MNP) in the Sixth Five-ycar Plan (1980-85) and
also in the 20 point Economic Program of the Government that envisaged 100 percent
coverage of illitcrate aduits in the age group 15-35 by 1990 through nonformal cducation
which was estimated to - ;10 million in 1981. Ii suggested o establish a National Board of
Adult Education in order to implement anc: :.orgdinate the programs of the NAEP and to
advise the government on Policy issues. The curriculum of the program was designed to be
implemented in three phases of 10 months each covering approximately 300-350 hours in the
first phase (Basic literacy) about 150 hours in the second phase (reinforcement of literacy
skills), and approximately 100 hours at the third phase (cnsuring retention of functional

literacy).

While the new sirategies and guidelines provided the necessary adrenalin to the
program, budgeting coustraints continued tG be a major problem. For example, according to

the estimates of the Review Committee, in order to educate 100 million people at a minimum

cost of Rs.150 per Icarners, an amount of Rs15,000 million?® was necessary against which

only Rs.1280 million was allocated during the Sixth Plan Period. 9

In spite of financial difficulties tfi: Nutional Adult Education Program continued with
full vigour according to the new strategy announced for the Sixth Plan period. An attempt
was made to cover all districts below the naticnal literacy average with more than one Rural
Functional Litcracy Projects, and the Provincial governments were asked to put more cfforts

and money for adult education under the State Adult Education Programs. There was a
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clarion call to transform the adult literacy program into an adult literacy movement. Parikh
(1986) in Mass Movement for Adult Literacy: Formidable Task suggested that not only the
program be converted to a movement but more impertantly, people should be told that
"unless they acquire literacy within a stipulated period of three to four years, they will be
deprived of it forever" 97 Similaily, Adiseshaih (1985) in A Mass Campaign for Adult

I iteracy and Dutta (1985) in Hundred Percent Literacy: Perspective and Plan have suggested
new ways to make the literacy campaign a success. While Dutta emphasized the need for new

propaganda and communication techniques and suggested that the government should
implement an ‘Each one Teach one’ principie which would require that each educated person
in a village or locality should be asked to make one person literate within a given period -
iime, and those who cannot afford time should be penalized up to a Rs.100 per annum,98
Adiscshiah advocatced that: the teachers and students of all Arts and Science colleges,
universities arid higher secondary schools should be mobilized to undertake a teaching
campaign for a six month period posiponing all examinations during that period.gg This was
thought to be the only hope to achicve the targets of 100 percent literacy under the NAEP
by 1990. However, Tilak (1985) in Growth of Liieracy in India: An Analysis has argued that
India cannot achieve 100 percent literacy in the 15-35 age group by 1990 as envisaged by the
government simply because the younger generation would move to the 15-35 age bracket and
would swell the member of illiterates much more than the estimated figure f 87 million by
1990. Hc also maintained that if the rate of growth of literates in the age group 15-35 years
which was 5.39% between 1971-81 could be maintained in the 1980’s then the rate of literacy
would increase to 60.7% by 1991. This would still leave 129 million adults in this age group
illiterate.100

Some of the relevant studies that have dealt with the NAEP and highlighted the need
for concerted efforts to eradicate illiteracy for rural development are: Mohsini (1982)
Eradiction of Illiteracy: Towards a Comprehensive Program; Saraf (1985) Integrating Literacy
with Development; Reddy (1985) Adult Education and Rural Development; Moshini (1983)
Authentic_Development: The Role of Adult Education; Mishra (1981) Literacy and

Development; and Sharma (1985) Adult Education in India: A Policy Perspective to name

a few but important ones. The general tone of these studies was positive towards the NAEP

who view adult education as a part of the strategy of human resource development and
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maintained that "literacy to be education must be functional”.10! While these studics
pictured the bright side of literacy campaigns two other studics - Sahay (1983) Teach Them
What They Need and Jalaluddin (1983) Levels ar ; Duration of Literacy pointed out the

futility and impracticality of literacy training from the perspective of its duration and level.
These authors argued that the phasing of the NAEP literacy curriculum to three years was
not only impracticable but insensitive to the needs of the rural people as well. In the words
of Sahay:

the (Review) committe:: seems to have entered the field of paradox... they say
that instead of a ten month’s course it should be three years course. Now, is
there any logic in this? ... T will tell you what the difficultics of these
committees are. They do not have in their mind the picture of what happens
in the villagc:s.w2

These authors suggested that a duration of four to six months should be good enough for
adult learners to complet: fiseracy training without making it an unnccessary burdcy and

drudgery.

The universitics in India have also been playing a key role in the implemes.tation of
the NAEP and making it a mass movement. The University Grants Commission (UGC)
provided 100 percent financial assistance to the universities and colleges 10 augment adult
education programs during the Sixth Plan and by the cnd of March, 1985 all affiliating typcs
of universities and about 1500 colleges in the country were involved in organizing ncarly
20,000 Adult Education Centres.103 Studies by Dutta (1978), Universitics and NAEP;
Shah, L. (1979) Role of the University in the NAEP; Shah, M. (1981). Rolc of Universitics
and Colleges in Aduit and Continuing Education; and Daswani (1985) Role of Universitics

and Ruyral Literacy Campaign have discussed the strategic importance of universitics in
providing support and new direction to adult education program in India through dircct
involvement in the program, as well as developing new methodology for training of adult
educators and learners, producing learning materials, and monitoring and evaluatior. Daswani
(1985) however, argued that so far the potential of the universities in this regard he-e not
been fully explored and they are under utilized. The studies by Eyford (1973) Universitics
Role in Training of Adult Educators and Kaur (1979) Role of Yniversitics in Training,

Research and Evaluation of Adult Education have also emphasized the need of universitics

to take a leading role in adult education in general, and trzining of adult cducation

functionaries in particular.
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Of particular significance arc some of the studies conducted on the participation of
women in the NAEP, Studies by Ansari (1984) Some Aspects of Women’s Education in India;

Rao (1986) Adult Education Program: A Study on Women’s Performznce; Fernandes (1984)
Development of Women’s Education: Prob.oms are Suggestions; Kaur (1979) Adult

Education Program for Illiterate Women in the Age Group 15-35; and Dighe (1985)
Programs with Focus on Women’s Involvement: The Case of India have suggested that the

backwardness of Indian women have largely stemmed from their socio-economic deper -'ance
and marginalized role in the Indian society. Heavy household work and social role
expectations due to age old social customs and taboos have kept the women at bay
particularly in the rural areas. Explaining the socio-cultural setting of women Dighe writes:

The socictal expectations of the role and obligations of Indian women reflect
a traditional bias the idea of -vomanhood being that of a woman who is loyal,
faithful, passive, submissive, self-sacrificing, self effecting. "Women, by this
concept, are expected to be dependent on, and obedient to, the father before
marriage, the husband in marriage and the son in the old age or
widowhood.

However, the reasons given by Mitra (1979) for low female. literacy and impediment to
women education are very vivid and revealing. According to Mitra:

The problem of female illiteracy is compounded by a variety of cultural,
economic, sociological and even anthropoligical factors. First and foremost,
is the reluctance to give girls and women freedom of movement and
acknowledge the equality of the sexes in most communities, although the
constitution insists on it. Second, is thc usage to keep women in economic
subjugation as long as possible. Literacy and education is the greatest
subversive force against this subjugation. Third, is the compulsion to marry
girls »while still young so that they continue to be in economic and social
subjugation for the rest of their ii.es. Fourth, is the survival of a variety of
ethnographic and anthropological mores, including variants in the institution
of marriage, divorce, separation and inheritance, reqéliring strict enforcement
of the economic and social subjugation of women, 103

It was against this socio-economic and cultural background that whole issue of women
education and their participation in the Adult Education Program should be viewed. Seeing
things in this light one would realize why the NAEP had given the highest priority to women

as the main target group.

Other literature that has dealt with the NAEP and have focused mainly on its

problems and suggested measures to improve it ar2: Adiseshiah (1979) Adult Education
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Development and the NAEP; Dighe, et al (1981) Appraisal Studics of the Adult Education
Program; Choudhary (1981). NAEP in Bihar - A Study in Retrospect; Adiseshiah (1978)
Some Issues Posed by Nonformal Education: A Viewpoint; Singh (1980). The Software of
the NAEP; Gugnani, H.R. (1980) Ficldwork in Adult Education; Adiscshah (1980). Adult
Education in India: The Task Ahead; Maitra (1979) A Report of the Seminar on_the Role
of Voluntary Agencies in the NAEP; Adiscshah (1981). Reviewing, Restructing and Reviving
the NAEP; Nanavatty (1985). National Educaticn Policy and Adult Education; Sambaiat
(1983) Adult Fducation Program: _Viewpoint of Dropouts; Indian Adult Education

Asscciation {IAEA) 1978. Translating Concepts into Methods and Programs, IAEA (1980)
Towards a Dynamic Adult Education Program; IAEA (1982) Autheatic Development: The

Role of Adult Education; Sharma (1979) NAEP - The National and Regional Objcctives;
Muthayya and Prasad (1982). Adult Education in Rural Development; Kumar (1979) NAEP:

Some Suggestions; IAEA (1979) Points of View; Comments and Suggestions on NAEP;
Vashistha (1981) Adult Educa:i;:1: _An Econc . _Rejuvenaiion: Jalaluddin (1978) NAEP:

A_Perspective; Ahluwalia art Docusker (19/8; NAEP and the Integrated Rural
Development. All these studies have iried to articulate the NAEP by usclul sujggestions and
recommendations. However, most of thesc studies are dull and often monotonous, given the
fact that they all convey the same mess. - of common deficicncics such as: lack of
motivation of learners, irrelevant teaching learning materials, faci of counilination among
different implementing agencies, lack of funding, lack of post-literacy actwitics, lack of
supervision, poor implementation and so on, which the NAEP suffers and suggest more or
less similar measures to improve it. Often thesc suggestioiis are very gencrai and broad in

nature, prescriptive and vague rather than specific and concrete. For example, reported in

the Indian Aduit Education Association (1978) Point of View: Comments and Suggestions
on NAEP suggested that: "the neoliterates have to be taken care of by a rich follow-up
program. For this purpose village/town libraries should be set up. Some good work was done
in punjab before 1%+¢7 when we had libraries in most of the citics, towns, and even in some
villages".106 Suggestions like these are not only vaguc but also irrclevant and uscless.
Constructive suggestions with specific prescriptions to improve adult education programs arc
found to be few and limited. Concerted efforts must be made lo accelerate rescarch and
development in adult education in order for adult education to scrve as a catalyst for

individual development and future socio economic change.

-73 -



Given the nature of the studies undertaken on the different aspects of the functioning
of the NAEP, suffice tc say that therc has been no study yet conducted on the total
functioning of the NAEP as a whole at the national level, nor has there been precise work
done highlighting the state of adult education in the province of Orissa under the NAEP.
The present study is thercfore, significant in the sense that not only would it provide
completed information on the progress and achievement of the NAEP between 1978-85, it
would also fill in the vacuum that has been existing in this area so far. The study is also
important and notworthy because it found out facts that are contrary to government
publications and documents. Such a study was thercfore, long overdue. The findings of this
study could provide useful direction for future adult education programs in India and

clsewhere.
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31 ADULT EDUCATION IN ANCIENT INDIA

Adult education is the newest and paradoxically also the oldest
discipline in India.l

India has a rich cultural heritage. The tradition of mass education "through word of
the mouth" (i.e. providing moral and religious education to the masscs by verbal means) that
centered arcund social and moral issucs can be traced back to the Vedic period (roughly
around 2000 B.C.). Saints and Gurus used to prcach tke philosophy of harmonious
community living and the metaphysics of life and death in the context of the moral and social
obligations of the people. Education was viewed as the means to a fruitful social living
leading to self-realization and emancipation of human souls. The spirit of education revolved
around individual development - moral, spiritual and social - and community nceds. In the
words of Lal (1983), "Although not calied by this name, adult cducation has cxisted in India
from very ancient days - from the time when the art of writing was yet unknown. Ancicnt
education in India was in terms of community needs; its objective was to fill 2 man to be a

member of such a community."2

It is, however, important to remember that when the art of writing was developed,
literacy was considered of marginal importance as compared 1o "real education” which
consisted of religion, philosophy, art, music, knowledge, self realization, harmonious social
interaction and most importantly, the control of mind. In Ancient India, the aim of ecducation

was Chitta-Vritti-Nirodh i.e. the inhibition of those activities of mind by which it gets

immersed with the world of matter and objects. True education must help an individual to
achieve emancipation from the bondage of the circle of life and death. Education was thus
religious, spiritual as well as pragmatic. Development of the "sclf” or individual enrichment
was the focus of learning activities. Against this backgroundf educational philosophy, literacy

although prized was not necessarily required for educational endeavour.

Ancient Indian education could be roughly divided into two broad phases. The first
phase which may be known as the period of "Indigenous Aryan civilization", stretched from
2000 B.C. to 500 A.D. This first phase may also be subdivided into three distinct periods

according to the socio-economic realities of the time. They were:
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1. The Vedic period - approximately between 2000 B.C. - 1000 B.C.
2. The Upanishadic period - approximately between 1000 B.C. - 200 B.C.

3. The Dharmasastric period - approximately between 200 B.C. - 500 A.D.
The second phase may be labelled as the "Puranic Period", that stretched between 500 - 1260
A.D., during which time the Buddhistic influence on Aryan institutions of learning was

significant.

During the beginning of the Aryan civilization in India, education was restricted to
the priestly class or the Brahmins. The Brahmins being at the top of the caste hierarchy (as
prescribed by the Hindu Religion) were the privileged class in obtaining education and
thereby controlled the other castes by virtue of their superiority. Later, with the division of
labour and further stratification of castes and subcastes according to occupation, education
was available to Kshatriyas (the warrior class) and Vaishyas (the business class). However,

educational privilege was denied to the lower caste Hindus known as the Shudras.

Formal education for boys used to start with a religious ceremony called Upanayana
around the age of 8 or 9. "By ‘upanayana’ the teacher, ‘holding the pupil within him as in a
womb, impregnates him with his spirit and delivers him in a new birth’. The pupii is then
known as Dweja or ‘born afresh’ in a new existence... The education thus begun is called by
the significant term Brahmacharya (meaning thereby the beginning of a virtuous mode of life)
indicating that it was a mode of life, a system of practice.3 With upanayana the student was
introduced to the home of the preceptor or Guru. The students lived in the Ashram, a
solitary and serene place where the teacher lived and taught his/her students, for at least 8
years or until they were 16 years of age. Sometimes he stayed even longer in order to obtain
all necessary physical, mental, spiritual as well as vocational training needed for a fruitful life.
After the completion of education at Gurukula, the Vidyarthi (or student) usually engaged
in another 6 to 8 years of apprenticeship or skill training, living a life of simplicity and hard
work. During the period of their skills training, between the age of 16 - 24, the students
could opt either to live with the Guru in his Ashram or stay in the community and learn his
trade from a professional craftsman. This period was to provide functional education to
adults who would enter into "Grihastha" or married life around the age of 24. Occupational

and vocational skill training for adults were both unstructured and nonformal in nature.
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Education in ancient India was viewed as a continuous process of learning through
experience and Prabachana by the Guru or the learncd saints. The Guru or saint used to visit
different communities periodically and preached the philosophy of life and death, religion,
morals and practical worldly suggestions for better life to ‘Grikasthas' or adults, who had
entered married and family life. Although the modern concept of adult education was

nonexistent, nevertheless, some form of learning expericence for adults was in place.

The Aryan civilization in its early days provided a different kind of education for
women. Although education was not denicd to women, nonctheless it was not encouraged
either. It was believed that women could contribute better to family lifc and social
development by being a companion to their spouses at home, taking carc of the hnuschold
and children. Women were often excluded from performing religious rituals. However, they
were encouraged to teach young children at home through storics about morals, manners and
modesty in order to promote character development. This does not mean that women were
not educated or learned. Indian history bears testimony of some very learncd and wise
women, even during the early period of Aryan civilization. Women such as Gargi, Maithili,
Lopamudra and others were highly respected and enlightened ladics of their day.

Nevertheless, as a whole, education for women was not a priority at that time.

The first phase of ancient education as mentioned carlier, could be subdivided into

three periods: Vedic, Upanishadic, and Dharmashastric.

3.1.1 The Vedic Period (2000 B.C. - 1000 B.C.)

This was the earliest period of Aryan civilization in India. Since Veda, "the ancient
Indian script of knowledge and practical guide to the existence of human life", was the
architect of civilization - the principles and practices through which the socicty was governed -

this period was known as the Vedic period.
During this period the social fabric was simple and men and women had equal rights.

Since complex economic activities and division of labour was yet to develop, rigid stratification

of caste and class was virtually unknown. Education was imparted through the "word of the
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mouth® and was the privilege of upper class males. Saints and hermits used to deliver
education in public places or in somebody’s house. Aduit males of all ages and occasionally

ladies normally attended lectures by the Guru.
3.1.2 Upanisadic Period (1000 B.C. - 200 B.C.)

As population started growing and the society gradually began to be divided into
groups, complex social relationships and division of labor gave birth to a rigid caste system.
Sacicty was divided into four groups of people, broadly categorized according to their
occupation. At the top of this hierarchical structure stood the "Brahmins" or the "priestly
class” who possessed power and position as the sole spokesman of religion and religious
rituals and to help all other groups achieve emancipation. Education continued to be a
privilege of this class since they were to be learned and wise in order to act as a channel of
communications between God and the people of other castes. The two other castes Khstriyas
(warrior class) and Vaishyas (business class) in order of hierarchy were entrusted with the task
of administration and commerce respectively. The Shudras being at the bottom of the caste

hierarchy were to serve the other three castes above them.

With the above stratification of the social structure, educational privilege was
extended to Kshatrivas and Vaishyas as necessitated by the circumstances but not to the
Shudras. Even in those days, the higher class knew the empowering battery of power of

education. Apart from philosophy, morals and religious vocational skill training started to

form part of the educational process.
313 Dharmasastric Period (200 B.C. - 500 A.D.)

This period witnessed an expansion and consolidation of education in India.
According to Dutta (1986):

The Dharmashastric period saw a good deal of development in art, literature,
mathematics and dramatics. Sanskrit had become classical language but the
language of popular communication was Prakrit.

With the caste system crystallized and rigid, occupational skill training constituted an integral

part of the instruction, more than before. Although such skill learning was part of the "total
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education” the Brachmachari or student used to receive during his prolonged learning process
at Gurukula or Ashrama usually between the ages of 16-24, nonctheless any adult could
receive such skill training from a professional craftsman (or Guru) worldly in an informal way

if they so wished.
314 Puranic Period (500 A.D, - 1200 A.).)

The second phase of ancient education stretched between 500 - 1200 AD. and is
known as the Puranic Period or the Buddhist Period. This was a period of turmoil in the
established Vedic education and culture and witnessed the emergence of two new religions,

or rather breakaway traditions from Hinduism, namely Buddhism and Jainism.

As the Vedic ritual and learning became more and more complex, and the caste
system becoming more rigid, educational privilege was restricted to the higher castes only.
In the words of Kochhar:

Education was mostly confined to Brahmans and Upanayana was bcing
gradually discouraged among the non-Brahmans. The vast bulk of population
consisted of the Shudras (the fourth class) and the Antyajas (the lowest class).
They generally came to be denied all access to education. Even among the
superior castes of Brahmans, Kshatriyas, and Vaishyas, higher lcarning came
gradually to be restricted to Brahmans only and the Kshatriyas and Vaishyas
ordinarily received an elementary education and professional training for their
livelihood. Religion was reduced to a complicated ritual to be performed by
Brahman priests in a language broadly intelligiblc to a small number of
people. All these above factors contributed to a revolt against the rigiditics
and rituals of Hinduism and gave birth to Buddhism and Jainism.56

During the Period of Buddhism and Jainism, education in India took a diffcrent mode.
Unlike the Vedic education systems, education under the influence of Buddhist religion and
culture was open to all irrespective of caste, creed and sex. Because of its openness and its
protest against the rigidities of Hinduism and Vedic culture, Buddhism as a religion, and the
Buddhist educational system made quick appeal among the ordinary pcople. Many low caste
Hindus who were otherwise subjugated and were deprived of educational and other
opportunities welcomed this new educational philosophy. Education became open to all and
was centered around monasteries and was not dominated by the priestly class. All education,

sacred as well as secular, was in the hands of monks. Institutions of higher lcarning such as



Nalanda, Taxila and Vikramshila gained international reputation. The Chinese traveller,

Hicun Tsang, wrote about Nalanda:

The priests (monks) to the number of several thousands, are men of the
highest ability and talent. Their distinction is very great at the present time
and there are many hundreds whose fame has rapidly spread through distant
regions. From morning till night they engage in discussion. The old and the
young mutually help one another.

Indian culture and education was at iis zcnith during this period. [Education for
adults also received an impetus during this period.] The great body of low caste Hindus and
others who converted to Buddhism took advantage of the new principle of equal access and
opportunity to education in order to fit into the new social and religious order. Occupational
and vocational training for adults, inciuding literacy education was imparted to adults of all
ages by the monasteries and monks. Thus, before the inroads of Islamic culture into India
during the medieval period, education was rich in content and elaborate in nature in order
to cater to the needs of the people. It aimed at providing physical, moral, intellectual,

spiritual as well as pragmatic education to the pupil.
3.1.5 Education in Mediecval India

With the beginning of the Medieval Period, the Muslim system of education found
its way into India. The Muslim rulers after invading India quickly started integrating the
socio-cultural milieu into the Muslim cultural tradition by establishing Muslim educational
institutions. The Muslims had two distinct types of institutions - Maktabas and Madrassas.
The Maktaba corresponded to the elementary schools which were usually attached to the
mosques and functioned with the primary objective of teaching the 3 R’s so that people could
read the Holy Quran. The Madrassa was an institution of higher learning which usually

prepared a highly selective group of men for the professions - teachers, judges, doctors, etc.

Under the Tughiaq dynasty, Muslim education made splendid progress. However,
Muslim education reached its highest peak during the period of ‘Akbar the Great’. This
period (during Akbar’s administration) witnessed an integration of Hindu and Muslim
cultures. Both Hindu and Muslim educational institutions flourished side by side. Residential

colleges were established for post-graduate studies in arts and sciences.
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Education for adults, however, did not receive as much encouragement and patronage.
Education for women also reccived a setback as they were (o stay within the home boundary.
The free interaction and association of women with men were restricted by religion (Muslim
religion) and, therefore, a significant portion of the population remained deprived of
educational opportunitics. There was no infrastructure to provide basic education to adults
except for the Maktabas which werce primarily entrusted with the responsibility of educating

children.

The mzior features of Hindu and Muslim education were as tollows:
Education was religion centered.
2. The forests and country sides were the centres of education.
Although primarily devoted to the study of religion and philosophy, education
also encouraged intcllectual and acsthetic activitics including higher learning.
4. Character building and nurturing a good human being and development of

personality, were the objectives of cducation.

3.2 ADULT EDUCATION DURING THE COLONIAL PERIOD

321 Education Under the East India Company

A new era began in Indian education at the beginning of 17th Century with the
advent of European traders to India. Notable among thesc traders were the British, the
Dutch and the French. However, with the passage of time it was the British who would
consolidate their powerbase in India and govern India until 1947. The East India Company,
a small trading company, first obtained its charter from the British Crown in 1765 to cstablish
regular trade and commerce in India and maintain garrisons to consolidate British authority

in that country.

During the period 1765-1813, the East India Company took no interest in the
education of the people. It was afraid of educating Indians because educated Indians were
viewed as a threat to the company rule in India. However, in 1813, the company allocated

an amount of Rs 100,000 per year to be spent for encouragement of literature and promotion



of science and technology among the learned Indians. With the East India Company
extending its powerbase, more people were needed to take up lower level administrative jobs
in the service sector. Bringing people from Europe (England) to fill up low level clerical jobs
scemed uncconomical and inconvenient. Therefore, the British Educational Policy on India,
as outlined by Lord MacCauley in the British Parliament was that "we (the British) want a
class of persons Indian in blood and color, but English in taste, in opinion, in morals, and in
intellect.” In 1835, in line with the British policy, Lord William Bentinck’s government issued
a proclamation on education which stated that:

The great object of British government would henceforth be the promotion
of European literatures and science through the medium of English and that
government funds appropriate for the purpose of education would be best
employed on English education alone.

This proclamation had far reaching consequences. It divided the Indian community
vertically into two diiferent classes - the English speaking elite class and the non-English
spcaking mass. Adult education had to deal primarily with this non-English speaking under-

privileged mass.

The East India Company took very little interest in educating the Indian mass, let
alone adult education. According to Howell: "Education in India under the British
government was first ignored, then violently and successfully opposed, then conducted on a

system now universally admitted to be erroneous."0

3.2.2 Adult Education During the British Rule in India

A new phase in Indian education started during the British rule in India. The earliest
literacy figure,available in the report of William Adam in India in 1836-37, was about 6
pcrcem.11 Although the British had very little interest in educating the illiterate adults of
India, nevertheless the emergence of night schools in England in the wake of the Industrial
Revolution had an impact in India as well. Some financial grants were given to each British
India province for night schools. Bordia (1973) mentions that in 1882-83, there were 134
night schools in Bombay attended by 3,919 in addition to 223 night schools attended by 4,962

in the southern division of the presidency. There were over 1,000 night schools in Bengal and
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291 in Madras. The number of such night schools for adults increased to 707 in Madras,
1,082 in Bengal by 1916-17.12 The two other significant developments during this period
was the literacy classes organized by Sir M. Visveswaraya in Mysore, and the emergence of
jail schools, initiated by Dr. Walker, in Agra, Bombay, central provinces, and in the Punjab.
The study of Dutta (1986) records that a few voluntary organizations sprang up during the
mid 19th Century to educate the illiterate adults. Among these, the Student’s Literacy and
Scientific Society (SLSS) was a model for voluntary organizations. It was cstablished by the
students and teachers of the Elphinstone Institutions for dissemination of knowledge through
vernacular lectures, for discussion of scientific and social subjects and for publication of cheap
periodicals in the vernacular languages. The socicty brought out in July 1849, Gyan Prakash
in Gujarati... Later a Marathi monthly for women was also started.13 Thus, in the 19th
Century night schools for adults, nonformal literacy classes, newspapers and vernacular books

and voluntary agencies provided informal and nonformal education to the people of India.

With the introduction of Diarchy (Government of India Act 1919) in India, popular
interest in mass ecucation increased tremendously. This popular enthusiasm for education
was carefully nurtured and utilized by the dynamic leadership of Mahatma Gandhi with his
unique technique of "alternating political activity with periods of constructive work"14
directed towards the eradication of illiteracy through mass literacy campaigns. Bordia (1980)
records that the net result of such activities were that Adult Education Centres were opencd
in several provinces by the provincial governments and by 1927 "there were 288,932 adult
pupils attending 11,171 literacy classes, of which over 80,000 pupils and ever 3,000 classcs
were in Punjab alone."1® With the formation of popular ministries in the provinces in 1937,
several states such as Assam, Bengal, Bihar, Orissa, Bombay, and Punjab evinced great

interest in adult literacy and a mass movement developed.

In Orissa the visit of Dr. Frank Laubach, an American missionary, in carly 1939
aroused great interest for literary work. Over 500 students were engaged in tecaching literacy
classes all over the province. Many voluntary bodies also took up the challenge of which the
Gandhi Seva Sangh conducted 30 centzes in one Thana (a unit of police jurisdiction consisting
of approximately 500 villages) of the Cuttack district. The government cstablished a

provincial mass literacy committee in 1939. At one time about 1200 centres with an



enrolment of 28,000 were reported to be running literacy classes. However, in 1939-40, the

number of centres fell to 433 with an enrolment of 9,392 adults only.16

In the words of Bordia (1973), formation of popular ministries in the provinces
inaugurated the most significant epoch in the pre-independent history of adult education in
India. Adult education was accepted for the first time as a definite responsibility of the
government and adult literacy was organized as a movement. The Central Advisory Board
of Education appointed an Adult Education Committee under the Chairmanship of Dr. Syed
Mahmud in 1938, who identified adult literacy as the chief plank of the adult education
movement in India. The first five years of this period (1938-42) witnessed a real
breakthrough in the eradication of illiteracy.” Between 1938-42, 100,526 adult literacy
classes were held with an enrolment of 2,774,595 out of which 1,388,149 were declared

litcratc.18

The adult education committee, appointed in 1938, submitted its report in 1940. In
many respects the recommendations of this committee were so bold and revealing that it
could be considered as a watershed in the history of adult education in India. Many of the
later developments in the field of adult education, including the NAEP, could find their
intellectual roots inherent in this report. The report recommended that:

1. Literacy is a movement of further education and must not be regarded as an
end in itself. The primary aim of the sampaign must be not merely to make
adults literate, but to keep them literate by follow up activities.

2. The curriculum must be flexible and be closely related to the occupation,
personal interest and socio-economic conditions and aspirations of the

participants. The method of instruction must be simple, intelligible and

interesting.
3. Every effort should be made to enlist the help of voluntary agencies.
4. Audio-visual aids should be used for effective adult education programs.

An adequate supply of trained and competent teachers is the fundamental
need of adult education. Instructors must be properly trained the technique
of teacning adults. Day school teachers who work as instructors in Adult

Education Centres should be given special courses of training. Even normal
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teacher training programs should include instructions in the technique of
teaching adults.

6. Libraries are the seats of learning and could work as cffective Adult
Education Centres in the rural areas. Thercfore, liberal library grants should
be given for building libraries in the rural areas.

7. Wide expansion of adult education facilities for women ard down trodden
classes are an immediate imperative for social and cconomic development.

8. The cooperation of employees of labour and associations of workers is
essential for making adult workers literate in urban arcas. The question of
levying access oii those employers who do not make adequate provisions lor
the education of iheir employees should be scriously considered.

9. The federal government should afford generous financial assistance to
vrovincial governments who arc prepared to carry out approved schemes of

adult education programs.19

In short, these recommendations strongly made the casc for more dynamic and
efficient adult education programs for eradication of illiteracy. It also recognized the need
for vocational upgrading of adult participants and the value of social awarencss. Various
experiments conducted during the period made the workers engaged in adult education also
realize that literacy had no value if it did not provide the adults gencral awarencss and civic

consciousness.20

Thus, all three components of the later adult education programs
(particularly the National Adult Education Program), namely literacy, functionality and socio-

political consciousness had their roots in the adult education activities of thc 1940s.

In comparison to the earlier periods, the years between 1942-47 witnessed a decline
in adult education activities in all parts of India. This was caused by a variety of reasons such
as: the outbreak of the Second World War (in which India was a reluctant partner), an
expenditure cut in all areas of education and development, and most importantly, the
intensification of the Indian National Movement in 1942. Neither did the British government
have the time and resources nor the patience and enthusiasm to educate the people who had
put the government to considerable troubles and had challenged the hegemony of the British

Empire on Indian soil. Nevertheless, during this period (1942-47), 6,567 literacy classes were



organized and over 81,000 adults were made literate of whom 14,000 were women. During
this period, over 900 post literacy classes were also organized.21 The two organizations wha
figured prominently in delivering and shaping adult education programs in pre-independent
India were Jamia Millia a national adult education institution where "the first night school was
started in 1926",22 and the Indian Adult Education Association, a national voluntary

organization of adult education, established in 1939.

In short, adult education went through a period of constraints and turmoil during this
period. However, such difficulties and interruptions were expected before the beginning of

a new era with independence looming large in the horizon.
33  ADULT EDUCATION IN POST-INDEPENDENT INDIA UNTIL 1978
331 Adult Education Between 1947-1950

The independence of India from British rule on 15th August 1947 created a great
desire for rapid national development. It was felt by the Indian leaders that national
reconstruction and development could only be augmented by tapping the manpower resources
of the country. Massive expansion of education at all levels - elementary, secondary and
tertiary - and investment in the development (advancement) of science and technology were

the priorities of the national government.

At the time of independence in 1947, India had roughly a literacy figure of 15 percent.
Hov.ever, the post independent period witnessed a greater commitment to and awarerness of
adult education. A broader concept of adult education evolved during this period and the
groundwork for such a new concept was laid down at the 5th National Congress of the Indian
Adult Education Association, held in Rewa from December 29 - 31, 1947. A resolution was
passed in the conference which recognized adult education as a necessity and urged to
experiment and develop new adult education techniques in order to cope with the new socio-
economic order. The resolution reads as follows:

Now that power has passed into the hands of the people on whom we must
devolve within the next few months, the responsibility for making grave
decisions, the conference stresses the view that the need for adult education
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in all aspects of its programs was never greater in our land than it is today.
At present, the people are confronted witk: new problems and difficultics and
new social and moral urgencies. It is necessary, thercfore, to reinterpret the
function and develop further through bold experimentation, the technique of
adult education as the only means of equippiné'3 the Indian pcople to play
their part worthily in a democratic social order.

This conference also unequivocally stressed that adult education was greater than
literacy and literacy should not be regarded as the best or the inevitable starting point of adult
education in the prevailing circumstances of the country. Adult education should aim at
enabling the common man to live a richer life in all its aspects - social, cconomic, cultural and
moral.

Whiile a great deal of emphasis will nationally be placed on the education of
the illiterate, adult education should not confine its attention to this class
[only] but should extend it to cover various forms of further or continuation
education... In order to expedite the process of adult education and rcinforce
the appeal of the printed and spoken words, it is essential to make the fullest
use as far as it is practicable of the modern media of mass communications
like the radio, cinema, press, theatre, folk lores, arts, ete.24

In short, the conference, for the first time in post independent India, not only
recognized the need for adult education and defined its scope, but also prescribed some
suggestions through which future adult education programs could be organized. The
proceedings and thoughts of this conference provided the foundation of a platform on which

subsequent adult education policies and programs rested.

The Central Advisory Board of Education at its 14th general mceting in January 1948
declared adult education as an ‘imperative’ for national development. A subcommittee was
appointed under the chairmanship of Mr. M.L. Saxena in order to recommend measures to
pursue adult education programs. The Saxena Committee, however, in its report mentioned
that:

Although both literacy and general education form part of adult education, yet
greater emphasis should be laid on general education to enable every Indian
to participate effectively in the new social order.25

The concept of participatory general education as part of adult education was further

developed by the then Education Minister, Mulana Abdul Kalam Azad, who renamed this
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emerging concept as Social Education. The Central Advisory Board of Education, in its 15th
meeting held at Allahabad in 1949, accepted social education as the goal for the education
of adults. Bricfly mentioned, the concept of social education included the following:

(i) Literacy: Special importance was given to eradication of illiteracy and
educating the illiterate adults.

(i)  Extension: Functional skill training for adults according to choice and
regional needs.

(iii)  General Education: To include civic education i.e. the rights and duties of a
citizen, the need for a healthy home and family life, the value of hard work
and self-reliance, creativity, recreation and leisure.

(iv)  Leadership Training: For adults in order to build self-confidence and
community development.

v) Social Consciousness: Among adults in order to inculcate a spirit of social

solidarity, fraternity and cooperation for planned economic development.

The first experience in adult education in independent India was gained in a pilot
project called the "Etawah Pilot Project on Programs of Villagers Participation in Social and
Adult Education”, in 1949. Five different experiments were carried on in chronological

sequence in 1949 under this project.

The first attempt to develop the concept of adult literacy in the pilot project was
made in the Village Leaders Training Camp (in one of the provinces in Northern India).
However, it was discovered that the young men who joined the camp were not educationally
capable of teaching adulis. Thus the work of teaching adults could not be undertaken. A
second experimental attempt was taken soon after the first one, also in February, 1949. In
this case, a group of cadets of the Social Services Training Institute, Faisabad (one of the
towns in Northern India) who were on field training for 2 months were utilized to impart
literacy training in a cluster of 7 villages. Seven Adult Education Centres were operating in
7 villages with one or two instructors in each centre depending on the size and population
the village. A total of 176 adult learners were enrolled in 7 centres out of which some 63
were made somewhat literate. However, the work of educating adults could not be completed

since ihe cadets had to go back to school at the end of the second month. Since no follow-up
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arrangements could be made due to unavailability of suitable teachers, whatever progress was

recorded, at the time of the last adult lesson, did not last long. Howcver, some important

feedback emerged out of this experiment, which had a significant impact on later planning,

1.

Those who impart literacy training must cither be local men or must remain
in the area for at least six months or more. Mobile squads of trainces or
students cannot provide substantial and lasting litcracy to adults.

If, as a national emergency, the youths of higher institutions arc involved in
adult literacy training, they must be available for at least a period of 6 months.
Although a 6 month period did not assure permanent acquisition of literacy
skills by the adult learneis, nevertheless, it was the prelude to the foundation
for literacy which could be strengthen by follow-up activities.

Teaching by one and follow-up by another teacher is not a practical
proposition. It is better if the same person ~vho provided the initial training

is entrusted with the task of follow-up activities.

The third group that took up the task of adult literacy training were boys of the

Higher Secondary School, Mahewa, in May 1949. These school boys (36 in number) werc

also given training between May 18-27, 1949 with regard to the methods of teaching literacy

to adults. However, in the final analysis, when the literacy classes started on June 3rd, 1949,

only 12 trainees were available for providing instruction. These trainees provided literacy

education to adults between June 3, 1949 - August 15, 1949 in 12 villages. Out of a total

enrolment of 310 adult learners, only 170 were made somewhat literatc at the end of a period

of 2 ¥> months. Due to a lack of proper follow up, however, many of the adults who had

attained manageable literacy skills relapsed into illiteracy.

The lesscns gained out of this exercise were that:

)

(if)

Students are not the most effective adult educators. This is partly because of
their lack of proper training, and partly because their age denied them the
respect of adult learners.

Periodical meetings for review of future strategies were very important to

organize adult education activities.



However, with student volunteers such meetings could not be held because:

(iii)
(iv)

a) students could not give any more time than they were already giving due

to their own study;

b) they were not paid for their job. So they did not have any interest or
incentive for extra work.

Some form of remuneration should be paid to adult literacy instructors.

Supervision, guidance and coordination of programs were necessary.

The next group of people who were requested to take up adult education work were

primary school teachers. Some 14 teachers in one community development block (an

administrative area) were selected and given training in adult education teaching methods and

techniques. "All of them showed enthusiasm for teaching, for remuneration, but none took

up the work. On a closer analysis of the situation, it was concluded that all primary school

teachers in general, and old and experienced teachers in particular were incapable of teaching

adulis"26 It was found that the primary school teachers were unsuitable for such a job

because:

a)

b)

f

After hard mental work throughout the day in primary schools, they were not
prepared to take up mental work at night.

Since most of these teachers belonged to local villages and were middle class
peasants, it was more profitable for them to engage and supervise farming
activities in their spare time rather than working for a meagre remuneration.
Many of them were unaware of adult psychology and, even if trained, could
not handle adult students effectively.

There was also the problem of promotion, transfer, and leave of absence of
teachers which greatly jeopardized a continuing program.

Older teachers were not enthusiastic about the work because they did not see
any value in such adult education.

Because of the caste and class system of the social fabric, many old timers

opposed training of untouchable adults.

Moreover, young and devoted teachers were very difficult to find for such an endeavour.
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The final group of peopie who were entrusted with the responsibility of teaching
adults on an experimental basis, and which was an cncouraging success, were committed
young men from villages who had passed or read up to 7th standard and had engaged in
agriculture or such other activities. This experiment was carricd on in 14 villages with 14
selected adult literacy teachers. Out of a total cnrolment of 37% adult lcarncrs, 226 were
made literate at this time. Although data on the period of training is not available, it is

believed that the classes continued between April - Scptember, 1949,

The experience gained from this experiment was that:

a) This group of people could be suitably cmployed as adult cducation
instructors, although vigilant follow up guidance and supervision were
required.

b) Some form of incentive in terms of remuneration must be given to adult

education teachers.

