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INTRODUCTION AND SUMMARY 

Vinayagum Chinapah, Institute of International Education, Stockholm University, 

Sweden 

I. Background 

Any attempt to readdress our world‘s increasing inequity, poverty and widening human 

development disparities is possible through access to relevant, equitable and effective 

education of our rural people.  Our rural population is among the world‘s majority of illiterate, 

unhealthy, malnourished, marginalized, and oppressed population.  Its numbers are increasing 

at a skyrocketing pace and yet very little research looks at the causes and roots of such 

deteriorating situations.  All evidence points to the fact that ―Education for Rural 

Transformation (ERT)‖
1
 is the only way to reduce the widening human development 

disparities within and between nations.  The dynamics of rural transformation in the 

―globalized‖ world has created new educational imperatives that call for a re-evaluation of 

present educational policies and priorities, and the re-examination of the role of education and 

learning (formal, non-formal and informal) for rural people from rather new perspectives.  

Henceforth, education should be seen as a key instrument for shaping and fulfilling the goal 

of rural transformation.  It should contribute to the wellbeing of the rural people including 

food security, health and employment, protection of the environment and the management of 

our natural resources.  ERT should be inclusive and should meet effectively and equitably the 

learning needs of rural children, out-of-school youths and adults in the perspective of 

reducing rural poverty. 

II. China and India: Our First Pioneer Countries 

Most of our rural people can be found in the two most populous (E-9) countries, namely 

China and India.  Other E-9 countries are Bangladesh, Brazil, Egypt, Indonesia, Mexico, 

Nigeria and Pakistan.  The so-called belief in education for development has been just a myth 

for most of the rural people of these countries.  Their ever-pressing need for an education 

which is relevant, equitable and effective are neither subject to any discourse of human 

development nor given priority-concern, be it at international, regional, national or local 

levels.  Both China and India have been chosen as our pioneer countries for comparative 

research with a view to providing new insights on education for rural transformation.  China 

and India have designed their own strategies to achieve the Millennium Development Goals 

(MDG) by implementing social inclusive policies and programs.  All goals of the MDG can 

be linked to some extent to the process of rural transformation if taken from a holistic 

perspective for human development.  The scenario in China and India is still challenging.  

Rural disparities in the provision and access to educational opportunities and quality of 

education are still serious problems among the majority of the people living in these areas.  

Unfortunately, the lowest quality of education is often found in the poorest regions or 

communities.  As is the tendency worldwide, children from poor households, rural areas, and 

                                                 
1 ERT is a concept that was used and further developed in a state-of- the art review commissioned by UNESCO and INRULED in 2001 

entitled ―Education for Rural Transformation – Towards a Policy Framework‖ (INRULED, China.) 
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other disadvantaged or marginalized groups face major obstacles in access to education of an 

acceptable quality for all. 

III. The International ERT Symposium – Objectives and Expected 

Outcomes 

The ERT International Symposium held in Stockholm, Sweden on November 8-10
th

, 2010 

was an integral part of a series of such similar ERT forthcoming events (2011, China and 

2012, India).  It was intended, first and foremost for stocktaking of up-to-date relevant 

experiences and lessons learned worldwide, and in the further promotion of Research and 

Development (R&D) programs and activities for research, training and capacity development 

in this field. 

The overriding objective of this ERT international symposium was to critically examine 

the concept, policy and practice of education for rural transformation.  During this three-day 

ERT International Symposium, an attempt was therefore made to assess the current situations, 

problems and trends in education for rural transformation in the respective participating 

countries, and particularly, in China and India.  Likewise, contributions from the works and 

activities of relevant national, bilateral and multilateral agencies, from civil society 

organisations and from institutes of higher learning and research formed an integral part of the 

ERT major stocktaking exercise.  Such a forum of experts was expected to raise greater 

awareness of the necessity of educational reform in largely populated countries in order to 

attend to the needs for rural transformation and improved quality of life of the rural poor.  It 

was also a forum of experts who are expected to deliver some concrete action-oriented and 

tailor-made programs and activities that can address the roots and causes of failures of 

existing educational structures, contents, and methods in rural areas on the one hand, and to 

identify good practices of educational empowerment and practical-needs-based education for 

rural transformation, on the other hand.  A case in point is how education is contributing 

towards training for rural youth through the school curriculum, civic education, revival of 

local craftwork and cultures and through non-formal and informal educational organisations. 

One of the major expected outcomes from the three-day ERT International Symposium 

was to lay the foundations for further relevant ERT programs and R&D activities that can 

provide empirical evidence for informed decision-making among major stakeholders at both 

national and international levels (such as educational policy-makers, planners and managers, 

educational practitioners - teachers, learners, parents and the civil society at large) on the 

extent to which genuine educational interventions (formal, non-formal and informal) can 

contribute to rural transformation and improved quality of life of rural children, youth and 

adults.  More specifically, the achieved results in terms of national and international ERT 

experiences will serve as direct inputs to the ongoing ERT comparative educational research 

study in China and India (briefly outlined below).  Further and as mentioned above, the ERT 

International Symposium was intended to revisit and to ensure the follow-up of the earlier 

ERT initiative in 2001 led by UNESCO in cooperation with its International Research and 

Training Centre for Rural Education (INRULED) based in China. 

IV. The ERT Expert Group 

An ERT Expert Group has been established since 2008 and is led by Professor Vinayagum 

Chinapah, Head of the Institute of International Education (IIE), Department of Education, 

Stockholm University in joint collaboration with the team leaders of the two participating 

pioneer countries, namely Professor Zhou Nanzhao and Professor Wang Li of INRULED and 
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China National Institute for Educational Research (CNIER) in China, and Dr. Pushpanadham 

Karanam of the Maharaja Sayajirao University of Baroda in India.  This ERT Expert Group 

has also invited internationally renowned educators, researchers, high-level policy-makers and 

practitioners from different parts of the world to join them in promoting further research, 

training, and capacity development in this field.  Both China and India have recently held 

ERT National Symposiums.  Many of the participants at these two ERT National 

Symposiums participated in our ERT International Symposium.  More detailed information 

about ―ERT in China and India: An Ongoing Comparative Research Project‖ can be obtained 

via the website of the Institute of International Education, www.interped.su.se (Research 

section).  ERT – Towards a Policy Framework: Follow Up Agenda (Chapter 5 of the 2001 

INRULED Report): http://unesdoc.unesco.org/images/0013/001359/135913eo.pdf. 

V. Chapter Summaries 

Eighteen selected papers from the symposium have been edited and organized in this book as 

chapters according to three parts which represent international perspectives (Chapters 1-6) 

and country-specific (China: Chapters 7-11, and India: Chapters 12-18) perspectives. 

In Chapter One, Bhola discusses the CLER Model – advising optimization of synergy 

among social Configurations, Linkages, Environments, and Resources – within the context of 

education for rural transformation.  Social scientists have now distilled commonsense about 

the workings of the social world into principles, and organized those principles into ―systems 

theory‖ to guide us in our analyses, interventions, and evaluations to realize our designs of 

imagined perfect futures.  Systems theory itself is shown to be embedded within an epistemic 

triangle formed by systems thinking, constructivist thinking and dialectical thinking.  The 

CLER Model is offered for the use of systems theory in the real world of practice. 

There are over one billion people in the world today who are food insecure, the majority 

of these live in rural areas.  Gustafsson and Gasperini‘s paper in Chapter Two is intended as 

a tool for those who wish to strengthen the links between education, training and wider 

objectives related to food security.  It discusses the links between learning, education and 

capacity as well as presenting a framework through which these links can be illustrated and 

understood.  Within this context, it discusses the role of the Education for Rural People 

Initiative (ERP) as a bridging network between policy frameworks and organisations. 

―Rural transformation‖ describes a vision and a process of change of rural communities 

through education.  In Chapter Three, Shaw argues that the key to such a change stems from 

developing literacy skills of the individual and through which the community and nation by 

extension are impacted.  Shaw introduces many theories but chooses Transformative 

Education Theory, which focuses on the individual and examines their personal learning 

journey from one point to another.  Rural transformation can have several forms according to 

the author: traditional agrarian society to industrialisation of agricultural practices; 

industrialisation of rural communities; establishing of manufacturing and other industries; 

urbanization of rural communities; increased strain on the natural environment due to changes 

of land usage; and the change within individuals to bring about changes in or to adapt to their 

environment.  Through the illustration of these individuals‘ transformations, Shaw 

emphasizes his focus of the ability the individual has to proactively transform their wider 

community. 

Sumra, in Chapter Four, examines the effects of a number of poverty reduction plans 

which have been in place in Tanzania since 2000 through various indicators.  Despite long 

periods of political stability, developmental assistance, good natural resources and a strong 

emphasis on education, Tanzania has remained one of the world‘s poorest countries.  During 

http://unesdoc.unesco.org/images/0013/001359/135913eo.pdf
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the presidency of Julius Nyerere, Tanzania made great progress in providing universal 

primary education and increasing the literacy levels of adults.  However, the collapse of the 

economy during the 1980s and the subsequent emergency loan conditions led to the reversal 

of many government policies and the worsening of social indicators, particularly amongst the 

rural poor.   

Through three country case studies, Mincu analyzes the view of quality and equity in 

education and the effect of decentralisation, budget cuts, and segregation in Chapter Five.  

The rural-urban polarization has been an Eastern European reality for centuries.  Many 

governments, communist and democratic, have made investments into rural development yet 

the reality was far from what is reported.  Focusing on Hungary, Poland and Romania, there 

are patterns of regional development inequalities connected to the initial process of 

urbanization and the differing speeds at which communities modernized.  The rural question 

was traditionally conceptualized in all the contexts as a problem of agricultural development 

and was more recently connected with social policies and agricultural and non-agricultural 

policies.  Although there are similarities between the countries, specific contextual 

dimensions and the national definition for what is quality and equity must be considered.  

Education in rural areas is intrinsically a question of combating poverty and ensuring 

children‘s and human rights in the most deprived areas.  Policy for rural development needs to 

be explicit and have contextual dimensions: the economic, the social, the anthropological and 

historical specifications, as well as be flexible to adapt to various regions and groups. 

Mishra‘s report in Chapter Six details Nepal‘s three-year interim plan, the main 

challenges, institutional organisation of the program, and its link with formal education.  

Nepal has a diverse linguistic and cultural heritage consisting of 103 distinctive castes and 

ethnic groups.  Agriculture accounts for around 40% of Nepal‘s GDP.  The country has 

dedicated 17% of its budget to the education sector, raised female literacy and the entire 

country‘s literacy as a result of its wide-reaching literacy campaign specifically targeting rural 

areas and women.  The report outlines who is targeted and the literacy campaign, its current 

achievements and what still needs to be done.  It looks at the decentralizing through the 

mobilization of local governments and development committees in partnership with schools, 

community groups, etc. assisted in assuring the campaign‘s success.  Further programs, 

objectives and strategies in collaboration with partners such as UNESCO in the attempts to 

achieve the national goals of EFA by 2015 are also suggested.  Nepal received the Confucius 

Literacy Award in 2010, both rewarding the country‘s efforts thus far and encouraging and 

pushing the country to increase its efforts to enable Nepal to become a fully literate country. 

In the first chapter of Part Two, China: Country Perspectives (Chapter Seven), Wang 

Li focuses on the important role played by universities, particularly agriculture universities, in 

education for rural transformation.  A brief background on the agricultural sectors of China 

and Australia is provided before two universities, one from each country, are studied in great 

detail with regards to rural transformation in their regions.  Common characteristics and 

approaches of the two universities, in applying their knowledge and skills to rural 

transformation, are discussed and analyzed.  Important outside factors, such as government 

and community support, are also considered.  As a conclusion, five key aspects for successful 

university and rural community interactions are presented. 

The rural-urban dual social structure is one of the challenges of China‘s social 

development and ongoing transformation.  A great gap exists between rural and urban areas.  

In such social setting, China has been experiencing persistent brain-drain from rural areas, as 

Institutes of Higher Education (IHE) graduates were assigned to and motivated to work in 

urban areas.  Since 2003, China has adopted new strategies to reverse the situation and 

encourage IHE graduates to work in rural areas so as to realize a balanced and harmonious 
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development of the whole society.  Wang Qiang‘s paper (Chapter Eight) discusses the 

reasons for and the characteristics of these strategies. 

―San Nong‖ or the Three Issues in Rural Areas are village, agriculture and peasant; the 

key to rural transformation is to educate the peasant, in order to prepare them for the modern 

society.  Two townships which piloted digital teaching and learning for rural farmers were 

focused on in Meng and Wang Qifu‘s project report (Chapter Nine) and experiences were 

drawn from the individuals.  Academic education; vocational skills training; E-commerce 

skills training; foreign language training; agricultural technical training; Party education; 

community leisure and recreation classes were all offered as free options at the center within 

the communities.  Distance education was argued to have an advantage to deliver the best 

learning resources to those individuals who need it most efficiently.  Digital education was 

also promoted to effectively help replace the community education for those migrant workers 

who are adjusting to urbanization and in reducing inequalities of access for disadvantaged 

groups to IT education.  Meng and Wang Qifu conclude that the e-learning teaching was 

feasible given the funding, the correct location and ensuring the content was both relevant and 

necessary to the society and individuals targeted. 

Liu, He and Zhuang‘s paper in Chapter Ten examines the Chinese central government 

and Chinese local governments‘ policies of the late 1980s and 1990s to encourage education 

redirecting into different vocational tracks in rural junior high schools.  Some districts and 

schools started experiments which helped not only to reduce the dropout rate but also 

improved the vocational skills of students.  A number of different models of implementation, 

as well as overall strengths and weaknesses, are discussed and analyzed.  The paper concludes 

that despite current shifts away from educational redirecting, its benefits should still be 

recognized. 

In Chapter Eleven, Teng, Ma and Hu discuss the imbalanced development between 

urban and rural education which has become a concern for education in China.  The Bureau of 

Education in the Lucheng District has played an important role in school incorporation to 

address this problem, including the proposal of education ideals, the design of experiments, 

financial, policy and intellectual supports.  They must follow the modern principles of labor 

division as well as the basic logic of running a school to fully develop the schools‘ 

imagination and creativity. 

Part Three offers country perspectives from India.  Karanam and Panigrahi‘s paper in 

Chapter Twelve discusses the need for a re-evaluation of current education policies and a re-

examination of the vital role of education in addressing the great imbalances of wealth and 

living standards that exist in the world today.  The current situation in India today is briefly 

described in relation to poverty, rural transformation and progress towards the MDGs.  Issues 

and challenges facing ERT in India are examined and explored upon while a way forward is 

suggested.  Following this there is a call for a paradigm shift in ERT and a tentative 

framework for action is outlined. 

In Chapter Thirteen, Tilak provides an overview of the growth, achievements and 

problems in elementary education in India.  Despite significant progress made during the 

post-independence period, elementary education is still not universal in its coverage.  A 

sizeable number of children have never been to school.  Even those who enroll in schools, 

about fifty percent of the children drop out before completing free and compulsory education 

cycle of eight years of schooling.  Thirdly, inequalities in education have been predominant – 

inequalities between girls and boys, between lower and forward castes, between the rich and 

the poor and very importantly, between rural and urban areas. 

Andhra Pradesh is one of the states within India with a considerable tribal population.  

Considering the unique issues and challenges in educating tribal children, Andhra Pradesh 

adopted innovative policies and approaches to improve access to schooling and to encourage 
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equity and excellence.  Sujatha (Chapter Fourteen) examines the innovative initiatives in 

extending access and excellence in education and their effect on socio-economic changes in 

tribal areas in Andhra Pradesh state.  The paper is based on empirical studies conducted on 

diverse educational initiatives, and concludes with a call for more in-depth and focused 

research to identify the role of education in transformation in tribal areas and among different 

tribal communities. 

Based on a case study of Punjab, a northern province of India, Ghuman reveals in 

Chapter Fifteen differences between rural and urban populations evident in areas including 

literacy and higher education (HE).  Although there has been an expansion of HE, rural 

students remain marginalized and excluded.  This gap is due to many determinants including 

the educational level of family members, gender and caste disparities, lack of resources and 

poor governance.  The author concludes that for the case of Punjab, rural transformation is 

possible through adequately funded education creating accessible, affordable and inclusive 

higher education and he makes several further policy recommendations. 

There are many different groups working to facilitate rural transformation in India.  

With different organisations having different goals, there can be more opportunity for the 

public‘s best interests to be met.  Bhushan‘s paper in Chapter Sixteen looks at the roles of 

governmental organisations, non-governmental organisations, and civil society organisations 

in rural areas in Vizianagaram, Andhra Pradesh. 

Balakrishnan, Vargheese and Dave‘s paper in Chapter Seventeen focuses on the links 

between education and rural transformation in India, thereby seeking to illuminate the forces 

of change rural communities face.  An educated populace equipped with appropriate 

knowledge, skills, and information will have expanded opportunities and the confidence to 

pursue them.  Education is the key instrument for fulfilling the goal of rural transformation. 