The above experiments on social education i.c. adult education made it clear that
people were receptive to literacy training but that such an endeavour required the support
and cooperation of the whole village population. It was also shown that committed pcople
were required to implement adult education programs and that the usc of audio visual aids
such as cinemas, radios, and documentaries were of significant importance in pursuing such

adult literacy education.

3.3.2 Adult Education Between 1950-1978

On January 26, 1950, India gave herself a new constitution and dcclared herself a
Sovereign, Democratic Republic. The Constitution provided for a federal political set up with
a parliamentary democracy, both at the federal and provincial level, with a clear division of
powers between the federal and state legislatures. Education fell under the jurisdiction of
provincial legislatures with the federal government retaining power over higher and technical
education as well as policy directives on social education, while all aspects of education up
to the secondary level were left to the respective provincial governments. The constitution

provided that concerning some aspects of social education, higher learning and technical
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institutions, both the federal and provincial government share power and responsibilities.
However, in the cvent of a difference of opinion or legislation between the federal and
provincial government pertaining to any item in the concurrent list (a list of items mentioned
in the Indian constitution over which both federal and provincial legislatures could make
laws), it is the federal law that prevails over the provincial law which automatically becomes

ultra vires to the constitution. This reflects the centripetal aspect of Indian federalism.

The significance of mentioning this constitutional provision is that with the federal
government launching the first Five-year Plan (1951-56), the programs of social education
were divided between the government of India and the provincial governments. At the
federal government level the responsibility of implementing social education program was

divided between the Ministry of Education and the Ministry of Community Development.

First Five-year Plan (1951-56)

In 1951, ai the time of the implementation of the first Five-year Plan (1951-56) India
had a literacy rate of 16.6 percent. Further breakdown of literacy figures indicated that only
24.9 percent males and 7.9 percent females were literate.27 In some provinces such as
Rajasthan, the literacy figures were abysmally low at merely 8.9 percent.28 However, in
spite of this low literacy rate, education for adults did not constitute a priority in the first
Five-year Plan. Such a siatement is justified by looking at the spending on education in
general and adult education in particular. For example, the projected allocation for education
in the First Five-year Plan was Rs155.661 crores2 (or roughly $311 million Canadian, taking
into account 1951 exchange rate of $1.00 Canadian = Rs5.00 Indian), whereas the figure for
adult education was only 5 crores or $10 million Canadian. This figure suggests that

allocation on social education was a meagre 3.1 percent of the total education budget.

The First Five-year Plan declared that social education was a comprehensive program
of community upliftment through community action. It embodied a comprhensive approach
to the solution of problem of the community through popular participation. Besides literacy
it included health, recreation, and home life, economic activities and citizenship training.:?’0

The objective of social education was to teach the masses about the rights and duties of a



citizen and to improve their productivity by some form of marketable skill training. An
important aspect of social education was to teach the adults to subordinate their personal
interest 1o the bigger interest of the community and nation. In the words of Dutta (1986):

The First Five-year Plan envisaged that social education is a ‘comprchensive
program of community uplift through community action’. Its objective was to
educate the common man to understand the rights and dutics of a citizen, to
impgcive his productive capacity and to enable them to lead a richer and fuller
life.

As mentioned earlier, the responsibility of social cducation was divided between the
federal government and the provincial governments and at the government of India level
between the Ministry of Education and the Ministry of Community Development. During
this First Plan Period, a budget of Rs5.0 crores (approximately $10 million Canadian in tcrms
of 1951 currency exchange rate) was allocated for social education which was spent on literacy
education, community centres, libraries and Janata Colleges (colleges for common peoplc).
In 1952 when the Community Development Program was launched, social education became
a part of this broader mandate, under this new umbrella, social cducation includzd litcracy
training, establishment of libraries, various recreational and cultural programs, youth activitics,

cultural and recreational programs, radio forums, and women’s welfare programs.

The syllabus for social education at the grass roots level was divided into two stages.
The first stage consisted of training in the mother tongue (language reading and writing),
arithmetic, health and hygiene, the principles and practices of cooperation, local crafts and
handicrafts, recreation and general knowledge. The duration of this period of instruction was
approximately five months. The second stage consisted of further instruction in the subjects
covered in the first stage and follow up of the abilities and skills developed during that period.
This stage was also for five months. Provisions were also made for testing proficiency in
training obtained. Teaching learning materials, supervision and guidance was provided by the

Ministry of Education in collaboration with the Ministry of Community Development.

Between 1951-56, 5.5 million adults were enrolled in adult literacy classes administered
by the State Department of Education and an additional 1.2 million under the Community
Development Departments. The Committee on Plan Projects in its report indicated that out

of a total enrolment of 6.7 million adults 3.5 million might have attained lilc:racy.32 The
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other achievements during the First Plan period was the establishment of 83,000 community
development centres (in 800 Development Blocks by the end of 1955), 53,000 youth clubs,
and 454 school-cum-community centres including funding to 160 model community centres.
By the close of the First Plan period a total of 32,000 village libraries had been established

in order to boost adult education activities in peripheral areas.33

The use of mass media, particularly the use of radio for adult education, took roots
in the Indian soil. The radio-forum idea which originated and was experimented in Canada
during the Second World War was introduced into India under the scheme of ‘Farm Forum
Listening Groups’ under local rural leadership. Participation of adults was ensured by group
discussions immediately followed by the broadcast. According to Bordia (1973) "The Delhi
University did pioneering work in the popularization of radio listening by installing a radio
in almost every village. The Minister of Information and Broadcasting set up 22,000
community sets all over the country by sharing expenditures on the radio sets with the

statcment govemments."34

Some impurtant measures were taken during this period to increase the production
of adult education literatures. The Naiional Book Trust was established in order to publish
inexpensive books and other literatures in all regional languages. A program of awards to
best writers of books for adults was introduced in 1955 in order to encourage more suitable
rcading materials for adults. A significant quantity of literature was also produced by the

provincial governments and non-government organizations.

The First Plan also witnessed an expansion of cooperative societies as an agency of
social education. Between 1950-51 and 1955-56, the number of such societies increased from
182,000 to 241,000 with an increase in membership enrolment from 13.7 million to 17.6

million.35

Adult education as a field of study was also introduced at the university level for

Bachelor of Education degree (at Delhi University) in 1950 in order to create a qualified

manpoveer to undertake leadership in future adult education programs.
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In short, the First Five-year Plan introduced and experimented with many new idcas
in the field of adult education which later crystallized in the process of trial and error basis.
However, in spite of severe budgetary limitations, this period provided a solid foundation for

all future adult education activities in India.

The Second Five-year Plan (1956-61)

The Second Five-year Plan continued along the same line as the First Plan. The total
allocation of funding during this plan period for social education was about 15 crores Rupecs
(or approximately $30 million considering 1956 currency exchange) including about 10 crores
(or $20 million) for National Extension and Community Development Program.36 In short,
the allotment provided for Rs5 crores to be spent under the Department of Education and
the rest Rs10 crores to be spent by the Department of Community Development. However,
boih were to pursue social education programs. Out of the Rs5.0 crores provided under the
Department of Education, Rs45,750,000 was allocated 1o provincial departments of education
and the rest Rs6,250,000 was to be spent by the Federal Ministry of Education. The schemes
taken up by the Federal Ministry of Education and the cxpenditures incurred on them is

listed below:
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TABLE 1*
(Indian Rupees in 100,000)

Schemes Undertaken by the Federal Government
Ministry of Education and the Expenditures
Incurred in Each Item During the

Second Five-year Plan (1956-61)

Items Provision Expenditure
1. National Fundamental Education Centre 7.60 7.01
2. Production of Literatures for Neoliterates 16.0 11.79
3. Assistance to Voluntary Agencies 26.0 25.12
4, Institute of Library Science 3.0 1.28
5. Institute for Workers Education 1.86 0.34
6. National Book Trust 8.00 4.12
7. Production of Literatures for Social Education Workers _0.10 0.10

Total 62.50 49.76

* Source: Bordia, A. (1973) "Adult Education During the British Period and After
Independence”, In Bordia et al (Ed.) Adult Education in India, Nachiketa Publishers,
Bombay, p. 28.

In the provincial sector, the allocation for social education did not achieve much since more
than half the states did not utilize even 50 percent of the money allocated and the shortfalls were high
in the casc of states which had a higher percentage of illitcracy. The following table would show the

provision and actual expenditures incurred on social education during the Second Plan period.
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TABLE 2**

Financial Allocation and Expenditure
of Different Provinces on Social Education]
During the Second Five-year Plan, 1956-61

Numbers in 100,(¢})s

States Literacy
Percentagc: Provision  Expenditure  Percentage of
1961 Total Allocation
(shortfall) Actually Spent
1 Andbra Pradesh 208 21.30 15.22 28.6
2. Assam 258 4.75 4.49 0.54
3. Bihar 182 54.56 14.75 73.0
4. Gujarat 303 12.74 9.29 27.1
5. Jamimu and Kashmir 10.7 5.80 1.98 65.8
6. Kerala 46.2 25.20 11.89 52.8
7. Madhya Pradesh 16.9 18.62 12.76 738
8. Madras 30.2 2.37 23.36 *
9, Maharashtra 29.7 25.50 10.51 58.8
10. Mysore 253 - 4.51 *
1L Orissa 215 17.37 12.02 30.8
12. Punjab 336 25.50 10.64 58.3
13. Rajasthan 14.7 37.80 8.00 78.8
14. Uttar Pradesh 17.5 13.98 11.99 14.2
15. West Bengal 29.1 55.65 99.40 *

Union Terzitories

1. Andaman and Nicobar

Islands 1.00 0.46 54.0
2. Delhi 51.0 10.06 3.97 60.5
3, Himachal Pradesh 14.6 9.67 6.92 28.4
4, Manipur - 2.58 1.51 41.50
S. Tripura ~e- 3.03 3.19 *
6. Pondicherry 0.50 0.15 70.0
7. Laccadive, Minicoy

and Ameendivi Islands - 1.00 0.43 5740

* Expenditure exceeds provision

** Source: Bordia, A. (1973) "Adult Education During the British Pcriod and After
Independence”, In Bordia et al (Ed.) Adult Education in India, Nachikcta
Publishers, Bombay, p. 28.
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Two factors contributed t0 such a sad state of affairs:

) Defecyive financial administration it the sense that even when the funds were
availablc op paper, the State Finance Department did not approve of
expenditure on certain items, The spending departments ware not sufficiently
free o work out and implement schemes even when they had been approved
in principle by the sanctioning authorities. 37

(i) A shift in emphasis from community development to industrial development
towards the end of Second Five.year Plan. While people were expected to
participate jn social education and development through Panchayati Raj (local
self-government), the community development programs (of which Panchayati
Raj was a part) were ejther neglected or side stepped by policy makers whose
prime concerns were with increased agricultural productivity and heavy
industrial growth.38

However, out of the Rs10 crores sanctioned under the community development

programs, about Rs98,500,000 was spent on social education activities.

The blueprints of the plan clearly stated the definition and scope of social education
in the following words;

While literacy is undoubtedly important, it should be recognized that it is one
element in a wider concept of social education. Social education embodies a
comprehensive approach to the solution of problems of the community
primarily through community action. Besides literacy, it includes health,
recreation and home life, €conomic activities and citizenship training. The
entire national extensiop and community development programs, social
welfare extension projects, fural programs undertaken by government agencies
in cooperation with the people, programs of voluntary organizations like the
Sarva Seva Sangha, the Bharal-Seval Samaj and others, the cooperative
movement; village panchayats etc. are all facets of the nation wide effort
towards social education and rural jmprovement. 9

Socijal education was viewed in 2 much broader perspective than just a literacy drive
for adults. It was so ambitjous and included So many developmental programs at the same
time that none of the programs could be given the time, funds, and attention it needed to
complete the project satisfactorily. In spite of such limitations and a slow down of the tempo
due to improper financial adminjstration and shift in emphasis from community development
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to industrial development, some significant steps were taken in terms of crcating support

services for adult education programs.

The first among such steps was the establishment of the National Fundamental
Education Centre (NFEC) in 1956. The functions of NFEC included training and oricntation
of key adult education personnel, experimentation in preparation of rcading, lcarning
materials, conducting research and evaluation and acting as a clearing house of idcas and
information in the field of adult education.*0 Although established in 1956, this institution
actually started operating in March 1958 in New Delhi which provided training to district
level officers for social education. Later the NFEC changed its nomenclature and became

known by its present title - the Directorate of Adult Education.

Under the scheme of production of literature, the federal Ministry of Education
awarded prizes to authors and organized training programs for writers in the techniques of
producing literatures for the neoliterates. "The Ministry also sponsored the publication of

Gyan Sarovar (2 volumes), Viswa Bharati (10 volumes), History of India, Story of Life, ctc.

Besides some social education literature in Hindi was purchased for supply to state

governments for distribution to social education centres on a 50:50 (cost sharing) basis."41

Under the scheme to assist voluntary organizations working in the ficld of social
education such as: the Mahila Mandals, youth clubs, community centres, recreation centres,
etc. small grants were given by the Ministry to deserving organizations to a total of
Rs2,512,000 during this plan period. The Institute of Library Science was established at Delhi
University and the Institute of Workers' Education at Indore.*2 The Central Board of
Workers’ Education was created in 1957 with regional centres in different parts of the country
with the aim "to develop stronger and more effective trade union leadership from the rank
and file and to make the workers understand their roles and responsibilities in the context of
the socio-economic development of the country and their own position in the society, industry

and the union."43

A pilot project on Radio Rural Forum was launched by the government of India in

collaboration witi; the UNESCO, covering 145 villages near Poona in Maharastra State, in
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1956. The success of this pilot project led the federal government to establish a nation-wide
‘All India Radio Rural Forum’ expansion project starting in 1959.44 The main objective of
the pilot project was to test the radio forum idea - radio broadcasts followed by discussion
among largely illiterate village adults in India. Discussion was to increase participants’
knowledge and, if possible, result in decisions for improving village life. Decisions, it was
hoped, would be followed by action. The expansion project was intended to spread the

benefits shown during the pilot project to villages throughout India. 45

At the end of the Second Five-year Plan there were 3,137 community development
blocks through which social education was carried on under community development
programs. A review of the achievements of these blocks in the area of aduit education
revealed that during the Second Plan period 162,000 literacy centres were established
throughout the country where over 4,000,000 adults were made literate. In 1960-61, there
were 43,294 adult literacy centres and in that year 740,110 adults were made literate. 6
Compared to the progress made at the provincial szctor, the community development sector

achieved better results in pursuing adult education.

In the state sector, achievement in social education was marginal and unimpressive.
The recasons for such a scenario was discussed earlier (faulty financial administration and
planning). However, there was one particular experiment, among many others, in the
Province of Maharastra that is worthy of mention. This program of adult education was
initiated by the Government of Maharastra and was known as the ‘Gram Sikshan Mohim’
which won the UNESCO award for the year 1972.

Based on an earlier experiment in the Satara District of Maharastra State in 1959, a
province-wide campaign was launched in Maharastra in April 1961. The village served as the
unit for promoting literacy. Motivation for it was based on the appeal to the masses to
recognize illiteracy as a shame and sin which should be eradicated. Instead of imposing
literacy on illiterate adults they were psychologically motivated to learn through the appeal
of the cultural tradition of the village life, its local setting, local sentiments, moments of pride
and glory and, most of all, the sense of belonging. Dutta (1986) gives us a picture of the

process of functioning of Gram Shikshan Mohim.
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Each literacy class used to began with a prayer followed by important daily
news, recapitulations of the previous lessons, and teaching of the new lesson.
Stories from Ramoyana, Mahabharat and lives of grecat men werc also
narrated and at the end of the class there was community singing. The class
continued for three to four months and the emphasis was laid on the ability
of the neo-literate to read and writc simple sentences on different topics
connected with his daily life. The adult learncd to count, read, and writc
numbers up to 100 and simple arithmetic useful for his daily social
transactions. Emphasis was placed on general knowledge as well as subjccts
related to health, hygiene, sanitation, child welfare, agriculture, cottage
industries, etc. In short, the Mohim aimed at thc improvement of the
individual as well as the community.47

The Gram Shikshan Mohim Program aimed at total eradication of illiteracy in the age
group of 14 to 50. During its peak years of operation, between 1961-63, the Mohim program
covered 25 districts and made 1,109 villages fully litcrate. The number of persons made
literate was 1,008,100 (528,000 men and 480,100 womc::n).48

The use of television for aduit education was also introduced during the Second Plan
Period. On the recommendation and collaboration of UNESCO, a nilot project on the
utilization of television for education and community development was launched betwecen
December 23, 1960 and May 5, 1961. During this period 20 short programs of 30 minutcs
each were televised every Friday between 7:30 - 8:00p.m. on the theme "Responsibilitics of

Citizenship."

All told, except helping to raise the literacy figures from 16.6 percent in 1951 to 24.0
percent in 1961, the social education programs achievement was unsatisfactory. It did not
have any significant impact on either rural development or the national cconomy. A

confidential policy paper prepared by the Directorate of Adult Education for restricted

exclusive circulation to educational policy advisors called the Report of the Working Group:

Adult Education in the Seventh Five-Year Plan (1985-90), has clearly acknowledged the

weakness of the social education programs in the Second Plan Period in the following words:

It turned out to be a target oriented program of food production, and social
education component shifted its emphasis from the development of human
beings to simple provision of skills of literacy. It, therefore, Jid not attain the
target population and literacy remained a marginal activity. Even in literacy
activities there were methodological lapses. Community participation was
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practically nil. There was no tie up of this program with other developmental
components.

Third Five-year Plan (1962-67)

The Third Five-year Plan witnessed a slow growth of adult education programs in
India. Social education continued to be a main agenda in adult education with a total
allocation of Rs25 crores (approximately $50 million Canada considering 1961 currency
exchange rate). Out of this $50 million, about $38 million was allocated under the community
development programs and roughly $10.80 million and $1.84 million were to be spent under
the provincial and federal government schemes respectively. The major thrust during this
plan period was literacy training given the fact that there was only a 7 percent increase in
literacy between 1951-61. In spite of a call for an all India movement for abolition of
illiteracy by the ‘Panel on Social Education’, its effects were marginal. The Chinese
aggression against India in 1962 and the war with the bordering state of Pakistan in 1965,
created an emergency situation where resource mobilization to defence and other related
economic aclivities was given high priority. All developmental programs, including adult
education received a serious cutback because of substantial cutbacks in the outlay as well as
targets of the Third Five-year Plan. The provincial governments could not get the promised
(expected) funds from the federal government and they did not have sufficient resources
available to implement the various social education programs. Coupled with this, the shift of
emphasis of the Planning Commission from Third to Fourth Five-year Plan and its approval
of the idea of Statement Education Departments continuing pilot projects for adult literacy
as an advance action for a massive program of adult education in the Fourth Plan gave a
severe jolt to the social education programs which received the lowest priority during the
Third Five-year Plan. However, there was a one and a half percentage increase in literacy
rate between 1961 and 1966, from 24 percent to 25.5 percent. Such marginal growth in
literacy percentage was, according to Bordia (1973), mainly due to the expansion of primary

education rather than the contribution of adult education activities.

Two significant events occurred during the Third Plan. The first was the appointment
of an Education Commission under the chairmanship of Dr. D.S. Kothari in 1964 who

submitted its report in 1966. The Report of the Edmonton Commission (1964-66) was the
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first comprehensive document in the history of Indian education that [clcarly recognized and
provided a blueprint for a ‘national education policy’ that] gave significant importance to adult
education as a vehicle of social change and national development. The Commission issucd
a clarion call to augment adult education programs on a national priority basis in order to
eradicate illiteracy by 1986. The Commission recommended that every effort should be made
to raise the percentage of literacy to 60 percent by 1971, 80 percent by 1976 and achicve 100
percent literacy by the year 1986. This could be achieved by expanding schooling facilitics
for all children between the age of 6-11, providing part-time cducation to children between
ages 11 and 14 who have missed their earlier education and putting concerted efforts to
provide basic education and vocational training to adults over 15 years of agc.5°

The Commission also recommended the creation of a National Board of Adult Education, and
suggested that voluntary agencies working in the field of adult education should be given

financial and technical assistance.91

The second important event was the establishment of the (Department of Adult
Education) at the university level with the expectation that their services would reach a large
section of the adult population. It was also expected that these university departments would
be taking a key role in research and training as well as providing leadership in the field for
eradication of illiteracy. Considering this, the role of universities in adult education was
expected to be threefold: (i) to provide leadership and strengthen continuing and extension
education programs to reach a larger audience; (ii) to be more creative in research and
training evaluation and material production etc.; (iii) to help expedite the campaign for mass

literacy in both urban and rural areas.

Some other adult education activities that developed during this Plan Period were:

) The introduction of correspondence and evening classes for adults at the
Bachelor degree level in Humanities and Commerce. Delhi University was
the first to initiate the correspondence courses in 1962. In 1968 all adult
education work of Delhi University was combined and put under the roof of
the School of Correspondence courses and Continuing Education. Later

some other universities started offering correspondence courses.
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(i)  The Central Social Welfare Board took some interest in adult education.
Bordia reports that between April 1953 and February 1962 the Board
organized 1,633 literacy classes attended by 75,606 persons. In 1958, the
Board also started a program of condensed courses under which women
between the age of 20 - 36, who had some schooling could pursue their
education up to the middle schoo! or junior high standard within a period of

2 ycars.52

(iiiy  Steps were taken to provide basic education to army recruits who were
functionally illiterate.

(iv) A large number of voluntary organizations participated in adult education
activities during Third Plan Period. These organizations implemented adult
education programs in peripheral and the remote countryside. Among the
many organizations who took leadership and did pioneering work were: the
Indian Adult Education Association, Mysore State Adult Education Council,
Bombay City Social Education Committee, Bengal Service League, the Indian
Council of Churches, the Ramakrishna Mission, and the Literacy House,

Luknow.

In short, the overall development of adult education during the Third Plan was slow
and to a great extent, dismal. Social education could not make much headway in transforming
the lives of the rural people. At the end of the Third Plan the need for a massive program
for literacy was felt and it was also realized that better administrative structure and more
importantly, huge financial allocation was necessary. The table below will give a picture of

the shrinking allocations in the First Three Plan Periods.
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TABLE 3

Budgetary Allocations for Education
in First Three Five-year Plans
and Percentage Sanctioned for Adult Education

(Rupees in Crores*)

Approximate
Total Allocation To Actual Percentage
Expenditure Adult Education Expenditure To Total
First Plan
(1951-56) 153.0 5.0 50 33
Second Plan
(1956-61) 273.0 15.0 4.0 1.5
Third Plan
(1962-67) 597.9 25.0 35 0.59

* One Crore is equivalent to 10 million

** Source: Bordia, A. (1973) "Adult Education During the British Period and After
Independence”, In Bordia et al (Ed.) Adult Education in India, Nachiketa
Publishers, Bombay, p. 29.

Fourth Five-year Plan (1968-73)

The Fourth Plan Period recognized that "widespread illiteracy is a rcal handicap in
the way of both economic and social development and proposed to move a mass literacy
movement which would help increase production, both in the factories and on the farms."53
However, the plan envisaged a limited role for the federal government in pursuing and
promoting adult education by shifting most of the responsibilitics to the provincial
governments. Nevertheless, the federal government, through its centrally sponsored
programs, played a significant role in a large number of areas of national interest. However,
the allocation of a [rather] very small budget of Rs3.47 crores (approximately $7 million
Canadian) for centrally sponsored programs, had compelled the federal Ministry of Education

to promote only a few selected projects such as:
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@) the Farmers’ Education and Functional Literacy Program,
(ii)  assistance to voluntary organizations;

(iii)  the Workers Social Education Institute;

(iv)  National Board of Adult Education;

(v)  Directorate of Adult Education;

(vi)  production of literatures for neo-literates;

(vii)  development of literatures for neo-literates;

(viii) grant-in-aid to polyvalent centres.5

A total of about 9.0 crores (approximately $18.0 million) was allocated during this plan
period for adult education which included Rs3.47 crores to be spent by the federal
government projects and Rs4.8379 crores in the provincial government schemes excluding
allocations to the province of Orissa, West Bengal, Jammu and Kashmir, and the centrally

administered territories of Andaman and Nicobar Island and Dadra and Nagar Haveli.5°

The blueprint of the plan with regard to adult education was very clear in its messages
that adult literacy needed to be made functional and must be linked with the daily life and
work of the people so that it could serve as a vehicle for rural development. It was against
this background that a major program called the "Farmers’ Training and Functional Literacy
Program"” was launched by the federal government. Ansari (1984) described this program "as
a milestone in the field of adult education”.5% This program was jointly sponsored by the
Minister of Education, the Ministry of Food and Agriculture and the Ministry of Information
and Broadcasting in order to impart relevant education including functional literacy to the
farmers in the high yielding crop areas. Taken up as a part of the Experimental World
Literacy Project (EWLP), this program represented one of the first planned efforts where

literacy was considered as an essential input in the improvement of agriculture.57

The Farmers’ Training and Functional Literacy Program was administered through the
provincial governments and aimed at organizing functional literacy classes and farmers training
for agricultural production. The assumption was that literacy education and agricultural
training would complement each other and that it would provide the much needed input for

the success of agricultural production. Each district where this program was undertaken had
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at least 60 adult education centers with a minimum of 30 adults enrolled in cach AEC. The
total duration of the course was one year divided into two equal time periods of six months
each. The FFLP was inaugurated in 1967-68 in three districts, on an experimental basis, one
each in the province of Punjab, Uttar Prades, and Mysorc. The success of this first
experiment prompted the government to extend this program later to 7 districts in 1968-69
and to 15 in 1969-70. During 1970-71 some 35 additional districts were included in this

program.58

The achievements of the FFLP were generally satisfactory and the public response
to this program was positive. In some cases where unsatisfactory progress was recorded, it
was found to be the fault of the burcaucrats, rather than the target population. Dutta (1986)
mentions that this program had covered approximately 3 million farmers during the Fourth
Plan, and about 50,000 attended the functional literacy classes under the program cvery year
during this plan period.59 Studies by Sahni (1971) "Farmers’ Awareness of Agricultural
Extension Program", Venkataiah (1977) "Impact of Farmers’ Functional Literacy Program on
the participants in Andhra Pradesh”, and a government evaluation of the working of FFLP
in Lucknow district of the province of Uttar Pradesh in 1970605uggestcd that:

(i) the FFLP was successful in providing assistance to small and underprivileged

farmers in the 14-45 age group;

(iiy  the farmers trained in this program had much greater knowledge about

agricultural innovations;

(iii)  the acquisition of functional literacy created a desire for more knowledge and

activated self-learning process among the farmers;

(iv)  literacy education was directly correlated with the knowledge necessary for

high yielding agricultural production.

Among the other important developments during this plan period were:

1. A comparatively higher allocation of Rs1.0 crores (as against Rs2,600,000
during the second plan period) for voluntary organizations working the field
of adult education. This encouraged voluntary organizations to revamp their

activities.
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A sccond "Workers’ Social Education Institute” was established at Kanpur in
1968. The functions of this institute were to conduct literacy classes, organize
women and community centres and provide recreational facilities for the
worker.

On the recommendation of the Education Commission: 1966, the National
Board of Adult Education was established in 1970. This Board aimed at
coordinating the programs of adult education between the various provincial
governments on the one hand and the federal government on the other. The
Board also served as a liaison among the different government ministries
involved in the field of adult education.

The Directorate of Adult Education which functions as a clearing house of
ideas and information including research and material production in adult
education was established in 1970. The National Fundamental Education
Centre which was functioning under the National Council of Educational
Training and Research (NCERT) until 1970 was transferred from the NCERT
to form a new institution called the Directorate of Adult Education.

A new central unit was created within the Ministry of Education in order to
organize and guide production of literature for the neo-literates. This unit
was to promote production of literatures by organizing writers workshops and
providing guidance in books and other reading material production with
financial assistance available for translation work, and also by research and
evaluation.

A new program called "Polyvalent Adult Education” was introduced during
this plan period. This program was jointly sponsored by the Ministry of
Education and UNESCO. It envisaged the establishment of a network of
Polyvalent Adult Education Centres for pursuing integrated courses in adult
education, vocational training and social education for industrial workers as
well as for others who brought employment in the industrial sector.51 The
first Polyvalent Adult Education Centre was set up at Bombay in 1967 with
the help provided by the Bombay City Social Education Committee. It was

intended to set up four more such centres during the period of the plan.
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To sum up, the achievements of adult education during the Fourth Plan Period was
neither impressive nor dismal. The Report of the Education Commission, 1966 provided a
new direction and a national policy on education. Adult education was recognized as a
potential force for socio-cconomic development, for the first time after independence. The
Farmers’ Functional Literacy Projects laid the foundation for a more appropriate functional
education program for adults in later ycars. The prelude to an intensive adult education

program for the masses was established during this plan.

Fifth Five-year Plan (1974-79)

The Fifth five-year Plan was supposed to end in 1979. Howcver, with a new federal
government coming to power in 1977, the Plan ended prematurely in 1978 because the
government wanted to introduce a new Five-year Plan reflecting its philosophics and

priorities.

The Fifth Five-year Plan was a watershed in the history of adult cducation in India.
The national government emphasizing the potential of adult cducation as a means of socio-
economic development declared that "adult education should be linked cifcctively with key
national tasks like elementary education, health and family planning, agricultural cxtension
and cooperation, etc."®2 More importantly it introduced a new strategy of nonformal
education to supplement and strengthen formal education and to extend cducational
opportunities to the disadvantaged and the underprivileged sections of the society who are
often outside the formal system of education. Therefore, the educational strategy in the Fifth
Plan was built on the assumption that formal and nonformal education should be correlated

and integrated.

The National Policy on education declared that "the government of India is convinced
that a radical reconstruction of education ... is essential for cconomic and cultural
development of the country for national integration and for realizing the ideal of a sccialistic
pattern of society."63 With this above declaration in the forefront, the plan proposed a
massive expansion of the Farmers’ Functional Literacy Programs, establishment of a network

of libraries at the village and block level (an administrative biock consisted of a population
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of 66,000 with as many villages warrant such a population in a contiguous geographical area)
to support adult education and functional literacy programs. The plan also envisaged
promoting extension education for occupational adjustment and personal enrichment through
the universitics and colleges, and bringing educational institutions into programs of adult
cducation through the National Service Scheme (NSS). Youth clubs such as the "Nehru
Yuvak Kendra" were viewed as a foci for informal adult education. Reading learning
materials for adult education curricula as well as for neo-literates were also emphasized
including stepping up library facilities for adult education.% However, the major thrust of
the government during the Fifth Plan Period was to pursue adult education programs through
nonformal means. In other words adult education was to be delivered through nonformal
cducation. The strategy was also to correlate formal and nonformal education so that they

could supplement and reinforce each other.

The reasons for trying nonformal education as a viable way to deliver education

programs were manifold.

1. The failure of the formal channel to eradicate illiteracy and poverty after 27
years of independence, as was hoped by the Indian leaders, was a matter of
frustration that prompted the government to look for alternatives. Although
the rate of literacy had increased from 24 percent in 1961 to 29.3 percentage
in 1971, in absolute terms the number of illiterates had also increased from
334 million in 1961 to 387 million in 1971.95 In simple terms, however, this
scenario suggests that higher population growth had pushed the country
further backward. The literacy rate among the weaker section was also
abysmally low. For example in 1971, the percentage of literacy among the
scheduled castes and scheduled tribes at the countryside was only 2.4
percent.66

2. There was no relief from poverty either, particularly for the rural poor. In
rural areas where nearly 80 percent of India’s population were living (now
around 65 percent) nearly 57 percent of them were below a normatively

defined poverty line in 1967-68.57

3. Coupled with poverty and illiteracy, the high rate of dropouts also posed a

serious threat. For example, according to the Report of the Education
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Commission, 1966, in 1965-66 out of every 100} children whe entered gende 1,

only about half or less completed grade 4 and only 34 completed grade 4,98
More than a decade later the situation was even worse.  Mellbring et al
(1983) have noted that out of every 100 children who entered grade 1, only
about 40 completed grade 5 and only about 25 completed grade 869

4. The appeal for nonformal education as an alternative emerged because it was
thought to be cost effective (low cost), need oriented, purposive, functional,
and a powerful vehicle of accelerating the socio-cconomic and political
development of the under privileged and rural poor. Nonlormal education

also had the potential of reaching a larger audience who needed it the most.

It is, however, important to mention that nonformal education was never a new
concept in India. In fact most adult education programs in the previous plans were nonfermal
in nature. What was new was its reconceptualization as a strategy of development and its
explicit recognition by the government as a viable means for socio-cconomic development.
Since the Fifth Plan put high priority on nonformal education, the program was launched in
1975-76 for both out of school youths and adults as well as nonscheol-going children.
Government and non-government agencies and organizations, universities and colleges, youth
clubs, developmental and welfare agencies, voluntary organizations and other such bodics
were to join hands in order to promote nonformal education activitics. Based on this newest
perception "the program was launched for the 15-35 age group with the objective of providing
meaningful education to young people, especially those belonging t: the weaker sections of
society who had been denied the benefits of formal education. The programs to be organized
were to be related to the needs and aspirations of the learners, and to be based on local
environmental conditions. The scheme envisaged the setting up of 100 nonformal cducation

centres in each selected district".”?

Since the nonformal education program was primarily intended to serve a large
clientele-of-out of school youths and adults as well as nonschool-going childres, the following
different kinds of programs were envisaged for different clientele groups:

1. A functional literacy program for the age group 15-35, mainly through the

Farmers’ Functional Literacy Program.
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A nonformal education program for ‘dropouts’ and ‘left outs’ in the age group
of 6-14 through part-time education and by adopting a multiple entry system.
Correspondence courses for those who cannot afford to join regular schooling.
A satellite instructional television program for children in primary schools and
for adults.

Nonformal education for women in 15-35 age group through the Integrated
Child Development Scheme (ICDS) that aimed at promoting literacy, health
and hygiene, food and nutrition, civic education and occupational and
vocational skills relevant to the interest and capabilities of the participants.
A nonformal education program for the age group 15-25 with the objective

of equalizing educational opportunities.71

These schemes were planned for implementation throughout the country in

cooperation with the state governments and Union Territory Administrations. The program

of nonformal education was conceived as a decentralized and environmentally based one.

Both the content and the methods were to suit local conditions and the participants’ needs.

With regard to the implementation of nonformal education programs, the central Advisory

Board of Education recorrmended that:

®

(i)

(iii)

the program for the 15-25 age group should begin in 1974-75 with one district
in each of the 22 states (provinces) with federal assistance and in at least one
additional district in each province with the provincial government funding;
adequate financial allocations should be provided in the provincial plans for
nonformal education;

the program of nonformal education should correlate educational efforts with
developmental activities in which the 15-25 age group could be meaningfully

involvcd.72

The Farmers’ Functional Literacy Project constituted the biggest country-wide

program of nonformal education in which education was linked to development, particularly

for increased food production. It was one of the three components of the Integrated

Farmers’ Training and Functional Literacy Programs jointly operated by the Ministries of

Education, Agriculture, and Information and Broadcasting. The other two components were:
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Farmers’ Training and Farm Broadcasting. During the Five Plan Period, this program was
intended to be linked with other developmental schemes such as: dry farming, small and
marginal farming, industrial development, family planning, ctc. According to government
estimate, by the end of 1973-74 more than 300,000 farmers had been benefitted by the
functional literacy component of the program. 150,000 farmers were cnrolled in 1974-75 in
the functional literacy programs. During this plan period the program spread to 107 districts

by 1975 and to many more later. S

During the Fifth Plan Period, according to Dutta (1986), therc were at lcast 65
schemes/programs under different ministrics/departments in which a nonformal education
component alredy existed or in which a nonformal cducation component could be
introduced. These programs included technical and income gencrating skills under the
Training of Youth for Social Employment (TRYSEM), Khadi and Village Industrics
Corporation, Industrial Training Institutes, and Krishi Vigyan Kendras (agricultural scicnce
cemres).74
The other important developments in adult education during this plan period were:
) The establishment of Krishi Vigyan Kendras (agriculture science centre) with

the concept of learning by doing. The basic aims of these centres were:

a. To identify the specific needs of the local people and provide them
training in order to maximize benefits from the agro-ecological assets of
the area;

b. To design courses and materials in such a way that litcracy would not be
a pre-requisite for admission;

c. To use local resources in the most profitable manner.

The first such centre was inaugurated at Pondichery under the guidance of the

Tamil Nadu Agricultural University.75
(ii)  Expansion and reinforcement of Polyvalent Adult Education Centres known

as the Shramik Vidyapeeths. The objectives of Shramik Vidyapeeth was to

provide integrated education and training courses for different categories of
urban and industrial workers in order to promote their employment

competency. This in turn would lead to incrcased productivity and an
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enriched life. The program in Shramik Vidyapeeth consisted of a three-tier
structure of training. The first tier provided a four month course for full-time
education officers who must be graduates in economics, sociology or
commerce. The second tier was for selected workers who were given three
months training and were then expected to organize study groups in their area
of employment. The third-tier consisted of the study groups called unit level
classes.”® Most of the above mentioned institutions are still functioning with
the same mandate except that they are open to all kinds of workers instead

of only urban industrial workers.

In the epilogue, it could be said that in spite of a deep political turmoil and unrest
(due to the declaration of a state of emergency by the Prime Minister Mrs. Indira Gandhi
following the verdict of the Allahabad High Court that declared her election as
unconstitutional) and even deeper socio-economic crisis, adult education as a strategy of
development and national reconstruction took a firm ground in Indian soil. The development
in this plan period laid the foundation for a massive experiment later in 1978 called the

National Adult Education Program (NAEP).
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4.1 NAEP: BACKGROUND

The change of government in India in March 1977 - replacing Mrs. Indira Gandhi’s
Congress Party with the Janata Party headed by Prime Minister, Mr. Morartjee Desai -
brought a new force behind adult education programs. It was given a new life and a new
dimension. The Janata Party, which came to power at the federal level with a sweeping
majority, promised to build India on Gandhian principles, i.e. building the country from the
grassrools level with priority for rural development, agricultural productivity, eradication of
poverty, basic education and literacy for all, and providing minimum needs to the poor, land
distribution, joint or collaborative farming and a host of such other socio-economic reforms
that involved systematic grassroots planning, Promotion of adult education and literacy
training for the illiterate and underprivileged mass was one of the important steps that the

new government promised and ventured to implement.

Immediately after assuming office in March 1977, the Education Minister made a
statement on the floor of parliament on April 5, that along with universalization of
clementary education, the highest priority in educational planning would be accorded to adult
education. Subsequently, the Ministry of Education prepared a "Draft Policy Statement on
Adult Education" atd "An Outline of the National Program" explaining the strategy and
operational details of the NAEP.2 Both the policy statement and the outline were widely
circulated for extensive consultation with educationists and adult education field workers
throughout the country. After being considered in a number of forums, based on the
feedback received, some modifications to these documents were incorporated in the final
version. By July 1978, the program was well discussed and debated nationwide and had
received the approval of the provincial governments. In the words of Bordia (1980):
"Scarcely had any educational program been as widely discussed and debated in official and
non-official quarters as the NAEP. The result is that there now exists virtually a national
acceptance of the objectives and approach of the program."3 By August 1978, a working
group on adult education was appointed to work out the eperational and financial details of
the program. The National Adult Education Program was inaugurated on October 2, 1978.
It aimed at the extension of educational opportunities to approximately one hundred million

illiterate adults in the 15-35 age group within a period of five years beginning April 1979.
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The education to be imparted under the NAEP was a package comprising acquisition
of basic literacy skills, upgrading of vocational skills for more productive use of time and
raising the level of social awareness of the learners. The program was primarily dirccted
towards rural areas and even there, the priority was the coverage of women and persons
belonging to scheduled castes and scheduled tribes. A variety of agencics both official and
non-official, were involved to cnsure success of the program. Special emphasis was given (0

the involvement of students and institutions of higher learning.4

In short, the NAEP promised a more productive life for the poor, the illiterate and
the underprivileged adults through education and training, and conscicntization. However,
the concept of conscientization or social awareness education was neither well defined nor
adequately explained. In simple terms, the planners visualized social awarencss as equivalent
to citizenship training or civic eduation which would make the adult learners cognizant of
their rights, duties and responsibilities as citizens and facilitate functioning effectively in their
day-to-day life. It included little things such as sending children to school because elementary
education is free and compulsory, going to hospital when sick because treatment and
medicines were supplied to patients free of charge and that interest free loans were available
to small and landless farmers for agriculture by the local banks and that government officials
were there to help people and such other things. The educational planners of the NAEP did
not conceptualize social awareness in terms of the Freirean Concept of Conscicntization

which calls for a social revolution.