In the final chapter (Chapter Eighteen), Khirwadkar and Mogera discuss how the gap 

between rural and urban India can be lessened with increased use of technology in rural 

communities.  Information and Communication Technology (ICT) can increase quality of life 

and help reduce poverty and inequality in rural India.  ICT literacy training in areas of need 

will increase accessibility and quality of education, increase access to information, and can 

facilitate India‘s achievement of the Millennium Development Goals. 
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ERT SYMPOSIUM SUMMARY OF CONCLUSIONS AND 

RECOMMENDATIONS 

Manzoor Ahmed, Institute of Educational Development, BRAC University, 

Bangladesh, with Mikiko Cars, Khaleda Gani-Dutt and Jiaying Zhang, Institute of 

International Education, Stockholm University, Sweden 

I. The Background 

The International Symposium on Education for Rural Transformation (ERT) hosted by the 

Institute of International Education (IIE), Stockholm University, was held on the 8-10 of 

November, 2010 at the Scandic Sergel Plaza Hotel in Stockholm.  It was organized in 

cooperation with the UNESCO International Research and Training Center for Rural 

Education (INRULED), Beijing Normal University, China; and the Maharaja Sayajirao 

University (MSU), Vadodara, India.  More than 30 experts and researchers from Australia, 

Bangladesh, China, India, Italy, Nepal, Romania, Tanzania, and the USA participated in the 

three-day symposium. 

The symposium marks a collaborative initiative to critically examine the concept, policy 

and practice in ERT.  The aim of this initiative is to undertake research, capacity building, 

sharing good practices, identifying policy choices, and determining workable programs and 

priorities in varying contexts.  The initial focus is on China and India, which are home to 

more than half of the world‘s rural population, but it will gradually include other developing 

regions of the world, benefiting from the varied and rich experiences and actions in the two 

countries. 

The discourse on ERT and the exploration of the concept began with a study undertaken 

by INRULED and UNESCO in 2001, titled Education for Rural Transformation: Towards a 

Policy Framework.  The premise underlying the concept of rural transformation, as articulated 

in the INRULED study, was: 

Rural areas are diverse and are in a state of transition.  It is essential to turn the 

continuing and inevitable transition of rural areas, often with adverse consequences on the 

rural economy, environment and people‘s life, into an active and positive process of 

transformation of rural communities.  Educational programs have to become a vital part of 

this transformation through committed partnerships of the government, communities, 

businesses, and civil society.  The paramount need, largely neglected so far, is to adapt, adjust 

and re-direct national educational priorities, strategies and resources to the specific conditions 

and needs of diverse and changing rural communities. 

The report was intended to be a starting point for a dialogue in order to put ERT in the 

mainstream of strategies and actions for educational and national development.  This 

integration of ERT into national development strategies was seen as essential both to achieve 

EFA goals and Millennium Development Goals (MDG) and to enhance the role of education 

in dealing with the crucial problems of today‘s world; be it poverty alleviation, pursuing 

sustainable development, ensuring food security for people, or building a culture of peace and 

tolerance. 

In the decade since the UNESCO/INRULED study, the urgency has heightened further 

for paying attention to rural transformation and making education the vehicle for this 

transformation.  New sources of vulnerability for the poor, especially the poor people in the 

rural areas, have arisen.  This is graphically illustrated by the recent economic crisis 

originating in the financial markets of the West, but affecting poor people everywhere; new 



Conclusions and Recommendations 

xviii 

 

threats to food security for people; man-made and natural disasters including effects of 

climate change endangering life and the livelihood of millions.  These hazards affect 

disproportionately the rural people, because more of the poor are them. 

In spite of the rapid pace of urbanization, 70 percent of the world‘s poor, those 

subsisting on less than a dollar of earning a day, live in rural areas.  Urban-rural disparity in 

educational investments and in the quality of teaching and learning remains widespread and 

persistent. 

The UN General Assembly‘s review this September of progress towards 2015 MDG 

made it clear that many of the MDG goals including those for education, that envisioned a 

new future for humanity in the 21st century, cannot be fully achieved.  An important reason 

for this failure is that a large proportion of the rural people, especially in the developing 

world, remain deprived educationally, missing the opportunity to acquire the skills and 

knowledge to develop their capabilities and expand their choices in life. 

The structural problems of the global and national economies and the dominant 

development model of unlimited consumption show no sign of disappearing.  Two 

phenomena symbolize the structural fragility.  First, agriculture and rural production in China 

and India, as in other developing regions, as a share of the total national product, is 

diminishing and account for about a quarter of the GNP.  However, more than half of the 

economically active people are dependent for their livelihood and earning on agriculture.  The 

plight of rural people cannot be improved and the tensions of rural-urban disparity cannot be 

solved unless this imbalance is rapidly reduced. 

Secondly, the economic development goals and aspirations of China and India and the 

rest of the developing world, are premised on the consumption habits and patterns of North 

America and Europe, dependent on ravaging the non-renewable resources of the planet.  This 

is simply unsustainable, because this path leads to the collapse of the system of natural and 

biological balance of resources of the planet.  The world has to move towards a new pattern of 

economic growth and development that recognizes the fine natural balance.  Rural 

transformation, even if it is not fully recognized yet, is at the epicenter of this tectonic shift.  

Although, this shift in thinking and vision will not happen by natural force like the physical 

tectonic shift; we have to will it and work for it. 

Developing countries have been struggling to address the challenges in education that 

may be described as the triad of a) access with equity b) quality and relevance, and c) 

efficiency and accountability.  Although progress has been made in every country, the 

shortfall in achieving the 2015 education goals in many countries indicate that the national 

plans and programs have to be re-assessed and re-examined to ensure that the rural 

dimensions of the educational agenda are adequately and specifically reflected in these 

efforts.  The dynamics of rural transformation in the ―globalized‖ world of the 21st century 

have created new educational imperatives which go beyond the traditional concerns regarding 

rural communities and need special attention.  

II. The Symposium 

The papers presented at the symposium were about a wide spectrum of issues, problems, 

practices, strategies and policy concerns related to educational programs and provisions and 

how these have affected lives and circumstances of rural people.  These included: 

- The need for a holistic system thinking regarding the larger development context and 

the educational system in conceptualizing ERT; applying the critical theory to ensure 

that people‘s own agency and transformation are given prominence; a paradigm of 
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ERT that emphasizes empowering people and enhancing their capabilities and choices 

through an approach that combines public policies and civil society participation. 

- How education development initiatives including affirmative strategies in the national 

EFA efforts and the broader economic and poverty reduction strategies including 

infrastructure development, employment generation, basic health care and extension 

services attempt to support each other in India.  

- Are children learning?  A paramount concern is that children in general, and especially 

rural children, who are at a social and economic disadvantage, are not acquiring the 

essential competencies in literacy, numeracy and cognitive development, necessary to 

build the foundation for further learning, as shown in the papers on Tanzania and 

India.  

- Continuing disparity, deprivation and discrimination in educational provisions for 

disadvantaged groups, such as the tribal and ethnic minorities, extreme poor, and 

people living in remote areas, illustrated by the papers on education in Andhra Pradesh 

and Romania, Hungary, and Poland in Eastern Europe. 

- Potential of e-learning and ICT illustrated by specific initiatives for enriching the 

learning experience of students and enhancing learning resources, in the rural districts 

of Pinggu under Beijing Municipality and in Ningbo district in Zhejiang; and through 

the national initiatives for bringing ICT resources to schools in India. 

- The critical importance of teachers and support to teachers in 30 pilot counties in 10 

provinces in the west of China, and a research project of interschool collaboration 

between more advanced schools and weaker ones in rural areas of China. 

- Balanced and integrated development of educational services by local education 

authorities as in Lucheng district in Wenzhou City and in Chengdu, Sichuan Province. 

- Civil society role and participation in defining and guiding educational service 

improvement in Vizianagaram district in Andhra Pradesh. 

- Role and contribution of higher education to rural transformation highlighted in the 

case study of rural students in tertiary education in Punjab; turning institutions of 

higher education into the source of brain-gain for rural areas rather than brain-drain, 

by redesigning academic programs and incentives for graduates, in China; and a 

comparative study of the role in rural transition of agricultural university of Hebei and 

the Charles Darwin University in Australia. 

- Exploring appropriate and relevant vocational and skill development as attempted 

through streaming of academic and vocational programs in rural junior high schools in 

China. 

- The adult literacy challenge and creating lifelong learning opportunities for the rural 

people and the approach followed in Nepal. 

- Importance of programs and strategies that recognize and emphasize the role of 

education, training and capacity development in ensuring food security and poverty 

reduction of rural people. 

III. The Way Forward 

A vista of challenges and potentials has been unveiled in the symposium.  The urgency for 

systematic research, academic studies and training, and policy dialogue and advocacy at the 

international, regional and national levels has been underscored.  The ideas that are already 

afloat for collaborative initiatives now need to be pursued with determination and seriousness 

and the agenda for action set, mobilizing resources and capacities for this purpose. The key 

actions proposed are: 
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1. The planned symposia in China in 2011 and India in 2012 should be used to deepen 

the conceptual clarification of ERT; identify and analyze experiences in policies, 

programs and projects at national and local levels and with a comparative perspective; 

and contribute to informed policy dialogue and  appropriate capacity building.  

2. Participation in the ERT initiative should be broadened to other regions and countries 

including holding symposia in other regions, especially in Africa. 

3. A collaborative research program should be designed that will focus, inter alia, on: 

- Examining further the conceptual and operational issues regarding the 

definition of ―rural,‖  ―rural development,‖ ―rural transformation,‖ and 

enhancement of capabilities of people and the role of educational systems;  

- Reviewing the status and trends in education, training and capability 

enhancement  opportunities for rural people and how key challenges of access, 

equity, quality and relevance in education and training are addressed, in the 

context of national development with equity and justice,  the global economy, 

the knowledge society and the urban-rural dynamics; 

- Considering policy options at national and international levels for ERT and 

how dialogue can be promoted for this purpose; 

- Indicating the focus of work and programmatic implications for the 

collaborating academic and research institutions including INRULED, IIE of 

Stockholm University, MSU in Baroda and others joining in the partnership, 

in the light of the above analyses.  

4. As a part of the research program, a number of well-chosen case studies of 

experiences, particularly, but not exclusively, in India and China, that throw light on 

critical issues and lessons for ERT, should be undertaken, following a common 

analytical framework. 

5. An interdisciplinary consultative group should be set up, which can offer general 

guidance for the research agenda, representing education as well as broader 

development concerns, such as macro-economic policies, environment, regional 

planning, ICT and agriculture, with a mixture of people from government, academia 

and concerned international organisations (especially UNESCO and FAO). 

6. An international post-graduate academic program on ERT should be designed and 

introduced, in which IIE, Stockholm University may take the lead and implement it in 

collaboration with other partner institutions. 

7. Consideration should be given to publishing a journal on ERT to disseminate the 

research outputs and to create a forum for academic discourse; possibility of a special 

issue on ERT of one or more of the international educational journals (such as 

Prospects or IRE) may be considered as an immediate activity; similar special issues 

may be considered for national journals in China and India.   

 

Stockholm, 10 November, 2010 
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CHAPTER ONE 

Systems Theory Perspective on Education for Rural 

Transformation  

In the Dialectic between Global Contexts and Local Conditions 

H.S. Bhola, Indiana University, USA 

Preamble 

The idea of holistic development is not a new one.  But the development efforts of 

the 1970s and 1980s were often hampered by the „one-size-fits-all‟ mentality 

prescribing reforms from a centralized perspective, without regard for the 

territorially specific needs of a given population or community.  In addition, they 

tended to keep the sectors discreet – agricultural development encompassed a 

broad range of components, from infrastructure to technology, to skills 

enhancement, but it did not benefit from coordination with, for instance, the 

health or education sectors.  The new model of integrated development recognizes 

no such barriers (UN, 2004).     

―There is nothing more practical than a good theory,‖ said Kurt Lewin, back in the early 

1950s.  To this dictum, we can add to what the above Preamble strongly implies, that we need 

the holistic perspective of the systems theory to understand the complexity of the whirling and 

swirling global realities; and then to tame and  transform those realities, to create the ideal 

world of our imagination.       

I. The Essential Theoretical Perspective 

Systems theory (or systems thinking, or total system thinking or holistic thinking) is offered 

as the essential theoretical perspective for both understanding and intervening in the dynamic 

relationship between education and rural transformation within nations.  Systems theory is 

shown to be fully integrated with constructivist theory and dialectical theory as part of an 

epistemic triangle.  Thus seen, the epistemic triangle is able to reveal the complexity of a 

social setting in which education will be used as a means to achieve anticipated ends of rural 

transformation.  Further, it will enable us to construct boundaries of systems of education and 

rural transformation as appropriate to particular settings.  This epistemological perspective 

will also permit us to focus on the calculus of means and ends to be employed in the project at 

hand; and to live with all emergences, resulting from interdependence and interrelations of 

mutual shaping between and among systems.  Most importantly, it will enable us to do all this 

in resonance with the multi-layered contexts, from the global down to the local.  It needs to be 

said, that systems theory is not confined to the social world but is indeed interfaced with the 

ever present, culturally-rooted spiritual systems, thereby invoking questions that relate to the 

moral and the ethical. 

Let us begin by stating that there is a significant difference between being systemic and 

being systematic.  Being systematic – is to be a positivist in our plans, interventions, and 

evaluations.  Being systematic does not include being systemic, which is to take a system as a 
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whole, and not be confined to its particular parts or to linear connections within.  Systemic, 

however, can and often does include the systematic, because the larger system as bounded, 

may include ―social spaces‖, wherein indicators of outputs and behaviors are so concrete that 

they are not contestable in that particular setting, and where assumptions about cause-and-

effect chains are not arguable in the immediate time-frame.  This means that in the study of 

social systems, numbers and meanings can, and perhaps should, come to be joined.  

Expanding on Systems Theory for Holistic Thinking 

The understanding of our existential reality as one cosmic whole is embedded in the sayings 

of the prophets, poets, and philosophers from ages long ago.  But formalized and codified 

systems theory, as a tool for understanding and reconstructing the world, entered the 

discourses of social sciences much more recently, with the publication of Bertalanffy‘s 

general systems theory (Bertalanffy, 1968).  Much has been written on systems theory and 

practice since then, as evidenced in the four-volume set of books on systems thinking, edited 

by Midgley (2002) which includes 76 select classical and contemporary papers on general 

systems theory which now subsumes cybernetics and complexity; second-order cybernetics; 

systemic modeling; systemic therapy and other soft systems.  Also included are critical 

systems thinking and systemic perspectives on ethics, power and pluralism (Midgley, 2002).  

More recently, we have come to the realization that spiritual systems as well have been 

embedded within the complexities of social systems (Bhola, 2000).  

II. The Epistemic Triangle       

Based on a critical analysis and parsing of the systems theory, Bhola (1996) had suggested 

that systems theory was not one self-sufficient epistemology and that indeed some of its 

essential conceptualizations such as boundary setting and emergence, had their roots in two 

other epistemologies, constructivism and dialectics.  Hence the idea of an epistemic triangle 

of three equal sides representing systems theory, constructivist theory, and dialectical theory 

succinctly introduced above (Bhola, 1996, 2002).  Some significant attributes of each of the 

three components of the Epistemic Triangle are suggested below: 

The First Angle: Systems Thinking 

The absolute essentials of systems thinking – complexity, interdependence, hierarchy, and 

emergence:  The first and foremost essential of systems theory is that it assumes any initially 

bounded parcel of social reality under consideration (call it an initial system) to be located 

within the complexity of on-going social processes and existent social arrangements.  This 

initial system is in interdependence with other micro-social organisations (bounded 

subsystems) within it; and also with other macro-social organisations (bounded super 

systems) without.  All these interdependent systems are related both horizontally and 

vertically; and may be in states of interfaces, overlaps, and/or intersections.  These 

interdependent systems are also in continuous relationships of mutual-shaping which create 

what are called emergences – these emergences being ‗consequential‘, rather than ‗causal‘, 

cannot necessarily be anticipated in advance.  Various emergences can ultimately be 

organized as a hierarchy of knowledge-laden statements. 

The process of boundary-setting: The bounding of an initial system, referred to above is 

by no means an easy task since the criteria used for boundary-setting may seldom be merely 

territorial, and will more importantly, also include the socio-geographical, cultural, and 
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political-economic; and in our times also ―virtual‖ spaces carved from various media 

domains. 

Of contexts and conditions: Systems theory seen as part of the epistemic triangle is rich 

in theoretical content in several ways.  First, regarding its theoretic substance is its recognition 

of the importance of context – the umbrella under which the particular system in 

transformation is located.  Contexts – actually the outermost significant boundaries of mega 

systems – are, more often than not, multi-layered.  Contexts may include layers of history, 

culture, political-economy, technology, and social and bureaucratic structures globally and 

within nations.  It can be suggested that in our times, first globalisation, and then political 

economy of a nation, may easily be the two most important layers of the context of any large-

scale social change, anywhere on the globe.  At the other end of the layered context are the 

concrete local conditions – mini-contexts of sorts.  Concrete conditions govern our actions on 

the ground, determining what the local circumstances will permit or will forbid.  The dialectic 

between contexts and local conditions is an important consideration in analysis of any and all 

policy processes of planned change and transformation. 