The aim of this adult education program was to improve the standard of living of the
rural poor and the underprivileged sections of the community with emphasis on women and
the untouchables as the main target groups. The primary objective was to provide basic
education to the illiterate and semi-literate mass and to increase awareness among the people
about their capacity for achievement and about the socio-economic realitics in India.
Therefore, it was to include: literacy training, training in marketable life skills, vocational
upgradation, citizenship training, health education including family planning, and education
through cultural activities. The NAEP also aimed at introducing science and technology in
day-to-day life through radio, television and other mass communications media. The programs

under the NAEP were to be carried out through nonformal means.
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The initiation of the NAEF was a landmark in the history of adult education in India.
It was emerged in response to the depressing socio-economic conditions of the mass of poor
and illiterate people living in the rural areas. The NAEP set out to improve the socio-

cconomic lot of these people through education and training.

Based on the Human Capital Theory of development which states that investment in
Human Resources is justified and necessary for national growth and development, and
accepting its corollary, the psychological deficit model which views the illiterate and semi-
literate adults as deficient in information and knowledge and therefore unable to promote
their own development without external help, the NAEP intended to provide functional
training to the mass in order to tap the massive human resources of the country. Among the
premises on which the NAEP was based, two were significant from the point of view of socio-
economic development in India. The Policy Statement issued by the Federal Ministry of
Education in 1978 stated first that: ‘illiteracy is a serious impediment to an individual’s
growth and the country’s socio-economic progress; and secondly, that "the illiterate and the
poor can rise to their own liberation through literacy dialogue, and action." The statement
further elaborated that successful implementation of the program would depend on "an
awareness among the participants and that they can transform their destinies (by their own
efforts) and that tke adult education programs will lead to an advancement of their functional
capabilities for ihe realization of this objective.5 In a nut-shell, the NAEP was viewed as a
means to bring about fundamental change in the process of socio-economic development,
from a situation in which the poor remain passive spectators to one in which they are at its
centre as active participants. This aspect of development was emphasized particularly with

respect to women and persons belonging to scheduled castes and scheduled tribes.b

The NAEP was launched in October, 1978, based on the governments Policy
Statement on Adult Education and An Outline of the NAEP. While the Policy Statement
delineated the conceptual framework for the NAEP, the "Outline" briefly mentioned the

operational details of the NAEP including financial commitments.
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4.2 NAEP: POLICY STATEMENTS OF THE GOVERNMENT

The Policy Statement of the federal government on the National Adult Education
Program was presented by the Minister of Education on April 5, 1977. This document
provided the blueprint for future adult education programs in India during the Sixth Plan
Period. A brief account of the Policy Statement is given in order to understand the concept
and philosophy behind the NAEP.

The Policy Statement recognized the educational deprivation of the adult population
and resolved that educational facilities must be extended to illiterate and semi-literate adults
in order to help them develop their potentiality. It also emphasized that universalization of
elementary education and adult literacy are mutually interdependent. The government gave
a clarion call to wage a relentless war against illiteracy in order to cnable the masses to play
an active role in socio-cultural and economic change for themselves and for the nation. The
philosophy behind such a thought was based on the assumption that: illitcracy is an
impediment to an individual’s growth and country’s socio-economic progress; cducation is not
coterminus with schooling and is a lifelong process; and that "the illiterate and poor can risc

to their own liberation through literacy, dialogue and action."’

The need of imparting literacy skills to the poor and underprivileged scctions of the
society such as the scheduled castes, scheduled tribes, and women was reiterated.  Adult
education programs were to be designed in order to instill socio-economic awarcness among
the learners and stress functional capabilities. In order to realize these goals adult education
was "relevant to the environment and learners’ needs; flexible regarding duration, time,
‘ocation, instructional arrangements etc.; diversified in regard to curriculum, teaching and
learning materials and methods; and systematic in all aspects or organizalion."8 The
statement envisaged that highest priority in adult education be given to illiterate persons with
special attention to Scheduled Castes, Scheduled Tribes, and women. The government
estimated that the approximate number of illiterate adults in the 15-35 age group was
approximately 100 million in 1978 who were to be covered by the NAEP in the next five

years. The government, therefore, intended to view the program as a mass movement.
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The government statement also indicated the need for coordinated efforts by all
agencies - government, voluntary, private and public sector - in order to lend support and
strengthen the program. It specifically emphasized the leading role to be undertaken by
voluntary agencics in this regard. It also promised to incorporate built-in mechanisms for
monitoring and evaluation as well as provision for applied research. The need for post-
literacy and continuing education was stated and reconfirmed. The government also pledged
to provide adequate financial and administrative support for this massive program. However,
it was made clear that the resources required for this ambitious program were to be jointly
provided by the federal and provincial governments, local bodies, voluntary agencies and trade
and industry in the public and private sectors. Funding for this program was also to be shared

by the federal as well as provincial governments.

With regard to the content of the program, the statement indicated that it should
comprise basic literacy, environmental and social education as well as some training in
marketable life skills for those who needed it. The total number of hours to be devoted to
the program by the adult participants was estimated to be approximately 300-350 hours,
stretched over a period of 10 months. The document also recognized the need for providing
special programs for special need groups such as: programs for rural youths to increase their
employability, diversified skill training for urban workers for better productivity and to ensure
their participation in the management process, special programs for employees in the public
and private sectors in order to increase their efficiency and performance at the work place,
and development of organizational infrastructure at the grassroots level dealing with women’s
issues and family life. Programs for these different categories of groups were to be provided
through both formal and nonformal means involving classroom participation, correspondence,

telecommunication and mass media or by the combination of all these.

The Policy Statement also suggested that implementation of the National Adult
Education Program was to be decentralized. In order to affirm decentralization of
operational authority, the government recognized the importance of establishing coordinating

and catalizing agencies both at the federal and provincial levels. The statement declared that:
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A National Board of Adult Education has been established for this purpose
by the central government and similar boards [i.c. Statc Boards of Adult
Education] should be established at the state level. Suitable agencies should
also be created at the field level for coordination and involvement of various
agencies in the program.

An ovzrview of the government’s "Policy Statement on the National Adult Education

Program (NAEP)" would make it clear that, while the statcment provided a general

conceptual framework for the future adult education program in India, it contained several

key points with regard to the nature and form of the program and the government’s position,

i.e. rationale in justifying such a massive program for national devclopment. In order 10

understand the message of the "Policy Statement” in proper perspective, it is necessary 1o

understand the bigger socio-economic and political issues behind the statement. The message

of the statement would only be fully comprehensible then, when we would link these implicit

"bigger issues" that were behind the Policy Statement with the issues that were stated or

pledged in the actual statement. Against this background, the main thrusts of the Policy

Statement were:

1.

Interlinking universalization of elementary education and adult cducation and
declaring them mutually "interdependent”. The empkasis on universalization
of elementary education was to reinforce the constitutional dircctive of
providing free and compulsory education to all children under 14 years of age
(Directive Principles of State Policy, Articles 36-51 of the Indian
Constitution). The intention of linking primary education and adult education
was to signify that youths and adults who for some reasons could not obtain
elementary education would be given a second chance for basic and functional
education through government funding and government initiative. Thus, the
government sought to fulfil some of its voluntary constitutional obligations.

Viewing adult education, for the first time since independence, as a catalyst
for socio-economic development. It was also recognized that illitcracy was an
impediment to individual growth and national progress and that the poor and
the illiterate could rise to their liberation (social, economic and political)
through "literacy, dialogue and action”, thereby lcgitimizing the Freirian

concept of dialogue as a prelude to development.



Emphasizing adult education as a vehicle of providing marketable functional
skills, particularly for the “socially deprived" i.e., the Scheduled Castes,
scheduled tribes, and women.

Emphasizing literacy skills that were also to be relevant, flexible, diversified
and systematic.

The importance of making adult education programs relevant, flexible,
diversified and systematic was not only to nullify the previously haphazard and
irrelevant programs but to draw a clear guideline as not to repeat the past
mistakes [again]. The main target groups were the illiterate persons in the 15-
35 age group and not the semi-literate or marginally literate population. Such
clear cut policy guidelines were intended to reduce the number of clientele
to whom the highest priority would have to be given within the limited
government resources and funding,

Adult education was to take the form of a mass movement. Involvement of
the private sector, industry and voluntary organizations as well as nonprofit
organizations was sought in order to provide a broad arena and public support
for adult education programs. It was believed that pursuance of adult
education programs by the governments alone would not be enough to launch
a massive offensive against illiteracy without involving people from all walks
of life. 1t was also believed that services of the educated unemployed and
underemployed youths could be utilized to organize adult education programs,
thereby partly solving the problem of the educated unemployed particularly
in the rural areas.

Stressing the necd for better monitoring, evaluation and follow up activities
in adult education was meant to develop a more effective monitoring and
evaluation system. Provision for monitoring and evaluation was intended to
be built in to the NAEP.

Specific financial allocation was made in the budget with the government’s
pledge that "funds earmarked for adult education cannot be diverted”. This
provided the commitment of the government not to channel funds to other
sectors of development or other departments. It was necessary to prevent the

NAEP programs from running out of funds in the middle of the year.
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8. Developing special programs for improving the skills of workers who were
already employed in the labour force. Adult education was thus viewed as a
“lifelong" process of learning and updating vocational and occupational skills.

9. For the first time ever, designing extensive and specific curricula for adult
education extending to approximately 300-350 hours or about 10 months.
This was done to legitimize the curricula of adult education and to improve
the chances of success of literacy training under the NAEP. The failure of
the earlier programs were largely attributed to the lack of definite curricula
and time frames.

It also spelled out different components of the program, i.c. literacy, socio-
political awareness or citizenship education, and vocational training. The
significance of this provision of the content was to highlight the "development”
aspects of the program which intended to help develop the "whoic person” as

against developing a particular aspect of individual personality.

4.3 NAEP: THE GOVERNMENT OUTLINE!*

The "outline" was aimed at delineating the operational details for giving cffect 1o the
Policy Statement on adult education. The outline reiterated the government’s position that
"the objective of [the NAEP] is to organize the adult education program, with litcracy as an
indispensable component for approximately 100 million illiterate persons, mainly in the age
group of 15-35 with a view to providing to them skills for self-dirccted learning, lcading to
self-reliant and active role in their own development and in the development of their

environment."10

The "outline" suggested phasing of the program during the Sixth Plan
Period (originally planned from 1978-79 to 1983-84) and spelied out the general approach
including highlighting on resource development instructional and implementing agencics,
planning, administration and supervision as well as financing of thc NAEP. The outline,
therefore, laid down the ground rules for the functioning of the NAEP, although the
government put it in a much softer tone: the outline was according to the Minister "not an

attempt at laying down rigid guidelines, but rather an explanation of alternatives."11

1 sSource: NAEP: An Outline, 1978. Ministry of Education and Social Welfare,
Government India, New Delhi. This section is a brief analysis of this document.
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Phasing of the Program

In order to give time for preparation, the period from October 2, 1978 until the end
of March 1979 was declared as the period for "intensive preparation”. The preparatory work
included: an attempt to increase enrolment significantly from 0.5 million in April 1978 to 1.5
million by the end of March 1979; creation of a conducive environment for the launching of
the NAEP; emphasizing research and development in adult education in order to learn from
past experience and thus strengthen the functioning of the NAEP; and detailed planning of
the program by the expert groups including mapping out plans for each province and union
territories. Establishment of the essential structures for administration and coordination of
the NAEP, and identification of various agencies (both govecrnment and non-government) and
officials to be involved in the program were to be sorted out during this preparatory period.
Other immediate needs with regard to the implementation of the program were development
of appropriate teaching/learning materials, training of field level functionaries and creating
a satisfactory system of evaluation and monitoring. The government, however, indicated that
action on all these areas would continue until the conclusion of the program based

concurrently on appraisals, reports, research and development of the program.
The outline suggested annual phasing of the projected target as follows:

TABLE 4%+
Coverage Visualized in the NAEP

Annual Ceverage ) Cumulative Coverage

Year in Millions in Millions
1978-79 1.5 1.5

1979-80 4.5 6.0

1980-81 9.0 15.0

1981-82 18.0 33.0

1982-83 320 65.0

1983-84 35.0 100.0

2% Source: NAEP: An Outline (1978), p. 8.
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With regard to the phasing of the program, the outline declared that:

It needs to be clarified that these are effective targets, and cven if a very
efficient program is organized, there could be about one third wastage and the
program shall have to be organized, keeping this in view.

The Approach of the NAEP

The outline suggested the general approach of the program and explained the means
to reach the poor and the illiterate through the NAEP. It recognized poverty and illiteracy
as the two most basic problems that the country has been encountering, and visualized NAEP
as the instrument to bring about fundamental socio-economic change for the illiterate and the
underprivileged.

The two most basic problems faced by our country are poverty and illitcracy...
Indeed, the problem of poverty and illiteracy are two aspects of the same
stupendous problem and the struggle to overcome one without at the same
time waging a fight against the other is certain to result in aberrations and
disappointment. For this reason, NAEP is visualized as a means to bring
about a fundamental change in the process of socio-economic devclopment;
from a situation in which the poor remain passive spectators at the fringe of
the development activity to being enabled to be at its centre and as active
participants. The learning process involves emphasis on literacy, but not that
only; it also stresses the importance of functional upgradation and of raising
the level of awareness regarding their predicament among the poor and the
illiterate.13

The NAEP was therefore, a political and social manifesto intended te ignite rapid
socio-economic progress for the illiterate poor and the disadvantaged section of the socicty.
With regard to the operational approach of the NAEP, the cutline suggested that production,
art and education have to be integrated in order to provide the learners a realistic and uscful
education in which the learner would be the centre of the learning activity. The program had
to be flexible and interesting in order to motivate adult learners particularly persons belonging
to the weaker sections of the community, i.e. Scheduled Castes, Scheduled Tribes, and
women. The NAEP should take a "mass approach” of involving the masses in the program
and must include provisions for systematic post-literacy and follow up activitic:. The NAEP
had to be visualized as a ‘mass movement’ involving people from all walks of life. Proper

coordination and cooperation among various development departments and agencics involved
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in pursuing NAEP was emphasized as a necessary condition for the success of the program.
Although provincial governments were given the freedom to decide the various agencies to
implement the program, it was suggesied that voluntary agencies and youth organizations
working in the field of community development might be given pricrity for implementing the
program. The range of programs, the government intended to organize under the NAEP,
included: "literacy with assured follow up; conventional functional literacy; functional literacy
supportive of a dominant development program; literacy with learning-cum-action groups;

literacy for conscientization and formation of organizations of the poor."14

Resource Development

The outline indicated a variety of resource bases at the federal, provincial as well as
district levels. At the national level the Directorate of Adult Education (DAE) and the
national level voluntary agencies such as the Indian Adult Education Association (IAEA)
were to provide the leadership in resource development and dissemination, and to act as a
clearing house for ideas, views, research and publications on adult education. At the
provincial level, the State Resource Centre (SRC) in cooperation with the National Resource
Group had to provide the leadership. The District Resource Centres were to develop
resources to be used by field level functionaries at the project, block and the AEC levels.
Resource development for the "masses” at the grassroots level was emphasized by conducting
seminars, workshops, and symposia, in adult education and by well designed surveys to

ascertain learners’ needs.

Teaching/learning materials, and the training of adult education functionaries were the
two important areas where immediate resource development was needed. Development of
suitable teaching/lcarning materials for different levels of learners and translating them to
various regional languages and dialects (including locally spoken language) seemed to be an
emerging need but a formidable task. Similarly, development of appropriate training
programs for adult education functionaries at various levels of field administration and
implementation seemed to be an urgent necessity. The government, however, did not intend

to establish new training institutes or research centres for this purpose and suggested to
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revamp the accommodation capacity and efficiency of the existing ones working in the
field. 1

Monitoring, Evaluation and Research

Without specifying details, the government "QOutline" cmphasized the need for
monitoring, evaluation and applied research for the smooth implementation of the NAEP.
The outline provided that:

"...[monitoring, evaluation and rescarch] must permeate the cntire program
and should provide feedbacks for introducing nccessary correctives {from time
to time. It is also important to have in-built arrangements for applicd and
coordinated research so that the experience of the NAEP is systcmatically
analyzed and provides guidelines for future action. The central government
and state governments are naturally interested in systematic monitoring.
Universities and institutions of higher education as well as SRCs will have an
important role to play in evaluation and applied rescarch. Monitoring and
evaluation mechanisms should get built at district and project levels also, for
it is there that the feedbacks have to be used for introduction of
correctives."16

Instructional and Implementing Agencies

With regard to agents of instructions at the Adult Education Centre, the "outlinc”
identified six categories of persons who could be employed as adult ecducation instructors, i.c.
school teachers, students, village youth, ex-servicemen and other retired personnel; ficld level
government functionaries working in other development departments; and voluntary social
workers. The government expected that these people would be dedicated and motivated
social workers (volunteers) who would work part-time in the evening (2 to 3 hours) for a

marginal honorarium of Rs50 per month (approximately $10.00 Canadian in 1978).

Both the federal as well as provincial governments were to shoulder the responsibility
of implementing the NAEP. However, the provincial governments were to take the largest
responsibility for the field implementation of the program, while the federal government was
to formulate policy guidelines and oversee the implementation of the program. The "outline”

specified that:
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Whether the program forms part of a central scheme, or is administered
through any other agency, the state government will have to play a most
important role. For all practical purposes it can be said that the
implementation responsibility will rest squarely with the state governments...
while the primary responsibility of coordination and implementation will rest
with the state governments. The central government should be concerned not
only with policy formulation and issue of general guidelines but should also
oversee that the programs are implemented by the state governments in
accordance with the policy statement.

Among the non-government agencies involved in implementing adult education
programs (besides government sponsored programs such as the Rural Functional Literacy
Projects (RFLP), or the State Adult Education Program (SAEP) which constituted the bulk
of the program), the outline emphasized giving priority to voluntary agencies and universities
and colleges. It also suggested that employers in the private sectors - in business and industry

- should also provide leadership in this regard by providing adult education facilities for their

employees.

Planning, Administration and Supervision of the NAEP

Since an adult education program of this magnitude was to be launched by the
Government of India for the first time since the country’s independence in 1947, the need
for concerted planning could not be overemphasized. The government recognized the need
for cooperative planning and decentralization of authority in order to achieve greater
efficiency and effectiveness in planning and administration of the program. Although the
federal government indicated its willingness to take leadership in this regard, nevertheless, it
called for an immediate establishment of administrative and coordinating agencies such as:
the State Board of Adult Education and the District Board of Adult Education at the

provincial and district levels respectively.

With regard to the administrative structure, the Adult Education Division within the
Ministry of Education and the Directorate of Adult Education were to provide the necessary
administrative support at the federal level. At the provincial level an independent Director
of Adult Education and an additional Director of Adult Education under the Director to

conduct and provide administrative services. At the district and project levels it would be the
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District Adult Education Officer and the Project Officer respectively who would be
responsible for administrative functions within their jurisdictions. The outline also suggested
the creation of professional cadres for adult educators. It indicated that the present practice
of placing officers from the Indian Administrative Scrvice (IAS) and other categories in adult
education is not a healthy practice and that professionally trained adult cducators should take

responsibility for administration and supervision of the NAEP.

Financing of the NAEP

Diversion of funding from the educational budget to other arcas of development has
been a common practice in Indian administration - both at the federal as well as provincial
levels. The federal government however, wanted to make sure, at lcast this time, that the
same scenario would not be repeated with the allocations of the NAEP. The "outline”
suggested that "it is ... necessary to devise an arrangement under which funds carmarked for
adult education cannot be so diverted,"'® but no details were given in respect to how to
achieve such a compliance. With respect to expenditure for learners the "outlinc” mentioned
some rough approximate figures. It said that:

It would be sage to assume that the per learner cost would not be less than
Rs80. The expenditure on central and state administrations, evaluation and
research, etc. would be approximately 10 pereent of the total arrived at on the
basis of aggregate per learner cost ... In addition... provision shall have to be
made from the very beginning for follow up and continuing education of nco-
literates and persons who have acquired literacy in the formal system of
education. It would be reasonable to provide an amount of approximately 20
percent of the total expenditure for this purpose.

International Cooperation

The "outline" also pledged to obtain international cooperation in formulating,
implementing and modifying NAEP. The nced for cooperation and sharing similar
experiences from elsewhere were explicitly recognized. "In formulating NAEP and its
implementation, cooperation should be pledged to UNESCO and other instrumentalities of
international cooperation based on mutual respect and equality. However audacious the

objectives of NAEP may be, we must begin humbly with a spirit to lcarn from thosc who have
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been harbingers in this ficld and from those who have developed special capabilities."20 In

short, the "outline" for the NAEP was a very ambitious document which enlisted some of the
ideal conditions - mostly in theory and much less practicable in real terms - for the successful
implementation of the NAEP. Many of the suggestions were idealistic and clearly euphoric.
However, they provided a basic guideline to initiate the ground work of a mass literacy

movement unprecedented in the history of the world.
44  NAEP: THE ORGANIZATIONAL STRUCTURE

For smooth and efficient implementation of the NAEP, administrative infrastructures

were built at the national, provincial as well as district (an administrative unit) level.

At the national level, the National Board of Adult Education stood at the apex of the
administrative structure in order to advise the government on the formulation of policies and
programs on adult education and for their coordination and smooth implementation at
different levels. The Board had the mandate to review the progress of adult education
programs and suggest measures to improve quality and coverage of the program. The State
Boards of Adult Education, a replica of its federal counterpart, were functioning in each
province and they had taken the responsibility of directing and guiding adult education
programs within the provincial boundaries including developing overall strategy for smooth
operation of the program. At the district level, the District Adult Education Committees
were sct up in most districts. The District Magistrate and Collector, usually an 1. A.S. (Indian
Administrative Service) officer of the federal civil service, was to be in charge of the

committee.

Below the District Adult Education Committees, there are District Adult Education
Officer, Project Officer and supervisors respectively in an hierarchical structure. At the
lowest level of the organizational structure are the Adult Education Instructors who are, in
fact, instrumental in operating the venture of NAEP by delivering adult education programs

to the people.
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With regard to the technical and resource support for the NAEP, the Dircctorate of
Adult Education at the federal level and the state resource centres at the provincial level
were to provide essential services such as: training of personnel, preparation of curriculum
and materials. Post-literacy, monitoring and evaluation cte. including acting as a clearing

house of ideas and information in adult education.

Please see attached figures indicating the administrative structure and monitoring
system for the Adult Education Program. While Figure 1 indicates the administrative
structure of the Adult Education Program under the NAEP, Figure 2 shows the monitoring

system.
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FIGURE I:  ADMINISTRATIVE STRUCTURE OF ADULT EDUCATION PROGRAM
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FIGURE 22  MONITORING SYSTEM FOR ADULT EDUCATION PROGRAM
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5.1 NAEP: DEVELOPMENT ZETWEEN 1978-80
5.1.1 General Progress Between 1978-80

The Policy Statement of :he federal government with regard to NAEP declared that
for all practical purposes the year 1978-79 was the preparatory year. Federal and provincial
programs under the NAEP required time, patience, and the infrastructure to develop in order
to cope and implement adult education programs in such a massive scale. Therefore, data
for the first two years were incomplete and insufficient. The Report of the Review
Committec on NAEP (1980) also explicitly admitted this weakness by saying that: "the NAEP
has run for two years: the preparatory year (1978-79) and the first year (1979-80). The data

for this period is inadequate."1

The dearth of data can be explained in ters:s of the vastness of the country as well
as the priorities and preferences given to the NAEP by the various pr.vincial governments
in their provincial program planning. Moreover, the nature of the programs under the NAEP
and the complexities that were involved in its implementation caused special problems for the
compilation of data for the country as a whole. The review committee seemed very much
aware of this difficulty. It commented:

Under the present arrangement, detailed data about educational institutions
[involved in the implementation of the NAEP] takes about two years to be
compiled for the country as a whole. The monitoring arrangements under the
NAERP to get the data quickly have not yet become effective.

However, based on the available data, the broad picture that emerged was that the
total enrolment of adult learners increased from 675,000 before the NAEP in 1977-78 to an
estimated 2,171,000 in the preparatory year, 1978-79. This enrolment figure of 2,171,000 was
much higher than the projected figure of 1.5 million enrolment in 1978-79 under the NAEP.
In 1979-80, the enrolment figures increased to 3.6 million against the projected target of 4.5
million. Also during the period 1977-78 to 1979-80 (as of January 31, 1980), the number of
Adult Education Centres increased from 16,000 to 116,000 in the country as a whole. The
estimated number of Adult Education Centres by March 31, 1980 was reported as 130,000
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with a total enrolment capability of 3.64 miliion illiterate adults.® Please sce Table on next
page.
TABLE 5'*
Adult Education Centres and Enroiments
1977-78 TO 1979-80

No. of Adult Educa:ion

Year Centres Enrolment
197778 16,000 675,060
1978-79 N/A 2,171,000
1979-80

(As nf 30-6-1979) 94,000 N/A
1979-80

(As of 31-1-1980) 116,000 3,233,000
1979-80

(Estimates for 31-3-80) 130,000 3,640,000

As the primary target groups, the NAEP put special emphasis on the enrolment of
women, and scheduled castes and tribes. By the end of January 31, 198C, a total of 1,153,000
woimen, 613,000 Scheduled Castes and 487,000 Scheduled Tribes were cnrolled under the
NAEP. These figures constituted 35.8 percent, 19.1 percent and 15.1 pereent respectively of
the total enrolment until the end of January 1980. Please sce the Table 6 for enrolment of

women, Scheduled Castes and Scheduled Tribes as on January 31, 1980.

1+ Source: Report of the Review Committce on the NAEP, 1980, p. 23.
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Table 62*¢*

Enrviment of Women, Scheduled Castes
and Scheduled Tribes
(4s on January 31, 1980)

(Figures in 000’s}
Participant Group Enrolment Percentage to Total
Women 1,153 358
(All Castes & Tribes)
Scheduled Castes 613 19.1
Scheduled Tribes 487 151
Total 2,253 70.0

At the ri-ovincial level, there was tremendous growth, both in terms of number of
Adult Education Centres as wel! as enrolment of adults under the adult education programs.
For example, at the end of June 1979, there were a total of 27,996 Rural Functioas! Literacy
Projects (RFLP), 19,644 State Adult Education Projects (SAEP), and 32,679 Adult Education
Centres conducted by Voluntary Agencies. Moreover, 7,129 Adult Education Centres were
organized by Nehru Yuvak Kendras, 3,684 centres organized by Universities, and 3,049
centres organized through the Integrated Child Ta~v.:lopment Schemes.* Adult Education
Centres under the RFLP and SAEP increased significantly by January 31, 1980 to 38,555 and
34,626; respectively. While Adult Education Centres organized by Voluntary Agencies and
Nchru Yuvak Kendras registered some decrease from 32,679 and 7,129 by the end of June
1979 to 28,567 and 4,616 respectively by the end of January 1980, Adult Education Centres
managed through the universities and I.C.D.S. witnessed growth from 3,684 and 3,049 i0 5,165
and 4,774 during the same period.5

The increase in Aduit Education Centres under RFLP and State Adult Education
Projects was indicative of increased enrolment as well as continued efforts of both national
and provincial governments in implementing NAEP with full vigour. Increased enrolment was
also registcred under university initiative and under the Integrated Child Development

Schemes (ICDS). The only area in which some decrease in the number of Adult Education

Zus Source: Report of the Review Committee on the NAEP, (1980), p. 24.
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Centres (and therefore decline in enrolment) was recorded was Centres organized by the
Voluntary Agencies who did not receive any government assistance. Figures indicate that
while during the period June 30, 1979 to January 31, 1980, there was ncarly a 20 pereent
increase in Adult Education Centres organized by Voluntary Agencies which reccived
government assistance from 19,029 to 22,969, Adult Education Centres organized by
Voluntary Agencics obtaining no government grants declined from 13,650 in June 1979 to
5,598 by the end of January 1980. This decline could be attributed to the tact that Voluntary
Agencies receiving no government assistance found no incentive or motivation to raise mosicy
from the pubiic while many Voluntary Agencics continued to receive government funding.
Many Voluntary Agencies who were previously operating without assistance applied for
government funding under the NAEP and if not awarded grants, chose o close down.
Further, increased enrolment and intensified adult education programs under ihe RFLP and
SAEP reduced pressure on Voluntary Agencies and in somie cases made their services

unnecessary and redundant.

No matter what caused a drop in Adult Education Centres organized by Voluntary
Agencies receiving no state grants, their impact on the overall strategy of NAEP was
marginal. Overall, there was a tremendous increase in Adult Educauon Centres throughout
the length and breadth of the country between 1977-78 and January 31, 1980 from 15,842
(1977-78) to 116,000. During the same period, enrolment increased from 675,000 to
3,233,088.

Please sce tables 7-11 for statistics on Adult Education Centres and enrolment
between 1977-78 and 1980 in different provinces of India under the NAEP.
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TABLE 7

Statement Showing Enrolment of Adults and
Adult Education Centres During 1977-78 in Different Provinces

Name of State/U.T. No. of Enrolment
Centres
Male Female Total
L Andhra Pradesh 676 18,357 2,309 20,666
2. Assam 344 7,974 2,152 10,126
3. Bihar 120 3,293 3,293
4. Gujarat 9 19,346 6,627 25973
5. Haryana 1,431 24,655 11,097 35,752
6. Himachal Pradesh N.A. N.A. N.A 18,207*
7. Jammu & Kashmir N.A. N.A N.A. 4,133*
8. Karnataka 4,940 90,810 22,512 113,322
9, Kerala N.A N.A. N.A. 10,656*
10. Madhya Pradesh 811 9,032 6,533 15,565
it Maharashtra 1,638 44,644 19,225 63,869
12. Manipur 251 4,918 2,653 7,571
13. Meghalaya 365 6,110 4,711 10,821
14. Nagaland 210 4,839 1,783 6,622
15. Orissa 797 16,252 2,937 19,189
16. Punjab 624 11,348 8,934 20,282
17. Rajasthan 1,254 17,500 7,500 25,000
18. Sikkim N.A N.A. N.A. 8,415*
19. Tamil Nadu 3 62 1 63
20. Tripura 859 7,473 8,024 15,497
21. Uttar Pradesh N.A N.A N.A. 116,389*
22. West Bengal N.A. N.A. N.A. 208,700*
23. A & N Islands 21 330 241 208,700*
24. Arunachal Pradesh 175 4,070 756 4,826
25. Chandigarh 19 202 254 456
26. Dadra & Nagar Haveli 4 99 19 118
27. Delhi 101 1,040 1,525 2,565
28. Goa, Daman & Diu 15 328 150 478
29. Lakshadweep 20 180 130 310
30. Mizoran 140 2,600 2,478 5,078
K1 N Pondicherry 34 543 178 721
Total 15,842+ 296,005+ 112,729+ 675,234
(72.4) (27.6)
hd Source: Report of the Review Committee on the NAEP, 1980, pp. 108-109.
b UT: Union Territories. i.c. federally administered territories.

This data was received in connection with Rajya Sabha. Unstarred question No. 90 of 26-4-78.
+ Excludes states for whick tre~x down is not available.

Notes: The figures in parentheses show percentage to total enrolment in only those states whose sex-
wise break up was available.
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TABLE 8

Statement Showing Coverage of Hliterates in Different Provinces
Under Adult Zducation Programme During 1978-79

Name of State/Union Territory No. of llliterates
Covered During 1978-79

1. Andhra Pradesh 45,310
2. Assam 38,430
3. Bihar 33,000
4 Gujarat 301,264
5. Haryana 68,660
6. Himachal Pradesh 32,070
7. Jammu & Kashmir 10,103
8. Karnataka 172,000
9 Kerala 77,100
10. Madhya Pradesh 128,850
11. Maharashtra 463,80
12. Manipur 29,970
13. Meghalaya 14,465
14. Nagaland 17,700
15. Orissa 104,252
16. Punjab 38,100
17. Rajasthan 95,826
18. Sikkim 84
19. Tamil Nadu 121,810
20. Tripura 35,248
21. Uttar Pradesh 158,247
22, West Bengal 126,780
23. A & N Islands 2,940
24. Arunachal Pradesh 9,880
25. Chandigarh 2,800
26. Dadra & Nagar Haveli 992
27. Delhi 19,320
28. Goa, Daman & Diu 9,030
29. Lakshadweep 312
30. Mizoram 5,265
31 Pondicherry 6,96()
Total 2,170,868

or say

21.71 lakhs

Source: Report of the Review Committce on the NAEP, 1980, pp. 110-111.
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TABLE 9

Statement Indicating the Number of
Adult Education Centres Functioning in Different Provinces
as on June 30th, 1979

States/ RFLP  State Voluntary NYK Universities ICDS
Union Territories Gowt. Agencies
Project  With/Without
GOl
Assistance

Andhra Pradesh 584 330 288 214 1066 199 232
Assam 2400 4200 270 - 238 66 127
Bihar 1490 1945 1936 - 399 64 309
Gujarat 2000 711 5342 1426 226 443 43
Haryana 2089 820 190 - 81 - 100
Himachal Pradesh 715 -- 60 -- 410 - 48
Jammu & Kashmir 1143 231 - -- 68 - 94
Karnataka 880 - 458 6834 324 105 90
Keralal 1200 - 374 3490 378 -- 122
Madhya Pradesh 3000 1300 778 170 620 88 180
Maharashtra 3314 530 3090 1224 - 465 i42
Manipur 185 300 374 - 140 - 73
Meghalaya 165 178 - - - - 50
Nagaland 340 200 - - 3 - 20
Orissa 1020 1110 439 40 521 224 56
Punjab - -- 120 - 236 38 100
Rajasthan 1369 1064 2600 -- 414 - 85
Sikkim 170 254 - 2 4 - 64
Tamil Nadu 608 1421 -- 43 182 - 100
Tripura 3600 - 1124 117 364 720 296
Uttar Pradesh - 2457 1176 35 984 341 352
West Bengal 880 1825 380 - 296 845 255
A & N Islands 191 216 - 30 23 - -
Arunachal Pradesh 60 34 -- 3 4 -- -
Chandigarh 54 84 - - 38 - -
Dadra & Nagar Haveli 41 30 - - - - -
Delhi 241 270 - 2 109 79 100
Goa, Daman & Diu 30 - - - - - -
Lakshadweep - - - - - - -
Mizoram 160 70 - - - - -
Pondicherry 67 64 30 - 39 16 -
Total 27996 19644 19029 13650 7129 3684 3049

* Source: Report of the Review Committee on the NAEP, 1980, PP. 112-114,
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TABLE 10

Statement Indicating the Number of
Adult Education Centres Functioning in Different Provinces
as on January 31st, 1980

States/ RFLP Siate Voluntary NYK  Universitiecs  1ICDS
Union Territories Gowt. Agencies
Project  With/Without
GOl
Assistance

Andhra Pradesh 2283 558 740 - 511 440 46()
Assam 2400 3630 295 - 103 396 140
Bihar 2061 2808 2120 600 21 290 490
Gujarat 2280 1080 4965 1410 83 483 --
Haryana 2242 900 134 - 54 14 320
Himachal Pradesh 452 288 20 -- 410 - 48
Jammu & Kashmir 572 1205 -- -- 21 -- u8
Karnataka 2431 65 1040 657 140 250 180
Keralal 1221 -- 352 1625 298 328 122
Madhya Pradesh 2772 1211 892 461 474 406 148
Maharashtra 4864 3840 4403 347 20 1123 262
Manipur 185 215 394 374 110 - 75
Meghalaya - 249 - 39 - - 85
Nagaland 340 200 -- -- - - 80
Orissa 3253 5346 647 - 207 212 153
Punjab 61 237 60 - 348 52 100
Rajasthan 3026 2713 2506 - 4 30 70
Sikkim 456 - - 2 317 - 60)
Tamil Nadu 3600 6100 2129 43 106 668 298
Tripura 693 1009 -- -- 217 -- 145
Uttar Pradesh 1468 - 1367 32 171 39 394
West Bengal 880 1775 595 - S 15 671
A & N Islands 226 - 15 - 4 -- -
Arunachal Pradesh 88 50 -- 3 380 ~- 29
Chandigarh - 110 -- 8 70 18 --
Dadra & Nagar Haveli 291 762 205 - - 50 189
Delhi 102 - - -- - -- --
Goa, Daman & Diu - 56 30 -- -- -~ -
Lakshadweep 21 -- -- -- -- - -
Mizoram 200 77 - - -- -- -
Pondicherry 87 142 60 -- 33 - 46
Total 38555 34626 22969 5598 4616 §165 4774

Total No. of Centres: 116,302

Note:

Agencies (1910) and 4 Nehru Yuvak Kendras (160).

* Source: Report of the Review Committee on the NAEP, 1980, pp. 115-117.
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TABLE 11

Statement Showing Enrolment in Different Provinces Under All Agencies/
Schemes of Adult Education as on January 31st, 1980

State¢/Union Territories Total Male Female S.C. S.T.
Andhra Pradesh 146484 92804 53680 33210 12823
Assam 97272 67792 29480 5402 4910
Bihar 256149 176042 80107 59823 35618
Gujarat 325227 186600 138627 57099 10898
Haryana 83610 34868 48742 16607 -
Himachal Pradesh 27051 11467 15584 4632 1383
Jammu & Kashmir 42296 20133 22163 5594 -
Karnataka 131096 108919 22177 25373 6522
Kerala 126636 61469 65167 29160 7187
Madhya Pradesh 176281 126580 49701 31630 52583
Maharashtra 459299 267037 192262 76115 49638
Manipur 34908 12500 22408 471 15387
Meghalaya 9650 4733 4917 - 8328
Nagaland 16844 6761 10083 69 15575
Orissa 295041 209230 85811 82721 92527
Punjab 18320 8548 9772 3519 44
Rajasthan 223852 180930 42922 3824% 20983
Sikkim 11574 5993 5581 - -
Tamil Nadu 400092 297616 102476 79601 5550
Tripura 43425 26403 17022 9956 14897
Uttar Pradesh 130361 84519 45842 35284 12191
West Bengal 110104 60103 50001 7225 1876
Arunachal Pradesh 5646 5329 317 - 5479
A & N Islands 317 1267 172 452 -
Chandigarh 3307 1708 1599 545 617
Dclhi 32862 9549 23313 7476 328
Dadra & Nagar Haveli 3163 1228 1935 15 3148
Goa, Damai & Diu 2962 1441 1521 60 -
Lakshadwvcp 315 315 - - 315
Mizoram 8241 3691 4550 -- 8241
Pondicherry 7436 3511 3925 2729 -
Total 3233088 2080136 1152952 612737 487081
Percentage to total 100.0 64.3 357 19. 15.0
enrolment

N.B.: Does not include enrolment in 2,070 Centres sanctioned to 45 Voluntary Agencies (1910) and
4 Nehru Yuvak Kendras (160). This may be roughly estimated at 62,000 (at 30 per centre).
The total enrolment may thus be placed roughly at 3.3 millions.