The Second Angle: Constructivist Thinking 

Constructivist theory asserts that reality does not lie out there for everyone to see and accept 

as it appears, without disagreement regarding its meaning; but that reality is indeed 

individually and socially constructed.  Of course, there are not over eight billion plus versions 

of realities, one for each man, woman and child on the globe.  These realities do get 

collectivized more or less broadly, over long historical and cultural calendars.  Some, through 

processes of knowledge-making by research and analysis, come to acquire the status of truth – 

at least tentatively.  In the same vein, systems do not exist in nature, but are constructed 

through the process of boundary-setting, again involving individual and social constructions.  

Boundaries may also not always be constructed anew.  Some socially constructed systems 

with their particular boundaries and levels may have served us so well that they have come to 

be accepted as ―natural systems.‖  On the other hand some systems will sometimes be 

purposely constructed to be ―open systems.‖ 

In our case of the social dynamics of education for rural transformation, we should 

expect to face a confounding mixture of agreement and disagreement, of clarity and 

confusion, about all our constructions and reconstructions.  Even the three key concepts used 

in the title of the symposium – education, rural, and transformation – will need to be 

reconstructed in the contexts and conditions of nations and regions where education will be 

harnessed for the project of rural development.  Even the boundaries of the system wherein 

the processes will unfold will continue to be reconstructed over time to respond to history, 

ideology (Harding, 1998) and standpoints of the power-elite (Durham, 1998).   

The Third Angle: Dialectical Thinking 

Dialectical thinking essentially means that relationships among social entities are not one-

directional, or deterministic, but interactive and mutually-shaping processes.  Thus, dialectical 

theory accommodates the idea of mutual shaping leading to emergences – a process not 

amenable to Aristotelian logic.  Dialectics also enables us to negotiate the limits of rationality 

and join it with the possibilities of praxis, and thus need not reject positivism out of hand.  

This conception of an epistemic triangle also enables connections with critical theory, 

feminism and postmodernism (Bhola, 2002).    
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III. Globalisation and Political Economy 

In presenting the essentials of systems theory – as part of the epistemic triangle – we had 

suggested that all social policy and action is shaped, first and foremost, by the dialectic 

between the context (almost always multi-layered) on the one hand, and conditions in the 

local setting on the other hand.  Any exercise for putting education to work in rural 

transformation must therefore begin with an understanding of its layered context.  In our case 

the two most important layers of the context are: (1) Globalisation and (2) the political 

economy of the respective nations. 

Globalisation, a universal phenomenon of our times, is often viewed to have accelerated 

world history and shrunk the globe, making all nations and peoples, neighbors of each other.  

Under globalisation, all nations of the world – sometimes categorized as weak states, fragile 

states and strong states – are in the processes of assuming the same ways of being and 

behaving through shared ideology (but with own definitions of democracy!) and technology.  

Some nations in the global community are moving too slowly, hindered by sentimentality 

about their indigenous traditions and knowledge; and others running headlong into the new 

futures, even recklessly (O‘Meara, Mehlinger & Krain, 2000).    

Influencing Globalisation of Thinking and Acting for Rural Development 

As expected, globalisation has dramatically influenced national policies and practices of 

education for rural reconstruction around the globe.  And indeed, it is the whole conclave of 

international agencies that has been responsible for the renewed interest in rural 

transformation around the globe.  Several important initiatives have been taken under the 

aegis of United Nations (UN) in cooperation with others of its affiliated agencies, such as 

United Nations Educational, Scientific and Cultural Organization (UNESCO), United Nations 

Development Programme (UNDP), World Health Organization (WHO), Food and Agriculture 

Organization of the United Nations (FAO), United Nations Industrial Development 

Organization (UNIDO) and others like United Nations Children‘s Fund (UNICEF).  Several 

international agencies outside the UN family, such as the Organisation for Economic Co-

Operation and Development (OECD) and the World Bank, and multiple bilateral agencies, 

have also worked in cooperation with the UN and provided support to developing nations 

through loans and grants for project planning and implementation.  It is not within the scope 

of this paper to present a detailed history of influences of globalisation and of global 

institutions on rural development worldwide.  However, a thumbnail sketch could yet be 

useful.  

Establishment of INRULED 

In 1994 in cooperation with the Peoples‘ Republic of China (PRC), UNESCO established the 

International Center for Research and Training for Rural Education Development 

(INRULED), which has since engaged in developing discourses in rural education and 

promoting theory and practice in the area ever since.  Undoubtedly, this initiative of 

UNESCO and PRC can be seen as a special marker in focusing international interest on rural 

education for rural transformation (UNESCO/INRULED, 2010).  The Wikipedia entry on the 

above subject, states that:  

 

Over the years INRULED has initiated and facilitated a wide range of 

programs and activities focused on rural education which have direct 
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bearing on rural development and poverty reduction with linkages to the 

midterm and biennial programs of UNESCO in literacy, continuing 

education and primary education within the broader framework of 

Education-for-All (EFA).  INRULED is inclusive in these programs and 

activities, in that it has involved practitioners and specialists from around 

the World, with particular emphasis on South-South participation and 

collaboration.  The products and outcomes of these activities are significant 

and have resulted in many valuable publications (paper and electronic) and 

informal networking of a wide range of institutions and professionals whose 

work focuses on development of education in rural areas in developing 

countries (“International Center for Research and Training for Rural 

Education Development” 2009, para. 8).        

Folding of the “Education for Rural Development” into Other UN Initiatives with Shared 

Goals    

The most significant development in regard to education for rural development may have 

been that the UN and its affiliated agencies working together have folded the project of 

education for rural development into its ongoing international initiatives such as EFA  and 

then into the Millennium Development Goals (MDGs), leading ultimately to sustainable 

development, with emphasis on poverty eradication. 

A series of ministerial meetings organized under the aegis of the UN on the subject of 

rural development have adopted resolutions directed to policy makers around the globe.  For 

one, the ministerial declaration of July 2003 stated that the eradication of rural poverty and 

hunger was critical to the achievement of the internationally agreed development goals now 

included in the MDGs and then went on to declare emphatically that ―rural development 

should be an integral part of national and international development policies, including 

bilateral donor response strategies and the activities and programs of the UN system‖ (UN 

Public-Private Alliance, 2004). 

A subsequent resolution on 12th July 2004, emphasized the use of systems approach to 

rural development, asking for a ―coordinated and integrated UN system approach to 

promoting rural development in developing countries, with due consideration to least 

developed countries, for poverty eradication and sustainable development.‖  Another meeting 

in 2004 asked for ―firm Global Partnerships.‖ A meeting in July 2005, returned to the problem 

of poverty eradication and sustainable development.  The July 2005 meeting was not meant to 

be the last and such meetings were anticipated to continue during the coming years. 

Parallel to the series of meetings reported above, during 2003 and 2004, another 

important meeting took place at the behest of the Economic and Social Council of the UN 

which in the spirit of the times, asserted that: ―It is almost self-evident that in this age of 

globalized trade and information, an integrated approach to development is the only possible 

course.  Any successful development must take into account the social, cultural, economic, 

environmental and geographic realities that shape the lives of peoples all over the world.‖  

The Council went on to suggest that all this was possible to encompass by taking systems 

theory perspectives (UN, 2004). 

The recent report by the UN Research Institute for Social Development (UNRISD) and 

speeches made on the occasion do take a macro political-economic view of poverty 

eradication which has to be at the core of any project of education for rural transformation:  

Even if globally the poverty rate is reduced by half by 2015, as the latest UN 

progress report on the MDGs suggests, about one billion people will still be 

mired in extreme poverty by 2015.….The authors do not deny some of the 
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macroeconomic policy needs embodied in the World Bank's PRSPs, or the goal-

setting of the UN-MDGs and of programs in specific sectors.  But they argue that 

these approaches are doomed to failure by addressing poverty as a “residual 

category” rather than pursuing structural transformations, including job 

creation, universal rights to social services, and countering inequality as well as 

poverty…. The “often contradictory impact of certain macroeconomic policies; 

and the political and social relations that structure power and exclusion” 

continues to prevail (UNRISD, 2010). 

Context of Political Economy of Nations               

Having projected the dominant all-pervasive influences of globalisation on projects like the 

one in hand, we now move to the second most important layer of the total context, that of 

political economy.  It should be pointed out that globalisation as the outermost layer of the 

total context has influenced the second layer of the total context, that is, of political economy, 

in significant ways.  Yet, the layer of political economy has acted as a filter that was often 

selective and active in re-shaping what it let through.            

The Making and Un-making of the Breton Woods Consensus       

In the discourses of development within the UN and other international agencies, direct 

references are hardly ever made to political ideologies, or to political-economies of nations.  

This is so because the UN and its affiliated organisations are all supposed to assume an 

apolitical stance in all their discourses of development to be able to serve the interests and 

needs of all its member states which do of course have different ideologies and political 

economies, ranging from Marxist, Maoist, socialist and fascist, to monarchist, theocratic, 

capitalist and democratic states.  Yet globalisation had always embedded in it, an ideology of 

political-economy, as sanctified in the Breton Woods Consensus of 1944 that foresaw a world 

where nations pursued politics of democracy with popular voting and free market economy 

linked to privatization, free trade, and minimum state regulation.  The World Bank and the 

International Monetary Fund came to be the standard bearers of this ideology of political 

economy. 

The ideology and the model of change in the politics and economies preached by the ex-

colonial, powerful nations of the West, often accompanied by grants and loans and technical 

assistance, could not be completely resisted by the powerless and poor developing nations – 

only a few nations with mature polities and economies, such as India, China and some others, 

could hold their own – to an extent.  Yet no nation was an empty slate on which the new 

scripts could be written in quick short-hand.  The processes of social-structural changes in 

politics and economy are inherently gradual.  There were complexities of history, culture, 

demography, economy and technology within which proposed models had to be re-invented 

and slowly implanted in social structures and individual identities.  That helped the powerless 

nations to withstand the pressures of globalisation to some extent. 

In the 1980s, the model of political economy being sold by the West was itself under 

pressure.  ―Capitalism with a human face‖; ―Market with social responsibilities‖, and similar 

other slogans were being invented.  Economic development became socio-economic 

development, which then morphed into sustainable development with clear and direct 

emphasis on poverty eradication (Bhola, 2008). 

Adam Smith‘s vision of capitalism based on a free market, suggesting that the invisible 

hand of the market will solve all problems, is now considered laughable.  Anatole Kaletsky in 

his book  has talked of four generations of capitalism that have emerged during the last two 
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hundred years: (i) The classical era of laissez-faire (or capitalism 1.0); (ii) The depression 

(which spawned the government-heavy era of capitalism 2.0); (iii) The stagflationary 1970s 

(from which rose the free-market capitalism 3.0); and (iv) Capitalism that is now emerging is 

capitalism 4.0 –  transforming the relationship between markets and governments; and 

between politics and economics (Kaletsky, 2010).   

Choosing the Middle Way: In China and India                

While the free market was being bridled in the West, the political elite in both China and 

India, for their own reasons, wanted to harness the market for their political and economic 

ends.  In China, Deng Xiaoping, the paramount leader from 1978 until the early 1990s, was 

toying with the idea of moving China toward the market economy.  In 1990, when this author 

was in China for a one-month-long UNESCO Mission on Literacy for Development, he was 

astounded when every national counterpart that he worked with was repeating Deng‘s already 

famous quotation: ―To get rich is glorious.‖  China has since accepted ―socialism with 

Chinese characteristics,‖ and embracing capitalism only insofar as it can be used as an 

instrument of state power.  State-owned industrial and business corporations and banks, for 

example, engage in market behavior, but the Communist Party diktat of ―Macro-prudential 

supervision‖ prevails.  The goal is the search for a ―harmonious society.‖ 

The Economist in a recent issue suggested that China is not quite rejecting Western 

values such as democracy but rather fighting over those values.  The supporters of the 

Chinese model believe ―that people should obey the government, the state should control 

assets and the interests of individuals are subordinate to those of local development.‖  They 

are today pitted against the liberal model of universal values – pushi jiazhi – that includes 

concepts commonly associated with ―freedom, democracy and human rights.‖  As Mr. Wen, 

an authoritative voice in China said in 2007: ―science, democracy, rule of law, freedom and 

human rights are not unique to capitalism, but are values commonly pursued by mankind over 

a long period of history‖ (China: The debate over universal values, 2010, October 2). 

India with its parliamentary democracy – in spite of all its distortions, disruptions and 

corruptions – was congenial to the political ideals of the West.  The economic order as it 

prevailed in India did not, however, have much to commend itself.  The rural economy overall 

was in the hands of landlords, and the new industrial economy was shaping up into a state 

owned system – benefiting only the new political class, the managers and bureaucrats, and 

new professionals.  India‘s state capitalism, joined with permit-license Raj was suffocating 

innovation and entrepreneurship.  During the years 1991-1996, Manmohan Singh, who at one 

time held a high position in the World Bank, became India‘s finance minister.  While in that 

position, he undertook dramatic steps to move towards a free market economy, to end the 

permit-license Raj and to open the economy to greater opportunities for trade and 

investments.  Yet the state was not to neglect its responsibility for the common welfare of the 

people, particularly of the poor, powerless and the excluded.  These policies are very much 

alive today.  Such re-constructions of national political-economies had consequences for rural 

development both in China and India 

IV. Systems Analysis for Informing Both Policy and Action 

Systems thinking as the arrowhead of the epistemic triangle formed by systems thinking, 

constructivist thinking and dialectical thinking (as presented in section 1 above), compels the 

understanding that policy making, policy implementation, and policy evaluation are first and 

foremost social processes which are, of course, at the same time informed by analytics, 
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methodologies and technologies provided by philosophy and social sciences and now 

computer sciences.  Each of the three processes of policy making, implementation and 

evaluation are in dialectical relationships each with the other.  A good policymaker engaged 

in the process of policymaking, looks ahead to implementation and evaluation.  Successful 

implementers look before and after as they develop the logic of action, and design programs 

and projects and innovative strategies for the actualization of policy intents.  Good evaluators 

look back to policy assumptions and statements, to choose priorities among evaluation 

questions and to write indicators based on the work of policymakers and implementers.  In 

conducting formative evaluation studies, they influence changes, big and small, in policy 

itself, as also in the objectives and designs of implementation.  In conducting summative 

evaluations, evaluators, produce assessments of results obtained, enabling more important 

rethinking of policy and implementation processes.  By developing comprehensive 

Management Information Systems (MISs) they influence similar projects elsewhere, at home 

and abroad (Bhola, 2005). 

The Practice of “Education for Rural Transformation” 

In the praxis and practice of social intentions on the ground in society, the following basic 

questions arise: What will be done?  Who will do it?  How will it be done?  Who will it be 

done to? 

The categories of the configurations model for planned change and innovation diffusion 

(the CLER model) (Bhola, 1988), should provide an understanding of the complexities of the 

project of ―education for rural transformation‖; and then enable us to invent strategies for 

appropriate interventions (Figure 1:1 below). 

 

Figure 1:1.  A View of Actions and Actors 

___________________________________________________ 

 

Multi-layered Context of Policy Processes 

 

Planner                    Objective                    Adopter 

System         X       of Change        X        System 

\|/ 

The Logic of Action 

___________________________________________________ 

  

 

In developing a discourse relating to the calculus of means-and-ends for using ―education‖ to 

generate ―rural transformation,‖ dictionary meanings or standard definitions of the concepts 

and descriptors contained herein will not do; nor will their usage in other national and 

international projects suffice.  These concepts and descriptors will have to be reconstructed in 

the contexts and conditions, at a particular time and location, of our particular project of 

planned change.  The logic of action in this case, that is, using education as the instrument of 

rural transformation, will also need to be justified.  Serious work will be needed in boundary-

setting of both the planner system and the adopter system that cannot be taken for granted as 

good, since the two exist in dialectical interfaces with each other – and with the objective of 

change.  All this could compel the planners to re-form the boundaries of planner and adopter 

Systems – and include new actors and agents and oust old ones – as new realities may 

demand.  In the following we will expand on some of these predicaments: 
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Defining the Rural Condition          

There is more to a rural area than being ―located outside the municipal limits of a city.‖  As 

defined in an FAO-UNESCO monograph, a rural area is: ―a space where human settlement 

and infrastructure occupy only a small share of the landscape; natural environment dominated 

by pastures, forests, mountains and deserts; settlements of low density (about 5-10,000 

persons); places where most people work on farms; the availability of land at a relatively low 

cost; a place where activities are affected by a high transaction cost, associated with long 

distances from cities and poor infrastructures (Atchoarena & Gasperini, 2003, p.25). 

This definition provides a useful springboard for developing useful definitions in situ, to 

resonate to the fast-changing new demographic realities.  Consider the phenomenon of 

migrations from the rural to the urban.  In China today, we see villages ―of empty rooms, 

children left behind and frail grandparents who struggle to hold it all together.  Most of the 

able-bodied adults have left the hamlet of rutted muddy roads and drought-withered fields of 

corn.‖  Almost a third of the rural children, we are told, ―are growing up without one or both 

parents who have migrated in search of work‖ (Stack, 2010, October 3). 

Regarding the coming over of the rural to the urban in India, a Hollywood film, Slum 

Dog Millionaire, now world known, told the story at the other end of migrations from rural to 

urban.  Except for the fictional slum dog growing up to be a millionaire, the depictions of 

slum dwellers living in filth, surrounded by crime, exploitation and inevitable despair is close 

to the realities of the rural migrants now settled in city slums.  There is nothing fictional about 

it.  The phenomenon of migration from rural to urban is not confined to high population 

countries like China and India, but is occurring in all developing countries. 