*Source: Report of the Review Committee on the NAEP, 1980, PP. 118-120.
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5.1.2 Findings of the Review Committee

The three important components on which the NAEP was based were literacy,
functionality and socio-political awareness. The government intended to give cqual
importance to each component. However, to its dismay, the Review Committee on the
NAEP found out that the activities under the NAEP was mostly confined to literacy training
ignoring the other two components including sidelining the linkage of literacy programs to
development programs and scientific and technological progress. The Review Committee
(1980) found out that the programs under the NAEP had largely remained confined to
literacy activities. Even the literacy programs had not been as cifective as they should have
been due to "the absence of necessary research and the failure to develop appropriate
methodologies” of adult learning. The most important aspect of the NAEP was linking adult
education with development programs for real life situations. This aspect of the program was
side stepped. The development content of the program was superficial and the functional
components in the courses were almost nonexistent5. With regard to arousing awarcness
among the learners, the committee noted that there was generally speaking "a lack of clarity
among the workers regarding the meaning and content of awareness.” It also expressed
dissatisfaction due to the fact that little attention was given to include content of science and
technology into the program which was so important to alleviate the living standards of the

people.

Another criticism by ihe committee was that a number of provinces such as: Assam,
Himachal Pradesh, Madhya Pradesh, Meghalaya and Orissa, had remained almost unaffected
by the NAEP. These provinces continued to provide literacy programs of the carlier type.
The program, despite its intent, was, in practice, ncither flexible nor diversified nor
decentralized. Teaching/learning materials for a specific linguistic group, although prepared
differently for men and women did not give careful attention to the diverse needs and
interests of the learners therely reducing the cffectivencss of the program.  The
teaching/learning materials also lacked substantial input in functionality and awarcness. Also,
the sacial integration aspect of adult education to establish a rapport between the "educated”
and the "illiterate” had been neglected. This linkage was intended to be achicved by

persuading -..d employing the educated village youths and adults to "educate” the illiterates
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through their participation in the learning process as well as through various cultural activities.

The functioning of the Adult Education Centres did not reflect this reciprocity.

With regard to the organization and administration of the NAEP, the Review

Committee suggested that:

The existing administrative machinery including the Directorate of Adult
Education should be strengthened in order to be able to deal with the
expanding programs under the NAEP.

District level adult education officers and other administrative staff in all
provides must be selected, keeping in view the special requirements of the
job and not just bureaucratic promotions on the seniority basis from the
existing rank and file. Adult education functionaries, without proper
training, motivation and understanding would reduce the program to a
failure. This problem must be addressed immediately.

Administrative and financial powers remained centralizea :1t* .ae federal
and provincial governments. Release of funds to Voluntary Agencies and
state government projects usuaily took a long time and unnecessary delay
was making the field operation of the program difficult and slow.

The District Adult Education Officer who had an important role in
implementing NAEP at the grassroots level had to be delegated adequate
powers to perform his responsibilities and tasks. The incumbent of this
position must be given the freedom and flexibility to mobilize the program
in the best possible manner. The District Adult Education Officer
(DAEOQ) should also be provided with adequate academic and technical
support.

The honorarium paid to adult education instructors should be reviewed
and increased to a respectable level (in order to arouse interest and
motivation for teaching aduits). Also the significant gap between the
honorarium of the instructors and the pay of the supervisors and project
officers was to be reduced to an acceptable level to all parties

concemed.7



The Review Committec noted that approximatcly 67 pereent of Adult Education
Centres were run by the provincial governments through the Department of Education.
Except the Department of Social Welfare and Rural Development, the involvement of other
development departments was almost nonexistent. The participation of some important
institutions at the block level such as: cooperative socictics and Panchayati Raj institutions
was not even explored. Employers in industrial and other organized sectors of the economy
were unaffected and unconcerned by the program. Even involvement of mass media in
expediting and popularizing the NAEP was very marginal. It suggested that the role that
could be played by schools colleges, universitics and a host of other institutions and agencics,
including the contributions of mass media had neither been explored nor utilized. In order
for NAEP to succeed sincerc efforts must be made to mobilize tne entire manpower
resources of the nation.

In summing up their findings the committce suggested that:

The country [had] not yet been able to implement the constitutional dircctive
of universal primary education; and considering the magnitude of the task, the
programs of adult education have been perused at a very small scale. The
literacy rate has grown at less than one percent a ycar while population has
been growing at over two percent a year. Therefore, the objective of
universal literacy has to be promoted through the twin provision of universal
education for children and a massive program of adult education. Both these
mutually reinforcing programs need to be pursued with determination and
sustained vigour, as national programs having the involvement of the
educational institutions and development agencies and with the full support
of the political parties.

However, the results achieved so far, though limited in scale, [were] sufficicnt
to generate confidence in the future of a massive program of adult education.
The program as presently implemented, nevertheless has scveral scrious
weaknesses and we doubt whether it could achieve its objectives unless certain
radical changes are made... proper education contributes cffectively to rapid
economic and social development and to national integration... Effcctive and
meaningful programs of adult education need careful planning and there is no
escape from learning to organize them the hard way - through intensive and
careful preparation, learning from experiences and taking reasonable risks.
We recommend that persons of age 15 to 35 should be covered in the shortest
time possible by a program of adult education. Nothing should be done to
weaken the momentum generated in the community for the program. The
NAEP should be continued, and steps taken to radically modify and
strengthen the program...
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The Review Committee, headed by Professor D.S. Kothari, recommended a number
of steps to be taken in order to radically modify and strengthen the NAEP. The reports and
recommendations of the committee were largely accepted and the NAEP during the Sixth
Five-year Plan was modelled according to the blueprint suggested by the Review Committee
in its rccommendations. In a nut-shell, the recommendations included:

Establishment of an autonomous National Board of Adult Education;
widening and deepening of the content of the program and increasing its
duration; improvements in plannin% and implementing at all levels; and
monitoring, evaluation and research.

A glimpse of the findings of the Review Committee would reveal that it did a
thorough investigation of the NAEP and mapped out an adult education program for the
1980's particularly during the Sixth Plan Period (1980-85). The Committee’s Report,
including recommendations, were largely accepted by the federal government and the
following strategies were developed during the Sixth Plan Period:

1. to cover all districts with literacy rate below national level; priority to women,
Scheduled Castes, Scheduled Tribes, migrant labourers and other weaker
sections of the society;

2. to ensure larger participation of students in the Adult Education Program as
envisaged in the 20 point program of thc Prime Minister;

3. to enlist and scek the support of voluntary agencies by providing them grant-
in-aids;
4. to strengthen post-literacy program in order to prevent relapse into illiteracy

of the neo-literates; and

5. to utilize the modern mass media as well as traditiona! folk media for
motivational purposes.10

A Note on Sixth Five-year Plan (1980-85)

The draft Sixth Five-year Plan came into effect in April 1978. The Janata Party
Government, headed by Prime Minister Mr. Morarjee Desai, was in power when the NAEP
came into effect. However, this government, due to internal politic! dissensions and factions,
did not last long and collapsed in the latter part of 1979. A federal election was held in

January 1980 and the Congress Party with the leadership of Mrs. Indira Gandhi came back
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to power with a sweeping majority. With the new government, sworn in January 1980, a new
Sixth Five-year Plan (1980-85) was introduced by the government revising the previous one.
This change was obvious, because of the different prioritics and outlook of the new
government in the planned sectors of the economy. In light of the above facts, 1t may not
be difficult to understand why there was some confusion with regard 1o the duration of the
Sixth Plan Period which originally started in 1978 and ended inn 1985. However, the
Planning Commission of India has recorded the Sixth Plan Period fronn 1980 to 1985.

5.2 DEVELOPMENT DURING THE SIXTH PLAN (1980-85)

Adult education, along with elementary education, {orm an essential part of Minimum
Needs Program (MNP) in the Sixth Five-year Plan. One of the major objcctives indicated
in the Minimum Needs Program was 100 percent coverage of adults in the age group 15-35

by 1990 through nonformal education.1!

The Sixth Five-year Plan also explicitly stated that:

Nonformal education for adults, particularly in the productive age group 15-35
years, would receive priority in the Sixth Plan, in view of its potential for
immediate impact in raising the level of productivity in the cconomy. The
programs of adult cducation, which had been initiated in the previous plans
and which form part of the Minimum Needs Programs of clementary
education would be made more effective are extended in cooperation with the
other development activities and the employment agencics...

52.1 General Outlook

According to the projections outlined by the "Expert Committce on Population
Projections” set up by the Planning Commission of in<dia in 1978, the tetal population in 1981
was estimated at 672 million out of whom 230.4 million were estimated to be in the age group
of 15-35. In view of the increase in total population revealed by the 1981 Census over the
projected figures a little higher figure of 235 million had been assumed for the age group 15-
35 by the federal government. The government’s estimate was that in 1981 out of this 235
million people in the age group of 15-35, 119.3 million were literate and 115.7 million were

illiterate. It was assumed by the government that nearly 5-6 million adults in the 15-35 age
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group were made literate between 1971-81 through various adult education programs

including NAEP, thus reducing the total number of illiterates to approximately 110 million.

The revised government plan projected that adult education programs under the
NAEP werc to cover approximately 109 million adults in the 15-%5 age group during the Sixth
and Seventh Five-year Plans. Keeping in view the allocations {.:; adult education during the
Sixth Plan Pcriod (1980-85) and the need for achieving 100 percent literacy by 1990 in the
§5-35 age group, the following phasing of targets were suggested. Please see Tabk }i tor
revised targets of government ir: Sixth and Seventh Five-year Plans. Also see Tai'r 12 .01
the suggested targets of enrolment between 1983-84 and 1980-90 for different provinces of
India under the NAEP.

TABLE 123¢

Revised Government Pizn for Phasing of Enroiment
Targets During the Sixth Five-year Flan (1980-
and Seventh Five-year Plan (1985-96)

Sixth Five-year Plan Seventh Five-year Plan
Emrcinient in Enrolment in

Year Millions Year Millions
1980-81 26 (actual) 1985-86 11.5
1981-82 3.1 (actual) 1986-87 14.0
1982-83 43 (actual) 1987-68 17.0
1983-84 5.0 1988-89 20.5
1984-85 6.5 1989-90 24.5
Total 215 Total 87.5

3% Source:  Adult Education Program: Policy Perspective and _Strategies for
Inplementation (1984), Ministry of Education and Culture, Government of India,

pP-
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TABLE 134+

Suggested Target of Enrolment:

1983-84 to 1989-90

(Figures in *000)

Stete/Union Territory 1983-84 | 1984-85 | 1985-86 | 1986-87 | 1987-88 | 1988-89 { 1989-90
5. *% 1hra Pradesh 450 00 1000 1500 1860) 2200 2500
2. Assam 300 400 450 460 450) 450 SN0
3. Bihar 650 900 1200 1600} 24(0) 2000 400
4. Gujarat bt 456 6500 700 8} &(X) 8(X)
5. Haryana 175 225 300 300 200 3K 30
6. Himachal Pradesh 40 50 70 20 90 110 120
7. Jammu & Kashmir 125 150 i) 170 180 1%) 200
8. Karnataka 380 500 600 TG 800 9HK) 1200
9. Kerala 120 150 200 20t 200 2(0) 204
10. Madhya Pradesh 525 750 900 HOO 2000 2000 2500
11. Maharashtra 500 £ 800 1800 1200 12(%) 1200
12. Manipur 75 80 - - - -- --
13. Meghalaya 40 40 490 44 20 20 20
14. Nagaland 40 60 -- -- - - -
15. Orissa 260 400 575 706 1200 1200 15(X)
16. Punjab 125 175 250 300 400 400 500
17. Rajasthan 500 850 750 9 12(X) 1200 1500
18. Sikkim 25 5 5 5 5 5
19. Tamil Nadu 425 S5 ! 700 9 1200 1200 1200
20. Tripura 50 50 1 10 10 10 10 10
21. Uttar Pradesh 300 150K 2000 2500 35(0) 3500 4000
22. West Bengal 450 603 8060 1000 1500 1500 1800
23. A & N Islands 3 5 2 2 pA 2 2
24. Arunachal Pradesh 20 25 15 15 15 15 15
25. Chaandigarh 5 6 3 3 3 3 3
26. D & N Haveli 45 54 6l) 60 6{) 60 6{)
27. Delhi 8 10 20 20 25 25 25
28. Goa, Daman & Diu 2 2 - - - - -
29. Mizoram 10 10 5 S S 5 5
31. Pondicherry 15 15 10 10 10 10 10
Total 6516 9000 11528 14073 17148 20448 24478
4+ Source: Adult Education Program: Policy Perspective _and _Strategics  for

Implementation, (1984}, Ministry of Education and Culture, Government of India,

p. 34-35.
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5.2.2 Achicvement of the NAEP Under Different Yrojects

The NAEP vas implemented threugh different projects/programs sponscred and

funded by cither the federal government or the provincial governments. don-government

organizations such as Voluntary Agencies also took a leading role in promoting adult

cducation programs under ‘he NAEP. It was carried out under eight different

projects/prograins. The achicvemeri i the NAEP under these projects/programs are

discussed below.

1. Rural Functional Lit.cacy ixcgram (RFLP)

This was the major federaily sponsored scheme under which 100 percent
funding was provided to all provincial governments as weli as to all centrally
administered Union Territories. During 1978, the schemes of Farmer’s Functional
Literacy, the Kisan Sakshrata Yojna and the nonfrrmal education for the age group
15-35 were amalgamated and renamed as Rural Functional Literacy Projects.13

The RFLP scheme aimned at setting up adult education projects in i3 to 300
adult education centres covering one or two contiguous development blocks (a
development is an administrative .+ ander the District Administration comprising
a ;:umber of viliages in a contiguous area with a population of at least 66,000) in case

.-ovinces, and up 1o 100 Adult Education Centres in: case of Union Territories and
hilly arcas of the provinces. The objective was to cover gradually all districts in the
country with at lcast one RFLP. Each centre under the RFLP was to enrol at least
30 adults. At the end of March 1984, 70,285 Centres were functioniag with an
cnrolment of 2,096,528 adult learners.14 However, at the end of December 1984,

these figures increased to 78,891 Centres with an enrolment of 2.39 million.1®

2. Statc Aduit Education Program (SAEP)

This was one of the more important schemes under the NAEP in which
provincial governments were involved in taking leadership in adult education in their

respective provinces. Under the SAEP (State Adult Education Program) efforts were
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made to expedite the coverage of adults through schemes funded by the provincial
governments. The schemes indur ii¢ SAEP were 100 percent funded by the
provincial governments. Priority was given to the participation and involvement of
women, Scheduled castes and Scheduled Tribes and other backward  and
underprivileged sections of the society. As of December 31, 1984 a total of 64,485
state adult education centres were functioning with an enrolment of 1,927,389 adult

learners throughout the country.16

3. Adult Educatipn Through Voluntary Agencics

Voluntary agencies occupied a pivotal roie in educating adults under the
NAEP. In order to ensure greater e ticipation of voluntary organizations, the
federal scheme of assistance to voluntary agencics was revived in Aprit 1982, Under
this newly developed scheme registered voluntary agencies were allocated grants by
the government of India in order to undertake projects of functional literacy, post
literacy, resource development, publications, coordinating seminars, workshops, clc.
Grants were usually sanctioned on project basis at the rate of 100 pereent on program
cost and 75 percent on administrative cost foi {icld projects.  For publications,
seminars, workshops, etc. the grant was limited to 50 percent for publications and 75
percent for seminars, symposia, ete.1?

In 1982-83 there was a total of 257 voluntary agencies organizing adult
education programs in 10,845 Centres and were granted a total of Rs19,817,000.1
At the end of December 1984, a total of 178,950 adult learners were enrolled by
voluntary agc:ncics.19 According to Dutta (1986) in 1984-85 over 500 voluntary
agencies were organizing 26,545 adult education centres throughout the length and
breadth of the country. The grant awarded these centres totalled Rs57.24 million.20

However, figures indicated by the government in Adult Education Program

(1984) under "Target of Enrolment for Voluntary Agencics Under_the Scheme ol

Assistance, 1984-85" recorded that in 1984-85 a total of 300 voluntary agencics

received government funding and they organized 11,685 adult education centres with

an expec.ed enrolment of 341,550 adult learners.2!  Attached please sec tables
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indicating targets of enrolment for voluntary agencies in 1984-85 and the statement

showing grants approved to voluntary agencies in different provinces during 1983-84.

TABLE 145+

Statement Skowing Statewise Break-up of Grants Approved to Voluntary
Agencies Under the "Scheme of Assistance in Voluntary Agencies
Working in the Ficld of Adult Ecucation” During 1983-84

State/Union Territory No. of VAs  No. of AECs Amount of
Approved Approved Grant
Approved
1. Andhra Pradesh 8 290 5.94
2. Assam 15 580 9.62
3.  Bihar 12 900 16.33
4.  Gujarat 47 2190 41.43
S. Haryana 8 230 5.11
6. Karnataka 6 240 3.9
7. Maharashtra 54 1650 L
8.  Manipur 1 100 '
9. Orissz 25 765 14.80
10.  Rajasthan 8 400 9.00
11.  Tamil Nadu 4i 1800 29.82
12.  Uttar Pradesh 27 1020 19.13
13. West Bengal 6 490 9.37
14.  Delhi 5 160 5.61
15. Goa, Daman & Diu 1 30 0.49
Total 257 10845 198.17

be Source:  Adult Education Program: Policy Perspective and Strategies for
Implementation, (1984), p. 44.
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TABLE 55+

Target of Enrclment for Voluntary Agencies Under the Scheme of
Lxsistance to Voluntary Agencies 1984-85

Expected

State/Union Territory No. of Agencies  No. of Centres
Approved Approved Enrolment
L. Andhra Pradesh 9 733 22,050
2. Assam i3 400 12,000
3.  Bihar 20 700 22,000
4, Gujarat 45 190 57,000
5. Haryana 4 235 7,050
6. Karnataka 20 60 8,000
7. Mabhar:shtra 60 190X} 57,000
8. Orissa 20 660 19,800
9. Punjab 2 64 1,800
10.  Rajasthan 20 8(X) 24,000
11.  Tamil Nadu 45 2000 60,000
12.  Utiar Pradesh 36 1000 30,000
13.  West Bengal 8 500 15,000
14.  Dclhi 4 165 4,950
15. Gea 1 30 9N
Total 300 11,685 341,550
4. Aduli_Education Progiam Through Students and Youths
In accordance with the federal government’s 20 point program for national
development, of which adult cducation was an integral part, the University Grants
Commission (UGC) embarked upon an active involvement of universitics and colleges
all over the country in adult education programs. The UGC had sct aside a budget
of approximately Rs135 million in order te provide 100 percent financial assistance
to the celleges and universities up to March 31, 1991.
India has a huge complex of 146 rccognized universsitics and approximatcly
4,500 affiliated colleges.22 The UGC dccided to implement the adult education
program through the universitivs <nd colleges in two distinct phases. The first phasc
was to cover the period ending March 31, 1985 during which time all affiliated
64

Source:  Aduit Education Program: Policy Perspective and  Strategics for

Implementation (1984), p. 45.
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colleges and universities were cxpected altogether to organize 15,000 to 20,000 Adult
Education Centres. In the sccond phase, beginning April 1st, 1985 and ending March
31, 1990, all universities and colleges were to be involved in the adult education
program and help opening and running at least 50,000 Adult Education Centres
throughout the country.

It was believed that involvement of institutions of higher learner in adult
education programs would bring teachers and students - the white collar people and
the elites - in close contact with the common people und their struggle for a better
life, thus creating an awareness for social change.

In conjunction with adult education programs, another important mission was
to sprecad universal clementary education to non-school-guing children and ae
dropouts, and help them enrol in primary schools or in other nonformal education
Centices.

At the end of 1984, there were a totai of 22,090 Adult Education Centres
organized and administered by students and youths of colleges and universities. After
the introductionn of the NAEP in 1978 and until the end of 1985, nearly 68
universitics and over 700 colieges participated in providing adult education programs
to adults between the age of 15-35 and were funded by the federal government under
the NAEP scheme.?3 These universities and colleges participated with or without

the facility of a regular faculiy of adult and :ontinuing education and extension work.

5. Nechru Yuvak Kendrz§7*

The involvement of non-student youths in adult education programs had been
sccured through Neirru Yuvak Kendras. It was one of the most celebrated, and
perhaps oldest, voluntary agencies in India involved in ali kinds of deveiopment
programs for youths including adult and community education.

During the year 1983-84, 136 Nehru Yuvak Kendras were allocated funds for

organizing adult education programs through the National Service Volunteers Scheme

T«

Nchru Yuvak Kendras: ‘“Yuvak Kendra’ in Hindi language signifies a "youth centre”.
"Nehru Yuvak Kendra" means the youth organization named after the first Prime
Minister of India, the late Pandit Jawaharlal Nehru.
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(NSVS). During this period the Nehru Yuvak Kendras organized approximately 2500
Adult Education Cenitres with a total enrolment of 70,000 learncrs.24

The Chetna Sanghs which were created to serve the rural disadvantaged
youths and women in the countryside ..ore also organized by the Nehru-Yuvak
Kendras. During the heyday of the NAEP these Chetna Sanghs showed considerable
promise in organizing and delivering adult cducation activitics emphasizing socio-

political awareness among the adult learners.

6. Nonformai Adult Education for Women and Girls

Adult education programs under the NAEP laid special emphasis on womnen'’s
education and women’s participation in their own socio-cconomic development. It
was necessary o ;ive special attention to women and girls because of the fact that
only 24.82 pi.ree v of women were literate in 1981 compared to 46.89 pereent of men

according to %1 ‘“ensus of India chor!..25

Women living in rural arcas were at
a disadvantage when compared with women living in urban arcas. Dighe (1985) for
example reports that out of the 264 million women in 1971, 214 million lived in rural

areas. While the rate of literacy among the 50 million urban {cmales was 41.4

percent, it was only 12.9 percent among the 214 million rural women. 26

In view of the sbove mentioned scenario, education of women became a
priority for the national government. In addition to the coverage under the NAEP,
the federal government initiated » special project called "Nonformal Education for
Women and Girls" in coliaboration with the UNICEF (United Nations International
Children’s Emergency Fund) as pari of the ongoing adult cducation program, albcit
concurrently. The primary objectives of this project was to strengthen and provide
education for better family lifc in gencral, and training to mothers about Child Care
in particular. The main highlights of the project were:

Development of visual literatures and other materials on various topics related
to mother and child care; producing materials on the use of teaching-lcarning
materials by the functionaries involved in this project at different levels and
providing a helping hand to statc resource centres and the Department of
Adult Education in the provinces where these materials arc non-rcgularly
produced; providing child care facilities at various Adult Education Centres
for women learners’ and organization and coordination of rescarch ar .
evaluation activities to determine the impact of child carc centres on the
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achicvement of the adult learners as well as the benefits of child care centres
in the overall strategy of adult education programs.

This project was started in 1982-83 and by 1984-85, 3,857 child care centres

were functioning throughout the country with government grants.

7. Shramik Vidya Pceths®*

These institutions were established in order to provide integrated education
to urban and industrial workers. The program was designed to raise the prouuctivity
of workers in the industrial sector by providing vocational training and education
according to the needs and interests of the learners/workers and members of their
families. In short, the Shramik Vidya Peeths were the centres of continuing
nonformal education for urban workers, both in the private and public sectors, aiming
at achicving the three main components of the NAEP namely literacy, functionality
and awareness.

First established in 1967, these institutions quickly gained support and clientele
all over the country. At the end of 1984, there weie 40 Shramik Vidya Peeths in
major industrial cities of India organizing 2,500 Adult Education Centres benefitting

approximately 63,000 workers and their families. 28

8. Functional Literacy for Adult Women

This program was aimed at providing literacy skills along with training in
health care and child welfare ‘o rural and urban women under the Integrated Child
Development Services (ICDS) scheme. The main objectives of this program were
to provide education in the areas of health and hygiene, food and nutrition, home
management and child care, civic education and vocational and occupational skills.
The program was introduced in 1975 by the Ministry of Social Welfare and continued
to be implemented by the same ministry during the Sixth Plan Period, 1980-85.

Under the ICDS scheme, a total of 85,137 women attended functional literacy
courses during 1983-84. According to Dutta (1986): about 7,800 ICDS areas were

8+ School/institution of learning for the wo.king people.
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organizing the functional literacy cour: - luring 1984, benelitting nearly 0.4 million

women."2%

9. Post Literacy and Follow-up Program

Relapse to illiteracy by the neoliterates was (and still is) one of the major
problems of adult education in India. Therefore, one of the primary thrusts during
1982-83 was to introduce post literacy and follow-up programs in arcas where regu's:
adult education programs had been completed. It was considered essential in order
to prevent neoliterates relapse into illiteracy as well as 1o make the neoliterates fecel
self-reliant. 1t also intended to help the neoliterates’ transition into a process of
continuing education easicr. Funding for this program was to be provided by federal
government for federally funded adult education programs, i.c. (RFLP) and by the
provincial governments for the State Adult Education Program (SAEP).

The Director.::: of Adult E¢ . . ioer in New Delhi was entrusted with the
responsibility of provi:i:ng semple materials as well as broad guidcelines in order for
State Resource Centres to develop and prepare appropriate materials for their
respective provinces. Thesc materials were to be prepared with a view 10 be used by
the adult learners who had comple’ -3 the first stage (10 month period) of the adult
education program.

Guidelines on monitoring of post-literacy activitics were also developed by the
Directorate of Adult Education and were implemented through the State Resource

Centres with the help of the field agmiuistrati-n.
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33 PERFORMANCE OF THE NAEP: 1978-85

In a country like India implementation of a uniform kind of adult education program,
for millions of people from coast to coast was not an casy task. The federal political
structure, the barriers of language, culture and religion including the archaic social structure
have made successful achievement of any goal target extremely difficult. With a federal
political structurc and a multi-party system, the two levels of governments i.e. federal and
provincial were often at odds with very different priorities in their agenda.  This
incompatibility in political equilibrium could be multiplied if, and wher, (as is the case, most
of the time) there are different political parties forming government in different provinces and
another political party takes contro! at the federal level. Language, culture, religion, caste,
and cconomic conditions of the people, have also plaves = significant role in determining the
fate of NAEP in India. In the following pages the actia’ performance of NAEP during the
period 1978-85 will be highlighted as against the original goal target projected at the
beginning of the program. An ziiempt will also be miad.: ¢ compare its performance against
the revised goal targets of the government in 1983 under il iovisedd Swih Five-year Plan
(1980-85). We will also discuss the factors that have contribuicd to the achievement and/or

failurc of certain aspects of the NAEP.

During the Sixth Plan Period adult education for the pro:.-.../e group of 15-35 was
included as part of the Minimum Needs Program (MNP). The components of MNP were:
clcmentary and adult education, rural health, rural water supply, rural roads, rural
clectrification, housing #%sistance to rural landless labour, and environmental improvement
or urban slums and nutrition. The MNP was essentially a well formulated strategy for
investment in human resource development. It laid down the need and urgency for providing
basic social services according to nationally accepted norms within 2 time bound program.
Under the MNP, allocations were carmarked fo: each of its components with strict guideiines
not to channel funds from thes: to other development departments. Although the concept
of MNP was introduced in the Fifth Five-year Plan (1973-78), nevertheless the Sixth Five-year
Plan witnessed a fuller and massive expansion of the mandate of the MNP with a total

allocation of Rs.5807 crores as against Rs.2607 crores in the Fifth Plan.30
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The reasox; for combining clementary education with adult cducation as onc
component of MNP was the belicf that universalization of primary cducation for children, in
the age group for 6-14 and education for illiterate adults were the two side of the same coin.
It was recognized by the educationist and cducation policy planners that heavy dropout rate
(out of every 100 children enrolled in class 1 only 34 completed grade 5 as reported by the

Education Commission of 1964-66. This figure remained unchanged since independence) at

the elementary ievel has been the single most important factor that has been significantly
contributing to the increasing numbers of illiterate adults every day, every month and every
year. Given this scenario as the background the Sixth Five-year Plan provided that:

Nonformal education for adults particularly in the productive age group 15-35
years would also be part of the elementary education component of the MNP.
The target will be 100 percent coverage of the age group 15-35 years by
1990... An outlay of Rs.128 crores has been provided for adult education
under this component...

Emphasis on adult education was, however, long overdue. Its inclusion i the MNP
only reinforced the commitment and the political will of the {ederal government to achiceve
significant progress in this direction. The heavy rate of dropouts at the clementary level, and
the every increasing number of illiterate adults which, according to the estimate of the World
Bank, would constitute 54.8 percent of world illiterate population in the age group of 15-19
by the year 2000 A.D.,32 precipitated a willingness on the part of the leaders o recognize
and address this serious problem for the first time during the Sixth Plan Period. All previous
adult education initiatives were piecemeal efforts aimed at pacifying the people rather than

any concerted well planncd strategy such as the NAEP.

With regard to the importance and progress of the adult education programs in the
Sixth Five-year Plan, the federal Minisiry of Education, Government of India, in a Policy
Statement in 1985 mentioned that:

Adult education, particularly in the productive age group of 15-35, had been
included as part of the Minimum Needs Program in the Sixth Plan. Nearly
two lakh j200,000] Centres have been opened all over the country with a
coverage of 58 lakh [580,000] population as of March 1985. The state wide
distribution indicates that Maharashtra Tamil Nadu and Karnataka have
registered fairly high rates of enrolment. As compared to these, Andhra
Pradesh, Assam, Himachal Pradesh and West Bengal have reported rather
lower enrolment under the Adult Education Program. Notwithstanding all
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these measures, the total enrolment under the Adult Education Programs at
the end of Sixth Plan is approximately 2.3 Crores {23 million}, which calls for
strenuous cfforts to ensure enrolment of the remaining 8.7 Crores [87 million}
illiterates in the age group of 15-35 under functional literacy programs to
achicve the objectives of removal of illiteracy in this age group by 1990.

The note of optimism with regard to the success of the adult education program was
a clear recognition that intensive and integrated efforts at all levels of government were to
be undertaken. This was also reiterated by a secret government document called "Report of

the Working Group: Adult Fdr ion in the Seventh Five-year Plan 1985-90" (1984). This
unpublished printed material prepared by the Directorate of Adult Education observed that:

The Sixth Plan inciuded adult education as part of the Minimum Needs
Program and a goal of reaching 106% literacy by 1990 was indicated in the
new 20 point program accepted by the nation. In the mid-term appraisal of
the Sixth Plan, it is statcd that the Plan envisaged a balanced strategy of
cducational planning with the long range goals of making avaifable diverse
networks of facilities and programs for education, conbining formal and
informal modes of learning to enable all citizens to acquire jiteracy, numeracy,
competitional skills, basic understanding of the surrounding worid and
functional skills of relevance in daily life and to local environment. it also
emphasized that planning efforts should shift from provision and expansion
of facilitics in general terms, to results to be achieved and tasks to be
performed with specific reference to target group population especially the
socially disadvantaged. Uther important objectives envisaged included
development of scientific catlook, sensitization to ethical, social and cultural
values which go to make an cnlightened nation and program in national
development... Tne appraisal of the implementation of the program indicated
considerable progress, yet there were certain areas which required special
attention_in order to achieve the objectives of the Sixth Plan in full
mcasure.

In spite of this cauticus optimism, achicvements of adult education program during the Sixth

Plan were modest, and in many ways inadequat:.

However, according to the estimate of the Report of the Working Group (1984),

towards the end of the Fourth-year of the Sixth Five-year Plan (1980-85) i.e. April 1984, there
were as many as 386 Rural Functional Literacy Projects, 380 Voluntary Agencies and 49
universitics with 13,103 Adult Education Centres actively promoting Adult Education
Programs under the federal government assistance and funding.35 In a nutshell, at the end

of March 1984, there were a total of 141,094 Adult Education Centres functioning in the
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country under different projects and programs with a total corolment of 4,188,051 adult

learners out of whom 2,197,927 were men and 1,990,124 were women. 36

At the end of the Sixth Five-ycar Plan, in spite of reasonable progress in the
functioning of the NAEDP, it fell far short of its mandate. Its achicvement in terms of goal
targets was unimpressive. The Report of the Working Group: Adult Education in_the

Seventh Five-year Pian (1985-90) (1984), summed together the major problems of the NAEP
in the following words:

The i ogram largely gave literacy skills and even the litcracy attainments were
very modest. On account of a lack of coordination between the education
department and development agencies. The cemponents of functionality and
awar. ... were either missed completely or inadequately covered.  The
progr :: -.d not provide for post-literacy services and retention of the skills
acguired in the first phase of the program were not always sustained. The
invoivement of students and educated community remained very peripheral.
Even though the priority sectors, namely, women, Schedule castes and
Schedulcd tribes were covered through the program, the motivational hurdies
continued and the overall impact was not very encouraging. The Review
Committee of the National Adult Education Program suggestcd that the
content and quality needed to be substantially improved and in terms of
quantity the program needed substantial stepping up.
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54 NAEP: PERFORMANCE AT THE PROVINCIAL LEVEL

Complete data on the progress of NAEP in different provinces were not available.
This was because of the prioritics given by different provincial governments to the
implementation of the program in their respective provinces. The lack of clarity, lack of
proper direction and operational guidelines including specilic goal targets in the first several
years did not provide a conducive environment for the provincial governments to compile the
progress of the NAEP in their respective states on a yearly basis. The confusion with regard
to which administrative organization was to keep track of the records and which organization
was to control the operation of the various programs under the NAEP kept on compounding
this problem. For example, whether it was the federal Ministry of Education or the State
Departments of Education or the Directorate of Adult Education, or the State Resource
Centres, or the State Board of Adult Education which one of these offices or all of them
combined had to share power and responsibilities and hence report achicvement was not
clear. There was no central organization with a clear mandate to compile the progress of the
adult education programs under the various programs of thc NAEP (such as the¢ Rural
Functional Literacy Projects (RFLP), State Aduit Education Program (SAEP), adult
education through voluntary agencics etc.) and publish a comprehensive yearly report. The
Directorate of Adult Education which has been the federal wing for research and
development, and a clearing house of information on adult education including publications
rely a lot on the provincial governments to submit reports of progress, if any, to be included
in its adult education data bank. Nevertheless, available data provided us with a fairly
reasonable picture of the development of NAEP between 1978-79 and 1984, in diffcrent

provinces.
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In 1978, india had 22 provinces and 9 centrally administered Union Territories. The
22 provinces were: Andhra Pradesh, Assam, Bihar, Gujarat, Haryana, Himachal Pradesh,
Jammu and Kashmir, Karnataka, Kerala, Madhya Pradesh, Maharashtra, Manipur, Meghalaya,
Nagaland, Orissa, Punjab, Rajasthan, Sikkim, Tripura, Tamil Nadu, Utter Pradesh anu West
Bengal. The nine Union Territories (UT) were: Arunachal Pradesh, Andaman and Nicobar
Islands, Chandigarh, Dadra and Nagar Haveli, Delhi, Lakshadweep, Goa, Daman and Diu,

Mizoram and Pondicherry.

The table in the following pages (please see Table 16) provide information with
regard to the increase/decrease in a number of Adult Education Centres and enrolment

between 1978-79 and 1984 in each province and Union Territory.

A glance at these tables would reveal that there had been tremendous increase in the
number of Adult Education Centres as well as enrolment of adult learners in most provinces
and Union Territories between 1978-79 and 1983-84. Only three provinces, i.e. Gujarat,
Himachal Pradesh and Manipur, and one Union Territory, ie. Goa, Daman and Diu
registered a decrease in both the number of Adult Education Centres as well as enrolment
of adult learners. The province of Meghalaya, while it registered an increase in the number
of Adult Education Centres showed a decrease in total enrolment. While increases in the
number of AECs and enrolment could easily be attributed to intensive efforts by the
government and all others who were involved in implementing the NAEP, the decline in the
number of AECs as well as enrolment figures in a few provinces and Urion Territories was
difficult to explain. In the absence of any available data it is assumed that perhaps (1) many
voluntary agencies who could not obtain financial assistance from the government withdrew
from sponsoring adult education programs; (2) the priorities of these provincial governments
forced them to reduce the number of provincially funded State Adult Education Projects
(SAEP) and hence, the number of total AECs in the province was reduced which led to lower
cnrolment. Also there might have been some natural disaster in these provinces (such as
heavy rainfall, flood, cyclone, snow fall, drought, etc.) which are very common in India and
which significantly affects human lives and living conditions. Change of government might

also have an effect on the commitment of the provincial governments to adult education
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programs. Decline in public enthusiasm {or adult education could perhaps be onc of the

reasons for reduced enrolment in adult education programs.

All told, the performance of the provincial governments and Union Territorics in
terms of enrolment figures scemed to be excellent under the revised targets of the
government under the Sixth Five-year Plan. Some provinces and Union Territorics such as:
Karnataka, Madhya Pradesh, Maharashtra, Orissa, Rajasthan, Tamil Nadu, Andaman and
Nicobar Island, Chandigarh, Dadra and Nagar Haveli, and Mizoram c¢ven exceeded their goal
targets for enrolment in 1983-84. Many provinces and Union Territorics also achieved near
100 percent enrolment. This was, however, possible because of a realistic goal target sct by

the government.
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6.1 CHOICE OF ORISSA FOR STUDY

Sclecting the province of Orissa for study deserves some explanations. Orissa is one
of the provinces of India where the rate of literacy is below the national average and where
the discrepancy in male and female literacy has been significant. According to the 1981
census report, the literacy rate in the province of Orissa was 34.12 percent against the
national average of 36.12 percent. Within the province there was a wide gap in male and
female literacy which was 47.29 and 21.11 percent respectively. The province has a large
scheduled caste and scheduled tribe population including other backward castes.
Geographically speaking, it has large tracts of hilly and tribal areas besides arid and semi-arid
zones. Inhabitants in these regions are comparatively poor, illiterate and unemployed or self-
employed in agriculture and forestry (i.e. very few of these people are employed in the public
sector or even in the modern sector of the economy). Also Orissa is believed to be more
rural and traditional than most other provinces where life goes on in the same way from the
time immemorial. Since the NAEP aimed at improving the condition of life of the
underprivileged groups, it may be more appropriate to consider whether such a socio-

cconomic transformation was indeed augmented by the NAEP in this province.

Generally speaking, Orissa has been a poorer province in India in terms of GNP
growth and per capita income. Its per capita income (although the per capita figure is
extremely misleading) is lower than the national average and its share of the distribution of
national wealth is also minimal. Orissa has still primarily an agriculture based economy with
a marginal industrial infrastructure. Therefore, on an average, people in this province are
poorer than most other provinces. Although people are materially less advantaged, culturally
and spiritually, the people of Orissa are very rich. People are religious and hence
conservative and traditional. One of the reasons for the existence of the rigid caste system
in this province is the conservative nature of the society. People, ordinary people, believe in
God and fate and whatever happens is believed to be willed by God and predetermined. The
Hindu Scripture ‘Gita’ says: "Karmenya Byadhiskaresthu, Maa Falesu Kadachana (in
Sanskrit)" i.e. a person has only the right to work and he must work and that is all, he does
not have any control nor does he determine the results or outcome of his work. Although

this has a profound philosophical and logical meaning, people interpret it rather in a negative
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way, i.e. no matter what they do in order to alleviate their socio-cconomic lot it is
predetermined by the God. During my visit to Orissa in the summer of 1988, I came across
many people who said that no matter what the government did, nothing was going to change
for them nor had anything changed for them so far, although they had been hearing a lot
about government plans and programs for the poor. All of them told me that leaders came
to visit them only at the time of election for their votes and made so many promiscs. As soon
as the election was over they never saw these Icaders nor heard about their plans until the
next election. This scenario is perhaps true in any country. However, it hurts more in a
country like India where ordinary people are not only poor and illiterate but also completely

helpless to help themselves.