This challenges us to re-define the rural condition and what rural transformation would 

mean, in our times.   

Meaning of Rural Transformation             

What is the structure and content of rural transformation that development professionals seek 

to bring to the people in rural communities in present-day rural areas?  How is it different 

from the older and perhaps less passionate term, rural development?  How do we derive a 

practical set of operations to undertake to actualize development or transformation? 

Atchoarena and Gasperini of the FAO/UNESCO study of 2003 stay with the old more 

staid term, rural development which for them:  

…encompasses agriculture, education, infrastructure, health, capacity-building 

for other than on-farm employment, rural institutions and the needs of vulnerable 

groups. Rural Development aims at improving rural people‟s livelihoods in an 

equitable and sustainable manner, both socially and environmentally, through 

better access to assets (natural, physical, human, technological, and social 

capital), and services, and control over productive capital (in its financial or 

economic and political forms), that enable them to improve their livelihoods on a 

sustainable and equitable basis” (Atchoarena & Gasperini, 2003, p.25). 

The theoretical perspective offered in this paper will, of course, require that the concept of 

rural transformation be re-constructed and re-defined within the existent dialectic between 

context and conditions within a particularly place – the well-bounded rural areas under 

review.         
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Education as Instrument of Rural Transformation 

Education, in itself, is a complex concept.  One set of categories of education includes: 

Formal education (meaning schooling), non-formal education (provided in out-of-school 

settings for those bypassed or underserved by formal schooling) and informal education (that 

comes closest to socialization within families and at work places).  Formal education has been 

further classified by levels, such as basic (or elementary or primary) education; middle or 

junior higher school education; high school or secondary education; higher secondary 

education; and college or university education.  In one sense rural transformation will need to 

draw from all these categories of education for meeting its needs for research and 

development, capacity building within institutions, and training of agents to work within these 

institutions and out in the field.  The more important question, however, that must be 

answered is: What category and content of education will be required for the prospective 

beneficiaries of rural transformation? 

In earlier debates of what education will best serve the purposes of development, 

including rural development, the answer more often than not was adult literacy.  It was 

assumed rightfully that adult men and women – who were already in the culture, in the 

politics, and in the economy of the community would have to be the agents of their own 

development and the development of their rural communities.  Literacy as the Chinese 

educators had proclaimed was the ―portal to all knowledge.‖  As knowledge-content was 

added to the 3-R‘s, adult literacy would inevitably become adult education including 

agricultural extension, and health extension.  By an irony of history, literacy a term which was 

always used in relation to adults (reading was the terms reserved for ―literacy‖ for children) 

was now made ambiguous by using the term literacy for both adults and school children.  

With the equation of development with modernization, schools came to be preferred as places 

for imparting literacy; and ―adult education‖ as it used to be, now came to be neglected.  The 

UN projects of EFA over time came to be ―Education for All Children‖.  The MDGs 

proclaimed in 2000 have continued with their sharp focus on primary education of children 

and make no mention of adult education of rural people.  More recently whatever used to be 

―education‖ has become ―learning‖ and thereby ―adult education‖ has become ―adult 

learning‖ – as if learning could always happen without any formal or non-formal, more or less 

organized experience called ―education!‖      

The Logic of Action 

The logic of action in this discourse – that is, focusing on education as the instrument of 

choice for rural transformation – also needs justification.  Most social scientists and policy 

makers and planners today would assert that while education is necessary for social change 

including rural transformation, it is by no means sufficient.  Planned social change does 

indeed have two dimensions – the instructional and structural, and the two must be joined 

together.  Education (that is, the instructional component) will not only teach needed skills for 

life and work but also help beneficiaries to internalize their rights, realize their own self-

interests, be prepared for the new powers and responsibilities, and acquire knowledge, 

attitudes and skills needed to continue enhancing their life styles, life chances, and the futures 

of their children.  But without accompanying structural change, educational achievements will 

be systemically inconsequential.  Atchoarena and Gasperini in their definition of rural 

transformation emphatically make this same point of joining the instructional with the 

structural (Atchoarena & Gasperini, 2003, p. 25). 

Related to the above is another consideration: the question of ―What education?‖  The 

type, level, and content of education suitable in one set of context and conditions would not 

suit another setting.  What is good for urban slums may not be suited to agrarian communities.  
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Most developing nations have not just one homogeneous economy, but three simultaneous 

economies –subsistence economy, intermediate economy and corporate economy (Bhola, 

2007).  Learners in different locations must be prepared to function first within their 

communities – but without blocking their possibilities to migrate to another economy for 

better rewards. 

Scenarios and Scripts for Rural Transformation 

The CLER model presented above, also suggests that for designing interventions, all of the 

four factors, relevant to action on the ground: Configurations of planner and adopter systems; 

linkages between and within configurations and their constituent parts; environments in which 

planner systems and adopter systems are located; and resources available to both systems, 

should all together be synergized, not necessarily be maximized – to increase the probability 

of a change event occurring as intended. 

Understanding the dynamics within the systems bounded as planner and adopter 

systems: Analysis of the larger system defined as education for rural transformation, should 

reveal the presence of two major social configurations formed of systems, supra-systems and 

sub-systems: (i) One describing the policymaking configuration; and (ii) another of the 

configuration including beneficiary entities.  Both will in turn include individuals, groups, 

institutions or organisations, and communities or sub-cultures, all joined in horizontal or 

hierarchical relationships.  The linkages creating these configurations will be both formal and 

volitional.  The resources available to various entities, at various levels and locations of the 

total system, will be different and varied including: cognitive-conceptual, institutional, 

material, of personnel, of influence and goodwill, and of time.  Not all entities necessarily will 

be responding to the same one environment – they might indeed be dancing to many different 

drummers.  These four analytical razors, organized together as the CLER model, will first 

help in understanding the field situation and then provide a logic of action for transforming it 

(Bhola, 1988). 

Using the CLER model for socio-graphics for choosing points of intervention and 

resource allocations: It should also be stated here that configurations of planner and adopter 

systems can be further identified as individuals, groups, institutions and communities or sub-

cultures and then be seen to exist in sixteen configurations-based relationships: I-I, I-G, I-IS, 

I-CL; G-I, G-G, G-IS, G-CL; IS-I, IS-G, IS-IS, IS-CL; CL-I, CL-G, CL-IS, CL-CL.  This 

analysis can thus be used in developing useful socio-graphics to identify points of potential 

intervention and their content. 

Strategies of Making Change: The socio-graphic placed beside the statement of 

objectives would also beg further questions such as: What agents and agencies identified as 

constituents of the policy system have the rights and obligations of achieving one or more of 

those change objectives?  What level or levels of the state will (or should) be engaged in the 

implementation and subsequent evaluation?  Should civil society and private organisations be 

invited to join the state initiative?  Another set of questions would be regarding commitment, 

competence, communication, and compassion among the providers, for the poor and 

powerless to whom these programs are directed.  A program like education for rural 

transformation that deals with the poor and powerless cannot be seen as just one of scores of 

such initiatives undertaken by government.  The power elite at the highest levels should set an 

example and work consistently at all levels to keep commitments alive.  Accountability 

should be more than a fancy word but joined with clear incentives and disincentives (Bhola, 

2010). 

Competence through organized capacity building for competent work:  Capacity 

building within the total system will on the one hand require agendas of research and 

development, and on the other hand, training of field workers, with trainers and evaluators.  
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Between these two ends, agendas for research, both general and applied, and for development 

based on that research; would lay bare further needs for capacity building and training of 

agents and agencies involved.  The evaluation function will require particular attention and 

guidance for designing and developing MISs, for storing data usable for formative and 

summative in-house evaluations and for sharing with national and international data systems. 

Drawing Lessons from Experience       

Lessons from experiences of self or others, from own country or other nations are neither 

easily nor correctly drawn.  Different lessons may be learned by different agents and agencies 

depending on their standpoints and perspectives that are brought to bear on the processes of  

―reading the reality‖ as constructed; analyzing the calculus of means and ends employed; and 

then engaging in the act of applying those lessons to their own condition. 

To illuminate these processes, a considerable amount of theoretical work has become 

available in such areas as innovation diffusion, technology transfer, social intervention 

models, management theory, knowledge transfer, and program and implementation theory.  

More recently, there has been a discussion of planned change under the rubrics of ―Policy 

Borrowing‖ and ―Scaling-Up‖, that is, going from small-scale experiments and tested results 

to a large-scale program (Coffman, 2010).  Once again the essential point to be made in 

drawing lessons is that borrowing and scaling up should be done, both by borrowers and 

lenders, within the perspectives of systems theory and practice.   

The Moral Imperative 

Finally, after all is said and done, the moral question must be faced.  Here again, systems 

thinking should help, for systemic thinking does include not only ideology and epistemology, 

but also the moral system.  System theorists crave for joining the social scientific with the 

spiritual (Bhola, 1994).  They seek a universal moral order of social justice, mutual tolerance 

and global peace.  Both China and India can rightly boast of grand moral traditions – but that 

all seems to be in the distant past.  Stories from both these great lands, are today sadly of 

greed, corruption and deceit.  These stories are not just spun by detractors at home and the 

enemies abroad, but are based on carefully developed evidence from everyday life of the 

people of these two nations by agencies like Transparency International. 

 

Hoping against hope, I like to end by hoping that ―We Will Overcome!‖ 
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CHAPTER TWO 

STRENGTHENING THE LINKS BETWEEN EDUCATION, 

TRAINING AND OBJECTIVES RELATED TO FOOD SECURITY  

How a Capacity Development Perspective Will Help 

Ingemar Gustafsson, Institute of International Education, Stockholm University, 

Sweden with Lavinia Gasperini Senior Officer, FAO 

I. Purpose and Scope of the Paper 

This paper was commissioned by the Task Group on Training for Technicians for Capacity 

Development (OEKD/FAO) and the Education for Rural People Flagship Partnership.  The 

Education for Rural People Initiative (ERP) is a collaborative effort between the Food and 

Agriculture Organization of the United Nations (FAO), United Nations Educational, 

Scientific and Cultural Organization (UNESCO) and the 363 partners who are members of the 

ERP network.  The FAO led Education for Rural People Partnership was officially launched 

during the World Summit on Sustainable Development (WSSD) in Johannesburg, South 

Africa in 2002. 

The paper is written against a background of the fact that there are over 1000 million 

people in the world today who do not have access to adequate food on a sustained basis.  They 

are food insecure.  Or expressed in a more direct way, there is one billion hungry people in 

the world today, despite all international targets and action plans aimed at reducing poverty.  

70% of the world‘s poor are rural poor.  The percentage is highest in Africa. 

There is a close correlation between poverty and lack of education, including adult 

literacy in both rural and urban areas.  The correlation is stronger in rural areas.  Although 

there are big variations, another feature of education and training has remained over the years.  

It is that neither the formal system of education nor non-formal and targeted programmes 

have managed to bridge the gap between urban and rural areas.  The rural areas are 

disadvantaged when it comes to access to information, knowledge and opportunities for 

education, be it formal or non-formal.  This gap is shown by indicators for school attendance, 

completion rates and access to literacy and other adult education programmes.  It can also be 

illustrated with reference to the quality of teachers, books and school buildings.  There are 

many reasons for this and they vary with the context (Atchoarena & Gasperini, 2003, 

FAO/International Institute for Educational Planning - IIEP, 2006). 

This paper is intended as a tool for all those who are seeking ways to strengthen the 

links between education, training and wider individual and societal objectives related to food 

security.  It uses the FAO policy and concepts of capacity and capacity development as a lens 

and as a bridge between the general discourses on learning, education and training on the one 

hand and on food security on the other.  Also, it discusses the relationships between learning, 

education and capacity.  The first part of the paper presents a framework that illustrates how 

the concepts of learning, education and capacity can be understood and linked.  The second 

identifies links between education and objectives related to different dimensions of the 

concept of food security.  The third part offers some concluding comments based on the 

analysis.  In this context, it discusses the role of the ERP as a bridge between policy 
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frameworks and organisations.  It also concludes that the ERP is a network of mutual learning 

which is typical of modern knowledge societies.  The paper draws heavily, but not exclusively 

on material from the ERP generated since its inception in 2002. 

II. Framework for the Analysis 

Capacity and Capacity Development 

The etymology of the concept of capacity stems from French capacité (latin capacitas) and it 

has two meanings.  The first has to do with space i.e. what can be contained in a room, a ship 

or a container etc.  The other meaning has to do with action.  Capacity is what individuals, 

organisations or countries are able to do.  In the words of a recent definition by the 

Development Assistance Committee of the Organisation for Economic Cooperation and 

Development (DAC), capacity is ―the ability of people, organisations and society to manage 

their affairs successfully‖ (DAC, 2006, p. 12).  According to the draft FAO Corporate 

Strategy ―Capacity Development ideally unfolds across three dimensions; an enabling policy 

environment, the institutional dimension and the individual dimension‖ (FAO, 2009c, p.1).  

This definition relates to capacity development as a way to get to what the DAC has defined 

as capacity above.  It signals that it is important to look at the ability of individuals and of 

organisations/institutions.  It is equally important to identity the policy environment.  It is 

understood in this definition that an enabling policy environment will open up possibilities for 

action by individuals and organisations/institutions.  Needless to say, there may also be other 

policy environments that prevent individuals and organisations from using their capacity.  

Also, the FAO definition, unlike the DAC definition above, does not include physical and 

technical factors that may facilitate or prevent people, organisations and countries to act.  This 

is an advantage when the concept is used for analytical purposes.  The DAC definition is so 

wide that it may include almost everything when it comes to the question of capacity 

development. 

In the case of the FAO, these capacities relate to individuals and organisations that act 

on objectives related to food security.  The policy environment is important in that it may 

open up or close possibilities for individuals and organisations to act.  It should be noted that 

in the real world there is hardly any capacity that is developed without a purpose.  Capacity is 

always related to normative issues, or expressed in another way: What capacity is can hardly 

be separated from another question, namely: Capacity for what?  And yet, it is useful for 

analytical purposes to think about capacity and capacity development as a generic term. 

This being said, it should be important to note that there is an unfinished discussion 

about criteria for the evaluation of capacity.  How is it possible to know that capacity has been 

developed and exists in real life? 

There are basically two answers to this question, both of which will be addressed in this 

paper.  The first says that capacity exists when there are capable people, efficient 

organisations and a normative policy environment that is conducive to change.  There should 

also be reasonable correspondence between the three levels in relation to the capacity that is 

required, say to increase agricultural production.  Capacity is measured according to its 

component parts and what it takes to create capacity is understood in this way.  The second 

answer is that capacity can only be measured in a meaningful way when it has been translated 

into action.  For the most part, it is easier to measure what has been done to create capacity 

i.e. through education, organisational and policy changes than to establish that this capacity 

has led to the achievement of higher order objectives such as increased agricultural 

production. 
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One of the merits of the FAO‘s definition with three dimensions is that it makes a clear 

distinction between normative frameworks such as policies on the one hand and the 

organisations set up to implement them on the other.  It is a distinction between normative 

frameworks as ―the rules of the game‖ and organisations as the way resources are combined 

to ―play the game.‖  For example, the rules of the game of football are the same for all.  The 

way a coach decides to organise the football team will vary and may even change during the 

match.  The way resources are combined is not one and the same for all teams even if the 

purpose is the same (to win the match) (North, 1990).  The linkages between the three 

dimensions of the concept of capacity have been illustrated in Figure 2:1 below. 

 

Figure 2:1. Capacity Development as an Interplay between Individuals, 

Organisations and Policy Frameworks 

 

 

Comments 

There are linkages and interdependence between the different levels of analysis.  Individual 

capacities that are enhanced through learning will be carried out within a formal or informal 

organisation.  The capacity of the organisation is not only contingent on the capacities of the 

individuals but on the way these resources are combined and used.  Results may also depend 

on the ―culture of the organisation‖ or the informal normative frameworks that exist within 
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any organisation.  Action undertaken by the organisation will also be the result of incentives, 

information flows, management styles and an enabling policy environment.  These policies 

may facilitate or restrict the organisation from doing what it set out to do.  Individuals within 

the organisation may act as a result of education and training but they may also refrain from 

doing so for a number of other reasons related to their policy environment.  What you actually 

do as a result of learning may also be a result of what you think you can do and what you are 

allowed to do.  These few examples are mentioned in order to point out that this framework is 

only the beginning of an analysis.  It has to be contextualised in each situation.   

III. Learning, Education and Capacity Development 

It is concluded in the FAO strategy that education and training are important pillars of the 

strategy.  They are interlinked with the process of capacity development.  In the DAC Good 

Practice Paper, it is concluded that learning is central to the process of capacity development.  

If and when individuals act as a result of their learning, this can be taken as an indication that 

they are using the capacity that they have acquired through learning.  The links are not one 

and clear-cut.  They will vary with the context.  In this section, this kind of thinking will be 

applied to the learning process itself.  Individuals learn.  When this learning takes place in an 

organised way, this will be called education.  This distinction refers to the individual and the 

organisational level of analysis above.  

Three questions arise. They are the following: 

- What is learning? 