The choice of the province has a lot to do with the fact that it is the home province
of this researcher who was born and brought up there. The advantage of that is the
researcher speaks the language of the province and hence communication with the people
was easier and effective. Since the languages of the people of India varies {from onc province
to the other (there are at least 826 different languages and dialects spoken in India), it is
extremely important that the researcher knows the local regional language in order to
communicate with the adults who do not speak any other languages other than their own.
Communication and discussion with the adults as well as understanding of the literaturcs,
adult education primers and other documents and circulars including records were made

possible because of the researchers’ knowledge of the language.

Comparatively speaking, Orissa has a more arrogant burcaucracy than most other
provinces. Because of the nature of the society (in terms of poverty, illiteracy, superstitions,
religious beliefs and conservatism in general) the burcaucrats found it casicr to subjugate the
ordinary mass and continue their hegemony over them. It was interesting to sce if the NAEP
was functioning properly against the odds of such top heavy burcaucratic-control and whims,

because if it was then the NAEP could operate elsewhere as well.
Last, but not least, the choice of Orissa is augmented by its unique political history.

Historically, it is one of the provinces where normally the same political party takes control

of the provincial government that runs the federal government. This means that there has
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been greater federal control over the provincial leaders due to strict party discipline and
therefore lesser provincial complaints and demands in New Delhi for more funding or more
share of the national wealth. This also means that the successive provincial governments have
been generally supportive of federal plans and programs and perhaps faithfully implementing
them without any hesitation and questioning. The implication of such a scenario is that the
staic has been a "political peace zone" with the people of Orissa receiving less than a fair
share of national resource allocation. In a centralized federation like India where
constitutionally the federal government wields much more power to supersede the wishes of
the provinces, the provinces have little choice in accepting or denying a federal mandate such
as the NAEP. However, a province where a different political party governs (other than the
one which governs the federal government) perhaps could freeze federal plans and programs
by non-cooperation or by putting less importance and priority on it. Such scenarios are rare,

if any, in provinces where the ruling federal party takes conirol of provincial politics also.

In Orissa, keeping on track with its tradition, there was a change of government in
1977 with the same Janata party (the party that replaced Mrs. Indira Gandhi with Mr.
Morarjee Desai as the Prime Minister of India) taking over the provincial government
administration. With the same political party in power in the province it was believed that
the government might have whole heartedly cooperated in the implementation of the NAEP
in the province. It would therefore be appropriate and interesting to study the functioning
of the NAEP in Orissa where it received the blessings of both levels of governments. Given
this scenario, it was also assumed that the NAEP might have done well in Orissa. However,
if it did not or could not do well in this province with the support of both levels of
government, then perhaps it might have been more frustrating in provinces where a different
political party was in power and where support of the provincial government for the NAEP

was minimal

In the light of the above facts, the researcher thought that Orissa would be a natural
and logical choice for the study. It’s unique history, culture and tradition, political legacy and

literacy standing in comparison to other provinces precipitated such a choice.
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6.2 ORISSA: SOCIO-ECONOMIC PROFILE

Orissa is one of the 25 provinces of India with a population of 26.27 million and a
literacy rate of 34.23 percent (which was 2 percent below the national average of 36.23
percent, according to 1981 Census of India Report). It has an arca of 155,707 squarc
kilometres covering approximately 4.74 percent of the total territory of the country. It has
a smaller population base, lower growth rate and thinner density of population compared to
the national average. For example, the growth of population in Orissa during the period
(1970-1980) was approximately 20 percent as compared to 25 percent for the country.
Similarly, the density of population per square kilometre was 169 in Orissa compared to 216
for India (in 1986-87). Reasons for its smaller population and lower growth ratc arc manifold
{such as]: lack of industrial infrastructure, poor economic conditions of the people, infant
mortality among the poor and the underprivileged in the remote communitics, large tracts of
uninhabited land covered by rain forests, hilly areas, mountains and rivers, as well as arid and
semi-arid zones, to name a few important factors. More than a third of its population
(approximately 37 percent) belong to scheduled castes and scheduled tribes and other

backward castes collectively known as the untouchables.

Approximately two thirds of the people of Orissa live below the poverty line. The per
capita income of the people is approximately 30 percent lower than the national average. For
example, the per capita income of people in Orissa (in 1986-87) was Rs.478 (approximatcly
$48.00 according to the 1986 currency exchange rate) as against Rs.700 for India at the 1970-

71 price index.1

Nearly 30 million people of Orissa live in 52,417 villages and 81 towns and cities
spread over approximately 156,000 square kilometres. The province has an agricultural
economy. According to one estimate in 1961, only 43.7 percent of the people were in the
work force out of which 73.8 percent were engaged in agriculture and the rest in industry and
small business. Nearly 65 percent of the people live in rural areas with agriculture and
related trades as their occupation. Although very rich in natural resources, Orissa has an
underdeveloped industriai base, accounting for only 1.03 percent of the total industrial outlets

which employs merely 0.21 percent of the industrial labour force on a daily basis.2
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All told, Orissa is onc of the backward provinces of India, economically, politically,
educationally and socially. Economically its slow growth is evident in its marginal industrial
basc and low per capital income below the national average; politically it is comparatively a
‘peace zone’ where political unrest rarely happens and whose voice is rarely heard at the
federal level which means less federal support and funding; educationally, its literacy rate is
below the national average and it is one of the nine provinces which receive special federal
grants {or universalization of elementary education under the nonformal education scheme;
and socially it is a highly caste and class ridden society where religion, castes, languages, social
taboos and superstitions still hold strong ground, particularly in rural village communities.
Natural disasters such as flood, drought, cyclone, etc. every year also contribute to the
miseries of the people. Such a scenario had prompted W.C. Osgood (1950) nearly 41 years
ago to write:

It is [i.e. Orissa is] backward. More than half of the province consisting of
partially excluded areas (backward areas which needs special attention), and
twenty percent of the people being classified as backward; that is belonging
to the depressed or scheduled castes (and scheduled tribes)... It is
characterized by unbridged rivers and poor communications. Flood, drought,
cyclone and famine follow each other in almost unbroken succession. It is a
deficit province having to depend on financial help from the centre.

Although things have changed dramatically between 1950 and 1991 and many
comments made by Osgood are simply not true any more (for example, there are bridges on
almost all major rivers, transportation and communication facilities are excellent, and all
provinces in a federal political set up receive federal funding - dependant or not),
nevertheless his statements illustrate a vital point, i.e. backwardness of the province of Orissa
compared to most other provinces. Orissa is still backward although some provinces are
poorer yet. In short, compared to most other provinces, it has a higher rate of poverty,
illiteracy and lower rate of socio-economic and educational growth. An unpublished
document on "Evaluation of Adult Education Program in Orissa", (1990) writes:

Orissa is a relatively backward state of India... the state is overwhelmingly
rural and has a sizeable tribal population (24 percent). Above all, it is
characterized by a high rate of iliiteracy.
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6.3 ORISSA: LITERACY PROFILE

The magnitude of illiteracy in Orissa is higher than most other provinces and centrally
administered Unjon Territories. It stood 20th in rank in the litcracy pyramid among 31
provinces and union territories in 1981.5 While the State of Kerala had the highest litcracy
rate of 70.42 percent, Arunachal Pradesh had the lowest rate of only 20.79 pcrccnt.6 The
literacy rate of Orissa was 34.23 percent which was two percent below the national average
of 36.23 percent. Within the province there was a wide disparity between male and female
literacy which was 47.29 and 21.11 percent respectively in 1981. The rural urban break down
of literacy figures was also striking. For example, in 1990, while the rate of urban literacy was
at 54.77 percent, it was only 31.49 percent for rural areas. The literacy rate of backward
castes such as: the Scheduled Castes and Scheduled Tribes was also significantly lower than
the national average. For example, in 1990, the literacy ratc among Scheduled Castes and
Scheduled Tribes was 22.41 percent and 13.96 percent rcspectively.  Geographically, the
coastal plains which are fertile and irrigated, registered a much higher rate of literacy than
the inland hilly and arid/semi-arid zones. According to 1981 figures, ol the coastal districts
of Puri, Cuttack, and Balasore had a significantly higher literacy rate (45.5 percent, 45.43
percent and 42.06 percent) compared to districts such as: Koraput (16.13 percent) and
Kalahandi (19.42 percent).”

The literacy rate however significantly increased in the province between 1951 and
1981 from an approximate 16 percent to 34.23 percent. The growth of literacy in the 1970s
was more impressive than in the previous decades. For example, there was an 8 pereent
increase in literacy rate between 1971 and 1981. The following table outlines the growth of
literacy in Orissa between 1961-81.
TABLE 171#
Growth of Literacy in Orissa, 1961-1981

Period Total Male Female
1961 21.66% 34.68% 8.64%
1971 26.10% 38.29% 13.92%
1981 34.12% 47.29% 21.11%

1,

Source: Evaluation of Adult Education Program in Orissa, 1990, p.8.
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In spite of the growth of the literacy rate in percentage, the number of illiterates also
increascd in absolute number between 1971 and 1981. For example, during the period 1971-
81, the number of illiterates increased from 16.2 million in 1971 to 17.3 million by 1981.
Similarly, the number of ifliterates in the 15-35 age group also increased from 4.8 millions to
5.3 million. In spite of the planned Adult Education Programs, higher population growth had
swelled the tide of illiteracy.8

The province is divided into thirteen (13) administrative units called Districts. The
namcs of the districts and rate of literacy in percentage is given on the next page:
TABLE 182
Literacy Figures of Different Districts in Orissa (1981)

(Percentage of

Name of Districts Literacy Percentage Male Female
Puri 45.50 59.28 31.15
Cuttack 45.43 58.12 3217
Balasore 42.06 55.55 28.26
Dhenkamal 36.88 51.58 21.54
Sundengarh 36.17 47.36 24.15
Sambal Pur 33.83 47.73 19.54
Ganjam 31.31 45.98 17.08
Kendujhar 30.22 4298 17.24
Phulbani 27.08 4270 11.44
Mayerbhanj 25.71 37.39 13.90
Balangir 25.63 39.84 11.31
Kalahandi 19.42 31.28 7.68
Koraput 16.13 23.63 857

The above figures suggest that Puri has the highest literacy rate of 45.50 percent and
Koraput has the lowest, at 16.13 percent in 1951. Geographical conditions (such as hilly and
arid areas unsuitable for agriculture, deep rain forests etc.), lack of industrial base, and large
tribal population in the districts of Koraput and Kalahandi have contributed to the lower
literacy rate in these districts. Data also suggest that female literacy in Orissa is generally low

(below the national average of 36.23 percent) and particularly very low in land locked interior

2¢

Source: Literacy Statistics of India, 1981, pp. 54-55.
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districts. However, it is also important to remember that the coastal districts of Puri (11.08
percent), Cuttack (17.58 percent) Balasore (8.58 percent) and Ganjam (10.10 percent)

combinedly register nearly half (47.34 percent) of the population of the province.
6.4 EDUCATIONAL FACILITIES IN THE PROVINCE OF ORISSA

In spite of such lower rate of literacy and unimpressive overall picture in terms of
literacy statistics for the province, the educational facilitics available in the state has been
encouraging. For example, the "Report of the Fourth Educational Survey" (1982) revealed
that 81.19 percent of the communities and 93.95 percent of the population of the province
had elementary education facilities within a distance of one (1) kilometre. In total, there
were 40.205 elementary schools, 2,508 secondary schools, 418 collcges and institutions of
higher learning and 5 universities in the province that were recognized and funded by the
provincial govemment.9 There are also a significant number of clementary, sccondary
schools as well as general education colleges in the province which are not yet recognized or

in the process of being recognized by the provincial government.

Against this background of educational opportunities, it is inconceivable that the
province has such a low rate of literacy. A growing realization that the vast resources and
potential of these institutions (schools, colleges and universitics) have been under-utilized and
that the manpower resource of these institutions have never been mobilized for cradication
of illiteracy, has prompted educational strategists both at the federal and provincial levels, to

involve schools, colleges, and universities in pursuing adult literacy.

The National Adult Education Program (NAEP) intended to utilize these untapped
manpower resources as part of its strategy to help alleviate literacy. While secondary and
elementary school teachers were requested to help implement the program, colleges and
universities (both students and teachers) took a leading role in this literacy campaign through
the mandate from the University Grants Commission (UGC). In Orissa, three universitics:
Utkal University, Sambalpur University and Berhampur University had participated in the
Adult Education Program under the project "Eradication of Adult Illiteracy" by the

involvement of university/college/students/Teachers under point no. 16 of the 20 point
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development program (Please see Appendix for a description of the 20 Point Program)
declared by the government of India for the Sixth Plan Period (1980-85).

Point number 16 of the 20 point program declared:

Spread of universal elementary education for the age group 6 - 14 with special
emphasis on girls, and simultaneously involve students and voluntary agencies
in the program for removal of adult illiteracy.

The target population intended to be covered under this "Eradication of Adult Illiteracy
Project” was set at 41,490 per year through 138 colleges and 1383 Adult Education
Centres.11 Among all three universities, Utkal University took a leading role in this drive

for adult literacy.

In 1984-85, the University Grants Commission (UGC) sanctioned funding to Utkal
University under the "Eradication of Adult Illiteracy Project under point no. 16" with the
objective of involving the university and 80 of its affiliated colleges in order to open 1030
adult education centres throughout the territorial jurisdiction of the university. The
university, through 80 of its affiliated colleges (Utkal University has 238 affiliated degree
awarding colleges), selected on the basis of their interest to participate in literacy programs,
opened 1000 adult education centres with a total enrolment of 30,000 learners (30 learners

per each AEC). Out of this, 8125 learners were made literate in 1985-86.12

The researcher’s discussion with the Assistant Director of the Department of Adult
Continuing Education and Extension Work, Utkal University, Bhubaneshwar, Orissa, in
August 1988 revealed that the territorial jurisdiction of Utkal University stretched to six
districts: Balasore, Cuttack, Dhenkanal, Keonjhar, Mayurbhanj, and Puri with a total
population of 13,931,179 out of which 8,279,220 were illiterate which constituted
approximately 60 percent of the population. The number of illiterates in the 15-35 age group
was 2,566,558. Dr. S.M. Pany, the Assistant Director also suggested that although Utkal
University has been taking a leading role in adult education programs under point no. 16 of
the 20 point program, there has been a steady decline (from 891 AEC in 1985-86 to 150 in
1987-88) in the number of Adult Education Centres organized by colleges and the university
primarily due to stringent guidelines of supplying money to participating colleges and the
restructuring of the adult education program by the University Grants Commission (UGC)
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by introducing a new approach called the "Area Development Approach” to be implemented
from September 1988. This new approach was to be introduced in Scptember 1988 with the
target of opening 2500 Adult Education Centres in the jurisdiction of Utkal University by
1994-95, aiming at covering 296,000 illiterate adults.

With regard to the functioning, and programs, of Adult Education under the NAEP,
Dr. Pany hesitated to give any conclusive remarks, however, bricily commented that in his
opinion, the NAEP was riddled with so many problems that it could not be suceessful cven
with the best of intentions and perseverance. Upon questioning on what were the problems
of the NAEP he suggested that the program remained a thrust for basic litcracy only; it did
not provide any mechanism for training in functionality and social awareness and no tools to
measure their level of achievement by the learners. Burcaucratic red-tape; non-cooperation
and lack of coordination among development departments and adult education field
functionaries; lack of physical facilitics and teaching learning materials for lcarners’ at the
AECs and the lack of incentive and abysmally low remuneration to adult cducation
instructors, to name a few, were some of the significant problems that thc NAEP
encountered. Nevertheless, in his opinion, it was a great experiment with limited success
which, nevertheless provided important lessons for better adult education programs in the
future.

6.5  ADULT EDUCATION IN ORISSA UNDER THE NAEP

Among the different agencies through which Adult Education Programs had been
implemented in Orissa were: the Rural Functional Literacy Projects (RFLP), State Adult
Education Program (SAEP), Adult Education through Voluntary Agencies, Functional
Literacy for Adult Women, Adult education through Nehru Yuvak Kendras, Adult Education
through University/College students, etc. The Rural Functional Litcracy Projects (RFLP) and
the State Adult Education Program (SAEP) were the two primary ones through which the

bulk of adult education activities in the province had been undertaken.
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Rural Functional Literacy Projects (RFLP)

This was a federally sponsored and funded scheme under the National Adult
Education Program. The NAEP guidelines provided that there were to be at least one RFLP
project in each district. At the end of 1984-85 there were 15 projects in operation in the
State of Orissa with a total of 3900 Adult Education Centres enrolling approximately 117,000
adult learners. The Director of Elementary and Adult Education was in charge of
coordinating and monitoring the program throughout the province.13 The primary thrust
of the program under the RFLP was to provide basic literacy training which included post-

litcracy and follow-up programs as well.
State Adult Education Program (SAEP)

Adult Education programs sponsored, implemented and administered by the provincial
government constituted a large part of the total efforts in adult education and literacy
training. It was introduced in order to achieve greater involvement of the provincial
governments and to reach educationally backward regions including securing the pa:ticipation
of women, Scheduled castes, Scheduled tribes and other disadvantaged classes. At the end
of 1985, there were 980 Adult Education Centres operating in Orissa under the SAEP with

an cnrolment capacity of approximately 29,000 learners per year.14

In 1984-85, a total of 207,360 adult learners (119,682 males and 87,678 females), were
enrolled combinedly under the RFLP and SAEP (the two main programs under the NAEP)
in the province of Orissa out of which 146,057 (83,850 male and 62,207 female) were made
literate. Between 1978-79 and 1984-85, a total of 1,072,438 adult learners were combined by
enrolled under the RFLP and SAEP out of which 859,335 were made literate.19 Please see
table 18-20 for annual enrolment and achievement through RFLP and SAEP during the
period 1978-79 to 1984-8S.

-193 -



Adult Education Programs Undertaken by Voluntary Agencies

Federally funded voluntary agencics under the "Central Scheme of Assistance to
Voluntary Organizations Working in the Ficld of Adult Education” also played a key role in
implementing the mandate of the National Adult Education Program in the State of Orissa.
Voluntary agencies working in the field of adult education have been assigned a varicty of
responsibilities including pursuing a functional literacy program, post-literacy, resource
development, publications and public education/awareness through seminars, workshops, ctc.
In 1982-83 there were 12 voluntary agencies approved and funded by the federal government
in Orissa which opened 420 adult education centres with an approximate enrolment of 12,600

adult learners.

The researcher’s discussion with the Assistant Director of the Adult and Continuing
Education and Extension Work at Utkal University, Orissa, in August 1988, revealed that, in
1988 there were 19 voluntary agencies working in the field of Adult Education in Orissa
stretching over seven districts: Ganjam, Koraput, Bolangir, Puri, Dehnkanal, Balasore, and
Cuttack. In the course of the discussion, it was also suggested by the Assistant Director that
many voluntary agencies had been encountering difficulties in program implementation duce
to a delay in the release of funding, bureaucratic red-tape and either non-cooperation or an
indifferent attitude by officials of different development departments involved in adult
education program. This only confirmed our earlier findings that such factors did and still d¢

hinder effective implementation of adult education programs under the NAEP.

One particular voluntary agency which had done some pioneering work in the ficld
of aduit education in Orissa was "Utkal Navajecevan Mandal", a state3#* level voluntary
organization devoted to rural development and social welfare including adult cducation. This
voluntary organization funded under the "Central Scheme of Assistancc to Voluntary
Organizations Working in the Field of Adult Education"” in 1978 in order to carry out adult
education work under the NAEP in the district of Dhenkanal. It carried out its mandate by
opening 60 adult education centres in 25 villages in and around the village of Champatimunda

in the Anugual sub-division of Dhankanal district within a radius of 5 - 25 kilometres. This

3¢ In India, a province is called as a state under the Indian Constitution.
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project was known as the Champatimunda project. The experiences of this project were later
published as "A Study of a Adult Literacy Project: Champatimunda” (1980) by Kumari
Khirod Naik. It functioned in two phases from 1978 to 1979 and from 1979 to 1980. The
objectives of this project were to create a favourable environment for the implementation of
NAEP and to assess the needs of the learners and adjust the program content and curriculum
according to the requirements of the participants including measuring the educational and
attitudinal benefits accrued to the learners due to their participation in the program.16
Some of the findings of this project are highlighted here briefly for they provide useful insight
into the actual benefits which accrued to the learners by participating in the Adult Education

Program.

With regard to basic literacy skills, i.e. reading, writing and simple arithmetic skills, the
study found out that most learners acquired skill in reading and writing simple sentences and
could do even simple two digit calculations. "The average mark obtained was 98.5 percent
in reading and writing and 60.4 percent in arithmetic (full marks 100). It was further
observed that the development and achievement of female learners [was] little better in

reading and writing than their male counterparts on an average."l'7

With regard to the raising of awareness/consciousness raising, the study concluded

that:

By and large the objectives for the project as well as the expectations of the
learners are fulfilled to a great extent. The average positive score on
questions on social awareness increases from 0% in the beginning of the
course {0 98.8% at the end of the course, leads to this conclusion.!

However, the study also recognized that although the development of the level of social
awareness among learners was generally satisfactory. "A closer scrutiny reveals that progress
in all areas of social awareness has not been uniform. There are areas where the progress
is not so satisfactory and here is scope for further improvement."19 Among the areas where
improvement was sought were improved and scientific agricultural practices and equipment,
taking advantage of government departments and agencies providing essential services and
credit facilitics, personal health, nutrition and family planning. The other areas that showed
significant negative response in terms of awareness as observed by the study were participants’

lack of awareness with regard to the benefits of personal savings and their strong belief and
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acceptance of the social system such as untouchability and the caste systcm.20 However, the
findings of the study with regard to social awarencsss, and the author’s suggestion that
"learners expectations are fulfilled to a great extent” and the fact that the author reached this
conclusion because of positive score on social awarencss questions from "0% pereentage in
the beginning to 98.8% at the end of the course” seemed to be both interesting and
ambivalent. It was ambivalent because of the fact that the author had admitted clearly that
"there were other areas that showed significant negative responscs in terms of awareness”
which included belief in social stratification, caste system, untouchability etc. - the arcas in
which the learners were expected to gain awareness. The finding of this aspect of the study
is interesting because it contradicts the findings of this researcher as well as the government’s
own admission that the social awareness component was "cithcr missing or completcly
neglected” under the NAEP. The researcher’s subsequent discussion with Ms. Naik in 1991
revealed that "social awareness” for adult learners was conceputalized in a very limited sense
of being aware of the facilities that were provided by the government and available to them

locally.

Ms. Naik’s study also challenged some of the often alleged accusations that the weaker
sections were not interested in their own development by not taking advantage of adult
education programs and that the underprivileged were less capable of benefitting from these
programs than the better off. The fact that the illiterate and the underprivileged voluntarily
registered in the program and that "there was no marked difference in achievement between
poorer and relatively better off people...,"21 had prompted the investigator of the project
to believe that these people did strive for their social upliftment and better lifc and that they
were cognitively as capable as people from higher castes and class 1o participate and benefit
from adult education programs. The study also confirmed that the longer the participants
continue in the program, the better could be their level of achievement in social awarencss.
It reinforced the benefits of post-literacy and follow up programs alter the initial lcarning

(basic literacy skills) was achieved.
The study, however, did not mention anything about functionality or vocational skills

that participants were supposed to obtain through the Adult Education Program. Thercfore,

it was assumed that this aspect of the program was either ignored or side-stepped.
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Discussion with Kumari Khirod Naik, the principal investigator of this project, (who
now works as a Program Coordinator at the State Resource Centre for Adult Education,
Bhubaneswar, Orissa) in January 1991 revealed that inadequate attention was given to the
functionality component of the adult education program. Ms. Naik mentioned several factors
responsible for this scenario such as: lack of availability of resource persons for training of
life-skills, and marketable vocational skills; lack of coordination among different development
departments and either indifference or lack of cooperation of development departments with
the local adult education functionaries; lack of funding available for such training etc. Ms.
Naik also expressed the view that the adult education program under the NAEP continued
to be basically a program for literacy training only (while the other two aspects functionality
and awarcness were neglected) and that adult education programs under the National

Literacy Mission (NLM) (1988) had been trying to address some of these important issues.

With regard to the study on the ‘Champatimunda Project’, Ms. Naik suggested that
it was one of the earlier studies on adult education programs under the NAEP and that the
achievement of the learners in basic literacy and awareness might not be the true index of the
success of the NAEP in terms of learners achievement. Therefore one should not generalize
the findings of this study while accounting for the success or otherwise of the NAEP. Please
sce tables in the following pages indicating: (i) annual enrolment of adult learners through
RFLP and SAEP in Orissa, 1979-85; (ii) annual achievement of learners enrolled in Adult
Education Program through RFLP and SAEP in Orissa between 1979-1985; and (iii) annual
enrolment and achievement through RFLP and SAEP in Orissa between 1978-79 to 1984-85.
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6.6 FIELD VISITS

In order to obtain first hand information with regard to the functioning of the Adslt
Education Program in general and the operation of Adult Education Centres in particular,
the researcher visited four Adult Education Centres in the Sukinda Block of Cuttack district
in the province of Orissa in August 1988. During the period of this visit the researcher
observed the "nctioning of the Adult Education Program in four Adult Education Centres
namely: Rangitangara AEC, Raj Biradara Sahi AEC and Barika Sahi AEC and Behura Sahi
AEC all in Sukinda Block. He also had discussions and interviews with the instructors,
supervisor and learners and observed the actual functioning of the adult education program
in the Adult Education Centres. The discussions and interviews were focussed on progress
and problems of the NAEP including their reflections and suggestions in order to improve

the adult education program.

The researcher believed that this could provide important insights concerning the
operation of the program in the province since the data collected were first hand primary

materials obtained at the grassroots level.

It is, however, important to mention that by the time the researcher conducted his
ficld visit, the National Adult Education Program (NAEP) had its nomenclature changed
twice from NAEP to AEP (Adult Education Program) in 1983 and to National Literacy
Mission (NLM) in May 1988. In spite of this change of name, the programs under the
NAEP, AEP and NLM remained essentially the same in all respects. Available primary and
secondary data as well as the researcher’s personal discussion with the Secretary of Education,
Government of India, Mr. Anil Bordia; Mr. Laxmindhar Mishra, Director General, National
Literacy Mission; Mrs. Maithili Chandra, Joint Advisor of Education, Planning Commission,
Government of India; and Mr. J.C. Saxena, the Secretary General of Indian Adult Education
Association, New Delhi, confirmed the fact that NLM was the same old wine (NAEP) only
to be bottled in a new and fancier bottle. The only difference between the NAEP and NLM
was in their approach and not in programs.

The NLM [National Literacy Mission} was launched in May 1988 after the
National Policy on Education was enunciated in 1986 with an emphasis on
universalization of elementary education. Whereas the earlier program of
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NAEP was only a part of the government [programs of adult education] being
administered through the existing formal structurc, the NLM is a mission
prodded by a political will, and thus, is a high priority program with a more
specific approach and goal. It aims at imparting functional litcracy to 80
million illiterate persons within the 15-35 age group, 30 millions by 1990 and
an additional 50 million by 1995.22

Since the adult education programs were basically the same under both nomenclatures
(NAEP and NLM), the researcher assumed that a field visit in 1988 might provide the same
kind of information and insight as if the visit had taken place in 1983 or 1984.

As mentioned earlier, the field visit was conducted in the Sukinda Garh Gram
Panchanyat of the Sukinda Development Block in the District of Cuttack. The Gram
Panchanyat had ten Adult Education Centres each cnrolling between 25-30 adult icarners.
The four Adult Education Centres (Rangitangara, Behrura Sahi, Raj Biradara Sahi and Barika
Sahi) were chosen in random. However, two of these Adult Education Centres werc
geographically contiguous (i.e. Barika Sahi AEC and Raj Biradar Sahi AEC) and both were
Adult Education Centres for women. Similarly, the Rangitangara AEC was an Adult

Education Centre for men only.

6.6.1 Rangitangara Adult Education Centre

Profile of the Village: (Date of Visit - 04-08-88)

Rangitangara is a small village of 200 inhabitaats located nearly 5 kilometres from the
township of Sukinda Garh. All the people in the village are scheduled castes and hence

labelled as untouchables. Approximate breakdown of population according to age was:

0 - 14 years 50
15-35 100
36 - 55 35
55 and above 15

Total 200

Roughly six to seven people in the village were functionally literate. The rest did not have
any education. Many of the adults worked as wage labourers in nearby farms or landlord’s

houses. Most of them were landless peasants working the landlord’s farm. A few had land
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less than one acres. The nearby elenientary school was only a 2 kilometre distance but only

a handful of school age children were attending school.
Adult Education Centre:

The Rangitargara Adult Education Centre was established in April 1988. It was a
male AEC approved under the State Adult Education Program (SAEP). Although there
were females in the village who were interested in the program they were not allowed to
enrol because there were Adult Education Centres exclusively meant for women. Therefore,

women were not allowed in the men’s centre and vice-versa.

The researcher paid a visit to this Adult Education Centre on August 4, 1988 along
with the instructor for the centre Mr. KK. Mohanty. The centre was supposed to function
six days a weeks in the evening between 6 and 8 p.m. or 7 to 9 p.m. depending on the mutual
agreement between the instructor and the learners. The Adult Education Centre and the
place for instruction (classroom) were one and the same. There was no electric light in the
Centre although the power line was only a stone’s throw from the village. Physical facilities
were poor in the Centre. They included a couple of long wooden benches, a chair and table
for the instructors, built-in concrete bookshelves, and two or three kerosene lanterns to light
the place at night. The learners were to sit on the floor unless some one wanted to bring a

mat to sit on.

As soon as we (the researcher and the instructor for the Centre) arrived at the centre
(it was 5:45 p.m. and was 15 minutes to the scheduled class time at 6:00 p.m.) participants
started to gather at the small patio (veranda) of the Centre outside the classroom. However,
participants continued to come until 30 - 45 minutes past 6:00 p.m. which was very disturbing
to the instructor but quite understandable from the participant’s point of view. Those
learners who came home late from work naturally came late to the class. Later I was told by
the instructor that since he informed the learners about my visit that night that many of them
came only relatively late, otherwise on most days learners continued to come until a few
minutes before the class was scheduled to disperse. Anyway, that particular day, we had an

attendance of 17 learners out of a total enrolment of 30 (the instructor informed me later
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that the usual attendance varied from 12 to 15). Part of the instructor’s time was wasted in
his sincere attempt to call and persuade the absentees 1o join the class [I was told that it was
an expected and regular duty of the instructor]. He did it by personally calling a few by going

to their homes and also sending some participants to call on other absentees.

In dim and inadequate light, with constant disruption duc to learners arriving at
regular intervals, the instructor started teaching. He started with simple numeracy such as
addition and subtraction on the blackboard with the learncrs copying it onto paper (though
in fact many of them did not). Pictures, figures and some counting materials for numeracy
were the only available aids for this math class which lasted for about half an hour. Then the
instructor moved to reading and writing where lcarners read the primers along with the
instructor. The writing part consisted of the instructor writing some simple, commonly uscd
words and sentences on the blackboard, which the learners were supposed to copy in their
notebooks. The instructor tried to help the learners write down their names, the name of
their village and such other simple matters. However, many of them had difficulty in writing
and most, either could not, or did not. The instructor had university cducation but did not
have any formal training in teaching adults. Under the circumstances and given the physical
condition of the centre and the learners, I though that the instructor did the best that he

could.

There was no instruction in, or mention of, functionality or social awarcness in the
class. Discussion with the adult learners before and after the class revealed that most of the
learners were sincerely interested in attending the class but were sceptical about the bencfits
of being literate. Many of them wondered what literacy and numeracy could bring them in
their lives in terms of material benefits. Were they going to be rich? Could literacy give
them a good job, a good life, or at least a good meal every day? Could it (literacy) improve
their social status, i.e. make them acceptable by the higher Hindus? Could it cnhance their
self-respect? Many of them had concluded that literacy and this adult education program
could bring them nothing in their real life. So why bother? Definitely these were difficult
questions with no ready made answers. When I explained the benefits of being a literate
person, many of them looked at me in disbelicf, and then laughed and said that since I was

a Baboo, i.e. a higher class elite, I could tell them anything I liked and that I did not
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understand how difficult their life was (which was probably true) and that no matter what I
said, or these adult education people (i.e. adult education functionaries) said, nothing was

going to change or help improve their situation.

Many learners pointed out the lack of physical facilities and teaching learning
malcrials at the Adult Education Centre. A significant number of learners indicated that it
would be a good idea to provide some kind of incentives for attending adult education class
such as the provision of some kind of snack at the Centre before the beginning of the class.
Since both spouses had to work during day time and the evening meal was not prepared until
late in the evening (and perhaps in most households there might not be anything handy to
cat after coming from work), many of them either came to the Adult Education Centre on
an cmpty stomach or came much later after they had eaten their meal. Many learners
suggested that a snack arrangement at the centre could not only provide an incentive, but

might also solve the problem of late attendance and consequent disruption of the class.

A few enthusiasts also suggested, (although extremely appropriate but beyond the
capacity of the government of India), that some kind of cash allowance (either weekly or
monthly) might be given to the participants that might provide them the incentive to attend

adult education class.

Among other things, many learners suggested that they would like to see improved
physical facilities in the Centre including proper light (electric light) facilities and sitting

arrangements, a T.V. set and a daily newspaper.
) Discussion with the Adult Education Instructor:

Detailed discussion with the adult education instructor for the Rangilangara
AEC provided some much needed feedback with regard to the operation of the
program at the field level as well as pointing out areas of deficiency where immediate
attention must be given if the adult education program was to be successful. One of
the very first issues raised by the instructor was job security. I was told that the
instructor’s job was temporary and that he/she could be fired by his superiors at any
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time without any notice. Instructors who were young, energetic and qualified and
who aspired to make a career out of this, continucd to be haunted by job insccurity
and helplessness. In addition, the salary of the instructor, which was a mere Rs100
per month ($5.00 Canadian in 1992 exchange rate), was abysmally low considering the
current price index. It was less than a peanut for the thankless job instructors do
every day by putting three to four hours of their time (which included instructional
time of two hours plus time for their conveyance, canvassing lcarners to attend adult
education class). The situation was certainly humiliating to the profession. Job

security and better salaries were the immediatc needs.

The instructor also felt that adult education instructors should be hired on the
basis of their qualification and experience rathern than according to the wishes of the
higher officials. If qualified persons were hired without any formal training in
teaching adults, they must be provided adequate training before going to the ficld as

adult education instructors.

The current practice of four days of training in every threc month period
seemed to be inadequate and insufficient. The instructor indicated that he ncither
had any formal or informal training in "life skills" or vocational upgrading nor did he
have adequate competence in raising social consciousness among the learners. Henee,
he found it easy not to talk about functionality and awareness at all. His supervisor
had told him to put the thrust on basic literacy and that was what he was doing. The
instructor also acknowledged that sometimes he would receive some primers from the
central office dealing with "how to raise consciousness", described in terms of storics
and addressed to the learners. It had been his responsibility simply to distribute this
literature among the readers. Only on rare occasions the instructor had discussed the

message given to the learners in these primers/literature in the class.
Therefore, there was an urgent nced to provide relevant training to the

instructors about how to teach lessons in awareness and how to coordinate or

organize instructions in life-skills or vocational upgrading (by arranging locally
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available resources), if the adult education program was not to be relegated to a

program of literacy drive only.

The efficiency, dedication and resourcefulness of the instructor could not be
over emphasized, for the selection of incompetent instructors might ruin the purpose
and direction of the program. It should be noted that this Rangitangara AEC was
first started in 1985 but was closed down due to the inefficiency of the instructor
(because learners did not come to the class) several months later, and was reopened

only in April 1988.

Mr. Mohanty further indicated that he would very much appreciate the supply
of some essential items for the instructors: such as a flash light, an umbrella, and
funding for a bicycle in order to help them to be in the AEC on time. This instructor
who lived in a nearby village S kilometres from the AEC site had to come to the
Centre in pitch dark most of the time even during the rainy season because he did not
have and could not afford to buy a flash light from his monthly salary. He had a
bicycle; however, when it needed repair (which he could not repair immediately due
to lack of money), he had to walk to the Centre unless someone was kind enough to
give him a bicycle ride. Although he was used to the road conditions nevertheless
without light on dark nights there was always the possibility of minor accidents causing
bodily injury. Snake bites were also a real possibility and a serious hazard. Similarly
the instructor indicated that an umbrella was a necessity, particularly during the rainy
season when he had to go to the Adult Education Centre in the evening regardless
of the weather conditions. Most instructors who did not or could not afford an
umbrella on their own, had to go to the Centre completely wet. He also suggested
that the supply of a pair of knee high rain boots could not only help them walk in
rain and water relatively easily but also could greatly reduce the possibility of being

bitten by snakes and other poisonous lizards.
The instructor also pointed to some other factors such as: lack of physical

facilities in the centre, lack of teaching/learning materials and lack of funding for

other essential items in the centre such as: audio-visual aids, a T.V. set, a radio,
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maps, globe, etc. including a daily newspaper. It was also suggested that a propanc
or kerosene powered petromax light might be of great use for providing a better study

environment in the class.

I think that the instructor’s explanations were genuine and appropriate and
that attention must be given to provide thesc minimum essentials to the instructors
who are not only the agents of adult education but rather the heart and souli of the

program.

6.6.2 Raj Biradara Sahi Adult Education Centre: (Date of Visit: 05.08.1988)

This particular AEC is adjacent to the Sukinda Garh township. This was
exclusively a women'’s centre with an enrolment of 30 adult learners. The instructor’s
own house was usually the place for adult education activities. On the day of the
visit, class was suspended because of the sickness of the instructor Ms. Basanta
Manjari Samanta. However, the instructor took great pains to willingly to come out

of her bed and was very kind to talk with the researcher for some time, albeit briefly.

Highlight of the Discussion

Suspension or cancellation of class due to the illness of the instructor provided
us with an eye opening challenge that there ought to be some alternative arrangement
in such circumstances.

The instructor informed me that although 30 women had registered in the
program, only a handful of approximately 10 attended the AEC on an average. There
had been no consistency in attendance of any learner except two, and that the
attendance had been in decline. Since this was a women’s Centre only, the instructor
said that it was basically the work load at home, and non-cooperation of male
household members in the learner’s family that led to this situation. She indicated
that she had tried her best to persuade them to come back to the AEC by visiting
their homes, but with limited success. Nevertheless, she had to maintain the record

for all 30 registrants otherwise she might lose her job or face the consequence of her

- 208 -



meagre salary being withheld because of her inability to keep the participants in the
program. It was surely very unfair and unkind to penalize the instructor for drop out
of adult learners from the Adult Education class over which she might not have any
control at all. However, the attendance situation indicated the true index of the
learner participation in the Adult Education class. This scenario made it clear that
official records with regard to cnrolment figures did not always reflect the real

classroom attendance in the Centre (AEC).

The instructor also indicated the need for improved physical facilities,
teaching/learning materials and an officially designated Adult Education Centre to be
used as an office and the classroom. After witnessing the situation in the instructor’s

house, which was used as the AEC, the author had no doubts about the need for such

necessities.

The instructor also reiterated some of the earlier points as expressed by the
previous instructor, such as the need for job security, more salary and holidays, some
contingency funds in the hands of the instructors to replace broken or lost items and
purchase of essential items when needed. The need for a T.V. set, and a radio was
also emphasized. The instructor here also indicated that she would very much like
to have some funding available for field trips to local village industries and funding
available to women for knitting and sewing. The instructor also suggested the need
for some kind of awards or certificate for regular class attendance, and awards or
certificate for those who successfully completed the program. This provision, if
incorporated, she believed would provide incentive for regular class attendance and

completion of the program.