- How is learning organised? 

- Which are the specific international and normative frameworks that pertain to 

learning and education? 

Learning 

There are many definitions of learning.  This paper is based on an understanding of learning 

as the interplay between inner mental processes and contacts with the environment (Jarvis, 

2007).  According to Jarvis, there is often a disjuncture between what the individual carries 

with him or her and what he or she experiences in the environment.  The more rapid the 

changes are, the more likely it is that a disjuncture arises.  It is precisely at this disjuncture 

that learning takes place.  The individual takes in this ―new sensation‖, gives meaning to it 

and decides to comply with the environment or to change it.  But this can only happen as 

individuals gain a sense of self and self-identity and can become ―actors in the situation as 

well as recipients‖ (Jarvis, 2007, p.6).  Understood in this way, it is almost a given that 

learning takes place throughout the life span of an individual.   

Learning and Education 

Education is a system aimed at the promotion of learning.  In all countries today education 

consists of complex national systems with professional teachers, instructors, planners and 

managers.  These organisations work in an equally complex policy environment which may or 

may not be conducive to individual learning.  Not long ago, in the history of modern 

development, the bulk of all learning took place in the family and in the workplace.  It was 

not organised to the same extent as modern systems of education are.  Also today, a lot of 

learning takes place outside the organisation of a school or a university, perhaps increasingly 

so.  This learning is usually less structured and well organised. 
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Learning and structured forms of training also take place in the myriad of other 

organisations that make up modern society.  Learning is not their main mission but 

developing their capacity is unthinkable without deliberate education and training efforts 

aimed at learning within and outside the organisation.  It has been argued by some observers 

that the definition of learning should be extended to organisations.  In this understanding it is 

not only individuals within organisations who learn.  There is a whole body of literature with 

roots in organisational theory, which argues that organisations should be treated as ―learning 

organisations‖ (King, & McGrath, 2004, Ohlson & Granberg, 2009).  When organisations for 

learning are brought together into a coherent system, this will be called a system of life-long 

education.  Some countries have made deliberate efforts to build such integrated systems of 

organised learning.  The relationship between learning and education is illustrated below. 

 

Figure 2:2.  The Relationship between Learning and Education 
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Comments 

The reality for rural people is far from this vision of life-long education.  The more typical 

picture is that education for rural people is taking place within many different structures 

within and outside the state.  Also, rural people learn outside these organised structures set up 

for the purpose of learning.  It is important to recall what was observed by Coombs and 

Ahmed in 1974:  

Non-formal education contrary to impressions withstanding, does not constitute a 

distinct and separate education system, parallel to the formal education system.  It is any 

organized, systematic educational activity, carried out outside the framework of the formal 

system, to provide selected types of learning to particular subgroups in the population, adults 

as well as children.  Thus defined, non-formal education includes, for example, agricultural 

extension and farmer training programmes, adult literacy programmes, occupational skill 

training given outside the formal system, youth clubs with substantial educational purposes, 

and various community programs of instruction in health, nutrition, family planning, 

cooperatives, and the like (Coombs and Ahmed, 1974). 

International Policy Frameworks Pertaining to Learning and Education 

The international rights framework pertaining to education is more far reaching than is 

commonly assumed. ―Everybody has the right to education‖ is a frequently quoted sentence 

from the Universal Declaration of Human Rights of 1948.  Less well known, perhaps is that 

this paragraph continues by stating that:  
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Elementary education shall be compulsory.  Technical and professional education 

shall be made generally available and higher education shall be equally 

accessible to all on the basis of merit.  Education shall be directed to the full 

development of the personality (Tomasevski, 2003, p.41).   

 

The most elaborate statements are to be found in the Declaration of the Rights of the Child.  It 

includes: 

 

The right of disabled children to education and special care. It should be provided free 

of charge when possible. 

The right of children to education, regardless of their sex, where they live or what 

language they speak. 

The right to education of refugees and populations affected by war, displacement and 

calamities. 

The right of working children to education. 

 

In this Convention, the right to education is linked to the principle of non-discrimination 

(SIDA, 2000).  There is also an international agenda of action expressed in the Jomtien 

Declaration on Education for All and in the Dakar Framework of Action.  The Jomtien 

Declaration of 1990 set the stage for international initiatives and was followed by six concrete 

goals and a framework for action ten years later at Dakar (World Conference on Education for 

All, 1990 & World Education Forum, 2000).  The Jomtien Declaration concluded in 1990 that 

―what is needed is an ―expanded vision‖ that surpasses present resource levels, institutional 

structures, curricula and conventional delivery systems‖ (World Conference on Education for 

All, 1990, p.4).  Both are an attempt at crossing organisational borders: between formal and 

non-formal education, between levels of education and between knowledge areas. 

What should be the purpose of learning?  Individuals have a variety of reasons to learn.  

Two important international UNESCO reports have synthesised a very broad discussion of 

what should be the different purposes of learning when translated into organised forms of 

learning.  One is the Report of the Faure Commission in 1972, which was followed by the 

Delor Commission Report in 1996 (Faure, 1972 & Delor, 1996).  According to the Delor 

Report, there ought to be four objectives: (1) learning to know, (2) learning to do and (3) 

learning to live together.  Following the tradition of the Faure Commission, the fourth 

objective was formulated as (4) learning to be. 

Where do Rural People Learn? 

It was noted in the introduction that the relationships between learning and education have 

changed over time. Today, all countries seek to develop formal systems of education as a way 

to organise learning.  It is also a fact that most organised learning takes place in hierarchical 

organisations, be they schools, universities or organisations for extension work.  What can be 

described as typical from a national and international perspective may not be typical at all for 

rural people.  Formal education may not be accessible, due to long distances to schools or 

high user fees.  Rather, rural people continue to learn what they need to learn in other settings.  

The question that arises is if there are worldwide trends that will change the way organised 

learning is taking place among rural people?  

Rural people walk in and out of organisations for learning during their life-span.  Many 

never get in contact with a primary school, let alone a secondary school or a university.  On 

the other hand, experience has shown that sending children to school is a very important part 

of the survival strategy of rural families.  If these possibilities are not open and they want to 
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improve their capacity through learning, they may do it in other settings.  For example 

farmers have always had their networks and they have learnt from each other and as observed 

in a study by the International Fund for Agricultural Development (IFAD): ―Most farmers 

learned more by looking over the fence and copying techniques from other farmers‖ (than 

through extension or other organised forms of learning, my comment) (IFAD, 2005, p.4). 

Indeed, it has been argued by some observers that the whole tradition of extension 

service as organised learning is undergoing change.  For example, a recent literature review of 

experiences of agricultural extension in Africa observes that ―the building of farmers‘ 

management and problem solving capacity requires joint learning through practical field 

work‖ (Duveskog, 2007, p. 6).  This observation reflects past experiences of rural extension 

but it also reflects a changing reality for the farmers.  The trend is towards diversification of 

activities and sources of income.  In this new reality, farmers need to get together and 

organise themselves.  It is not possible a priori to define what constitutes relevant technology.  

Management and problem solving capacities as well as skills directly related to agricultural 

production will be important (Duveskog, 2007).  In the words of the FAO strategy for 

capacity development, farmers will need both functional and technical capacities (FAO, 2009 

c).  This example is but one of many that has changed the context of learning for poor people.  

One implication of this is that the balance between formal and non-formal education may shift 

for rural people with the emergence of an international networking society.  Few, if any 

studies have been found that could throw light on this question in an international and 

comparative perspective. 

An Emerging Networking Society? 

It is often said that modern societies are information and knowledge societies.  In this 

analysis, information and knowledge are treated as assets which are more important for 

productivity increases than labour and capital.  

Manuel Castells is one of the most well-known analysts referred to in this discussion.  

He has placed questions on knowledge and development in a broad perspective of worldwide 

trends in which information and modern information technologies play a crucial role not only 

for the economy but for social and political changes at large.  Information and 

Communication Technologies (ICTs) are not only to be looked at as new tools that have 

facilitated the production of goods and services.  According to Castells, the implications are 

much wider.  The main reason is that the new ICT has made it possible to organise production 

processes in a less hierarchical way.  This process started with the production of this new 

technology.  This model of organisation has spread to other areas and become an integral part 

of globalisation.  Castells has argued that the new information economy and the successful 

enterprises within it are marked by a networking organisation.  This means that vertical and 

hierarchical structures are replaced or supplemented by more decentralised and horizontal 

networks (Castells, 1996). 

Therefore, the globalised world of today can best be characterised as an emerging 

networking society. From the point of view of learning and education, the implication could 

be that more and more learning takes place within horizontal networks.  The use of ICTs is an 

integral part of these networks which are sometimes at odds with more established and 

vertical structures of education and training.  They can also be seen to complement these.  

However there is also a risk that an emerging networking society will lead to new inequalities 

between rich and poor, between urban and rural people.   

  



Education, Training and Food Security 

24 

 

IV. Food Security, Learning and Education 

Some Features of the International Normative Framework 

Access to adequate food for all was formulated in the International Convention of Economic, 

Social and Cultural Rights of 1976.  The UN Special Rapporteur on the right to food, defined 

the right to adequate food as ―inherent in all people, to have regular, permanent and 

unrestricted access, either directly or by means of financial purchases, to quantitatively 

adequate and sufficient food corresponding to the cultural traditions of people to which the 

consumer belongs,‖ (FAO, 2010, p. 1).  There are voluntary guidelines for its implementation 

which stem from 2005 (FAO, 2010).  The current FAO definition of food security is: ―Food 

Security exists when all people, at all times, have physical social and economic access to 

sufficient safe and nutritious food that meets their dietary needs and food preferences for an 

active and healthy life‖ (FAO, 2009, p. 8).  This definition can be seen as a normative 

statement or a goal. 

As mentioned above there are approximately one billion people in the world today for 

whom this objective is not a reality.  The great majority, or 70%, are living in rural areas.  

According to the 2010 Rural Poverty Report this is partly due to poverty but also gender 

inequalities and the exposure to risks and shocks (IFAD, 2010).  The FAO has and continues 

to put special emphasis on the capacity or capabilities of small farmers to produce food.  On 

this point, the Director-General of FAO noted in his foreword to the Medium Term Plan of 

the FAO of 2009 that: ―The recent L‘Aquila Joint Statement on Global Food Security signals 

a welcome and encouraging shift of policy in favour of helping the poor and hungry to 

produce their own food‖ (FAO, 2009 b, p. 1).  It also notes that there is a ―new momentum 

after decades of neglect to re-invest in agriculture‖ (FAO, 2009b, p. 10).  One of the 

conclusions is that ―FAO shall build capacity, particularly for rural institutions‖ (FAO, 2009b, 

p.15). 

Comments 

It can be seen from the above that the international discussion on food security has three 

dimensions.  One has to do with production of food.  The other has to do with access and 

intake of food of good quality on a sustained basis.  The third dimension opens up a broad 

discussion on how the production process should be organised so as to ensure that production 

takes place and increases.  This part of the discussion seems to follow three strands.  One has 

to do with ―geography‖ i.e. the physical conditions.  A second puts emphasis on research, new 

technologies and innovations.  A third centres on the importance of institutions and the crucial 

role of the state.  Furthermore, production should be organised in such a way that the 

processes are sustainable and with due consideration to the environment.  In recent years, 

there has been an emerging discussion about the implications of climate change.  

Traditions of Educational Responses 

There are content areas and traditions of education and training as organised learning that 

relate to the different dimensions of food security above.  Issues related to agricultural 

production have been reflected in primary and secondary schools, universities and in 

extension work.  The FAO has a long tradition of working in this area as well as functional 

literacy.  In this tradition there has been a combination of all three traditions mentioned above.  

Agricultural production has been seen as the result of a number of technical inputs and to 
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―geography‖ as summarised in the IFAD (2010) report.  It has also related to the 

―institutional‖ dimension as defined above. This is to say that increases of agricultural 

production are more the result of stable institutions, cooperation and communication between 

farmers, the formation of organisations and networks among farmers than of anything else.  

This dimension comes out most clearly in adult literacy.  The most well-known representative 

of this tradition is Paulo Freire who saw literacy as a way to liberate the mind of oppressed 

farmers.  It was only when farmers had formed words and a language that reflected their lived 

reality that they could get out of their mental and ―institutional‖ oppression.  Without this 

liberation, no agricultural development would take place (Freire, 1970).    

The FAO has also worked extensively for many years in the area of nutrition and health 

education.  A fourth and emerging area has grown out of the concept of sustainability and 

protection of the environment.  This area is usually referred to as Education for Sustainable 

Development (ESD).  Against this background, it is possible to illustrate the links between 

food security and education.  This has been done in Figure 2:3 overleaf. 

 

Figure 2:3. Educational Responses to Different Dimensions of Food Security 
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V. Strengthening the Links Between Food Security and Education 

Learning and Capacity for Food Security 

There is a vast body of research that illustrates a general connection between learning, 

education and actions related to the different dimensions of food security.  The findings 

usually start with the individual learner.  The effects are often assessed both from the 

individual and/or family perspective and as cumulative effects at the societal level.  For 

example, an often cited literature review has studied the relationship between basic education 

and agricultural productivity in 13 developing countries.  The 37 studies confirm this positive 

relationship and conclude that agricultural productivity is over 7 percent higher for farmers 

with four years of elementary education than for farmers without such education (Lookheed, 

Jamison & Lau, 1980 as quoted in Atchoarena & Gasperini, 2003).  A study from Latin 

America in 1994 reached the same conclusion (Atchoarena & Gasperini, 2003).  A more 

recent cross country study commissioned by the ERP concludes that ―Education for rural 

people…is a key factor in fighting food insecurity in low-income countries... Indeed, of the 

factors we examined, our measure of rural primary education was by far the best predictor of 

rural food security‖ (de Muro & Burchi, 2007, p. 37).  It should be noted that this latter study 

takes a broader approach to food security than simply the increase of agricultural production.  

It also includes issues such as ―processing and commercialisation‖. 

Studies that have looked at knowledge and skills that are related to family life have 

generally found a strong relationship between learning and education on the one hand and 

improved nutrition, hygiene and health status of families on the other.  The nutrition and 

health status of the learner is also strongly related to learning outcomes.  The main actors in 

such programmes have been the women (Atchoarena & Gasperini, 2003).  The report on the 

state of food insecurity in the world has the following to say about the relationship between 

nutrition (access to adequate food) and the ability to learn ―[t]hese effects (of malnutrition, my 

comment), are particularly worrisome because there exists a large body of literature that 

suggests that stunting is associated with cognitive skill and slower progress in school as a 

child, as well as reduced earnings as an adult‖ (FAO, 2009a, p.26).  The Global Monitoring 

Report on Education for All of 2010 says that ―[h]unger undermines cognitive development, 

causing irreversible losses in opportunities for learning.  There are often long time lags 

between the advent of malnutrition and data on stunting‖ (UNESCO, 2010, p. 24).  This has 

led to the introduction of school feeding programmes in many countries.  Education improves 

the nutritional status of families at the same as children and adults who have access to food of 

good quality learn better. 

Many studies can be found in the area of adult literacy.  They often include aspects that 

are related to individual identity and self-esteem and ability to make ones voice heard.  The 

same can be said about programmes that aim to give poor people voice and improve their 

capacity to work together and to organise themselves.  The 2006 Global Monitoring Report on 

Education for All was devoted to literacy as a human right and for its role in development.  

One of the important conclusions was:  

While the benefits accruing from women´s formal education is well understood, 

less well known are those accruing from women‟s non-formal education; 

education contributes positively to women´s empowerment, in terms of self-

esteem, economic independence and social emancipation.  Many women who have 

benefited from adult basic and literacy education have spoken of feeling a sense 

of personal empowerment as a result (UNESCO, 2006, p. 31).  
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It was also found that a number of adult literacy programmes contributed very positively to 

achieving the Millennium Development Goals (MDGs). 

Comments 

From the individual point of view, there are compelling arguments for the assumption in the 

beginning of this paper that learning is at the heart of capacity development at the individual 

level.  If and when this learning is the result of national programmes of basic education, for 

children and adults, it can be argued that there is a strong relationship between learning and 

the capacity to act.  However, the extent to which this relationship can be established depends 

on the context (UNESCO, 2006).  Oxenham (2009) raised three important considerations. 

Firstly, that the process of personal change at individual level takes time and is often 

unpredictable.  Second, that though literacy and numeracy make the process of change 

quicker it must still begin with minority groups before gradually spreading to the entire 

population.  And lastly, that education and training can only be fully effective if supported by 

suitable social, political and infrastructural environments.  

Linkages between International Normative Frameworks 

It has been noted that there are important international rights frameworks pertaining to the 

right to education and the right to food.  They are mutually reinforcing.  There are also a 

number of international objectives, strategies and action plans that are relevant in this context.  

Some that pertain to food security have been mentioned above. The ERP also operates within 

the framework of the Jomtien Declaration on Education For All (EFA) and the Dakar 

Framework for Action (World Conference on Education for All, 1990 & World Education 

Forum, 2000).  The EFA initiative that resulted in the Jomtien Declaration in 1990 and the 

Dakar Plan of Action in 2000, were also serious attempts to widen the traditional discourse on 

education and to place it in a context of lifelong learning.  They are framed within a broad 

context of development which includes the different dimensions of food security though they 

do not refer specifically to food security. 