After a short discussion, the instructor was unable to continue conversation

due to fatigue and sickness.
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6.63 Barika Sahi Adult Education Centre (Date of Visit 05.08.88)

This Adult Education Centre was also a women’s Centre only, close to the
Sukinda Garh township. This was not a village but part of a larger village inhabited
by a particular section of the population belonging to lower castc Hindus but not
untouchables. The instructor for this centre was Ms. Minati Dhir, a local village girl

with high school education.

The Centre had an enrolment of 26 women. However, only five or six
attended regularly. The rest did not have any regularity of attendance. Thercfore,
the class size used to vary every day from 5/6 to 22/23. Most women registered in
the program were about 15-35 in age except a few who were above 35 but below 45
years of age. The women who were over 35 were cnrolled because of their interest
in the program, and they were the ones who attended the class regularly. Most of the
women in the program were married with more than two children. Most often the
instructor’s house was used for the adult education class, although once in a while one
of the learners’ houses might be used for class purposes. Therc was no building or
equipment or office room for this Centre which the instructor had to provide on her

own from her own resources.

On the day of the visit, there were only five participants attending the class.
The instructor, Ms. Dhir, indicated that she had gone to many of the participant’s
homes in order to persuade them to come to the class but with littlc success. She
indicated that on the particular day of my visit, her appeal to lcarners to come to class
had not worked at all. Ms. Dhir, the instructor, suggested that her appeal to
participants to attend class that day failed, because there was already information
reaching each woman participant of the village by word of mouth, that a high ranking
federal government official, a gentleman (i.e. the researcher) would be visiting the
Adult Education Centre, and the class in the evening. Therefore, the fear of
confronting the unexpected and unknown, and encountering the difficulty of facing
a gentleman to whom they could never talk due to shyness and social taboos, and who

might even ask some questions which they were somewhat surc that they could not
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handle, prohibited them from attending class that night. Even the most courageous
of the ladies who attended the class were apprehensive. I was also told that husbands
of some women forbade their wives to attend class that day because they did not want

their wives to be seen or talked to by a stranger who also happened to be a man.

I was not at all surprised at this detailed explanation of the instructor with
regard to this scenario and fully recognized and understood it, for I have known, and
am familiar with the social customs, traditions and taboos that pervade rural areas.
The illustration of this issue once again made it clear that the adult education
program had not been very successful in raising social awareness among the people
and that it was high time that concerted efforts be made to raise social consciousness

among people through the adult education programs.

All my efforts to discuss anything with the participants failed because they all

chose to remain silent.

The classroom was a small cement and concrete room (this instructor’s
household was relatively affluent) in the instructor’s home, which could handily
accommodate 15 to 20 participants sitting on the floor. There was a wooden cot
which was used as both the chair and table for the instructor. There were two
kerosene lanterns, but the light was dim and inadequate. All participants had primers
for reading and math and pencil and paper. The instructor started with reading
material followed by writing and them simple arithmetic. I doubt, if the learners
understood or followed the insructions because they never said a word (I was told that
I was to blame for this scenario of women being silent). However, the
teacher/instructor informed me that since she had no formal or inservice training in
teaching methodology and teaching techniques, she taught in her own way, according
to the best of her ability. And there was no reason to think otherwise. That
particular day, class was dispersed sooner than usual so that the instructor could be

interviewed by the researcher.
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Discussion with the Instructor

Discussion with the instructor with regard to the {unctioning of the adult
education program and her own reflections rcvealed most of the concerns and
problems mentioned by the previous instructors. Areas of concern included: lack of
office space and building facilities for classroom, lack of physical facilitics including
adequate supply of teaching/learning materials, job insccurity and low remuncration,
inadequate training in teaching methodology and techniques, lack of audio-visual aids
except adult education primers, and indifference and callousness of superiors in
providing help and as well as improving working conditions and lcarning environment

at the Adult Education Centres.

The instructor admitted that she was not provided with any training in the
area of functionality and awareness and that neither was she competent to teach
either of these components of the adult education program. However, she [elt

confident that she could teach those areas if shc had been given some training.

When questioned about the reasons for maintaining the records for all
registrants, even the ones who were not attending the class anymore, the instructor
indicated that she had to maintain such records for two rasons: (1) for the
instructor’s own job security and monthly salary and (ii) many participants were
regularly irregular. They attended the AEC classes on their own initiative and at their
convenience, sometimes even in monthly intervals. Since there was no regulation or
policy with regard to the attendance in the AEC, nonattendance for a period of time
was not an automatic indication of a learner being dropped out of the adult education

program.

Although no records of achievement of the learners were available, the
instructor informed me that she hoped at least 25 percent of the learners would
complete the first phase of the program expected to last for ten months. Given the
existing situation, she seemed to be highly optimistic with regard to learner enrolment

and their level of achievement. The instructor, upon inquiry, also suggested that she
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had not witnessed any significant benefits that had accrued to the learners (nor had
the learners reported any improvement in their daily lives) due to the learners’
enrolment in adult education program except that the women get relief from heavy
houschold work for at least 2/3 hours every evening. It had given them the
opportunity to rest, and communicate and share their experiences with others in an
informal setting which they believed would be beneficial for them. It was suggested
to them by the instructor and other adult education functionaries that attending the
adult education class could be beneficial to them and their families, but the women
still did not know with any certainty that they could reap any such benefits in their

daily lives.

Upon questioning, the instructor indicated that she liked to teach others and
would continue to be an instructor for the following year provided salary was
increased, physical conditions for teaching was improved and she was not married and

moved to her husband’s house.
6.64 Bchura Sahi Adult Education Centre (Date of Visit: 06-08-88)

This village community was also a part of the Sukinda Garh township where a
particular subcaste (Behuras) of caste Hindu live. It had roughly a population of 200.
Agewise4‘ breakdown of population wouid be: 0-12 years (approximately 20%), 12-15 years
(approximately 10%), 15-35 years (30% or more), 35-55 years (20% or so), 55 and over
(20%). Sex-wise breakdown in 15-35 age group was approximately 55% male and 45 women.
Most of the adults were working as wage-labourers in nearby rice-fields for landlords. Some,
however, did have their own land (and those were the ones who were relatively affluent) and
a few worked for local businessmen and in government offices. There was an elementary and
a secondary school nearby, and most school age children were reported to be attending
schools. Drop out rate from schools (both elementary and secondary) was approximately 30

percent (according to the Report of the Education Commission 1966, out of every 100
children who enrolled in grade 1, only 34 completed grade 9.). Drop rate was however,

40

Age-wise and sex wise breakdown figures including other information about the village were
supplied by the local AEC instructor and were approximate figures only.
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higher at the secondary level than clementary. This was becausc many girls got marricd while
in their mid-teens (although the legal age for marriage is 18 ycars by law, people do not pay
any attention to it, and the law is rarely enforced unless there is an appeal by an individual
or institution), and many girls who were not doing very well in school were taken away from
school to lend a helping hand to the busy mother at houschold work. A great majority of
boys were forced by financial necessity to provide support to their fathers in the farm or in
other jobs. Nevertheless, there were some high school graduates who were working in ncarby

government offices and a few even went to university.

The Instructor and the AEC

The instructor for this Behura Sahi Adult Education Centre was Ms. Kalyani
Behera. There was no specific Adult Education Centre building or classroom and
therefore, the instructor’s own house was used for adult education class, although
occasionally a learner’s home might have been used as a classroom. This AEC was
also an exclusive centre for women. The AEC had been functioning since 1986 and

Ms. Behura, the instructor, was appointed in April 1988.

The total number of learners enrolled in the Centre was 30. However, the
instructor informed me that average attendance was about 50 to 60 percent (or
approximately between 15-18). Some days attendance could be cven as low as four
or five. On the day of the visit, there were only five learners in the class, which was
being held at the instructor’s house. I was told that many learners did not come to
the class that day anticipating the prescnce of a "Baboo" (an elite who might be an
official) because the supervisor for the area informed the instructor the previous day
that I might be visiting the AEC, and the instructor in good faith sent a message to
all learners to attend adult education class that night. This information cycle,
however, backfired. Most learners, since all of them were women, chose not to come
because of the social tradition of not sitting and talking face to facc with a stranger

who was also a male.
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The Class

It was, therefore, a small class of five daring and motivated learners who came
to the Centre, fully cognizant that they would meet an "upper class” male stranger in
the class. The classroom was small, which could accommodate about fifteen learners
although a few more could be squeezed in. The learners were to sit on the floor on
mats and the instructor had a wooden chair. The classroom here had electricity.
However, the light was very dim and inadequate, (people use very low powered
electric bulbs because higher watt bulbs would consume more electricity, which was
expensive) although better than hurricane lanterns. All five learners had primers in
reading and math, and pencil and paper supplied by the government. The instructor
started with simple numeracy (addition and subtraction) exercises which most of the
learners could do, and then switched onto reading. She read a story and then asked
each learner to read a smajl paragraph from the primer. The reading ability of the
learners was poor and only two could read with difficulty (the instructor, however,
suggested that the learners’ level of achievement in reading was better than what was
demonstrated and that they were very shy and nervous to read in my presence). The
instructor seemed to be very apologetic with regard to the learners’ reading ability as
if she were to take the blame for such a state of affairs (poor reading ability of the
learners) although I mentioned several times that I am not a government official and

that she might be rest assured about the security of her job.
Discussion with the Learners

Since all five learners came to the class expecting my presence, they seemed
mentally prepared to talk to me, if necessary (however, with much difficulty).
Conversation with the learners was not very easy (because of shyness or nervousness
or age-old social taboos or whatever) and answers to my questions were short and
often unexplained. (I had to depend on my knowledge and experience of the

situation and on the explanation provided by the instructor.)
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All five learners were in the age group of 30-45 years. They were all married
for more than 15 years and living with their husband and children. Two of the
women’s husbands had small snack shops in the local township and the husbands of
the other three worked alternatively in their own farm (a few acres of land) and for
the landlords as wage-labourers. Each of them were living in joint families with their
husband and children including in-laws i.e. husband’s brothers, sisters, and parents and
sometimes other relatives. The number of family members varies between 10-15 in
each family. These women’s daily schedule included getting up at 5:00 a.m. in the
morning and continuing to work i.e. to cater to the nceds of everyone in the family,
relentlessly and without any rest until they go to bed at 11:00 or 12:00 p.m. in the
night. Their daily routine of work was: cooking four times a day (breakfast, lunch,
tiffin or high tea in the late afternoon and supper, which is rather a never-ending
process), cleaning the house, washing the dishes and clothes, taking care of children
and others, and keeping up with everybody’s demands and nceds and whatever work
comes in between. The only break they got from these daily household chores was

when they came to the Adult Education Centre in the evening.

All learners indicated that they had very little support from their familics and
that they had joined the Adult Education Centre against objections from family
members (mainly father and mother-in-laws), including husbands who think it was a
waste of time for it did not lead to anything conclusive and tangible. They heard
about this literacy program from the instructor who persuaded them, and their
families, to allow them to enrol in the class. A bricf account of the rescarcher’s
questions to the learners and answers given by the participants are noted below:
These questions were not specifically asked to any particular learner (because she
might chose not to answer). Therfore, any learner had the liberty to answer the
researcher’s questions. However, out of five participants, only two women provided

some answers. The rest remained silent.
Q: When did you register in the class?

A: Four months ago.
Q:  Allof you?
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"Yes".

Who informed you about this program?

It was the instructor who told us and then helped us register in the class.
Why did you enrol?

We were told that it would be beneficial for us. We could read books and
keep track of money matters.

Do you think you have achieved that goal?

Not yet.

Do you feel confident that you will achieve that goal through this class?

I (we) do not know. Maybe if we attend class regularly.

Don’t you attend class regularly?

We wish we could, but some days we could not, because of work at home or
when anybody in the family was sick. One of the learners replied like this:

"The other day my husband was very angry when I came to the class. We had
some guests at home and I cooked for them. My mother-in-law, my sister-in-
law and everybody else were at home to take care of them. However, they
all wanted me to stay at home, do some more cooking and serve everybody
at dinner time. They told me that I am lazy and that I want to escape from
work. Coming to class was only a plea."

"I came to the class and everybody was displeased and angry at me. I was
worried and did not learn anything that day. Hence forward, on such
occasions I have decided not to come."

Do you think you have benefitted by joining this program?

We come to the class, we do the things the instructor wants us to do, but we
do not know of any benefits.

Do you think reading, writing and simple arithmetic would help you in your
daily lives?

No. Our lives would be the same (meaning thereby they would be doing the
same household work for the rest of their lives).

Does your teacher tell you to be free from superstitions, evils of
untouchability, and how to establish your rights and perform your social duties

as a good citizen?
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A: Yes. She tells us so many things. But nothing is going to change. Nothing
is going to happen no matter what she says. She (the instructor) says good
things but who would listen to her and to us.

Q: Do you or did you receive any vocational training such as scwing or

needlework, etc.?

A: No.
Q: Do you think you will complete the program.
A: We do not know. It depends if we get permission from our husbands and in-

laws to do that.

It was not difficult to understand the social and environmental constraints
against which rural women in general had to struggle in order to join the adult
education program. They had no idea of the future benefits that might be accrued
to them by attending the AEC nor did they believe it could change their way of living
and living conditions. Moreover, they had to depend on the kind permission of their
husbands and in-laws to attend the adult education class. The teacher's
resourcefulness and canvassing had persuaded them to give it a try and join the
program. They, however, expected that they might be able to read and write and do

simple math which might help them taking care of money matters at home.

Discussion with the Instructor

The instructor of this Centre repeated most the comments made by other
instructors in the previous AEC’s such as: need for higher remuneration, nced for
essential supplies, shortage of teaching/learning materials, need for permancent centre
and classroom facilities, etc. However, two major points that emerged out of this
discussion and which were not highlighted before by any other instructor were the (i)
need for and importance of persuading the learner and their families, to support the

program and (ii) the need for better inservice training for instructors.

The instructor’s job, as it unfolded was not only to teach adults only but also

to do a variety of duties including using her own home for the classroom purposes.
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Persuading the learners to join the Adult Education class and convincing the learner’s
family members (mainly father-in-law, mother-in-law and husband) to allow the
learner to attend the adult education class were the most important, but thankless and
unrecognized, voluntary work that the instructors do almost every day. This
cmphasized the need for resourcefulness and interpersonal skills on the part of the
instructors. Recognition of these duties as an essential function of the instructor,
might perhaps justify a hefty raise in their salary, including better working conditions

and other benefits.

The researcher while observing the instructional process, deemed it necessary
that the adult education instructors receive at least basic training in teaching adults
in order to provide effective instruction to the participants. The instructor mentioned
that she did not have any pre-service training in methods or techniques of teaching
adults before she started teaching. However, there was the provision of in-service
training for instructors for 21 days per year once an individual was employed as an
instructor. The four days of initial training at the District Office for those who joined
at the beginning of the program, and only those who could make it seemed to be
inadequate. Longer periods of initial training and short refresher courses in regular
intervals including seminars and workshops for instructors might be useful and
necessary as suggested by the instructor. Asked with regard to the overall
performance of the program including her own reflections, the instructor suggested
that she was optimistic about the program and that the program might achieve it’s
goal of helping people provided certain conditions were fulfilled such as: creating a
conducive atmosphere by proper classroom and office facilities, equipment and
supplies, incentives and awards for attending and completing the program, better
salary and working conditions for teachers, and appropriate and adequate supply of
teaching/learning materials, including periodical inservice facilities for professional

development and training.
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6.7 GENERAL FINDINGS OF THE FIELD VISITS

The information that was obtained from the field visit was that: thc Adult Education
Centres were poorly equipped with less than adequate physical facilitics for the continuation
of adult learning. Office space and classroom facilities were the most immediate necds with
necessary supplies of materials and equipment. Teaching/lcarning matcrials were found to
be in short supply and primers in local dialect had not been developed or were not available.
The classroom situation was pathetic and not suitable for learning -- least of all adult lcarning.
The minimal needs of the instructors and supervisors in order to function properly and
efficiently were not fulfilled with supplies such as: a flashlight, an umbrella, a pair of knce

high rubber shoes to be used in the rainy season and, perhaps, interest-free loan for a bicycle.

Secondly, adult education instructors were found to be inadequatcly trained and were
not even provided with the most basic teaching techniques of teaching adults. The
functionality and awareness components of the program were completely missing and teachers
were not qualified even to raise and discuss the functionality and awarencss components of
the literacy program; social customs, taboos and superstitions were still very much prevalent
in rural communities and participants in the adult education program were not free from this

social malaise.

Thirdly, there was an urgent need for significantly increasing the salary of instructors
to a respectable level and assuring them of their job security. Job security and increascd
salary were believed to boost the morale of the instructors and provide them the much
needed incentive of continuity and stability in their career. This would attract qualificd and
able instructors to do the job. With the increase in salary, it might be a good idea to make
the instructor’s position a full-time job rather than part-time work. Half of the instructor’s
time during the day time may be devoted to canvassing, resource development, and

preparatory work for the evening class.
Finally, there was the issue of learners’ motivation. Award of a certificate or some

kind of tangible recognition could be given to the learners to motivate them to attend

regularly and complete the program. Many adult learners expressed this view. Hot snacks
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for adult learners might also be an excellent idea. This would provide incentive for
attendance as well as for creating a more conducive learning atmosphere. Learning could not
take place if participants were hungry and come to adult education class with an empty

stomach.

The message that emerged was that the Adult Education Programs were far from
being effective and they had a long way to go in order to reach the ordinary people and help
them improve their lives. People were slow and sceptical in recognizing the benefits of adult
education in real life situations. The challenge, therefore, was to identify and recognize
problems of the program and develop a more effective delivery system, keeping in view the

reality of the situation and the needs of its vast clientele.
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7.1 NAEP: REVIEW OF PROGRESS, 1978-85

So far we have discussed the record of the NAEP in terms of its originally planned
and later revised goal targets in participant coverage during the Sixth Plan period. However,

our discussion would remain incomplete if we do not review the Qutlinc of the NAEP (which

promised a lot of things) in order to find out how many of the promises and stated objectives
of the outline were fulfilled at the end of the Sixth Five-ycar Plan. In order (o do that, we
will list the objectives of the Outline sequentially and will try to compare them with the

performance achieved at the end of the Sixth Plan.

The first promise of the NAEP Policy Statement was that "Adult Education should
emphasize imparting of literacy skills to persons belonging to the economically and socially
deprived sections of the Society”. Assuming that the Scheduled Castes, Scheduled Tribes
(both groups are untouchables) and women are the major target groups who are cconomically
and socially deprived, and to whom the NAEP intended to provide literacy skills, data
suggests that the total number of adults enrolled between October 1978 and 31 January, 1980
was approximately 3.3 million (3,233,088) out of which 2,080,136 or 64.3 percent were males
and 1,152,952 or 35.7 percent were women. Therefore, total coverage of women during this
period was slightly over 35 percent which is a modest achievement by any account. Total
enrolment of Scheduled Castes and Scheduled Tribes during this period was 612,737 and
487,081 respectively which constituted 19 percent and 15 percent of the total enrolment and
combinedly it constituted 34 percent of coverage for Scheduled Castes and Scheduled Tribes

which is again good considering the difficulty of persuading these people to join the program.

During the period 1978-79 up to December 1984, the total number of learners
enrolled under the program was 20.73 millions out of which 11.43 million were males and 9.3
millions were females. The percentage of enrolment of women in relation to total
participants was approximately 45 percent. Enrolment of Scheduled Castes and Scheduled
Tribes was 5.53 million (or approximately 27 percent) and 3.54 million (or approximately 17
percent) respectively. Therefore, the above data suggests that while women’s enrolment was

45 percent, combined figures of Scheduled Castes and Scheduled Tribes participation stood
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at nearly 44 percent. Again these achievements in terms of the original mandate of catering

to the needs of the disadvantaged were modest, but worthwhile.

The Policy Statement mentioned that adult education while emphasizing acquisition
of literacy skills should also be:
- Relevant to the environment and learners needs;
- Flexible regarding duration, time location, instructional arrangements etc.;
- Diversified in regard to curriculum, teaching and learning materials and
methods; and
- Systematic in all aspects of organization1

Let us focus our attention to see if the objectives of the policy statement were

{ulfilled.

Was the NAEP Relevant to the Environment and Learner’s Needs?

The NAEP continued to be a drive for literacy and as such the primary thrust
remained acquisition of literacy and numeracy. Need based functional training according to
local and individual choice and requirement was marginal and most cases nonexistent. Even
in acquisition literacy skills, very little attention was given to environment and learners needs
because the curriculum was structured and learners were expected to complete the program
within a specific period time i.e. to finish the literacy program in 300-350 hours of instruction
stretching over a period of about 10 months. Therefore, all told, although attempts were
made to tailor the program according to the environment and learner’s needs, they were not

achieved in real terms.

The researcher’s visit to some Adult Education Centres revealed that the program had
little, if any, relevance to either the environment or the learners’ needs. Training in
vocational skills and social awareness which were supposed to have significant bearing on the
day-to-day functioning of the adult learners, was almost non-existent. Even literacy education
was inadequate and faulty. The programs did not arouse much interest among the
participants and the environment in which literacy classes was held was pitiful, let alone

tailored according to the needs of the learners.
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In an informal discussion, the Secretary of Education, Government of India,
mentioned that the government had tried its best to make the program relevant to the
learner’s environment. and needs. However, it was not an casy thing to do. Given the
existing social realities in India, any program for the mass that aims at providing scrvices
according to the individual needs of the learners must be euphoric. Thercfore, "Relevant to
the environment and learners needs" must not be taken toe literally, rather it may be viewed
in this spirit that the government had taken a stand to cater to the collective needs of the
learners as much as possible. Later, the Secretary General of the Indian Adult Education
Association, with whom the researcher had an interview, brushed off the comments of the
Education Secretary and suggested that the government was perhaps unaware of the
formidable task it was undertaking. The NAEP was too ambitious a plan to implement and
the government knew it. Nevertheless, it wanted to make big and unreal promiscs for
political expediency. Naturally, there had been short falls and frustrations in spite of our best
efforts. In order to make the program relevant to the environment and learners needs.

enormous financial resources, time and efforts were needed.

Was the NAEP Flexible?

With regard to flexibility of duration, time, location and instructional arrangements,
available data backed by the field study suggests that this aspect of the program was mostly
fulfilled. For example, it was left to the instructors to decide the number of hours of
instruction for each day (however aiming at providing 300-350 hours of instruction in 10
months) and the time of instruction (evening classes on weekdays, and noontime or cvening
classes on weekends etc.) according to the convenicnce of both the learners and the
instructors. While a typical adult education class might function between 7-9 p.m. in the
evening, it could vary according to the convenience of learners and instructors between 6-10
p.m. Similar flexibility in location and instructicnal arrangements was also observed. The
instructors in consultation with the learners were free to sclect the location of the class. It
was so because, most Adult Education Centres did not have adequate classroom facilitics and
that it was convenient to organize the class in either the instructor’s house or one of the
participant’s house in a particular village as agreed upon by the instructor and the

participants.
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The researcher’s visit to Adult Education centres in Sukinda Block in the province
of Orissa, India in August 1988, and observations with regard to the functioning of the Centre
and discussion with instructors, supervisors and participants revealed that the instructors had
& great deal of flexibility and freedom over the duration, time, location and instructional
arrangements. Discussion with the instructors suggested that the usual time for instruction
was between 7-9 p.m. However, most of the days it started 15-30 minutes later although it
ended in time. Some days depending upon the learning to be achieved or when there was
some urgency of demonstrating participants progress to higher officials in their visits, the class
could last longer. For any given day the instructor had to wait for approximately half an hour

for all the participants (or at least a majority of them) to come in before the class began.

Discussion with learners revealed that their late attendance or no attendance on some
days were due to either late return from work, or some otber family difficulties. Learners
expressed their willingness and readiness to attend class, however, their absence or late
attendance being caused by external factors often beyond their control. Many of the learners
who were daily wage labourers and belonged to Scheduled Caste or Scheduled Tribe said that
on most days they had to come to the Centre in empty stomach because either there was no
food at house or food was not prepared in time because both parents were working. Many
such learners suggested that the promise of a free meal at the Centre (or even snacks) would
provide the mental and physical readiness and the necessary incentive to attend adult

education classes regularly and on time.

A field visit to Barika Sahi Adult Education Centre in Sukinda Garh in Sukinda block
in Orissa and discussion with the instructor indicated that adult education classes were usually
held at the instructor’s own house, and sometimes on one of the learner’s house if facilities
were available. The Centre at Sukinda Garh was a "women only" Centre with approximately
20 participants enrolled in the program. However, on the day of the visit only five learners
were present. The instructor explained that there was a continuous decline in attendance
because of the household work of women during evening time and the objections raised by
the family or husbands of some married women who see no benefit in real life due to literacy
training. Person to person conversation with these learners was difficult due to social customs

and shyness (married ladies and even unmarried girls are not supposed to engage in
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conversation or even have eye contact with a stranger like the rescarcher). However, two
women said that it had been very difficult to convince their husbands (both these people had
small business in the local town) to attend adult education classes and that they saw no special
privilege which accrued to them due to literacy training, although they were urged by the

instructor to join the Adult Education Centre for personal development.

Was the Program Diversified?

The Outline of the NAEP (1978) promised to make the curriculum, teaching and
learning materials and methods to be diversified. However, a glance at the curriculum would
make it clear that it was less diversified and more structured. The curriculum was designed
to be offered in three distinct stages. Stage I had to be spread over about 1G months
consisting of 300-350 hours of instructional time that included basic litcracy, gencral cducation
and functional programs relating to participants’ vocation, as well as some cducation on law,
politics and political process that affect them in their real lives. Stage II was to spread over
a year with about 150 hours of instruction time. This stage was part of the follow-up stage
in order to reinforce the literacy skills obtained in the first stage and their application in daily
life. This stage was also to include some training in science and technology, including
introduction to elementary history and geography, upgrading of vocational skills, and
knowledge of supplementary employment opportunities. The third stage was the second part
of post literacy and follow-up activities intended for retention of literacy skills as well as
achievement of a reasonable degree of self-reliance in literacy and functionality, and betler

appreciation of science and technology.

Therefore, while NAEP provided for some diversification of curricula within a
structured framework, nevertheless not much attention was given to any other aspects other
than literacy and numeracy. Inadequate pursuance of all components of the curricula was
blamed on not having adequate teaching learning materials, not having enough time, lack of
resources and expertise, and to some extent lack of interest and enthusiasm ameag the
learners. The researcher’s field visit to Adult Education Centres in the Province of Orissa,
revealed that neither the curricula nor the methodology, was diversified. The instructors were

following the structured curricula of the literacy educztion just like teaching children in
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regular classroom in a formal school. Part of the problem was that the instructors themselves
did not know much about the methods of teaching adults let alone diverse methodology.
Since many high ranking adult education functionaries were not professional adult educators,

they did not have much knowledge or input with regard to either methods or techniques of

tcaching adults.

Was the NAEP Systematic in all Aspects of Organization?

This aspect of the objective was, however, not very clear. Did "systematic” refer to
systematic and sequential organization of the program? Did "systematic" mean uniform
implementation of the program? or did it mean that adult education per se in its content,
curricula and application be systematic and organized? The outline did not elaborate, explain
or clarify exactly what it meant by "systematic in all aspects of organization".2 In the absence
of such clarity it is difficult to obtain an idea about progress in this aspect of the object.
Suffice to say that the implementation of the NAEP was uniform in all provinces and Union
territories and so was the structure and organization. The content and curriculum of the
program also remained uniforia and well organized. The arrangement of curriculum was
systematic i.e. Stage I functional fiteracy, Stage II post literacy, Stage III Follow-up and
rctention.  The structure, organization and administration of the program in all aspects
remained uniform in all parts of the country although local conditions and efficiency of

personnel could have influenced systematic implementation of the program.

Did the NAEP Give Highest Priority to Illiterate Persons?

The objective of giving "highest priority in adult education to the illiterate persons"3

was carried out with care and sensitivity. Even among the illiterates priority was given to
women and Scheduled Castes and Scheduled Tribes as the primary target groups. Therefore
this aspect of the mandate was fulfilled. The aim of covering 100 million illiterate adults in
the 15-35 age group in five years (1978-1983) however, remained largely unfulfilled.
Approximately 20 percent of the original target of 100 million were covered under the

program by 1983,
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The goal which stated that: "The regions which have a concentration of illiteracy will

w4

also require special attention"* did not fare very well. For example, if we sclect four districts

from the whole of India with the lowest literacy figures, i.e. Jhabua in Madhya Pradesh,

Barmer in Rajasthan, Koraput in Orissa and Bahrimach in Utter Predesh (which had the
lowest literacy rate in those provinces between 1971-81) available data would show that there
was very marginal growth in literacy rate (in percentage) in one district only, i.c. Koraput,
where the literacy figures increased from 15.2 percent in 1971 to 16.13 in 1981, whilc all other
districts reported negative growth. Jhabua which had a literacy rate of 12.8 percent in 1971

was found to be sitting at 11.5 per cent in 1981. Similarly, Barmer had 13.7 percent litcracy
in 1971 which was decreased by almost one and a half percentage to 12.29 in 1981. Bordia
reported 17.2 percent literacy rate in 1971 which was down to 15.57 percent in 1981, This
decrease in percentage of literacy in four districts with lowest literacy rate between 1971-81
was due to two main factors. The first one was that higher population growth in these
regions between 1971-81 had pushed the percentage of literate persons downwards although
there might be some net gain in absolute numbers. The second and the most important
message that emerged from these data is that perhaps not enough special attention was given
to these regiors (including many other regions) which have had a concentration of high
numbers of illiterates as indicated by the NAEP Outline. The general assumption behind this
argument is that with concerted efforts focused on selected regions with a higher rate of
illiteracy, literacy figures would never had shown a negative growth in spitc of higher
population growth in those regions. It was therefore the failure to emphasize and give special
attention to regions with a higher illiteracy rate that caused a downward trend in many

regions in spite of the implementation of the NAEP.

The Policy Statement on NAEP (1978) also mentioned that: "a pre-requisite
of an adult education movement is that all agencies, governmental, voluntary,
private and public sector industry, institutions of formal education etc. should
lend strength to it."

However, one of the major deficiencies of NAEP was that there was not proper
rapport and coordination among various development departments concerned with adult
education programs in order for smooth and efficient implementation of the NAEP. Many
of the evaluation studies undertaken on the functioning of the NAEP reported weakness in

this aspect of the program. It was reported by ficld level functionaries of the NAEP such as
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the supervisors, instructors and adult education coordinators that inadequatc support and
cooperation from other development departments involved in adult education activities and
rural development programs, particularly government officials in higher positions, caused
slowing down of adult education initiatives under the NAEP. Moreover, inadequate
communication, lack of proper coordination among various departments involved in NAEP
activities also caused delay, confusion, overlap, and duplication of work instead of lending

strength to the operation of the NAEP.

Adult Education for Development: A study of the NAEP in Bihar (1981) for

example, recommended that government departments and agencies involved in rural
development and reconstruction must co-operate and coordinate their activities with adult
education projects and adult education agencies in order to pursue an integrated effort in
implementing the NAEP. The study noted that:

It is reported that the functionaries of other government departments and
agencies engaged in rural reconstruction are generally not available for
delivering specialized lectures at Centres. They should meet and address
learners from time to time, and make them aware of schemes meant for rural
reconstruction. Some system should be evolved to get them involved in the
NAEP activity.8

Did the NAEP Provide for an Effective Mechanism for Monitoring and Evaluation?

The Policy Statement also called for an effective built in mechanism for monitoring,
evaluation and applied research. Although there were provisions for monitoring evaluation
and research, very little attention was given in practice to any of these components. The
monitoring system provided for the continuous monitoring of the functioning of the NAEP
through: emphasis on content, quality and process, fecdback for program improvement (a
one way process - from the top as well as from the field administration), attempts to assure
the value of frank and accurate reporting and through critical examination of the work
performed by the functionaries. The Directorate of Adult Education in conjunction with
provincial government officials and field workers, was to monitor the program at every stage.
At the apex of the monitoring pyramid stood the Directorate of Adult Education (at the
federal level) followed by State Adult Education Officer, district Adult Education Officer,

Project Officer, supervisor, and Adult Education Instructors, each responsible for monitoring
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the program in their respective jurisdictions. However, actual performance would reveal that
there was more monitoring and control of lower level functionaries by the higher level
personnel and much less monitoring of the ope. ‘ion of the program. It continucd to be an
hierarchical structure of power, where higher level burcaucrats in each stage loved to exercise

their power over the lower functionaries.

The researcher’s field visit as well as discussion with supervisors, insiructors and other
officials in the province of Orissa confirm this conviction. In the Sukinda Garh Rural
Functional Literacy Project, one of the supervisors indicated that he had to conform to the
orders and/or directives of his superiors, no matter what, in order to please them, and to
retain his job. He had to instruct his instructors to conform to the directives as given by the
higher officials, and that he had no choice but to do that even if it was not reasonable. The
same was true with other officials who had to conform to and please their superiors. This
chain went on and on at every level of administration. Thereforc, monitoring of the program

was practically reduced to monitoring and control of activitics of lower level functionarics.

Similarly, in the realm of evaluation, the Report of the Review Committec on_the
NAEP (1980) recommended:

- evaluation of learners

- evaluation of curriculum and learning materials

- evaluation of the training program

- evaluation of State Resource Centres

- evaluation of the management system

- evaluation of the functionary of the program at the provincial as well as

national level.

In real terms, however, only evaiuation of learners continued to be a regular feature
of the program. Periodical evaluation of learners progress was to be recorded and reported
by the instructors and supervisors at the field level and information with regard to learners
performance was to be submitted to the Project Officer who in turn had to send them to the
District Adult Education Officer. However, ¢his useful provision seemed to be rarely carried

out.
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Evaluation of curriculum and instructional materials as well as evaluation of training
programs was inadequate. Insufficient or unavailability of data support our conviction. The
only documents that looked into both these areas is the Report of the Review Committee on
the NAEP (1980) which suggested that concerted efforts must be taken in evaluating training
programs as well as curriculum and information in order to maintain the quality of the
program. It did not, however, recommend any measures to improve or conduct evaluation
nor did it give any indications of specific evaluation studies undertaken in these areas. The
Review committee however, recommended the NAEP curriculum to be phased out in three
stages stretched over a three-year period which was later accepted by the federal government.
Strengthening of the training program remained a vital issue for the NAEP. As one study

puts it, lack of proper training of functionaries is a major weakness of the program.7

Although few and sparse, changes in instructional materials or introduction of new
learning materials from time to time suggest that there might have been internal evaluation
of instructional materials by the Directorate of Adult Education, Ministry of Education and
Culture, or State Resource Centres, or by individuals (professionals) working for government,
which were not made available to the public. Similarly, data on evaluation of State Resource
Centres and evaluation of the functioning of the management system were not available which
suggested that either there were no evaluation studies undertaken in these areas between
1978-85 or these might be internal government studies which were neither published nor

made available to the public.

Evaluation of the Adult Education Program at the provincial level was undertaken by
institutions of Social Sciences and Research, Directorate of Adult Education as well as other
public and private organizations. Although evaluation of the functioning of NAEP had not
been conducted in every province and Union Territories, nevertheless appraisal/evaluation
studies focusing on different aspects of the NAEP was conducted at least in 9 provinces, i.c.
Bihar, Gujarat, Maharastra, Rajasthan, Uttar Pradesh, Tamil Nadu, Kerala, Punjab and Orissa.
Evaluation studies conducted in five states were compiled and published by the Directorate
of adult Education in two separate volumes in 1981 and in 1990/ The first one is called "The
Adult Education Program: Appraisal Studies in Bihar, Gujarat, Maharastra, Rajasthan and

Tamil Nadu" (1981). The second one includes study on one more state i.e. Orissa and
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published under the same title as Volume II in 1990. Evaluation studies on the other three
provinces i.e. Uttar Pradesh, Kerala and Punjab were conducted by universitics and institutes
of research and were published between 1989-90. It is, however, important to mention that
all evaluation studies conducted in different provinces do not provide an evaluation of the
functioning of NAEP in the entire province, as a whole. Furthermore, the majority of these
studies dealt with evaluating different aspects/areas of the program or the agencics involved.
Evaluation of the NAEP at the national level were ncither conducted or reported during the
Sixth Five-year Plan period (1978-85). This present study though not an cealuation study,
intends to provide an account of the progress of NAEP during the said period and thus would

be the first cne in its kind to fill the vacuum.

In the realm of applied research some useful work has becn done by institutions and
individuals involved in NAEP. Therefore, the mandate of conducting rescarch was [ulfilled

to a reasonable extent.

One other main promise of the Policy Statcment was that implcmentation of adult
education was to be decentralized, and the agencies of coordination were to be established.
The government tried to fulfil part of its objective in this direction by cstablishing a National
Board of Adult Education at the federal level and State Board of Adult Education at the
provincial level followed by District Adult Education Committce in each District. Please see
sables in Chapter IV for detailed information on the administrative structure as well as the

monitoring system for the NAEP.

However, for the most part the National Board of Adult Education and the provincial
Boards of Adult Education remained ineffective and peripheral in day to day functioning of
the program. They were not very successful either in coordinating the activitics of the NAEP.
They were sidelined by the control and exercise of power by the Ministry of Education,
Directorate of Adult Education and the Planning Commission at the federal level, and by the
Directorate of Public Instruction (DPI) (Adult Education) and State Resource Centres at the
provincial level. Therefore, except on major policy decisions and policy guidclines, the impact

and voice of these Boards remained unheard and marginal.
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All told, a glance at the review of the progress of NAEP during the Sixth Plan (1978-
85) as proposed by the Policy Statement on NAEP (1978) would suggest that there was
marginal progress in most areas of the program, although attempts were made to conform to
the guidelines as stated by the government. Nevertheless, considering the vastness of the
country and the magnitude of problems the country was facing and given the enormity and
complexity of implementing a massive program such as the NAEP, its progress was
praiseworthy albeit achicvement was unimpressive. In any account it could be labelled as a

marginal achievement, if we accept any progress as a move towards a better future.
72  ORIGINAL AND REVISED GOAL TARGETS

Complete achievement of original goal targets in any project is a difficult task,
aithough not impossible. In a scientific and controlled research project undertaken in a
laboratory, perhaps it is possible to control and manipulate all variables by the researchers
and thereby try to achieve the objective although the results could sometimes be totally
unpredictable. However, experimentation of an educational program on millions of human
beings in a vast and diverse country in every way possibie is not only a formidable task but
a very difficult one. Nevertheless, the NAEP had set goal targets for itself to be achieved by
the end of the Sixth Plan Period. Therefore, it is appropriate to compare the achievements
of the NAEP with its original and revised goal targets in order to ascertain its degree of
success. Achievements in this scenario is not to be measured in terms of achieving the
expected goal targets, rather it should be viewed in terms of how much progress is made

towards the set goal or goals.

The National Adult Education Program was launched with high hopes aiming at
educating 100 million illiterate adults during the Sixth Plan period originally planned for the
period 1978-84. The original goal was to provide functional literacy to 100 million adults in
the age group of 15-35 between 1978-79 to 1983-84. The Policy Statement of the government
on NAEP set the enrolment targets at 1.5 million in 1978-79; 4.5 million in 1979-80; 9 million
in 1980-81; 18 million in 1981-82; 32 million in 1982-83 and; 35 million in 1983-84.
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However, in spite of a change of government at the federal level in 1980, the goal
targets with regard to enrolment under the NAEP remaiued unchanged until 1983, the year
in which new goal targets were set for the remaining period of the Sixth Plan. Goal targets
for the Seventh Five-year Plan (1985-90) were also projected in 1983. The reasons for
changes in the original goal targets of the Sixth Plan were manifold. Some important oncs

that prompted the government to take this step were explained below:

1. It was thought reasonable to give the original Sixth Plan (1978-83) adequate time to
complete its mandate by 1985 in many areas of development such as the NAEP which
started in 1978 and many of whose policies, targets, and other provisions were cither
irreversible or very difficult to start all over new again in 1980.