Though there are many links between these different normative documents there are 

also tensions between the normative dimensions and the contribution of education and 

training to wider objectives related to food security.  A strong belief in the right to education 

does not necessarily mean that learning will have these effects or that all education 

programmes will have an immediate impact on higher order objectives.  However, one step 

towards capacity development for food security at the level of international normative and 

policy frameworks would be to identify links and try to build bridges between them ―the 

building of bridges across disciplinary boundaries is therefore necessary, to transcend 

boundaries amongst sectors‖ (Tomasevski, 2003, p.1).  If interpreted in the terms used for this 

paper, it is to say that the building of bridges at the normative level is a precondition for a 

closer connection between all those organisations that seek to link education and training to 

higher order objectives related to food security. 

Linkages at the Organisational Level 

Learning relevant to the improvement of food security takes place in many different settings, 

too many to be covered here.  From the point of education as organised learning, these 

organisations are of two kinds.  There are those whose main purpose is organised learning and 

there are those which have other mandates but put organised learning high on their agenda.  

This latter aspect is usually referred to learning within organisations.  It applies to schools and 
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universities, to ministries of agriculture and to Non-Governmental Organisations (NGOs).  It 

should be noted in this context that the FAO strategy on capacity development makes a 

distinction that has not been used in this paper so far.  It distinguishes between ―functional 

capacities‖ and ―technical capacities‖.  The first knowledge area includes learning related to 

planning, management and evaluation within an organisation.  ―Technical capacities‖ relate to 

learning within the organisation that is derived from the objectives of the organisation.  For 

example, if the purpose of the organisation is rural extension, the technical capacities refer to 

the knowledge and skills that farmers need to increase agricultural production.  It does not 

primarily refer to the capacities that are required to manage extension work (FAO, 2009c).  

FAO and UNESCO are the main organisations that have sought to establish and maintain 

linkages at the international level.  There is fragmentation as well as alliances among 

networks, in a complex web, typical of the international community of today.  Improvements 

in the capacity of organisations related to education and food security is a question of 

identifying and strengthening linkages both within and between organisations.  How this can 

be done can only be answered in a contextual analysis. 

VI. The Education for Rural People Initiative as a Bridge 

It is against the broad context of this paper that the ERP should be seen.  As mentioned above 

the ERP is a collaborative effort between FAO, UNESCO and the 363 partners who were 

members of the network by the beginning of 2010.  It was officially launched during the 

WSSD in Johannesburg, South Africa in 2002.  The ERP and WSSD partnership was 

launched at the request of and in collaboration with UNESCO through an intersectoral and 

interdisciplinary approach, to address issues which needed a combination of the comparative 

advantages of the two organisations.  These areas included agriculture, biodiversity and 

education.  The ERP is also one of the UNESCO flagships that were agreed as follow ups of 

the Dakar Framework of Action relating to EFA (World Education Forum, 2000).  Some of 

the recommendations of the World Conference on Education for All  (WCEFA) were retained 

in the Plan of Action of the World Food Summit that took place in Rome in 2004.  The ERP 

network is an arena of research, policy dialogue and mutual learning.  It is also an important 

―modern‖ network of mutual learning across disciplines. 

The ERP can be seen as one of many international networks, typical of the modern 

knowledge society.  In terms of capacity development, it has been a way to develop the 

capacity of the individuals who have participated in the network through mutual learning.  In 

some cases it has also done so through different forms of organised learning.  However, its 

mandate and ambition have been wider.  It was set up to serve as a bridge between 

international normative and policy frameworks pertaining to food security and to education.  

It has been illustrated in this paper that there are many links that could be strengthened in 

various ways.  The ERP has also been expected to bring FAO and UNESCO closer to each 

other, and it has been expected to stimulate contacts across borders within the FAO.  It is at 

this organisational level that the problems of capacity development have arisen.  As was 

described earlier the emerging networking society is very often at odds with traditional 

hierarchical organisations.  This is true for schools and for other organisations.  Manuell 

Castells has shown how the computer industry, through its emphasis on horizontal networks, 

came to challenge organisations in other areas of production.  It is when the ERP is placed in 

this broad context that it is possible to see what its future challenges are. 
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VII. Concluding Comments 

This paper has identified linkages between learning, education and three dimensions of the 

concept of food security.  It has used the concepts of capacity and capacity development as a 

lens.  This means that the analysis has covered the issues dealt with in the paper from an 

individual, organisational and normative/policy perspective.  Also, it has identified links that 

have existed for a long time between the three dimensions of food security and related 

knowledge areas and traditions of education and training.  It can be concluded that there are 

compelling arguments for the assumption in the FAO policy on capacity development of a 

strong link between learning, education and capacity development at the individual level.  

When such learning and education is implemented in a national perspective, education is an 

important pillar of a wider strategy that aims at improving national capacities for food 

security.  It has also been noted that there are strong linkages between international normative 

and policy frameworks.  Human rights frameworks reinforce each other and so do 

international action plans in the fields of food security and education.  

Rural people are far away from this international context but do come into contact with 

different settings in which organised learning does take place.  Adult literacy programmes 

and/or extension work may be their main contact with organised learning.  Sending children 

to school is part of the survival strategy of many rural households.  Farmers also learn from 

each other ―over the fence‖.  In this perspective, there is every reason to think in terms of life-

long education when it comes to organised forms of learning in support of broader strategies 

aimed at poverty reduction and food security.  Such a system would include both formal and 

non-formal education. 

The problems are mainly at the organisational level.  All the different forms of 

organised learning that are relevant and important for the improvement of food security are 

partly found at primary and secondary schools.  They can also be found in literacy 

programmes, at universities and in extension work.  There are NGOs working in the 

knowledge areas associated with food security.  At the international level there is a division of 

responsibility between many organisations working in organised learning e.g. FAO and 

UNESCO. There is also an emerging networking society which offers important opportunities 

for learning.  The organisational problems however are eternal and endemic.  There is no easy 

answer.  This paper does not pretend to provide an answer.  However, by using the capacity 

lens, it becomes even clearer that the improvements of capacity through education and 

training are strongly related to changes at the organisational level as this is where the main 

problem lies.  The problems are not primarily at the normative/policy level.  Nor do they have 

to do with rural people.  They improve their capacity through learning whenever they can.   

This paper has also identified some worldwide trends that may change the way that the 

linkages between education and food security are understood.  Starting with the perspective of 

rural people, their coping strategies are marked by the diversification of their sources of 

income and the means by which this income is generated.  One reason is that diversification is 

a way to mitigate risk but also to seize the opportunities that may arise.  Diversification is also 

driven by increasing contacts and exchanges between rural and urban areas.  

It has been argued in some of the material referred to above that this will encourage a 

more flexible and open ended view of learning.  The same can be said about education and 

training as organised learning.  There will be a need to identify and strengthen linkages 

between formal and non-formal education.  There will also be an increasing need for 

functional and technical capacities.  It can be concluded that rural people see investments in 

education as part of a diversified strategy if they can afford it.  There is no study in this paper 

that compares the importance of investing in education with other management strategies.   
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A related question has to do with the world economy as an emerging and global knowledge 

society. The emergence of a worldwide knowledge society is closely linked to modern ICTs.  

If this kind of analysis is used, it will impact on the linkages between learning, education and 

food security.  The results can be seen among rural people today in their use of mobile phones 

but the implications for the understanding of these new trends are much wider.  One question 

is how the emerging society will enhance the possibilities for rural people to access 

information and to learn.  Will there be a shift of emphasis between formal, non-formal and 

informal education?  Will more learning take place in non-formal and informal settings than 

before?  If this is the case, then governments will have to review how education and training 

is organised.   

At the normative level there is a strong connection between the ideas of emerging 

knowledge societies and the need for flexible and yet integrated systems of life-long 

education.  The knowledge society will need individuals who are creative and ready to learn 

and adjust to changing conditions and opportunities that arise. At the same time there is a risk 

that new inequalities are created as a result of this process.  There are linkages at the 

normative level (the enabling policy framework) and there are serious questions about 

learning within all these organisations that exist.  They may have learning as their main 

objective as have schools and universities.   

The analysis above has also underscored that these are different in character from other 

organised learning activities.  The real challenge is not only to work across organisational 

borders, but to identify the emergence of new settings in which relevant learning is taking 

place.   

By way of conclusion, it would be fitting to repeat what the late Rapporteur for the right 

to education, Katarina Tomasevski concluded on the need for an integrated analysis: ―The 

building of bridges across disciplinary boundaries is therefore necessary, to transcend 

boundaries amongst sectors‖ (Tomasevski, 2003, p. 1).   It is hoped that this paper will be a 

contribution towards such an integrated analysis. 
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CHAPTER THREE 

PERSON TRANSFORMATION AND RURAL 

TRANSFORMATION 

Greg Shaw, School of Education, Charles Darwin University, Australia 

I. Introduction 

The term ‗rural transformation‘ for some describes a vision and process of change and the 

development of rural communities through national and global developmental goals achieved 

through education (Ahmed, Chatterjee et al., 2001).  This vision has a focus on approaches to 

improve the lives of people through education by increasing income generating opportunities, 

providing knowledge of health issues and the provision of knowledge and skills relating to 

other basic human needs, and on helping rural people to adapt to changes because of 

increased industry in and the urbanisation of rural areas.  Literacy skills are a key tool for 

people in these processes.  Such focus typically reflects national development and often takes 

into account the well-being of the broader society and the country as a whole. While rural 

transformation is very often an important part of national transformation and of national 

development, it is facilitated by changes at the individual level.  Within contemporary society, 

education has a significant role in facilitating change at the individual level, which in turn has 

an impact on society more broadly. 

Living, Education, People and Government 

While formal education has been around for millennium, it has only taken on a broad base, 

institutionally located, holistic emphasis in the last several hundred years.  In the last hundred 

years, education is something that governments are significantly involved in. In setting 

national goals and policies and practices, governments tend to focus on groups within society 

or indeed the whole nation.  While governments rarely focus on an individual government 

policy and practice has significant effect on individual people. 

Governments ensure their citizens can live safely, securely, without fear, and where 

their basic needs are met.  Good governments act in ways to ensure maximum social well-

being for the greater good, where the whole is more important than the individual.  

Governments redistribute resources to achieve national goals and a more egalitarian society.  

Such sentiment is reflected through the Millennium Development Goals (MDGs), which are 

about the development of a fairer world order where disadvantages and poverty are reduced.  

Sadly, despite great effort there are significant gaps in achievement of the MDGs (Bradbury 

& Clark, 2009).  

Most countries have inequities with some regions, communities and individuals more 

disadvantaged compared to others.  Governments generally see the importance of ensuring 

that all citizens have the opportunity to live their life and enjoy a standard of living 

comparable to what is a reasonable standard in the country.  
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Education in Society 

Broadly, education is about reproduction and production (Lundgren, 1983).  Through 

education we reproduce our society including our culture and language and all the norms and 

practices that make up what we are as groups of people.  It is about passing on our culture and 

the fabric of our society to the next generation. The reproduction of our language through 

language learning is a critical part of our usage of education for cultural reproduction.  

However, education is more than social reproduction.  Education is also about providing 

people with the capacity to produce goods and services, information and ideas that supply the 

needs and wants of individuals to live their lives now.  

As a species we have moved from education provided by the family or the clan using 

oral traditions to institutionalised society wide processes.  Modern education is a product of 

the industrialised world, where even in education ‗Fordist‘ approaches to the provision of 

education have dominated (Evans & Nation, 1993). Although now, particularly in developed 

economies, this influence is reducing (Luke & Freebody et al., 2005) and broader approaches 

to education are being applied.  However, formal institution-based education is a central 

component of contemporary society.  Few would recommend the abolishment of schools, 

because they play such a critical role in the production and reproduction of society. 

There is much debate about how schools should be organised, what should constitute 

the curriculum and increasingly how teachers should go about constructing the best kind of 

learning environments within the constraints that they face.  Central to these debates are 

questions relating to what the nature of education is and what the role of schools in this is. 

Individuals, specifically parents, expect in most cases or at least hope for, an 

opportunity for children to undertake education to equip them to live in a social and physical 

context in which they are located. Fundamental to education and the process of equipping 

people to live in contemporary contexts is the provision of basic literacy and numeracy skills.  

While some education occurs through community and non-government organisations, in most 

countries governments play a critical role in providing policy and direction of education 

activity and often are the major provider and source of funding. In this, governments are also 

concerned about ensuring distribution of resources to education such that all members of the 

nation have an opportunity of educational access.  

Education provides the skills and knowledge people need to live and survive in the 

communities they find themselves, to improve their life. In this, education is primarily 

focused on the individual. 

There are numerous theories that describe education from the point of view of teaching 

and learning of the individual.  While education can be described from other perspectives, 

such as historical, cultural, political, and economic, in order to understand the role of 

education in the transformation of lives it is necessary to refocus on education from the point 

of view of its impact on the individual. 

As in any area of social activity a range of theories of teaching and learning have 

developed and Dewey (1933) and his seminal work is often credited with some of the first 

theorizing on the topic.  Many of Dewey‘s ideas are based on the notion that individuals‘ 

experiences in learning are a critical component.  

Behavioural Theories of Education 

Behavioural psychologists such as Thorndike (1913) and Skinner (1954) applied the notion of 

individual experience in theorising learning through a stimulus-recall approach.  These 

theories are based on the concept of conditioning through response to external stimuli. 

Learning in this case occurs through a stimulus-response experience and the applied learning 
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is a behavioural response. Other theorists of behaviourist approaches in teaching include 

Thorndike, Tyler, Watson and Gagné. Gagné (Gagné 1975; Gagné 1977; Gagné, & Briggs et 

al., 1988) describes a systematic approach to teaching based on behaviourist learning theory. 

Behavioural approaches have long dominated traditional school and vocational education. 

Behaviourist approaches in education are concerned with single events and actions and 

are dependent on overt behaviour to explain learning, and on prescribed specific end products 

of a learning experience. Such approaches are Fordist (Campion, 1990; Edwards, 1991) based 

on Henry Ford‘s notion of modularised processing, where in the case of teaching and 

learning, subject content and teaching/learning approaches are organised into discrete units. 

This approach is driven by efficiency and scientific principles and uses significant structure in 

the planning for and the application of teaching. Behaviourist approaches that are applied in 

education and training generally fail to consider the person, and they have a narrow view of 

learning that does not adequately take into account the sociological context in which learning 

takes place. 

Cognitive Theories of Education 

Early cognitive theories derived from the work of Gestalt psychologists who considered 

whole events rather than individual actions.  Behaviourist approaches focus on individual 

events as represented in specific changes of behaviour.  Under the influence of cognitive 

psychology, the focus shifts from environmental control of learning, to the learners‘ 

individual cognitive processes. Thus, there is both a change from considering single events 

centered on observable behaviour change, to whole events, which involve cognitive as well as 

physical elements.  

Bruner‘s (1966) constructivist theory has a focus on learning through discovery, 

whereby a learner manipulates information to arrive at new insights and new knowledge. 

Under this theory, learners are not limited by the information that the teacher makes available, 

as students in turn bring their own knowledge, experience and learning strategies to the 

process. Instruction encourages students to discover principles by themselves, through active 

dialogue. Bruner‘s (1986; 1990) theoretical framework encompasses social and cultural 

aspects of learning.  

Humanist Theories of Learning 

Humanist theories of education and training stem from a move towards a more human focus 

and have evolved out of the social sciences.  They consider the wider society, the social, 

political and economic conditions in which learning takes place and, as regards individual 

learners, affective as well as cognitive domains. Rogers and Maslow did much to develop the 

field of humanistic psychology. Their propositions present theories that focus on individuals, 

their needs and their progress towards self-actualisation (Maslow, 1968; Rogers, 1969).  

In considering a basis for his theory of experiential learning, Rogers distinguishes two 

types of learning: cognitive learning, which relates to academic knowledge, and is largely 

theoretical; and experiential learning, which concerns applied knowledge.  Experiential 

learning uses reflection-in-practice, it requires the learner to engage proactively in the process 

of learning, drawing on other knowledge and experience in this process.  It is learning that 

occurs within social, and cultural and physical contexts. 
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Critical Theory of Education 

Critical theorists take the view that to promote learning (i.e. different ways of thinking and 

different ways of applying thinking) a critique of the current situation is necessary to achieve 

something new.  The focus is on change and, as change is something that is often resisted, 

critical theory is typically viewed as radical. Habermas and others from the ‗Frankfurt School‘ 

have advocated theories that recognise education as a function of society.  As such, teaching 

and learning are influenced by politics, ideology, and language (Gibson, 1986).  These 

theories are themselves strongly located in Marxist-Leninist theories of social change. 

Habermas describes three types of interests—technical, practical and emancipatory—

which are ways of classifying people and their learning.  Technical interests relate to the 

manipulation and control of the external environment and are reflected in work, while 

practical interests are a reflection of people‘s use of language in communication and for 

understanding, and emancipatory interests of people‘s transcendence, growth and 

development and are reflected in change, transformation and emancipation.  Central to 

learning under an emancipatory paradigm is critical reflection and where critical reflection is 

applied within technical or practical interests, it is praxis, or informed and reflective practice.  

Language and inter-personal dialogue are central to critical theories of education; it is 

through language that learners mediate and are able to make sense of the world and their place 

in it.  The proponents of Critical Educational Science see an opportunity to transform learning 

from the reactive processes conceived by positivists, to a proactive and transformative one: 

...a critical educational science has the aim of transforming education; it is 

directed at educational change (Carr & Kemmis, 1986).  

In transformative adult education, the work of the critical researcher and practitioner Paulo 

Freire is probably the most familiar.  Freire (1972) and also Illich (1973) present critical 

theories of education, which are dependent on social interaction and have emancipatory 

interests as central to their activity.  Freire was concerned with liberation, and it was his work 

in adult literacy that proposed emancipation through empowerment–empowerment that comes 

about through acquisition of functional literacy skills and knowledge of the political and 

economic culture of oppressing groups.  Where Knowles and Rogers make assumptions about 

the freedom of adults to make choices in learning, critical theorists and practitioners such as 

Freire and Illich take the view that people are constrained by political and cultural influences, 

and that their choices are limited.  

Transformation within Education: Transformative Learning Theory 

Transformative Learning Theory emanated from work by Jack Mezirow from a study of adult 

women returning to formal education (Mezirow, 1975).  Mezirow places his theory in the 

cultural context of Habermas‘s (1984) theory of communicative competence, particularly 

linking to the ideas of instrumental, practical, and emancipatory knowledge.  Mezirow‘s 

subsequent writing (Mezirow, 1984; Mezirow, 1985; Mezirow, 1990; Mezirow, Tennant et 

al., 1994) as well as others (Cranton, 1992; Burge & Haughey, 1993; Cranton, 1994; 

Mezirow, Tennant et al., 1994; Brookfield, 2005; Ryman, Burrell et al., 2009) have taken 

Transformative Learning Theory from a specific theory of adult learning into a more 

generalised theory of learning incorporating all sectors of education.  

The theory focuses on the individual and examines what it is that takes an individual 

from one position on their personal learning journey to another.  It examines on one level why 

an individual may undertake a new learning experience, and what perspective transformation 

was involved in undertaking that change, and on another level it examines what perspective 
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transformations result from an individual undertaking a learning experience.   It recognises 

that learning results in changes in perspective.  

Such a supposition is reasonable, given that most would recognise that a learning 

experience is about the learner undertaking change.  Sometimes this change is taking on new 

understanding and new skills, and the process results in a change in thinking and perspective 

in the learner demonstrated through the new skills and knowledge, which they are able to 

apply in the contexts in which they operate.  Often, such change has as a central focus a 

critical dimension particularly in learning that occurs at the latter periods of schooling or into 

adult education.  Freire recognised the importance of understanding the nature of change of 

the individual within an education experience.  His work on literacy education focuses on the 

critical dimension of the learner‘s experience, leading to a critical application of the 

knowledge that the learner gained.  This is also deep as opposed to surface learning.  Learning 

for Freire is about empowerment; empowerment of the learner to make differences to their 

learning and environment.  Learning is not just about being able to apply skills in predefined 

environments, but it is also about the learner taking on the role of defining the environments. 

We view the world through various lenses.  Some of these are rooted in our personal 

cultural experience, the histories and values that form our lives, such as the value that our 

parents place on education, vocational history and culture of our immediate personal contexts, 

and the opportunities for livelihoods that we have within the contexts where we are located.  

The value placed on education and the type of education that we engage in, when we have the 

opportunity, is a reflection of our cultural paradigms.  However, participation in education 

results in paradigm change, even if slight.  The more education that we have generally, a 

stronger positive paradigm emerges about the nature and role of education.  People go through 

a paradigm shift and a change in understanding about education itself.  They take on new 

ideas and their values and perspective adjusts.  When this happens people are transformed!  

II. Rural Transformation 

Rural transformation is thought of as being the changes that are occurring or need to occur to 

rural communities including environmental, social and economic changes.  The following 

definition for rural transformation has been used: 

The term rural transformation… is intended to convey a vision of pro-active and 

positive process of change and development of rural communities in the context of national 

and global changes in which education is a key instrument for shaping and fulfilling the goal 

of rural transformation (Ahmed & Chatterjee et al., 2001). 

Changes in rural environments are often a result of changes in the use of land for 

example through increased industrial activity in rural locations.  This is certainly the case in 

many rural communities across the east coast of China, where people in villages and towns 

who in the past were primarily focused on agricultural activity exclusively, are now finding 

factories located in their communities.  Factories provide employment opportunities leading 

to income generation beyond that which people would normally have achieved through 

agriculture.  In this case, rural environments are changing and impacting the lives of those 

people living there. This often results in social transformation, as rural communities move 

from a dominance of agrarian activity, to communities dominated by industrial activity, even 

if that industrial activity is just industrialised agriculture such as through intensive farming 

practices, etc.  The transformation here is in a dramatic and significant change to a 

community focused on and driven by changing the nature of dominant work in the 

community.  
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Environmental changes in rural communities are dominated by at least three aspects of 

rural transformation. The first, as mentioned above, is a movement from a traditional agrarian 

society to industrialised society.  An aspect of such a movement is typically an 

industrialisation of agricultural practices.  Consequences to such developments are the need 

for farmers to learn new practices, thus: extension education covering things such as the input 

of capital, infrastructure and consumables; and a reorganisation of land use and land holdings 

to take advantage of the efficiencies of agricultural practices through economies of scale, is 

necessary.  

A second aspect of the industrialisation of rural communities is the establishment of 

manufacturing and other industries in rural communities.  Typical reasons for this occurring 

are cheaper land and those salaries demanded by the rural workers are often less than urban 

workers.  Though such relocation of industrial enterprise into rural locations only occurs 

when infrastructure (transport and communications, power and water, etc.) is available and 

adequate.  

The second type of change in rural transformation is the urbanisation of rural 

communities.  In the past, typical rural communities tended to be small groupings of clans, 

living in houses associated with their farming plots.  In areas of high rural population density 

such groupings could be large and linked.  Their nature was predominantly influenced by 

rural agricultural and the house and its location directly related to the nature of the work of the 

people living there.  Urbanisation of rural communities is a process whereby houses are 

clumped together into urban communities more resembling towns.  Such communities can 

involve high-rise apartment type ―communities‖.  This is evident as one observes the nature of 

housing development along the rural East Coast of China.  Essentially urban communities 

located within rural environments. 

The third type of change in rural transformation is a consequence of the above.   

Increased urbanisation and increased industrialisation of rural communities result in an 

increased strain on the local environment. Environmental issues have become of considerable 

concern for the world with global warming, depletion of resources, and pollution of the 

natural environment being most typical.  The transformation of rural communities has 

negative as well as positive outcomes on the environment as well as people.  

The above are premised on rural transformation that is done on people. That is, a 

reactionary approach, where, as environments change around people we might ask ‗how 

might people be changed in order to adapt to the environment?‘ A Darwinist approach.  There 

might be another way to view rural transformation from the point of view of helping people is 

transformed so that they can influence changes to their environment or, at the least, through 

education, transforming people so that they may not only adapt to their environment, but also 

play a significant role in the adaptation of their environment.  This is a Critical Social 

approach. 

Exemplar of Rural Transformation: China 

I am familiar with such changes occurring around communities close to the city of Hai‘an in 

eastern China. I have family located in Hai‘an and I have visited the region on a number of 

occasions over the last 10 years. Hai‘an is located two and a half hours northwest by road 

from Shanghai and it is approximately four hours by road north east of Nanjing.  It is located 

on the recently established Nantong to Beijing railway.  This rural region of China has been 

undertaking significant change for well over a decade now.  Twenty years ago, while there 

was some manufacturing industry located there, the dominant activity of people in what is 

clearly a rural area was agricultural.  The area is very low-lying with an average height above 

sea level of 3 meters.  It is part of the broader Yangtze River lower reaches.  The region is 
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crisscrossed with shipping canals of various sizes some that have been used for over 1000 

years.  In addition to providing transport of goods to and from the region, the canals also 

provide water source for irrigation purposes.  Farmers of this area have traditionally been rice 

farms, although a range of agricultural enterprise is rooted in the location including other 

crops, small livestock production and silk production.  Following the dismantling of collective 

farms and the opening up of China, peasants were allocated blocks of land where they could 

grow and sell their own crops.  This allowed a return to what was previously the ‗norm‘ in 

land use allocation, that is, smallholder workings. 

Recently, there has been significant industrial growth in the region through the 

expansion of light and heavy industries.  A number of factors have driven this.  Salaries paid 

to factory workers in Hia‘an are much lower than workers in Shanghai, just two and a half 

hours away.  There is land available, or that can be made available to accommodate sprawling 

factory facilities: something that is of very short supply in Shanghai. Finally, infrastructure 

including transport and communications has been significantly developed over the last few 

years including the building of a major rail network linking Hai‘an to Nantong, Nanjing, and 

Beijing, and the building of an extensive freeway network linking Hia‘an to Shanghai via the 

new Sutong Bridge over the Yangtze River.  This transport infrastructure provides 

opportunity for quick and efficient distribution of raw materials and manufactured goods.  

Consequently factories have sprung up, acquiring farming land and houses, building 

apartment blocks and ‗urban villages‘ of highly compact accommodation that house displaced 

farmers. Most of my relatives in this community have gone from being peasant farmers to 

factory workers in just under ten years, with some having to relocate their accommodation in 

the process.  Hai‘an has experienced significant transformation and this transformation and 

the effects of it are located within the lives of individuals. 

Exemplar of Rural Transformation: Australia 

Australia is one of the highest urbanised nations in the world, however, it began with a strong 

emphasis on rural communities; and while Australia is known as an agricultural exporting 

nation, it is essentially urban-centric, with 86% of the population living in major urban 

communities (Australian Bureau of Statistics, 2010). Rural transformation in Australia has 

occurred since settlement by Europeans (Brett, 2007).  Initially, there was transformation 

through the industrialisation and development of rural areas as settlers moved out and 

developed new land for farming and grazing.  This period of settler expansion was followed 

by the development of infrastructure over more than a century such as roads and railways, and 

large agricultural infrastructure projects such as the Snowy Mountains Hydroelectric and 

Irrigation Scheme, which diverted water flowing to the East Coast through to the centre for 

the development of rich agricultural production land.  Rural communities and towns 

developed and prospered. 

However, Australia like many other developed countries is experiencing a crisis in 

regional development (or lack of it), and has been doing so now for well over 30 years.  As 

Australia continues to progress through the industrialisation of agriculture, large-scale 

mechanised agricultural enterprise with low labour inputs have acquired small farms.  Large 

enterprise operations with economies of scale and efficiencies have taken over. Efficiency is 

essential in Australian agriculture because, unlike many other developed nations, 

subsidisation of agricultural activity in Australia is minimal, so therefore, farmers need to be 

extremely efficient, and have large outputs against small margins to return a profit that will 

ensure their livelihood.  

Australia is the driest continent and this creates other substantial pressures on 

agriculture and on rural communities.  Excessive water leases and ongoing drought over the 
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last 15 years or so have placed the two major catchment areas, the Murray River system and 

the Darling River system under a great deal of stress.  As environmental pressures rise and 

worrying scientific evidence becomes available, it is clear that drastic measures in ongoing 

water resource management are required.  The Murray-Darling Basin Plan recommends 

overall cuts of between 27 percent and 37 percent from water allocations from rivers in the 

basin, and such cuts farmers complain will devastate their livelihoods (Clarke, 2010). 

Many farmers have left the land, and communities that support farming activity are in 

decline (Hamblin, 2009).  There is a crisis across Australia in the decline of regional towns as 

people drift towards the larger urban centres to gain employment.  This has an impact broadly 

across regional Australia, of which governments have been trying to address through various 

policies and programmes to encourage regional development.  Despite this, Australia is going 

through a process of further rural transformation as some communities find new opportunities 

for support, while others continue to wither.  

While the percentage of Australians living in rural and regional locations overall has not 

changed much over the last ten years, ensuring rural transformation to provide people living 

in rural and regional areas with a lifestyle and standard of living comparable to those living in 

large urban areas, continues to be an issue that Australian governments are grappling with.  

Coupled with this is an ongoing consideration of the role of education within rural and 

regional locations of Australia.  

In an effort to provide educational opportunities for people living in remote and rural 

Australia, the application of ICT for teaching and learning in rural and remote contexts is 

being continuously explored (Reading, Shaw et al., 2006; Shaw, Wallace et al., 2006).  This, 

coupled with proposals for a National Broadband Network in Australia is providing further 

encouragement for the development of education in regional and remote locations (Willson, 

Marshall et al., 2009). 

Australia however, is struggling to come to grips with issues of rural transformation and 

the vision of appropriate education for Indigenous Australians located in rural, regional and 

remote locations.  The debate is complex and problematic and it highlights issues of the 

protection and care of indigenous minority groups within national planning aspirations.  

Exemplar of Rural Transformation: Papua New Guinea 

I began as a teacher in 1974 at a high school on New Ireland, Papua New Guinea.  My subject 

area was Agriculture Science, and naïvely I thought that meant I would teach high school 

students the theory of agriculture, because in essence that was about all I knew, having 

undertaken my own education as a completely urban experience.  I soon found out that not 

only was I supposed to teach my students agricultural theory but also, and more importantly, I 

was expected to train them in agricultural methods as well as to feed them: the school being a 

boarding school.  

The education system in place in PNG at the time was one that had been developed and 

implemented by the colonial masters (Australia).  It was a hierarchical system essentially 

providing knowledge and skills essential for the next level of schooling, hopefully resulting 

ultimately in a place at university.  There did not seem to be much consideration for those that 

did not ‗make it‘ to the next level, which is surprising, given that at the time fewer than 5 

percent of those students who entered high school actually had the opportunity to go on to 

university.  There was massive dropout, from primary school through each grade into high 

school, and so on until a mere trickle of students ‗made it‘ to what was seen to be the final 

goal of the curriculum–University and a prestigious job. 

This is not to say that those that left school at various stages did not gain a set of skills 

that might serve them well for a place within the transforming society in which they found 
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themselves. Some school leavers did get work in the paid economy; however, these were in 

the minority.  Clearly literacy and numeracy skills were useful, in supporting ongoing and 

continuing education.  However, it was an institutionalized attitude that described 

‗achievement‘ and ‗success‘ linked to a level of schooling and paid work that was the most 

was noticeable.  We were developing aspiration goals in students for educational achievement 

based on paid vocational outcomes.  Employment opportunities were limited and therefore 

most that left school had no chance of paid work, and so returned disillusioned to their village 

and to subsistence farming.  While many did this, and applied the education they received into 

their life as a villager and farmer, some drifted to the towns in search of employment in 

situations where employment was becoming ever more increasingly sparse.  Urban drift 

coupled with dwindling job opportunities resulted inevitably in the whole raft of social issues. 

I left Papua New Guinea in 1988 at the time when significant social issues were 

emerging relating to lawlessness, poverty, unemployment, and corruption, and these were 

beginning to fragment the Nation and cause significant problems. Thirteen years later I had 

the opportunity to return to assist in the implementation of an aid programme in education 

(2002-2004).  This provided me with an opportunity to observe at least from my perspective, 

what affect education had had on the country.  Rural-urban drift had not abated and the 

ongoing lack of work within the paid economy had resulted in social disruption of such 

magnitude that Port Moresby, the capital, is afflicted with serious significant crime on a daily 

basis.  Education in Papua New Guinea has not yet resulted in a positive rural or national 

transformation. 

III. The Role of Education in Rural Transformation 

I began this chapter by examining education in society.  Education is an important part of our 

living experience, and is necessary to provide individuals with the skills they need for survival 

within the communities they are living in, as well as improvement in their lives.  I then went 

on to look at some approaches and theories of education, from the point of view of individual 

teaching and learning.  Which, I argue, is the central focus of any educational and training 

activity and teachers are pivotal in this process. Some information about behaviourist, 

cognitive, humanist, and critical approaches to individual teaching and learning are discussed.  

Transformative views of education involving the transformation of the individual are 

presented, such as with Mezirow‘s Transformative Learning Theory.  In arriving at this point 

I reminded us of some of the significant and effective social application of education on the 

lives of individuals through the work of pioneering educators such as Ivan Ilich and Freire.  

The report ‗Education for Rural Transformation: towards a policy framework‘ (Ahmed, 

Chatterjee et al., 2001) provides an extremely useful starting point in examining the role of 

education in rural transformation.  It highlights a number of features of Quality, Equity and 

Efficiency (Chapter 3), and of the need to recognise, focus on and the use of Learning 

Communities (Chapter 4).  However, the intimacy of these issues is lost in our march towards 

our ‗framing of policy‘.  This is to be expected, given that the second part of the title does 

indicate quite clearly that the report is about framing policy.  Very often our planning and 

discussion, particularly within UNESCO circles, is focused on policy provided at the highest 

level, with the hope that such policy will impact in real and positive ways on people at the 

lowest levels.  Our research and activities further emphasise this approach.  We tend to focus 

on the big picture reporting of world and country statistics, utilising broad quantitative 

measures that at times miss the detail.  Qualitative research of specific situations and 

exemplars are scarce. 
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The Assistant Director General for education in UNESCO, Dr. Qian Tang, at the 

occasion of the UNESCO-INRULED Board Meeting (2010), indicated that a quality focus on 

the learner and teacher is needed.  The teacher and learner are pivotal to the education 

experience and outcomes.  To achieve and respond to rural transformation we need to better 

understand learning and teaching and what constitutes success at the individual level.  Rural 

transformation through education needs to be re-contextualised to the person.  