2. The government waited to receive enough feedback with regard to the functioning
of the NAEP before embarking upon a new goal target.

3. It was also deemed logical to set a rcalistic goal target after reviewing the

achievement at the end of the origina! Sixth Plan ending on March 31, 1983.

According to the Census Report of 1981 and the projections of the Expert Committee
on Population set up by the Planning Commission of India, the total number of illitcrates in
the 15-35 age group was estimated at 115 million. Assuming that about 5 million illiterate
adults were made literate under the NAEP between 1978-80, revised goal target cnvisaged
an enrolment of 21.5 million adults in 15-35 age group to be covered by the end of the Sixth
Plan and projected another 87.5 million to be enrolled under the program by the end of
Seventh Five-year Plan (1989-90). Keeping in view the f{inancial allocations provided for
adult education during the Sixth Plan and the quest of reaching 100 percent literacy in 15-35
age group by 1990, the following goal target were suggested by the government (by revising

the previous targets):



TABLE 221+

Revised Enrolment Target During the Sixth Five-year Plan (1980-85)

Year Enrolment in Millions
1980-81 2.6 (Actual)
1981-82 3.1 (Actual)
1982-83 4.3 (Actual)
1983-84 5.0

1984-85 65
Total 21.5 million

Projected Target in Seventh Five-year Plan (1985-90)

1985-86 11.5
1986-87 14.0
1987-88 17.0
1988-89 20.5
1989-90 24.5
Total 87.5 million
TABLE 23
Comparison of Griginal Goal Target
and Revised Target
(Sixth Plan)
Original Target Revised Target
of Enrolment of Enrolment
Year (in millions) (in_millions)
1978-79 1.5 -
1979-80 45 -
1980-81 9.0 2.6 (Actual)
1981-82 18.0 3.1 (Actual)
1982-83 320 4.3 (Actual)
1983-84 35.0 5.0
1984-85 - 6.5
Total 100.0 21.5

1+ Source: Adult Education Program, 1984, p. 3.
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- 6.4
- 149
-271.7
- 30.0
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The above table and figures made it clear that the revised targets aimed at an
enrolment of 21.5 million during the Sixth Plan (1980-85) as against the original goal target
of 100 million between 1978-83. The revised annual targets starting 1983-84 in many ways
were practical and achievable rather than utopian. The first five ycars of operation of the
program also provided useful feedback in terms of expectations which cooled down the
ambition of educational planners and strategists for the NAEP which helped them take a
realistic approach to enrolment and learner achievements. Report of the Review Committee
on the NAEP (1980) also provided important feedback as to the progress, problems and
operational difficulties of the NAEP in the first two years which utged the new government
to revise the goal targets of the NAEP in realistic and achicvable terms. It suggested that:

More careful preparation is needed in the formulation of state and district plans.
Preparations of annual projections, training of instructors, and greater participation
of all priority groups. The duration of the program is too short and provision for
follow-up activities is inadequate. The link between education and development
components of the program is lacking. the feasibility of the program and the tangible
benefits flowing from it are not clear. An uncertain program cannot bc a mass
movement.
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73 ACHIEVEMENT OF GOAL TARGETS

A comparison of actual enrolment under the NAEP between 1978-79 and 1983-84
against the original target of covering 100 million adults would reveal that only 20.68 millions

or approximately 20 percent of the target were covered at the end of 1983-84 financial year.

The following table would show figr:r ~i:~ting the goal target and goals achieved between
1978-79 and 1983-84.
)24
faud Lo L zad Goals Achieved
£i:..0 79 and 1983/54
Year Goal Target Goals Achieved
(in millions) (in millions)
1978-79 1.5 2.17
1979-80 4.5 330
1980-81 9.0 2.60
1981-82 18.0 3.10
1982-83 320 4.36
1983-84 35.0 5.15
Total 100.0 20.68

On the surface, the achievement of only 20% of the target would seem a miserably
poor performance. However, it would be very unfair and injudicious to judge the
performance only in terms of enrolment figures without inquiring the factors that might have
caused such a poor show. Some of the important reasons that caused such a large

discrepancy in goal targets and goals achieved were:

1. The original phasing of targets (annual, as well as for the entire 1978-79 to 1983-84
period) were too unrealistic and to a great extent utopian. Planners either did not
realize or could not possibly grasp the magnitude of the program in a socio-culturally
and linguistically diverse country.

2. The first few years were taken as years of preparation for such a vast and massive
experimentation, since there were no infrastructure available to accommodate such

a program from coast to coast.
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10.

11.

Neither the government nor the people, were ready for such a large scale operation
although they were willing to participate.

Budgetary allocations were not adequate, more funds were required for better salary
for field level functionaries, physical facilitics in the Adult Education centres,
advertisement, teaching learning materials, coordination, ctc. Although it could be
acknowledged that the program did not receive any major set back duc to insufficient
allocations, nevertheless more funding could have helped greater cfficiency and better
results.

Policies and programs under the NAEP werc slowly developing within a broad
framework. They needed continuous refinement and adjustment based on experience
and innovativeness.

Reaching people in the remote and peripheral arcas remaincd a difficult and
strenuous task,

Field administration of the program continued to be a problem due to improper or
inadequate provision of guidance and supervision, and monitoring and cvaluation.
Adult Education functionaries were not adequately traincd to handie such a large
scale program. Most of the officials at the highest level were not adult education
professionals and therefore, they had little knowledge, expericnce or understanding
of the program.

Cooperation and coordination among and within development departments linked
with the NAEP were poor which caused confusion, duplication, misunderstanding, and
delay in releasing funds etc.

Many provincial governments could not implement the NAEP in full vigour because
of their own priorities, and lack of resources.

One of the important drawbacks of the planning of the NAEP was that it did not
provide and set forth any annual projections of phasing of the targets for each
province and Union Territory and for districts within a province. Without such a set
target for every province and districts, it was not possible to achieve the national
target. Provincial governments and District administrations within the provinces did
not function to achieve any specific goal. They were just implementing the mandate
of the NAEP. Clearly stated goal targets for each province were not set until the
1983-84 fiscal year.
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12.  Socio-cconomic stratification of the society coupled with social malaise such as:
prejudice, superstitions, caste system, religious beliefs, belief in fate, and years of
subjugation of the poor and underprivileged by the rich and the higher caste people
were additional negative forces which slowed down the progress of Adult Education
programs. This was especially true in the remote rural areas where life was
conservative and traditional and where the rich hold the power to trample the rights
of the illiterate poor under their feet.

13.  There were also problems in several key areas of the NAEP such as: its content and
the curricula, the duration of the program including instructional hours, post-literacy
and follow-up activities as well as the difficulty of producing adequate and appropriate
teaching learning materials in different local languages and dialects to reach a greater

audience.

The combined effect of all the above factors greatly contributed to an overall lower
participation of learners in the adult education program annually, as well as for the entire
period between 1978-84. The 2.7 million enrolment in the first year of the program which
well exceeded the 1.5 million target could however, be accounted for a lower projected target
for the first year as well as the initial enthusiasm for the program expressed by the

participants and the adult education functionaries.

The first five years nevertheless may be viewed as the base years of preparation for
such a Giant program. Therefore, it would not be improper to say that by 1983 the NAEP
took a solid ground in the country with modified strategies and goal targets based on five
years of experience. The people, to a great extent, were aware of the program and were
willing to receive the benefits of functional literacy through the NAEP. However, it does not
mean that all was well and that the program was all perfect. In fact, it was far from that.

Nonetheless the ground work for a mass movement for literacy was in the making.

Data also suggest a decrease in enrolment from 3.30 million in 1979-80 to 2.6 million
in 1980-81. The change of government in 1980 caused change of functionaries and policy
makers at the federal level affecting the smooth operation of the NAEP. Change of

government at the federal level also precipitated change in government in many provinces
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within a year. In short, political changes at both levels of government was onc of the major
factors that contributed to the poor performance of the NAEP in 1980-81. Coupled with this,
a drop in the number of voluntary agencies involved in NAEP also contributed to this
shortfall. Many of the non-funded voluntary agencies pulled out of the program duc to lack
of funding. However, after 1980-81, a general increase in coverage was cvident due to
political stability and increased participation of adult learners in the program, particularly in

the rural areas.

So far the performance of NAEP has been discussed according to its original goal
targets as set in 1978 and the achievement during the period of 1978-83. It may now be more
appropriate to tally the revised goal targets of the NAEP for the Sixth Plan period (1980-85)
against actual achievement, during this period. The revised goal targets in 1983-84 suggested
an enrolment of 21.5 million adults in 15-35 age group during the Sixth Plan period. Actual
achievement was a slightly higher figure of 21.74 million (approximatcly 101 pereent of the
goal target). The following table would show a tally of actual coverage against the revised

goal targets.

TABLE 252+

Revised Goal Targets and Achievements*
1980-81 to 1984-85

Year Revised Goal Achicvement
1980-81 2.6 (Actual) 2.60
1981-82 3.1 (Actual) 3.10
1982-83 43 (Actual) 4.30
1983-84 5.0 5.15
1984-85 _6.5 6.59
Total 21.5 21.74

Data suggests and confirms that there was one hundred percent achievement of the
revised goal targets. It was possible because the actual enrolment was accepted as goal

targets plus the targets for 1983-84 and 1984--85 were substantially lowered to a realistic level.

2% Source: Adult Education Program, 1984, p. 3 and Dutta, S.C. (1986}, Fistory of
Adult Fducation in India, p. 125.
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Given these facts, it was not surprising that 100 percent goal target was achieved. It was also
possible because for the first time ever goal targets for provincial governments and Union
Territories were clearly spelled out for each province and Union Territory. With the setting
of definite goal targets for each province, the }¥{AEP became a program of action with a
specific mandate and direction for the provincial governments rather than a program to which
provincial governments could sidetrack or ignore. The provincial governments were under
pressure to achieve their respective annual targets as set under the mandate of the Adult

Education Program.

Table 26 would indicate the number of Adult Education Centres and enrolment under
the Adult Education Program as on 31 March, 1984 and percentage of achievement during

1983-84 compared to the goal target for that year.
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7.4 GENERAL DISCUSSION

Data on percentage of target achicved for 1983-84 suggest that most provinees and
Union Territories fared very well to excellent except for Meghalaya at 23.3 percent and Goa
Daman and Dui at 15.7 percent. Quite a few provinces and Union Territorics such as
Karnataka, Madhya Pradesh, Maharastra, Orissa, Rajasthan, Tamil Nadu, Ardaman and
Nicobar Islands, Chandigarh, Dadra and Nagar Haveli and Mizoram registered more than 100
percent achievement in relation to revised goal targets. Only one province i.c. Mcghalaya,
reported significantly low achicvement at 23.3 percent compared its goal target. It was
perhaps the political situation in that province along with the geographical condition of the
region that caused such a shortfall. Meghalaya is a small hilly province in the Northeast
corner of India. Many parts of the province are uninhabitable, and unrcachable duc 10
mountains and dense forests. Transportation facilitics through public roads, railways are far
and few and are not easy to construct or maintain. Communication facilitics are poor. It
is extremely difficult to reach small communities in hilly arcas where the oni- method of
transportation is to walk through the mountain terrains. Thercfore, perhaps the harsh
geographical conditions of the region had also contributed 1o slow down, and in many cascs

prohibited, effective functioning of the adult education program.

The lower achievement figures for the Union Territories of Goa, Daman and Diu is
difficult to explain. Goa, Daman and Diu arc a federally administered Union Territory. 1t
is located in the west coast of India and was a Portuguese Colony for some time cven after
India’s independence from Great Britain. Many of the inhabitants arc Christians and
belonged to mixed European race. Goa is also a popular coastal resort. Reasons for its only
15.7 percent achievement of goal target is not particularly clear. However, two factors couid
have contributed to lower enrolments. The first was the possibility of sctting an unreal goal
target (much higher than that was warranted), i.e. a projection of a larger number of illiterate
adults than actually existed. The second explanation could be that since it is a resort arca,
most adults might be busy in some kind of employment with the tourists even during evening
hours - the usual time for aduit education activities. Due to this scenario, perhaps most
adults did not or could not attend adult education classes organized under the NAEP.  Lack

of proper attention and guidance by the adult education functionarics or dclay in release of
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funds or even incfficient operation of the program by the federal government might be some

of the other reasons for its poor achievement record.

The NAEP was introduced as a package deal comprised of three key components:
Literacy, functionality, and awarcness. While literacy referred to basic education and
competence in the 3Rs - Reading, Writing and Arithmetic, functionality entailed training in
marketable lifc-skills. The awareness component was inciuded in order to make adult learners
awarc of their sociopolitical realities including their rights, duties and responsibilities as a
citizen. While the record of achievement and success only indicates the number of learners
who participated in the program, both at the provincial level and for the country as a whole,
it does not shed any light on the participants own level of achievement. Available data does
not indicate whether the learners became competent in one or all three components of the

program or were just enrolled but did not learn anything at all.

Unfortunately, many of these important questions remained unanswered because of
lack of data and because of the unavailability of tools to measure achievement in areas such
as functionality and awareness. While, appropriate and individual need-based training in
functionality and awareness and its measurement, is possible on a small scale, it is extremely
difficult to construct and implement such tests on a universal basis covering such a large
clientele and involving such a large scale operation such as the NAEP. The NAERP itself did
not provide any built in system for measuring achievement in terms of functionality and
awarcness. However, it did provide tools to measure learners achievements in literacy
training. Even in the area of litcracy training the general performance of the learners seemed
to be very margina'. Studies on learner performance in literacy education conducted in
different provine:: indicated that at the end of the first phase of the program, most learners
could only write their names and » few (approximately 30 percent) could read simple adult
cducation primmers. While about 50 percent of the learners who enrolled and stayed in the
program for the entire period could do simple calculation in numbers, only less than 50

percent of them could read a simple paiagraph and comprehend its meaning.

In fact, the NAEP remained basically a drive for literacy training. The curricula and

the thrust of the entire training was on literacy and numeracy. The follow-up programs also
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reinforced and focused on the literacy aspect of the program. The functionality and
awareness components were deliberately side-tracked, if not completely wiped out.  The
awareness component was the worst loser and reccived a cool treatment in the hands of the

Adult Education functionaries.

The reasons for the neglect of functionality and awareness components were manifold.

Some of the import factors were:

L. The NAEP curricula did not provide specific tesching learning materials in
functionality and awareness componenis in its syllabi. It was left to the adult
education instructors and supervisors to organize and provide training in these arcas
according to local neceds. However, sometimes litcrature on awarcness were sent to
instructors from the District Adult Education Office to be distributed among the
learners. That was it, and it was a mockery.

2. The instructors, most of the time, were incapable of proiding training in functionality
and awareness. Many of them, if not all, did not have the knowledge or the training
to impart education in these areas.

3. Functionality remained as a personal choice, and training in occupationalvocztional
skills depended a lot on local reeds of business and economy and the capability of the
learners to master the needed trade.

4. Training in functional skills which required coordination of scveral development
departments to sponsor and arrange qualificd professionals to provide such training
to prospective learners, was extremely difficult and somctimes were not feasible. It
was also expensive to provide functional training in industrial trades and commerce.
However, some Adult Education Centres, which provided functional training in lifc-
skills in local trades, only provided them in a few specific trades leaving the lcarners
little choice either to enrol in themn or not at all.

5. The contents, methods and the process of evaluating awareness components remained
a very difficult task and the program continued to be deficient in this area of
operation. The problems were: What should be the content of awarcness education?
Would it include citizenship training and socioeconomic and political awarencss only

as intended by the NAEP straiegists or should it also include education in cradicating

- 248 -



various social injustices and malaises? What about superstitions? What about
prejudices? What about harmful social customs and traditions such as: dowry system;
carly marriage, untouchability, the caste system, religious fanaticism and so on?
Where to start and where to end and what to include and what not to include
remained a big question mark. However, the Report of the Review Committee on
the NAEP (1980) mapped out a very narrow outline of the content of awareness. It
said:

An important aspect of awareness is that the poor should become
conscious that to a great degree they can shape their own future
through the interlinking of learning, reflections and concrete action.
It should also mean an understanding of laws ana government policies
reflecting them, and a realization that unless organized action is taken
they may continue to be deprived of the benefits implied in these laws
and poiicies.

But is that all? Is that all, about government policies and laws, that the awareness
component should include? What about critical thinking and rationality? What about
fighting against injustice? These are difficult and sensitive issues sometimes beyond
tiie comprehension of an ordinary adult learner or even the instructor who was (and
still is} struggling for a marginal income and survival. In the learner’s struggle for
survival, all these so called important critical issues remained very trivial.

Although the "awarenecss” component of the NAEP on its surface seems to be
somewhat similar to Paulo Freire’s concept of "conscientization”, neither the policy
planners nor the strategists viewed awareness in terms of transforming the passive
icarners into active participants in the program who would jump into the stream of
consciousness in order to change the existing socio-economic environmeni around
them. Therefore, it would be naive to interpret the word "awareness" in the Freirean
Concept of Conscientization because that was not the intention of the government.
It was not that the educational planners were unaware of the concept of
conscientization. However, purposefully they preferred to label it as the component
of "social awareness” rather than conscientization for they were perhaps afraid of
introducing and reinforcing the revolutionary message hidden in the word
"conscientization” to the volatile Indian audience. Given the Indian political scenario,

where votes could be purchased from the starving mass with little bribery of money
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or other essential commodities of life, no Indian government in its right mind would
dare to formally introduce and nourish the Freircan concept of "conscientization” to
its millions of illiterate masses. This would have been suicidal for the government.
In fact, the government intended to achicve just the contrary to what
“conscientization” propourds. By "social awareness" the government meant that the
adult learners would obtain training in civic education and function as faithful,
responsible, and law abiding citizens. It intended to give the learners knowledge
about the various government programs and facilitics that were available to them
which could help the learners appreciate the benevolence of the government, as well
as help them benefit from these government programs. Social awareness education,
therefore was certainly not meant to conscientize people but invented to make the
people cognizant with regard to the social arrangements, political structure and laws
of the state.

6. Due to the emphasis on the literacy component on the program, the other two
components were naturally relegated to insignificant roles. In fact one of the major
criticisms of the NAEP was that it remained primarily a program for litcracy. The
Report of the Review Committec on the NAEP (1980) as well as the Report of the
Working Group: Adult Education in the Seventh Five-year Plan, 1985-90 (144) both
focused on this deficiency of the NAEP. For example, the Report of the Review
Committee on the NAEP acknowledged that:

The programs so far have largely remained confined to literacy. Perhaps the most
crucial aspect of NAEP is the linking of adult education with development programs.
This is not easy to achieve and ... it has not yet been possible to organise this link ...
As far as the awareness component is concerncd .. there is generally speaking, a lack
of clarity among the workers regarding the meaning and content of awareness.

Even the Working Group Reporting on Adult Education in the Seventh Five-year
Plan also recognized this aspect of limitations of the NAEP. It suggested that:

The program largely gave literacy skills [priority] and even the literacy attainments
were very modest. An account of lack of coordination between the cducation
department and the developmental agencics, the componenis of functionality and
awareness were either missed compictely or inadequately covered.

The National Adult Education Program was, nevertheless, an ambitious program that

visualized wiping out illiteracy and poverty from the Indian soil and improving the conditions
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of day-to-day life of the masses. Although the program remained theoretically optimistic, the
socio-cconomic dynamics of a class and caste-ridden archaic society coupled with the inherent
problems of the NAEP and a general lack of understanding and enthusiasm among the
implementors of the program (which includes functionaries involved at all levels of the
program) dcfeated the purpose of the NAEP. Seven years after the launching of the
program, there was still massive illiteracy, stark poverty and the socio-economic conditions of
the masses remained as desperate as it was seven years before. The poor remained poor, the
illiterate remained illiterate and the standard of life for the ordinary people did not improve.
True that some people were made literate through adult education programs, however many
of them relapsed into illiteracy due to lack of adequate provision for post literacy and follow
up programs. A few who retained literacy skills neither understood its purpose nor benefitted
fromit. No tangible socio-economic gains were achieved by the learners. Literacy training
did not help them in finding a job nor did it improve their day-to-day life situation. Literacy
per se did not help the illiterates, the disadvantaged and the poor to alleviate their socio-
cconomic situation. Most of the assumptions of the NAEP, that it would create a learning
society by wiping out illiteracy, that it would help improve the socio-economic conditions of
the ‘literate, poor and the under privileged and that it would expedite social progress and
national development, proved to be greatly exaggerated or simply false. The only solace was
that the NAEP created an environment conducive to future adult education programs by
making the people receptive and aware of adult education activities thus planting the
foundation for a long term commitment for adult education by the successive Indian
governments. Adult Education Programs after 1985 continued in the same way during India’s
Scventh Plan Period (1985-90) except that the nomenclature of the program was changed to
Mass Program of Functional Literacy (MPFL) in May 1986 which was again renamed as the
National Literacy Mission (NLM) in May 1988.
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8.1 SUMMARY OF THE FINDINGS

The naiional Adult Education Program was an ambitious and challenging program.
It was the most serious attempt by the government of India to consolidate adult education
programs as a vehicle for the cradication of illitcracy and improving the socio-cconomic
conditions of the illiterate and the under privileged masses. The NAEP was launched with
enthusiasm and high expectations but was soon found to be encountering problems both in
terms of its grass roots operation as well as it inability to motivate people to take advantage
of the program. The multilingual nature of the society, the caste system, the burcaucrat.c red
tape, limited resource allocations, lack of incentives among functionaries, lack of adequate and
proper facilities at the Adult Education Centres and a host of such other factors poscd special
difficulties in implementing the NAEP. Given this background it was not surprising that the
program did not achieve its intended level of success. However, considering the many hurdles
and problems that the NAEP encountered during the period of its functioning, its

achievement was modest, if not miserable.

The NAEP for all practical purposes remained primarily a drive for litcracy training
only. The other two components of the NAEP, functionality and awareness, were completely
missing from the program. This was because most of adult education functionarics including
instructors were neither clear about these concepts nor were competent to provide any
direction or expertise. Furthermore, the various devclopment departments who were
supposed to provide expertise in vocational and functional skills to adult lcarners scldom
provide any help in this regard. Many civil servants and bureaucrats who were in charge of
implementing adult education programs in the field level lacked the professional background
and training to competently handle an adult education program of such magnitude. They
remained isolated and untouched, and away from the reality. They depended on the lower
level functionaries for actual implementation of the program, who in turn also relicd heavily
on subordinate employees. This downstreaming of responsibilities filtered down to Adult
Education instructors who were the real implementors of the program at the grassroots level.
Yet these were the employees who were least paid to do the most formidable and thankless
work. Neither did they receive a good salary or service security nor did they obtain any other

incentive to be motivated and dedicated employees. They were not even supplied with the
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basic essential materials such as a flashlight or an umbrella, a bicycie etc. to function
effectively in their jobs. The instructors used to receive an honorarium of Rs100 (equivalent
to approximately $5.00 Canadian in 1992 exchange rate) and the supervisors Rs300
(cquivalent to approximately $15.00 Canadian in 1992 exchange rage) in 1988. No matter
how one labels it, whether as a honorarium or remuneration, these people were grossly
unpaid. Given this scenarios, it was amazing that adult education programs were implemented
with the undinted support and cooperation of the lowest ranking field functionaries, upon

when the entire operation of the NAEP squarely depended.

Inadequate training programs for field level functionaries such as the supervisors and
instructors was found to be one of the major problems of the program. During the field study
in Orissa, it was observed and confirmed through discussions with instructors that the training
they received was inadequate. Some adult education instructors were also found to be
apj*~ «ed without any training at all, let alone experience in teaching adults. Similarly, the
appointment of civil servants and nonprofessionals to responsible positions in the adult
education program, which required expertise and understanding in adult education theory and
practice, seemed to be a dangerous precedent that not only hindered effective operation of
the program but also caused some indifference between higher level officials and lower level

field functionarics.

The content and curricula of the NAEP was also felt to be inadequate and the period
of the program too long. The awareness and functionality contents of the program were
weak and to a great extent, inappropriate. Each of the three phases of the program
stretching over a period of ten months seemed to quite long for most learners. The poor and
illiterate wage labourers or housewives did not have the time, patience or interest to continue
in a literacy program for such a long time particularly when its benefits are intangible and
questionablc at best. Trimming of the time period would help retain participants and
strengthening of the functionality and awareness components of the curricula would help
arouse interest among the learners. Similarly, post literacy and follow-up programs were

found to almost nonexistent, if any.
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The diversity of languages and dialects spoken within a province seemed to be
particularly problematic. Adult Education Programs were offered in the regional languages
and the learning materials of the program were also printed in the same language only. For
example, in Orissa all adult education programs were carried out in Oriya language, although
nearly 30 percent of the people particularly Scheduled Tribes, speak different dialects and
mother tongues. Such a scenario had excluded vast numbers of minority and disadvantaged
groups to taken advantage of the NAEP. Therefore, there is an urgent need to provide adult
education programs in locally spoken languages or dialects and not in the dominant-regional
language only. The researcher was informed by high ranking adult cducation policy makers
that steps were being taken to provide instructions and lcarning materials in local languages
and dialects. However, it might take some time before Icarning materials could be developed

and produced in local languages.

The use of mass media in popularizing the NAEP and its usc as a tool to reach the
rural people seemed to be extremely limited. Use of cultural festivitics, local resources and
various fold media remained untapped and rarely used. Even the National Film Board which
could produce educational documentaries for adult education purposes scemed to be lagging

behind in its mandate.

Voluntary agencies who had taken the leadership role in reaching the peopic through
the NAEP were found to be frustrated due to their powerlessness in making the curricula
flexible according to the needs of the learners. They were equally unhappy with the regular
delay in releasing funds due to bureaucratic red tape, which according to them, hsd slowed
down the adult education activities in many instances. The governsacrt subsidy of only 75
percent of the administrative cost of the voluntary agencies for the adult education projects

also caused some difficulties for them to run these programs eifectively.

Dropout rates were found to be high although participants’ names continue to be in
the attendance register for longer periods of time than warranted. Social customs and taboos,
culture and religious beliefs seemed to play a significant role in inhibiting these people to take
advantage of the NAEP. For example, women participants after getting marricd were not

usually allowed to attend classes. Even older married women were prohibited by their
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husbands and other family members from attending adult education programs because it was
viewed as a plea to get rid of heavy household work! The various social malaise such as
belief in the caste system, dowry system, untouchability, fate and ‘karma’ etc. could not be
addressed because people continug to give into them as their existing realities. Moz¢ learners
even did not sce any benefits, either socially or economically, to justify their ~ontinued
involvement in the program. Therefore, thc greater objective of alleviating the social
economic conditions of the illiterate and the underprivileged and thus fostering national

development remained a distant goal.

Ficld level functionaries who actually implemented the program encountcred several
difficultics such as: inadequate physical facilities i.-luding teaching materiais, poor
honorarium for instructors and other field level functionaries, noncooperatiun from other
duvelopment departments and bureaucrats, delay in release of funds for program activities as
well as the formidable task of persuading illiterate adults to join the program and con* ce
them that enrolment in the program would benefit them, to name a few but important ones.
The problem of dropouts and the lower enrolment of women (unwillizgness to participate due
to social taboos and 10 some extent the pressurc ©f economic necessities) continued to be a
constant feature of the program. Although tota! enrolment figures of males and females in
the program do not fully support this contet:uon (i.e. 56.2% male earolment against 43.8
female enrolment between 1980-81 to 1984-85) nevertheless the trend was uite evident.
Morc importantly, field visits to Adult Education Centres revealed that many of the women
whe were enrolled in the program attended the program only a handful of times. However,
their names remained in the record for quite some time (i.e. until the instructors and field
supervisors were convinced that the enrollee could not be persuaded to attend the program
again). Similarly, enrolment of disadvantaged groups such as Scheduled Castes and scheduled
tribes remained low during the entire Sixth Plan period (i.e. approximately 26 percent for
Scheduled Castes and approximately 17 percent for Scheduled tribes with relation to total

enrolment).
In a country like India where the struggle for existence of the poor and the illiterate

has been a fact of the daily fives of millions, it is not surprising that the clientele for adult

cducation in the productive age group 15-35 proved to be limited. Moreover, the federal
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political sysiem envisay.d significant responsibilitics in the hands of ihe provincial
governments with zegar. -« % implementation of the NAEP and indeed put the program
virtuily at the mercy of the “:ious provincial governments. Incompatibility of political
parties holding power at the federal and provincial level not only hindered ecmpicte and full
cooperation buiwe.. *“em but also the prioritics of both levels of government were often
different. In spite of tucse problems the NAEP was implcmented with diligence. There were
m*takes and problems, but continuous cfforts were made to rectify or correet the past

mistakes.

Considering the performance oi’ the NAEP and its actual functioning. it co.ld be
concluded that the National Adult Education Frogram was useful although it was not a great
success. It was useful in the sense that the program created an cavironment in which iis
clientele were made aware of the existence of an adult ¢ducation program for them and that
it laid the foundation for future aduit cducation programs in Indiz. The difticultics, the
failures, the wastage and duplications, the lack of adcquate facilitics at the Adult Education
centres, and lack of adequate resources, all provided impertant feedback for better literacy
programs in subsequent years. The NAEP, however, could not achieve its original goals -
of covering 100 million adults during the period 1978-83, uf improving the socio-cconomic
condir’ ;08 of the poor and the illiterate and empowering them through cduciion, training
and conscientization. The inability of the program to achieve its proclaimed goals was not
as much inherent in the program itself as it was attributable to its overblown public image and
unrealistic rhetoric. Nobody explained this discrepancy in proclaimed goals and actual
achievements better than Blakely, Hall and Kidd (1981) in their reference io literacy profile
in the United States. According to Blakely, ef al (1981):

Publicly proclaimed goals and actual achicvements are far apart... The public
rhetoric of these programs is designed to secure legislation and funding from
a [legislature] that knows littic about its educationally and economically
marginal constituents. The number of illiterates [in spite of government
figures] is unknown and depends partly on definition.. The Adult
Performance Level Survey sponsored by the federal governmend in 1975
found that 23 million adults ‘lacked important functional competencics’ and
34 million more were ‘functional but not proficient’. The Ford Report found
that a hard core of illiterates, disproporti~nately members of minority [and
disadvantaged] groups, almost never enrol ... any of ti:: programs designed 1o
combat illiteracy.
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fhe situation described by Hall et al in the United States couid very well explain the
Indian situation as well. There were muny to whom the message of NAEP never reached
and, cven if it did, they werc never cnrolled in the program for whatever reasons.
Nevertheless, on balance, the NAEP was worthwhile given its significance for future literacy
missions in India. To quote Mhaiki and Hall (1$72):

The success of the integrated adult education carinot be measured by its
administrative structure. It cannot be measured by the high numbers of
people cnrolled in adult zlasses. It cannoi cven i snecasured sy an cntire
nation r.:ading and writing. The only measure ¢! - vces« 7 r adiit education
must be deveiopment for the peopie as a wiitd ... [ui each individual.
Development... would mean that each man has a guod meal 1 eat each day,
that children have a better chance of living tc adulthood, that one man is not
suffering at the exnense of his neighbour, that each farmer and worker has a
feeling of contreiling his/|her] own life. Cnly ihe i irxprovement in the quality
o lite serves as a sulfficient measure [of achievement). 2

Adult cducation programs in2 India have, however, been tryin; (o create an
cnvironment such as the one described by Mhaiki and Hall - an environment in which a
person is treated vith respect as a human being for what he is, rather than what he is not,
a situation where each individual regardiess of his/her educa‘inn and social status is
guaranteed of the basic needs of life and can live like a hu .+ .: oeing with some hopes and
dreams for a better futu~- This has been at least the officiz! manifesto of the Indian
governmeni. Time alone .. ...ld provide testimony how distant is the goal and how long the

people of India have to struggle to reach this goal.
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8.2 RECOMMFNDATIONS

Our sugges.ons t¢ improve future adult education programs are based on the
available data as well as our ficld study in India. Although suggestions and recommendations
could be numerous we will be highlighting only the major arcas of concern. It is believed that
implementation of thesc suggestions and recommendations would significantly improve the
overall effectiveness of the present as well as future adult cducation programs in India.
However, before suggesting mcasures to improve the program, it may he useful 1o enlist some
of the major problem arcas of the NAEP as identified by the Fxpert Committee on Adult
Education (1984), to which our rescarch supports. Major weaknessesS of the program were:
- The program could not take the dimension ¢f a mass .novement because the

involvement of local communitics remained very marginal.

The participation of disadvantaged grouns such as women, Scheduled Castes anc

scheduled tribes continued to be fow.

- Interdepartmenial anc intersectional cooperation and linkages with adult education
program were either very weak or nonexistent.

- There was inadequate emphasis on post literacy and follow-up activities.

- The program could not create an environment to motivate .he learners. A proper
climate to involve all sections of population in the program did not cxist, the mass
media was not involved to promote the NAEP, and so the program remained very
peripheral.

- There were inadequate incentives for field level functionarics (in terms of higher
salary and other inceatives) as well for the learners to participate and continue in the
program.

- Insufficient attention was given to technical resource mobilisation and its decentraliz-
ation.

- Monitoring and evaluation aspects of the program need to be sirengthened.
8.2.1 Intent and Goal Targets of the Adult Education Program

If adult education programs intend to achieve its goal of wiping out illiteracy from the

country it cannot remain as a peripheral and leisurely activity. Adult education must take the
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shape of a mass movement. In order to convert future adult education programs into a mass
movement, greater participation of all sections of the community is needed. This can be
acnieved by the cooperation of local leaders, leaders of the higher castes and the rich
landlords who in most cases either make fun of the program or oppose it because they do not
like the idea of iiliterate and underprivileged adults learning to rcad and write and thus
building confidens.- 1o establish their rights. These people must be convinced and persuaded

to cooperate and sponsor adult education program.

Village level committees should be constituted at the grass roots level all over the
country where they do not exist. In this committee the support and cooperation of all
scctions of the community, regardless of their caste. creed and social status, should be
obt:iseid. The help and cooperation of the local leaders should be requested in management
of the Adult Education Centre. Such help would provide the local leaders a sense of
attachmznt and pride for their involvement in the program. Ungrudging support of the local
sclf government institutions siich as: the village panchayats, and thie office of the chairman
of the biock should also be sought. Leaders of the local political parties should also be
requested to help support the program. In addition to these, all village youths who are
attending secondary schools and up should also be persuaded to help the cause of adult
cducation. It may also be an excellent idea to create a special cadre of workers who
would periodically visit local communities and convince the local people including the rich and

the powerful to join, cooperate and sponsor adult edication activities.

During the researcher’s field visit to India and his discuss.ons with adult education
instructors and supervisors in the province of Orissa, he observed as well as witnessed the
indifference and noncooperation of the villagers in the adult education program. In some
cases it was reported that the local political leaders and village youths of higher castes made
fun of the yrogram 40d the participants. I such 2 hostile 20d noncooperative environment
adult cducation programs are bound to remain ineffective and marginal. One of the better
ways to achieve support of these people is to give them the opportunity to be involved in the
program and thus identify themselves as the well-wishers of the program. Without whole
hearted support and cooperation of the local community adult education cannot take the form

of a mass movement. Therefore, village level committees would be of great help to pursue
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and monitor adult education programs. Involvement of village Panchayats and enthusiastic
youths should be further encouraged with some incentives such as cash rewards or a

certification for their voluntary work.

Clear cut annual projections of goal targets (in terms of enrolment, aduit education
centres, involvement of voluntary agencies, allocations cic.) at the provincial, district as well
as Block (an administrative unit consisting of approximately 100-200 villages) fevel is required.
Such goal targets would help move towards achieving the goal rather than just doing

something without. any direction and consideration for results.

8.2.2 Greater Involvement of Scheduled Castes, Scheduled Tribes and Women in
Adult Education Programs

Concerted efforts must be made to persuad: wome and persens belonging to
Scheduled Castes and scheduled tribes to participate in the program. For greater
participation of wemen, Scheduled Castes and scheduled tribes in adult education programs,
detailed plans should be prepared at the Block or Teheil (an administrative unit consisting of
2-3 Blocks) level (or at the individual project level) indicating the total number of women,
Scheduled Castes and scheduled tribes to be covered in cach village under the adult education
program. Responsibility for enrolment of these priority groups should rest with the project
officer rather than the adult education instructor which means that the project officer has to
travel to these villages more often and take up this challenge rather than sit in the office
aloof from the reality of the situation. Since the project officer has to function as an adult
educator, a strategist and a persuasive liaison oflicer, it is necessary that the incumbent should
be a professional adult educator rather than a civil service officer. One of the better ways
to achieve this objective of greater participation of women, Scheduled Castes and scheduled
tribes is to hire mcre women instructors, as well as persoas belonging to Scheduled Castes
and scheduled tribes to serve as instructors so that they can convince participants to earoll
in the program. The number of women and Scheduled Castes/Tribes instructors as it stands
now is very low (approximately 20 percent - this figure is a rough cstimate only). Since higher

caste instructors are in many cases unwilling to go to untouchables’ houses, and women in
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general arc very reluctant to talk to or even be seen by male instructors, hiring of more

women as well as Scheduled Castes/Tribes instructors becomes an imperative.
8.23 Facilities Needed at the Adult Education Centres

A spicific place must be available to carry out adult education classes and other
activitics in each adult education centre. The present practice of adult education classes
being held in school/premises, or temples or in the instructor or pupil’s houses seem to be
difficult and dctrimental for cffective adult learning. Along with the classroom facilities, other
neesssary supplies such as: hurricane laniern, stationery, and teaching/learning maierials must

" to cuch AEC on time.

The need for supplying necessary materials and equipmen: to the ficld level
{unctionaries is very essential. The supervisors and instructors should also be supplied with
a bicycle and a flashlight in osder t6 function efficiently. The supervisor who usually visits
periodically 15-20 Adult Education Centres in a week, all in the evenings, during the class
time needs a bicycle and a flashlight to reach these Centres in time. Normally, it is expected
that the supervisor would arrange these things on his/her own. However, breakdown of a
bicycle or non-functioning of a flashlight (a good alkaline battery may cost as high as RsiC
i.c. approximatcly $.50 Canadian which a good deal of money for the instructor whose
monthly honorarium is only Rs300 or $15.00 Canadian. Also, it is definitely a deep financial
hardship for the supervisor to spend at least a month’s salary to buy a bike (a bik would cost
around Rs500 and a flashlight Rs40-50) and a flashlight if he/she does not have cne already
or to take the alternative of either borrowing one from a friend if he is iucky. Otherwise the
supervisor has to walk to different Adult Education Centres in the evening which most of the
time is an impossible task. Similarly, the instructor who usually does not have an office and
a fixed classroom and who has to travel to different people’s houses within a specific area
(where he/she may not be living as well) for conducting adult education classes in the evening
also needs a bicycle and a flashlight. Certainly, he/she cannot afford to buy a bike and a
flashlight if he/she does not own one with his meagre honorarium of Rs100 which means
he/she has to walk to the Adult Education Centre, often in pitch dark, and come back the

same way after the class is over. Given this scenario we strongly suggest that the instructor
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as well as the supervisor must be supplicd with these necessary materials for them to function
properly in their duties. Most of the supervisors and instructors expressed this view ané the
researcher’s visit 10 some Adult Education Centres with the supervisor in pitch dark
confirmed such necessity. Therefore, we recommend that adult Education Instructors must
be provided with an officc and a specific classroom with all physical facilitics necessary for an
effective learning environment. It is extremely important that proper and adequate teaching
learning materials must be supplied to each Adult Education Centre. Also the povernment
must ensure that teaching lcarning materials arc translated into local languages and dialecets

for learners to understand the message.

8.24 Salary and Honorarium of Adult Education Functionaries

The study found out that thers &0 = Ftle incentive for the ficld level functionarics
such as the instructors (whose honorariuse . imost next to nothing) to work wholcheartedly
for the Program. Similarly, the salary of supervisors and projeet officers must be increased
to reilect their responsibiliiics, keeping in view the inflation and the salary of other ecmployces
working in the public sector. Therefore, it is of utmost importance (o increasc instructor’s
honorarium from Rs100/a month (approximately $5.00 Canadian at the present exchange rate)
to at least Rs700/ (equivalent to $35.00) s month which is approximatcly the salary of the
lowest ranking employee working anywhere in the public sector. This boost in salary is
necessary effective immediately, to achieve any significant increase in coverage as well as to
incorporate some parity in the salary structure of adult education workers. Withoul a fair
minimum salary, Adult Education Pprograms are not going to attract able and cfficicnt
instructors who are capable of gearing the program more aggressively. Many Adult Education
instructors with whom the researcher met and discussed the Adult Education Programs
expressed the view that they would be delighted to see their salary increased significantly o
a respectable level, that it was a shame to work for Rs100 a month, that they took it because

something was better than nothing and that there was very little incentive to work.
Similarly, the salary of the supervisors must be increased to at least Rs1200

(approximately $70.00 Canadian in 1992 exchange rate) from the present levei (1988) of
Rs300 (approximately $15.00 Canadian). Consideration should also be given to allocate travel
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allowance to the supervisor, who travels extensively to supervise the functioning of the Adult

Education Programs in different AEC’s in his area.
8.2.5 Management of the Adult Education Progranz

Along with the incrcase of the salary of instructors, we also suggest that their
cmployment status be changed from part-time to full time. The responsibilities of full-time
instructors may thus be divided into two parts: half of their time during the daytime may be
utilized lor canvassing, persuading, convincing people and local leaders to cooperate and
participate in the program including other administrative and resource building activities, and
the other half should be invested for classroom teaci:ing and such other activities in the Adult
Education Centres. During the researcher’s field visit in Orissa, many instructors expressed
the opinion that they would be delighted to sce their positions upgraded to full-time positions

and they felt that they could do a much better job, if it was full-time.

A professional cadre for field level adult education functionaries should be established
and the operation of adult education programs should be vested in the hands of these trained
professionals in the ficld and not in the whims of untrained officials such as the officers
belonging to  Indian  Administrative  Services (IAS) or provincial civil servants.
I centralization of authority is required and more autonomy to field functionaries is

necessary in order to implement the spirit of the program.

We fervently suggest that the District Collector and Magistrate, an Indian Administra-
tive Service (L.A.S.) officer, who knows nothing about adult education but is in overall charge
of administering adult education programs in the district must be relieved of this responsibil-
ity. The District Collector (D.C.), being a federal civil servant, usually does not have any
knowledge or background in aduli education: nor does he have the time to pay attention to
this aspect of his responsibility. The D.C. is often an extremel busy person involved in total
administration of a district which includes revenue collection to relief distribution and taking
care of every aspect of the district administration. The D.C. chairs the District Adult
Education Committee, which is at the apex of the district adult education administration and

therefore wields enormous powers. However, most often he/she remains absent from periodic
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meetings and important decision making process duc to his/her other prioritics. Given this
scenario, it would be appropriate to transfer the overall administrative responsibility to the
District Adult Education Officer (DAEO) who is involved in direct ficld administration of
adult education programs in the district. It is also recommended that al! District Adult

Education officers must be trained adult education professionals.

It may also be of some help to develop a network of guidance and counselling services
for the rural adult education participants. Local school teachers, community leaders and
otiier zducated persons of the vicinity could constitute a pool of counscllors with the Project
Officer as the head of this pool. However, these counscllors or facilitators should be trained

by the State Resource Centre specitically for this purposc.

8.2.6 Content and Curricula

All three components of NAEP, i.c. lites:vy. Junctionality and awarcness must be
given equal priority. The primary thrust of the program continued to be litcracy only. This
must be changed in order to give adequate weightage and attention to "functionality” and
"awareness”. Field level functionarics such as supervisors and instructors mus b2 properly
trained to handle these areas. Proper and adequatc literatures must be developed to
disseminate the message of awareness. Local resources should be tapped such as the
department of agriculture, forestry, veterinary and animal! huskindn. poutiry and fisheries,
small business, the village industry, as well as local experts in Arts and Crafts in order to
provide regular functional life-skills to adult learners according to the needs of the local
cconomy. Although some attention was given in this area much more concerted efforts are

needed.

Contrary to the recommer.dation of the Report of the Review Commiltce on the
NAEP (1980) and the existing policy of extending adult cducation courses 1o stretch over
three year period, we suggest that it may be beneficial to squeeze cach phasc to 4/6 months
instead of 10 months duration. This is necessary :o retain the learners in the Adult Education
Centre in order to complete the entire course rather than being a dropout in the middle.

Most learners who are not used to being confined to 2/3 hours of classroom teaching in the
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evening would run their patience out soon and would not attend for ten months. On the
other hand if it is for only 4 to 6 months it is comparatively acceptable to many learners to

cnroll and continue in the program until the end.

It will be of tremendous help to the adult learners if some kind of income generating
skills could be provided to them in cach Adult Education Centre. Such provisions are only
provided in some Adult Education Centres in bigger citics where expertise in life skills
vocational training are available. Such expertise and training could aiso be made available
in rural arcas with some effort because there are plenty of skilled artisans, craftsmen and
experts in local handicrafts are available in the countryside. With somc effort this end could

casily be achieved.
8.2.7 Qualifications snd Training of Adalt Education Fuiiciionarizs

Ficld level functionaries involved in adult education programs must hav.: ta¢ required
qualifications and nccessary training in order to implement the program effectively and
efficiently. It may be a good idea to set minimum qualifications for each level of adult
cducation functionaries such as: instructors, supervisors, project officers and dists*-  adult
cducation officer. While the NAEP guideline provided for "completion of a full high school
course", as a minimal rejuirement to be a supervisor, it did not menticr. any such required
academic qualifications for any other field level functionaries including instructors. Absence
of such minimum academic requirements and training for recruitment, while it may give the
flexibility of selecting functionaries from a wide range of expertise, there is the danger of
patronage and back door appointments particularly at the higher levels such as the Project
Officers and District Adult Education officers. The researcher’s field visit in Orissa (in the
Sukinda Garh Project) revealed that 2!most all the instructors were high school graduates with
a significant number of them having at least 2-4 years of university education. Given this
scenario the academic qualification for the instructors may be raised to at least a high school
diploma with some flexibility for women, Scheduled Castes and scheduled tribe candidates,

and places where adequate, qualified instructors are not available.
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We suggest that the qualifications of the supervisors should also be a high school
diploma with at least 2-3 years of experience in tcaching aduits. Such a move will not only
secure better and experienced persons to do the job, more importantly it will provide adult
education instructors the necessary incentive to work hard and stay in their jobs for a career
in adult education. The present system of appointing pcople fzom all walks of life with some
adult education experience such as: extension workers, community service volunteess, social
workers, National Service Scheme (NSS) volunteers, etc. does not provide any carcer
opportunity and upward mobility for instructors who arc the primary implementing agents of

adult education programs and are at the lowest rank among all field level functionarics.

The minimum qualifications for Project Officers and District Adult Education Officers,
with no experience in working in the ficld of adult education, similarly should be raised o at
least a Masters degree, not in any discipline, but specifically in Adult Education or Extension
Works. Adult education supervisors with a Bachelor’s degrec and a minimum of five ycars
of experience may also be considered for Project Officer positions. Again such a provision
will offer upward mobility and career opportunity for ambitious and hard working adult
education supervisors working in the field. Since Project Officers and District Adult
Education Officers are entrusted with the responsibility of training and supervising instructors
and supervisors, developing curricula and learning materials and acting as the managers and
coordinators of the program at project and district levels respectively, they must be trained
professionals to help, guide and direct other field leve! functionaries. The researcher during
his field visits to India found out that most of the Project and District Adult Education
Officers were not trained professionals in adult education aithough many of them either had
an M.A. or Ph.D degree. Many of these positions were also held by people {rom the civil
service with no training and knowledge in adult education whatsocver. Such a situation is
frightening, particularly when the success of any adult education program depends heavily on

these people.

With regard to the training of functionaries, the period of the pre-service training for
adult education instructcis --Lould be increased to at least two months from the present level
of three weeks. Since most of the candidates selected as instructors would not have any

previous background or training in adult education. A three weck period scems to be quite
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inadcquate. Similarly, the training period of supervisors should also be increased to two
months from the present system of two weeks of pre-service training. We suggest that
prospective supervisors may be given two months of academic training in theory and practice
of adult education at the State Resource Centres (SRC) followed by two months on-the-field
training under the supervision of the District Adult Education Officer. During their training
period the instructors and supervisors must be paid their salaries in full. We also suggest that
only professional adult educators should be entr: >d with the responsibility of providing
training ‘0 adult cducation instructors and supervisors. For this purpose, university professors
and scasencd professionals may be used as resource persons rather than the present svstem
of project eificers providing the training regardless of the educational and professional

backgrous:! of the incumbents,
8.2.8 The Use of Mass Media

The use - mass media, such as radio, T.V., and satellite programs should be
intensified to sell adult education program and its benefits to the public. Currently the
(Indian Satellite and Televis'on) program seems to be inadequate to cover the huge adult

clientele particuarly pcople in the remote communities.

"a this regard the following measures may be taken:
., Aduit education instiuctions could be offered through television including
information on innovative teaching techniques, practices, and delivery methods
for adult education instruction.

b) More : °r time and specific programs should be developed for adult learners,
neoliterates and even for adult education instructors and supervisors in
television and radio programs. Currently these programs are few and are not
given any priority in primetime broadcasting and television network. These
programs should aim at enl:ancing the knowledge base of the field level
functionaries and reinforce the learning of the neoliterates.

c) Organization of exhibitions, feature films, socio-cultural get togethers, folk
dance, drama, and puppetry, etc. should be encouraged in rural areas and the

adult education functionaries must take leadership in this regard. Since India
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has a rich heritage in folk and folk culturc thesc must be utilized to
popularize adult education programs in rural arcas.

d) Printed media of communications such as posters, rural newspapers and wall
newspapers should be tilized to advance the cause of adult education in rural
areas and to give an important message to villagers about the aced and utility
of the program.

e) The national {i’ius division should be provided with the funding and mandatc
to produce low cost films and documentarics on different aspects of adult
education in - -+ - to popularize and scll adult cducation programs to the

rural poor and .. . iiliterate.

8.2.9 Federal Provincial Cooperation in Adult Education

One of the major problems that the NAEP confronted was found to be a general lack
of coordination among the various development departments of federal and provincial
governments concerned with literacy activities as well as their inadequate linkage with the
development programs. In order to remedy these defects it is necessary (o identify the
ininistries in which literacy constitutes an important component and then sct up a goal target
and a detailed plan of action on how to achieve that end. There must be coordinating
committees consisting of the members of the development departments at the national,
provincial as well as district level to coordinate the activities of these departments in fostering
literacy education and functional training. Cooperation between the corresponding
development depariments of the federal and provinciai governments is very crucial for an
effective adult educational program. The possibility of regular interprovincial liaison in adult
education either through the State Board of Adult Education or the State Resource Centre

can be explored.

Therefore, iiteracy must be linked to development activitics. Interdepartmental and
inter-sectoral cooperation and coordination among development departments and burcaucrats
involved in adult education and development must be maintained. Periodical meetings among
officials involved in the program is of the utmost importance. These meetings, however,

should no’ be only a meeting of white-collar bureaucrats wondering about progress statistics
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and building unreal strategies, but should also include field level low-ranking officials who
actually implement the program, and who could provide important and practical insight and

feedback for the improvement of the program.

8.2.10 The Role of Voluntary Agencies

Since voluntary agencies have taken the major thrust of implementing adult education
programs all over the country, larger involvement of voluntary agencies may be explored.
They should be given greater flexibility in designing and implementing the program and
should be provided with 100 percent of the operating as well ad administrative cost of the
projects undertaken by them. Also voluntary agencies which show cxcellent perfo:niance
should be considered for long-term commitments. Also, funds must be released to voluntary
agencies and all other organizations involved in adult education activitics in order to maximize

their effectiveness.

It would be of great help if a forum could be created at the provincial level in order
to function as a clearing house for ideas and views, and as a facilitator agency to coordinate
and facilitate the working of various voluntary agencies working in the ficld of adult
education. This forum may initiate periodical public debates and awareness scssions as well
as organize conferences, seminars and adult education workshops for field level functionarics

working under the auspices of voluntary agencies.

8.2.11 Financing of the Adult Education Program

The most important issue involved in the success of any future adult cducation
program is adequate allocation of financial resources for the program. How much morc is
sufficient or enough to implement a successful adult education program is a difficult question
to answer. Perhaps success of an adult education program has as much to do with adequate
funding as to other factors such as: the socio-economic dynamics of the multicultural society,
the interest and cooperation of the people, the enthusiasm and support of the functionarics
involved, the political will of the state, the support of the bureaucrats and so on and so forth.

However, a minimum threshold of financial allocation is needed to see that the program is
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being smoothly implemented with satisfied and cooperative functionaries and a motivated
clieatele. Our discussion of the NAEP revealed that the field level functionaries need to be
given higher salary and other amenities to perform their duties properly and that the aduit
Icarncrs might need some incentive to attend and benefit from this program. Obviously all
these things require more money, ie. higher budgetary provisions both by the federal
government as well as by the provincial governments. In the abscuce of any device to
accurately measure the amount of funding needed for adult education programs, suffice to
say that the allocations must be high enough to cover all the expenses in all areas of the

program and low enough to avoid any wastage and surplus.
8.2.12 Monitoring and Evaluation

One of the major areas of concern was lack of proper monitoring and evaluation of
the NAEP programs. Since the quality, decpendability and validity of the program depends
squarely on efficient monitoring and evaluation, this aspect of the program has to be
strengthened. While monitoring of the program needs to be tightened and intensified the
evaluation mechanisms should be extended to include post-literacy and proper follow-up
activities. Evaluation methods have to be sharpened and techniques should be developed not
only to evaluate learner achievement in literacy education only but also to assess their
achievement in ‘functionality’ and ‘social awareness’ components as well. However, the
primary objective of monitoring and evaluation should be to find out ways to stop or at least
minimize drop outs, wastage, and leakage in order to maintain the quality of the adult
education program high and uniform all over the country. Also periodical evaluation of the
program at each level - national, provincial, district and project level - by external agencies

and institutions should constitute a regular feature of the future adult education programs.
8.2.13 Reducing the Rate of Dropouts
Heavy drop out rates constitute a special problem for the success of adult education
programs. In order to minimize dropout rate and wastage, adult programs have to be relevant

to the needs of the participants. In addition to this, adult education functionaries in

cooperation with other developments should try to help the neoliterates find some kind of
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an income generating activity after the end of their training. Many of the dropouts with
whom this researcher had discussed their reasons for dropping out of the program indicated
that they would be more than willing to come back to the Adult Education Class and
complete literacy training courses provided they are assured of a job aflter the completion of
the program. Without such a hope, they are unwilling to devote the time, cfforts and pain

including potential loss of income during the period of training for no apparent bencfits.

8.2.14 Post-Literacy and Follow-up Services

Post-literacy and follow-up services have to be strengthened. Since approximately fifty
percent of neoliterates relapse into illiteracy every year, its importance cannot be over
emphasized. The researcher in the course of his discussions with adult lcarners during his
field in the province of Orissa, India in 1988 found out that very little attention, if any was
paid to post-literacy and follow-up activities. It was also revealed that the duration of the
post-literacy program of 150 hours spread over a year and the follow-up program of
approximately 100 hours spread over a year seemed to be quite long for most adult learncrs.
They neither have time nor the interest to continue in the program for so long, particularly
when its returns are not immediately tangible in social or in cconomic terms. The instructors
and supervisors also felt the same, i.e. the post-literacy and follow-up programs are too long
to retain the participants committed to complete the program. Also production and timcly
dissemination of teaching learning materials and literatures seemed to be inadequate and
unsatisfactory. Therefore, we suggest that:

a) The duration of the post-literacy and follow-up programs may be reduced to
not more than four months each. This would ensure continuity and the
opportunity to organize and reinforce the knowledge and information
obtained by the participants. Also this would reduce the expenses of the
government and would look to the participants as less burdensome and less
intimidating.

b) Production of appropriate literature for ncoliterates and their timely
distribution to the adult learners must be given utmost importance. For this
purpose libraries or continuing education centres should be established in

every village where adult education programs are being implemented.
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d)

Local occupational and functional training should be provided during these
periods in order to make the program practical, interesting and enjoyable,
linking these activities to reading comprehension and writing ability.
Literature in general health and sanitation, family and child welfare, civic and
so-ial issues, political awareness, informatior on science and technology,
history, art etc. must be included as topics in adult education primers.
Neoliterates must be informed about their possible employment opportunities
in the various local industries and small business after completion of their
program.

Some kind of arrangements must be developed to create opportunities for
neoliterates to enter into the formal education system if they like.

It may also be an excellent idea to open up the entire resources of the
clementary education institutions for the use of adult learners - the way
Tanzania has been experimenting with great success. This would mean that
the ieachers, students, and all the resources of the local elementary schools
will be opened to adult learners to explore, and take advantage of it with the
heip and guidance of the adult education instructors. Adult learners could go
to the school anytime, use the library and other facilities, could even sit in the
class or even play with the students during recess time. This would give them
an opportunity not only to appreciate the value of education but to get rid of

their notions and fear about education.

8.2,15 Additional Suggestions

Itis acknc-vledged that the following suggestions require greater financial commitment

programs.

on the part of the government. However, the researcher believes that these suggestions, if

carried out, would ensure greater participation of disadvantages groups in the adult education

It is also very important to provide some stimuli or incentives to adult participants

who often come to the Adult Education Class in the evening on an empty stomach after a

day's work. Therefore, it may be a good idea to provide some snacks or other kind of
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nutritious foods to participants in the evening before ihe cluss begins. This will help regular
attendance of participants (who would otherwisc not attend because they did not have food
to cat or food could not be prepared in time. or took some extra work to arrange food fur
the family) and reinforce motivation for learning. This would also solve, to some extent, the
problem of late attendance or learners coming to the class after it is dispersed, thus hindering
and distracting the learning process. Along with providing snacks or foud, some kind of
financial reward may be given to regular participants who show promisc of completing the
program. For the poor and the underprivileged village worker (most of which are landless
wage labourers or people belonging to Scheduled Castes/tribes) the anticipation of a cash
reward is more attractive than a paper diploma recognizing their skills. It would be an
excellent idea to give the adult elarners a certificate of achievement if they complete the
program with success. Such a recognition would rcinforce the learncrs’ interest in the
program and would encourage them to participate in post literacy and follow up activitics.
One other suggestion which is also expensive and probably beyond the resources of the
government, is to provide some kind of daily allowance to adult lcarners who would

participate and complete each phase of adult education program with proficiency.
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83 SUGGESTIONS FOR FUTURE RESEARCH

A glance at the state of adult education in India would reveal that adult education has
not fully established itself as a rewarding area of study and practice in India. The NAEP has,
however, created an environment in which to appreciate and recognize adult education as a
tool for social reconstruction and hence national development and as an emerging field for
academic discourse and scholarly research and development. The NAEP has provided a
platform - a starting point - from which one can begin the task of establishing adult education
as a useful device for personal growth and socio-economic transformation. Also, the analysis
of deficiencies of the NAEP will hopefully produce more concerted adult education program
development and delivery methods. Furthermore, the researcher believes that adult education
programs must be developed to serve people from all walks of life - rich and poor alike
according to individual needs ar:d choices - and that adult education must not be viewed as
the Aladdin’s magic lamp to empower the poor and the illiterate and fulfil their every wish.
Adult education is a means to an end, not an end in itself. The researcher also believes that
the fruits of research in adult education should be disseminated and shared by all,
transcending the national boundaries. International cooperation in adult education is
therefore very important. Attempts must be made to acquire knowledge and information
about similar adult education programs implemented somewhere else and thus enrich the

existing adult education programs in India.

The two most important areas where further research is needed are:

1. How to impart effective education in social awareness and conscientization to
the adult learners, and how to evaluate or assess that the participating adults
have developed sociopolitical awareness;

2. How to develop individual need based functional training and provide such
training to the adult learners.

Our discussion of the NAEP has revealed that these are problem areas that need to be
addressed because the components of functionality and awareness could not be adequately
covered through the operational plans and delivery methods of the Adult Education Program.
Moreover, conscientization and functionality cannot be treated as separate and isolated from

each other, rather they must be viewed as the two sides of the same coin. For example, what
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do we seek to achieve by making the illitcrate and poor conscious of their precarious
socioeconomic condition? The assumption is that by being socio-politically aware they can
take advantage of the various government programs and that they would be smart cnough not
to be exploited by others and that they would learn their civic dutics and responsibilitics. For
a ‘conscious’ adult, training in vocational life skills and thereby cngaging in gainful cconomic
activities, is one of the logical paths to utilize his knowledge and experience to change his
existing status.  Adult education programs, thereforc, must view conscicntization and
functionality as integrated and complimentary to each other and not separatc and isolated.

Extensive research is needed o strengthen such a link and assess it’s impact on adult learners.

Immediate attention must also be focused to assess the real bencfits that have accrucd
to the socially disadvantaged class such as the Scheduled Castes, Scheduled Tribes and the
women (since it was one of the primary goals of the NAEP) through the Adult Education
Programs and restructure the program accordingly to serve their nceds. Mcre enrolment
figures in adult education classes would not reveal the true benefits to the participants as very
often is the case. A detailed national survey in every province and union territory of the real
life situations of the participants in the aftermath of their literacy training is urgently nceded.
Along with this study, serious debates must be initiated by the government in order to find
out ways to negate or at least neutralize the cffects of a hierarchical and reactionary social

structure, if adult education programs are to be effective and meaningful for the masscs.

The two primary organizations for research and development in adult education, i.c.
the Directorate of Adult Education at the federal level and the State Resource Centres at
the provincial levels must step up their activities and take greater responsibilities for rescarch
and program development. While the DAE and the SRCs are free to cngage in rescarch
according tc their priorities and preferences the DAE must coordinate such activitics in order
to avoid any parallel research that would be repetitive and wasteful. It may be uscful to
prepare a list of research needs and each SRC may be assigned a particular rescarch arca of
pressing needs. Periodical meetings, reports and links among the SRCs should constitute the
network of research operation in every province and union territory, coordinated by the DAE.

The DAE may be involved in research in adult education pertaining to national importance
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and matters of urgent needs. Academicians at universities, colleges and research institutes

must also be encouraged to take a leading role in future research in aduit education.

Study of the needs of the adult learners is the most immediate necessity of the existing
adult education program. Survey of need assessment and methods of addressing such needs
must be developed. Equally important is to develop curricula and methodology for imparting
cducation in functionality and social awareness components. Training programs for the
instructors and supervisors must be improved in order to make the program more effective,
with the cooperation and active participation of the voluntary agencies working in the field
of adult education, the State Resource Centres could develop model training programs for
instructors. A similar suggestion was given by Rao, Bhatt and Rama Rao (1980) in their work
Adult Education for Social Change. Rao et al (1980) also suggested that a strategy should
be developed to improve the training program for supervisors that would include: (1)
conducting village level surveys; {2) designing specific curricula and learning experience at
AEC level; (3) selection of instructors; (4) gaining village participation; (5) recruitment of
lecarners; (6) coordination with other agencies; (7) professional development of instructors;
(8) follow-up activities; (9) motivating villagers; (10) monitoring and evaluation; (11) adult
education: philosophy and perspectives; (12) use of mass media and knowledge of other
learning opportunities; (13) case study of good and poor instructors as well as AES; (14) case
studies of effective supervisors and; (15) information on recent developmental schemes of the
govemment.5 It would be an excellent idea to explore the possibility of developing a training
program as suggested by Rao et al (1980) with major thrusts on: adult education, philosophy,
perspectives and practices, use of mass media, monitoring and evaluation, follow-up activities

and the art of motivating villagers to participate in adult education programs.

One other significant area on which the search light must be focused is the use of folk
dance, folk music, theatres, puppetry and other local cultural festivities in the adult education
literature (primers) and their use in promoting adult education. Adult education could be
made more interesting and lively by including local cultural heritage into the curriculum.
Although efforts have been made to popularize adult education through music, puppetry and
dramatization, the possibility of using these as tools to impart adult education has not been

adcquately explored.
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Improvement of the methods of instruction and delivery requires immediate attention.
Similarly adult education must not be treated in isolation 10 other arcas of study such as
sociology, anthropology, education, economics and political science, cte. Interdisciplinary
research should therefore be encouraged in order to find an answer to some of the pressing
needs and challenges encountered by adult cducation functionaries. International cooperation
and joint collaborative research may also be encouraged and patronized. Currently the
Directorate of Adult Education functions as the centre for rescarch and development
including a clearing house for ideas and information. It docs not have an independent wing
or branch that specifically deals with international cooperative ventures in aduit education.
Information on International development in adult education are kept by both the Ministry
of education as well as the Directorate of Adult Education with no clear mandate and with
no definite intent or vision. The possibility of crcating an international wing for intcrnational

cooperation and research in adult education should be seriously examined.

The vision for the 1990s should be to create a learning socicty. Adult education and
literacy training, if it intends to carry any credibility and meaning must provide help to
millions of poor and illiterate people by initiating individual personal growth and social
transformation amidst poverty, ignorance, illiteracy, and superstitions. However, poverty and
ignorance, illiteracy and superstitions have been with the Indian society and perhaps they will
continue to haunt the masses until a new social order is established. The important thing is
that adult education has to create an environment in which an ordinary person can recognize
his/her potential and live like a human being with a dream for a better futurc. Intensive study
and research would have to be pursued to develop adult education as a way of lifc for all
rather than viewing it as a remedial tool for the illiterate and the underprivileged. Academic
research alone is not going to be enough in this regard. Efforts must be made to change

people’s attitudes and beliefs.
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11.

12.

13.

14.

15.

16.

17.

THE FEDERAL GOVERNMENT’S 20 POINT PROGRAMME FOR NATIONAL
DEVELOPMENT DURING THE SIXTIH FIVE-YEAR PLAN (1980-85)

Increase irrigation potential, develop and disseminate technologies and inputs for dry
land agriculture.

Make special efforts to increase production of pulses and vegetable oilseeds.
Strengthen and expand coverage of Integrated Rural Development and National
Rural Employment Programme.

Implement Agricultural Land Ceilings, distribute surplus land and complete
compilation of land records by removing all administrative and legal obstacles.
Review and effectively enforce minimum wages for agricultural labour.

Rehabilitate bonded labour.

Accelerate programme for the development of scheduled castes and tribes.

Supply drinking water to all problem villages.

Allot house sites to rural families who are without them and cxpand programines for
construction assistance to them.

Imprcve the environment of slums, implement programme of house building for
economically weaker section and take measures to arrest unwarranted land prices.
Maximize power generation, improve the function of clectricity anthoritics and
electrify all villages.

Pursue vigorously programmes of the aforementioned, social and farm forestry and
the development of bio-gas and other alternative energy sources.

Promote family planning on a voluntary basis as a people’s movement.

Substantially augment universal primary health care facilitics and control of leprosy,
T.B. and blindness.

Accelerate programme of welfare for women and children and nutrition programmes
for pregnant women, nursing mothers and children specially in tribal, hill and
backward areas.

Spread universal elementary education for the age group of 6-14 with special
emphasis on girls, and simultaneously involve students and voluntary agencies in the
programmes for removal of adult illiteracy.

Expand the public distribution system through more fair price shops, including mobile

shops in far flung areas and shops to cater to industrial workers, students’ hostels, and
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18.

19.

20.

make available to students text books on a priority basis and to promote a strong
consumer protection movement.

Liberalism investment procedures and streamline industrial policies to ensure timely
complction of projects. Give handicrafts, handlooms, small and village industries all
facilities to grow and to update their technology.

Continue strici action against smugglers, hoarders and tax evaders and check black
money.

Improve the working of the public enterprises by increasing efficiency, capacity,

utilization and the generation of internal resources.
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B.

First Test (Stage) in Social Education
(Adopted from Bombay Syllabus)

Language
(Reading)

Reading any primer and any simple book
(not very different from the Departmental
First Reader). Reading the headlines of
the newspapers and simple sentences
clearly written on the blackboard.
Conjunct consonants of most frequent
occurrence need only be introduced.

Writing

Writing simple sentences with common
words, not containing conjunct consonants;
signing one’s own name, and writing one’s
full name and address, as also names of
nearest relatives and things commonly
used. Writing a short letter containing
simple everyday news. The adult should
be able to write each word separately.
Use of full point.

Arithmetic
1. Simple Arithmetic

(a) Counting up to 100 (arranging groups
of 10 up to 100).

(b) Writing and reading numbers up to
100.

(c) Multiplication tables of 2x5, 3xS5 and
4x5 only.

(d) Idea of a fraction: Y, ¥4, %. Writing
these in the reghi symbols.

(e) Adding and subtracting of numbers up
to 20 only.

SYLLABI FOR ADULT LITERACY!

2. Practical Arithmetic

1. Idea and recognition of:
(a) All coins and currency notes up to
Rs.10.

(b) Scer, Tola, Paylee, ete. (the local
weights and measures). The adult
should be able to find the weight
of a given thing and to weigh a
thing of a given weight.

(c) He should be able to mecasure
grain by payless and scers and
keep a note of thc quantity
mcasured.

(d) A yard, a foot and an inch. He
should be able to measurc the
length of a given picce of cloth.

{e) In rural arcas, he should have a
rough idea of a bigha and an acre.

2. Giving change for rupcc after
deducting a given amount.

3. Simple calculations required
impractical life with the help of
tables already studied.

From: Teacher's Handbook of Social

Education, Ministry of Education,
Government of India, 1955.

1« Excerpt from Towards a Comprehensive Adult Education Program, 1983, pp. 97-102.
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Functional Literacy for Adult Women
(under ICDS)

Duration of the Programme

1.

The total duration of the course is
cnvisaged to be 250 hours. In the
initial stage the emphasis, will be on
imparting initial literacy and numeracy
skills which will be integrated, with the
curriculum content as given. In the
later stage efforts will be made for
reinforcement of literacy skills and
continuing education. It will be
desirable to motivate women to devote
some time every day to home
practice of literacy skills.

The Curriculum Objectives

2. The Curriculum of functional literacy

for women has to be so oriented:

(a) That it helps women improve the
quality of their life and contribute
to the task of nation building;

(b) That it helps to bring about the
desired awareness of the need for
promoting maternal and child
health and stimulate active
participation; and

(c) That it provides necessary literacy
skills and learning abilities to deal
efectively with their life and
working situations.

The curriculum will, therefore, take
into consideration the learning needs
of the women as they relate to their
home and family in general and
maternal and child health in particular.
It will also integrate literacy skills in a
manner that they become an essential
part of the process of learning and
solving their problems.
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4. The curriculum will also take
cognizance of the environmental forces
in the midst of which the learners live
and work, as well as their background
in terms of their general awareness,
values, attitudes, vocabulary, linguistic
capabilities, economic status, social
orientation, occupation, etc.

The Cﬁrriculum Content

5. Keeping in view the objectives of the
Functional Literacy Scheme and the
ICDS Scheme the curriculum content
of functional literacy is classified into
scven subject areas, namely.

1) Environmental orientation and
participation in civic and
community activities

2) Maternity care and family planning

3) Child development and child care

4) Food and nutrition

5) Health and hygiene

6) Home and family life, and

7) Economic improvement

Though it is not intended to adopt any
rigid pattern for the distribution of 250
hours amongst different content areas the
following tentative distribution is indicated
as a guideline:

Hours
1) Environmental Orientation 35
2) Maternity care and family

planning 45

3) Child development and child caf
4) Food and Nutrition 30
5) Health and Hygiene 30
6) Home and Family Life 25
7) Economic Improvement 30
250

6. Each area is further elaborated to
focus on the crucial concerns of
women in that area. Each learning
unit will have to be dealt with in terms



of the learners perceptions and the
existing situation.  The learning
process will proceed from gaining
awareness and understanding of the
issues to acquiring knowledge and
know-how related to (a) value, attitude
and behavior, (b) socio-economic
aspects, (c) scientific explanation, (d)
working habits; to change in behavior
and action.

The Sequences of the Curriculum

7. It is not necessary to follow any rigid
pattern of sequence. However, in the
initial stages when literacy and
numeracy skills are to be imparted,
some pre-determined sequence
followed in the reading material has to
be used. It is important to keep in
view the interdisciplinary of the
subjects and while dealing with any
particular unity various aspects should
be dealt with simultaneously. Keeping
in view the inter and intra-disciplinary
of the content areas the sequence may
be built up.

Literacy and Numeracy
8. The total course duration may be
divided into two stages - Initial Stage:
Imparting of basic literacy and
numeracy skills Reinforcement State:

Reinforcement of Literacy skills and
continuing education.

Initial Stage Imparting of basic
(3 to 5 monthdjteracy and numeracy skills

9. The basic course in literacy skills will
concentrate on acquisition of reading,
writing, and simple numeracy skills
through specially prepared
teaching/learning materials related to
ICDS Programme. The achievements
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in literacy and numeracy skills may be
of the following levet:

Reading

(a) Deciphering of simple  words,
reading of short sentences and
simple messages and understanding
their mcaning.

(b) Reading with understanding simple
material on topics of ncalth and
hygiene, nutrition, home
management, child development
and family planning, rcading ability
to be at least 30 words per minutc.

(c) Acquiring critical ability so as to

recact 10 what is rcad and
comprehended.
Writing

(a) Copying with comprehension given
sentences; writing ability to be at
least eight to ten words per
minute,

(b) Writing simple words and

sentences on their own,

(c) Ability to express idcas through
simple writing and,

(d) Writing numbers up to hundred.
Numeracy
(a) Counting up to hundred,
(b) Knowledge of weight and
measurement units and calculations

rclated to them and,

(c) Simple additions and subtractions.



Reinforcement Stage

Reinforcement of Literacy Skills and
Continuing Education

10. The main aim of this stage is to
provide exercise in reading and writing
in order to make these skills
permanent tools of learning. The
intention is to train in using these skills
for improving their knowledge and
solving their personal problems. The
level of proficiency to be achieved in
language and numeracy will include:

Reading
(a) Reading simple literature on topics
related with family health, care of
children and other concerns of

women,

(b) Reading neo-literate literature
specifically meant for women,

(c) Reading - with understanding

labels, notices, road signs,
advertisements, simple instructions,
news, etc.

Writing

(a) Copying legibly,

(b) Keeping records such as health
record of children, family budget,
daily account, etc.

(c) Writing independently simple and
short letters, applications, filling of
cheques and forms, etc.

Numeracy
(a) Doing simple additions,
subtractions, multiplications and
divisions,
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(b) Maintaining saving bank pass book
and account,

(c) Learning to measure and write
down the weights of different
ingredients,

(d) Workable knowledge of decimal
coinage system, metric weight
system, metric measurement system
and simple calculations related
with them,

(e) Idea of proportion and its use in
different household jobs.

Farmers Functional Literacy Programme

Phase - 1

Reading

Loud reading of the First Book (which
is a primer-cum-first reader) with
fluency and a speed of about 25 words
per minute and without spelling out
letters of the word read.

Reading with comprehension of simple
sentences clearly written on
blackboard, captions in the posters i1
advertisements on agriculture, labels :a
large-size letters, on the bottles and
bags etc.

Words with conjunct consonants of
most frequent occurrence.

Ability to comprehend the immediate
meaning of what is read especially the
simple matter on modern practices and
new methods in the cultivation of high
varieties of crops.



Vocabulary development - ability to
read and comprehend about 500 most
commonly used *words including about
100 commonly used technical words
relating to farming.

Writing

Writing of words (without conjunct)
and simple sentences with words
commonly used in farming occupation.

Transcription from black board or a
book, of words and sentences related
to H.Y.V. Programmes.

Writing of names and addresses, names
of object, implements and things of
commonly used in home and in
farming.

Writing to dictation of simple words
and easy sentences from lessons in the
First Book and already learnt.

Writing of simple messages.

Filling in of input-card specially
prepared in simple language.

Punctuation use of full point.

Arithmetic

Counting, writing and reading of
numbers 1 to 1000.

Understanding and writing of units,
tens and hundred.

Simple addition and subtraction, use of
plus (+) and minus (-) signs.

Multiplication tables up to 10.

Simple fractions: Y2, %, and %.
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Knowledge of weights, measurces, arcas
and volumes and time.

Practical Work

Knowledge of currency.

Simple calculations required  in
practical lifc with the help of tables
studied.

Filling in of input-card and simple
calculations necessary for filling such
cards and checking of entries in it.
Keeping of simplc houschold accounts.

Preparation of simple farm plans.

Simple calculations involving unitary-
method.

Use of calendars and farmers’

almanacs.

Recognition of geometrical figures -
square, rectangle, triangle and circle.

Post office dcalings.

Phase - 11

Reading

Loud reading with comprehension,
fluency at a speed of the second the
third readers or casy supplementary
reading materials and periodicals
specially prepared for new literates on
the subjects related to agriculture in
H.Y.V. crops.

Silent recading of the casy reading
material on agriculturc specially related
to H.Y.V. crops.



Reading of simple newspapers, farm
bulletins, pamphlets, booklets and
circulars issued for the use of farmers.

Sclf-initiated reading of the matter
written in simple languages especially
the matter pertaining to agriculture.

Comprehension of implied and derived
meaning with a view to developing the
reading habit and development of
critical thinking in reading.

Vocabulary Development - ability to
rcad and comprehend about 1,500
most commonly used words including
those learnt in the first stage and also
250 commonly used technical words
relating to farming.

Writing

Transcription of a simple passage of
about 55 sentences from a book or a
passage written clearly on the black
board.

Writing to dictation of simple
sentences Or messages on a topic.

Writing of instructions relating to
agricultural practices heard on the
radio.

Writing of words having conjunct
consonants.

Simple composition on topics of
interest to the farmer.

Writing of letters, applications,
invitations.

Filling in the different forms, keeping
accounts, keeping diaries and
preparation of farm plans.
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- Giving written answers to questions in
short and simple sentences.

Arithmetic

- Reading and writing up to 100,000
(one lakh).

- Multiplication tables up to 20.

- Understanding and writing of
thousands, ten thousands and lakhs.

- Additions and subtractions.
- Simple multiplication and division.
- Use of signs (x) and (+).

- Unitary method - proportions and
percentages.

- Compound addition and subtraction
involving money, weights, measures,
length, areas and volumes.

- Simple compound multiplication and
division as simple multiples and
divisions.

Practical Work

- Postal savings.

- Idea of percentage through simple
interest and banking operations -
credits, loans, saving, etc.

- Keeping general accounts and farm
accounts - debit/credit and balance -
farm accounts involving expenditure,
income and profit or loss.

- Areas of rectangles and squares.

- Practical problems involving simple
compound multiplication and division.



- Simple problems related to time, work
and speed.

- Simple problems involving profit and
loss.

Norms of Literacy (Under NAEP)

i) Ability to read a book with a speed
of 50 words per minute with
correct emphasis.

ii) Copying at the speed of 10 words
per minute.

iii)  Taking dictation at a speed of 7
words per minute.

iv) Ability to write functional
applications, fill up forms and write
letters.

v) Ability to read and write numbers
up to 1000.

vi) Ability to perform easy addition,
subtraction, multiplications and
division up to three digits.

vii)  Functional knowledge and ability
to write metric units weight,
measure, volume and time.

-319 -