To understand rural transformation and to facilitate processes to achieve positive 

changes in society, it is necessary to understand ‗people transformation‟.  When people are 

transformed, their families are transformed, so are their communities, regions and country.  

This requires a reverse in our approach.  We need to move from setting broad goals and 

targets as the primary, and sometimes exclusive, focus of our endeavour, to a greater focus on 

the individual. 

In an earlier study (Shaw, 2000), I set out to explore the impact of curriculum, pedagogy 

and modes of delivery, on student learning; that is, research from the ‗teacher‘ point of view.  

The intended approach was a standard form of evaluation.  I wanted to know how students 

reacted to teaching.  However, in exploring the topic I decided to focus on the point of view 

of the learner.  I engaged in a body of literature at the time that emphasised the experience of 

learning (Marton, Hounsell et al., 1997), as well as literature emphasising critical pedagogy 

(Carr & Kemmis, 1986; Brookfield, 1995; Brookfield, 2005).  In coming to an understanding 

of teaching, it was extremely useful to focus on learning and in particular the experience of 

learning from the learners‘ perspective.  One of the outcomes of this approach was to better 

understand Transformative Learning, examples of which were evident in much of the study.  

Students are transformed by their learning. They change, and employ different 

paradigms in the way that they view and interact with their world. When a person is 

transformed he/she is able to take a more active role in affecting his/her own environment and 

achieve changes for themselves. Very often too the transformation of an individual has affects 

others in their immediate circle such as family and friends. Thus, the transformation of an 

individual affects the transformation of others.  When individuals in a group are undertaking 

education that results in transformation these multiple transformations can lead to 

transformations of communities, to the transformation of society. And if the society is located 

in rural contexts, then the transformation can lead to rural transformation.  

Such perspective closely links with fundamental views held by critical social theorists. 

Critical social theorists: 

…assume that social reality is historically constituted and that it is produced and 

reproduced by people.  Although people can consciously act to change their 

social and economic circumstances, critical social theorists recognize that their 

ability to do so is constrained by various forms of social, cultural and political 

domination (Ali-Hassan, 2005). 

Critical social theorists emphasise the empowerment of the individual, in our case through 

education, through processes of self-actualisation or as Faure (1972) so aptly puts – ‗Learning 

to Be‘.  The learner is transformed from one level of actualisation to another through 

acquisition of knowledge, skills and attitudes. 

In applying this perspective it is necessary to examine what is happening at the grass 

root level, at the level of an individual‘s engagement in processes of education.  To best place 

education for a role in rural transformation we need to understand what a learner needs for a 

proactive role in adjusting to and adjusting their rural environment.  We need to know how to 

best help the learner in the process of learning to acquire this knowledge, skills and attitude.  

The teacher‘s role is critical in this through the construction of the learning environment.  

However, we also need to have in place the support mechanisms and tools needed by both 
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teacher and learner in achieving this.  Few educationalists subscribe to the approach of 

providing a ‗bucket of knowledge and skills‘ that the learner is expected to digests.  While 

transmission modes of facilitating learning may have some use, they are generally not 

effective in achieving significant learning of the type required for transformative learning.  

Learning that results in a transformation of the learner require active and deep learning using 

constructivist, experiential, problem-based learning, critically reflective learning, and 

authentic learning approaches.  Additionally, learning that occurs with social contexts and 

engages the learner in collaboration with others is useful and further enhances ‗learning to 

live with others‘ (Faure, 1972). 

Sadly, much education in developing countries is still based on a transmission mode 

approach, top down curriculum and assessment directing, by remote control, the actions of 

both teachers and learners.  Better learning that is more appropriate for achieving the 

transformation of the learner requires more democratic and collaborative approaches.  

There is a lot of evidence even through UNESCO‘s work of the effectiveness of local 

involvement in educational activity, facilitating learning experiences that are appropriate to 

the learners, their context, and needs (Shaw, 2001; Shaw, 2005).  Further identifying 

appropriate ways in which government policy and practice can facilitate opportunities for the 

development and implementation of locally managed education, particularly involving the 

learners, is necessary. 

Implications for Teachers 

Approaches in education that explicitly target a transformation of the learner for the 

transformation of society need to be more than reproduction (Lundgren, 1983).  In times of 

society transformation, either as it is occurring and/or as is necessary, education needs to be 

more than just social reproduction.  Education needs to empower learners so that they may be 

active agents in the production of their society and the environmental contexts in which it is 

located.  This requires particular skills of teachers.  Teachers need to have the capacity to go 

beyond being merely an instrument of social reproduction.  They, like their learners, need to 

be active agents in the process of education, its development as well as implementation.  This 

requires teachers to have a depth of education and the skills and attitudes to work as active 

agents.  For example, teachers need to be able to not just reproduce curriculum, but to 

interpret and adapt curriculum; to select and apply appropriate approaches and methods of 

learning, and above all to be responsive to individual learning needs taking into account their 

learners‘ contexts.  

Teachers need in-depth understanding of the topics they are to teach, and a breadth of 

knowledge and skills of pedagogy.  In most countries, teacher education programs are 

gradually increasing in length and in quality. Also in many countries, teacher registration is in 

place, requiring teachers to meet minimum professional standards, and have regular ongoing 

review of their competence against these standards.  Improving the quality of teachers and 

teaching is a necessary step in positioning education as a tool in rural transformation. 

Implications for Curriculum 

Curriculum that is content heavy and process light does not provide the best opportunity for 

transformative learning and society transformation.  Content heavy curriculum emphasises the 

‗bucket of knowledge approach‘, where transmission of content, and learner acquisition of 

content dominates.  This is not to say that content is not important.  Clearly it is.  However, a 

focus on content reproduction that is linked to examination processes requiring students to 

replicate content they have been taught in precise ways is limited.  Learners need help in 
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developing a deeper understanding of content and how information is generated, produced 

and used.  Content reproduction approaches have an educational outcome with limited 

prospect for transformation of the individual and their community.  Curriculum needs to put 

greater emphasis on the generation and application of knowledge.  Functional literacy 

approaches and teaching that encourages students to relate and apply knowledge to their life is 

important.  Curricula that help learners become lifelong learners, and enabling them with 

meta-learning skills (Biggs, 1985) are important.  Such considerations of curriculum are 

clearly embedded in ‗Learning to Be‘ (Faure, 1972), yet in many curricula such emphasis is 

scarce. 

Additionally, some governments are realising that it is necessary for national 

development to have more creative citizens.  China for example, has aspirations of moving 

beyond being the ‗factory of the world‘ and taking a leading role in the construction of 

knowledge.  Creative workers, as opposed to procedural workers, need different paradigms 

and education experiences that foster creativity and problem solving skills, to facilitate rural 

transformation as well as being able to respond to rural transformation and their own 

changing circumstances. 

Implications for Policymakers and Educational Administration 

An education system that is more responsive to the needs of the learner, and that is focused on 

learners as individuals who need flexibility at the operating end.  In addition to in-depth 

knowledge and skills, teachers need flexibility in how they teach.  Schools need to have closer 

linkages to their communities, and in this communities need to have greater opportunity for 

management of and input into their school. 

There has been much success reported over the years of the operations of Community 

Learning Centres (Shaw, 2001).  Such centres typically are community-based and community 

operated, have a focus on adult and non-formal education, have strong emphasis on literacy 

and numeracy development and on vocational skills. Learning in such centres is adjusted to 

the needs of the community, is community-based, community resourced, and community 

managed.  There is much that can be learnt within the school sector about the success of 

community-based non-formal education programs.  Education administration should be as 

much about providing support mechanisms and funding for community operations as about 

managing government enterprise.  Centralised administration, while providing some 

efficiencies in terms of economies of scale etc, very often diminish opportunities for local 

ownership and involvement. 

IV. Conclusion 

This chapter takes a rather different view of rural transformation through education.  It makes 

a plea to re-engage with the intimate process of learning.  It considers rural transformation 

from the point of view of the transformation of the individual, and where multiple individuals 

are transformed.  This then leads to the transformation of society.  There is much still to be 

done in achieving the worldwide egalitarian society that we aspire to have.  Poverty is still 

rampant in developing as well as developed countries.  The rural poor are a significant and 

large group of people that suffer and live lives that we consider to be unacceptable.  In many 

rural communities there is urgent need for transformation, of the communities, and the people 

that make up these communities.  Sometimes, transformation occurs to people and their 

communities are remade around them or, as they relocate to other communities.  While we 

might, and should, develop and encourage policy for the positive transformation of rural 
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communities, we need to do this while focused on the individual.  Education does have a 

significant role to play in the transformation of rural communities. However, it is the 

transformation of the individual through the experiences that they have from education, and 

the transformational impact that such transformed people have on their families, clans and 

communities that may well be most significant.  Through education we can achieve 

transformation of individuals who can themselves proactively contribute to the transformation 

of their community, rural or urban. 

References 

Ahmed, M., & Chatterjee, B., et al. (2001). Education for Rural Transformation: towards a 

policy framework. Baoding, China: INRULED. 

Ali-Hassan, H. (2005). Critical Social Theory.  Retrieved 19 October, 2010 from 

http://www.istheory.yorku.ca/criticalsocialtheory.htm. 

Australian Bureau of Statistics. (2010). Regional Population Growth, Australia, 2008-09.   

Retrieved 19 October, 2010, from 

http://www.abs.gov.au/ausstats/abs@.nsf/Products/3218.0~2008-

09~Main+Features~Main+Features?OpenDocument#PARALINK11. 

Biggs, J. (1985). The role of meta-learning in study process. British Journal of Educational 

Psychology, Vol  55, 185-212. 

Bradbury, J., & Clark, J. (2009). The Millennium Development Goalposts: Researching the 

score on and off the field. Journal of Health Management, Vol 11 (2), 391-404. 

Brett, J. (2007). The Country, The City and The State in the Australian Settlement.  

Australian Journal of Political Science , Vol 42 (1), 1-17. 

Brookfield, S. (1995). Becoming a Critically Reflective Teacher. San Francisco:Jossey-Bass. 

Brookfield, S. (2005). The Power of Critical Theory: Liberating Adult Learning and 

Teaching. San Francisco: Jossey-Bass. 

Bruner, J. (1966). Toward a Theory of Instruction. Cambridge, MA: Harvard University 

Press. 

Bruner, J. (1986).  Actual Minds, Possible Worlds. Cambridge, MA: Harvard University 

Press. 

Bruner, J. (1990).  Acts of Meaning. Cambridge, MA: Harvard University Press. 

Burge, L. & Haughey, M.  (1993). Transformative Learning in Reflective Practice.  

Reforming Open and Distance Education. T. Evans & D. Nation. London: Kogan,  88-

112. 

Campion, M. (1990). Post-Fordism and Research in Distance Education. Research in 

Distance Education 1. T. Evans.  Deakin University: Geelong, Institute of Distance 

Education, 59-71. 

Carr, W. & Kemmis, S. (1986). Becoming Critical: Education, Knowledge and Action 

Research. Geelong: Deakin University. 

Clarke, S. (2010, Fri Oct 8, 2010, 4:13pm AEDT). "The Murray-Darling plan explained." 

ABC News, from http://www.abc.net.au/news/stories/2010/10/06/3030629.htm. 

Cranton, P. (1992). Working with Adult Learners. Toronto: Wall & Emerson. 

Cranton, P. (1994). Understanding and Promoting Transformative Learning. San Francisco: 

Jossey-Bass. 

Dewey, J. (1933). How we think: a restatement of the relation of reflective thinking to the 

educative process. Boston: Regnery. 

Edwards, R. (1991). The inevitable future? Post-Fordism and open learning. Open Learning, 

Vol  6 (2), 36-37. 

http://www.istheory.yorku.ca/criticalsocialtheory.htm
http://www.abs.gov.au/ausstats/abs@.nsf/Products/3218.0~2008-09~Main+Features~Main+Features?OpenDocument#PARALINK11
http://www.abs.gov.au/ausstats/abs@.nsf/Products/3218.0~2008-09~Main+Features~Main+Features?OpenDocument#PARALINK11
http://www.abc.net.au/news/stories/2010/10/06/3030629.htm


                                         Person Transformation and ERT  

46 

 

Evans, T. & Nation, D. (1993). Educational Technologies: reforming open and distance 

education. Reforming Open and Distance Education: Critical Reflections from 

Practice. E. T. & D. Nation. London: Kogan, 196-214. 

Faure, E.  (1972). Learning to Be. Paris: UNESCO. 

Freire, P. (1972). Pedagogy of the Oppressed. Harmondsworth: Penguin. 

Gagné, R. (1975). Essentials of Learning for Instruction. Hinsdale, IL: Dryden Press. 

Gagné, R. (1977). The Conditions of Learning.  New York: Holt, Rinehart & Winston. 

Gagné, R., Briggs, L., & et al. (1988). Principles of Instructional Design. New York: Holt, 

Rinehart & Winston. 

Gibson, R. (1986). Critical Theory and Education.  London: Hodder & Stoughton. 

Habermas, J. (1984). The Theory of Communicative Action. Boston: Beacon Press. 

Hamblin, A. (2009). Policy directions for agricultural land use in Australia and other post-

industrial economies Land Use Policy, Vol  26 (4), 1195-1204. 

Illich, I. (1973). Deschooling Society. Harmondsworth: Penguin Books. 

Luke, A., Freebody, P., & et al. (2005). Towards Research-based Innovation and Reform: 

Singapore schooling in transition.  Asia Pacific Journal of Education, Vol  25 (1), 5-28. 

Lundgren, U. P. (1983). Between Hope and Happening: Text and context in curriculum. 

Geelong: Deakin University. 

Marton, F., Hounsell, D., et al., Eds. (1997). The Experience of Learning. Edinburgh: Scottish 

Academic Press. 

Maslow, A. H. (1968). Towards a Psychology of Being. New York: Van Nostrand. 

Mezirow, J. (1975). Education for Perspective Transformation: Women's re-entry Programs 

in Community Colleges. New York: Centre for Adult Education, Teachers College, 

Columbia University. 

Mezirow, J. (1984). A critical theory of adult learning and education.  Adult Education, Vol  

32 (1), 3-24. 

Mezirow, J. (1985). A critical theory of self-directed learning. Self-Directed Learning: from 

theory to practice. S. Brookfield. San Francisco: Jossey-Bass, 17-30. 

Mezirow, J. (1990). Conclusion: Towards learning and emancipatory.  Fostering Critical 

Reflection in Adulthood. Jack Mezirow and Associates. San Francisco: Jossey-Bass 

Inc., 354-376. 

Mezirow, J., Tennant, M., & et al. (1994). Understanding Transformation Theory.  Adult-

Education-Quarterly Vol 44 (4), 222-244. 

Reading, C., Shaw, G., et al. (2006). Focusing on ICT in Rural and Regional Education in 

Australia. Australian Educational Computing. Vol 21 (2), 20-24. 

Rogers, C. (1969). Freedom to Learn. Columbus, Ohio: Merrill Publishing Co. 

Ryman, S., Burrell, L., et al. (2009). Creating and Sustaining Online Learning Communities: 

Designing for Transformative Learning.  International Journal of Pedagogies & 

Learning, Vol 5 (3), 32-45. 

Shaw, G. (2000). The Adult Learning Experience: Learning in mixed-mode forms of 

professional development in the Northern Territory of Australia'. Graduate School, 

Geelong: Deakin. 

Shaw, G., Ed. (2001). Handbook on Effective Implementation of Continuing Education at the 

Grassroots. Bangkok: UNESCO PROAP. 

Shaw, G. (2005). Collaboration In Aid – ICT In Teacher Education: But What About 

Sustainability? Open and Distance Education in Global Environment: Opportunities 

for collaboration. S. Grag et al (Eds.). New Delhi: Viva Books, Inc. 

Shaw, G., Wallace, R., & et al. ( 2006). To improvise and be innovative in the way you teach, 

Science, ICT and Mathematics Education in Rural and Regional Australia. The 

SiMERR National Survey T. Lyons. Armidale: UNE Press 1. 



Greg Shaw  

 

47 

 

Skinner, B. F. (1954). The science of learning and the art of teaching. Harvard Educational 

Review, Vol 24 (2), 86-97. 

Thorndike, E. (1913). Educational Psychology: The Psychology of Learning. New York: 

Teachers College Press. 

Willson, P., Marshall, P., & et al. (2009). Evaluating the Economic and Social Impact of the 

National Broadband Network. 20th Australasian Conference on Information Systems,  

Melbourne. 

World Bank. (2010). Poverty at a Glance, from: 

http://web.worldbank.org/WBSITE/EXTERNAL/NEWS/0,,contentMDK:20040961~m

enuPK:34480~pagePK:64257043~piPK:437376~theSitePK:4607,00.html. 

  

http://web.worldbank.org/WBSITE/EXTERNAL/NEWS/0,,contentMDK:20040961~menuPK:34480~pagePK:64257043~piPK:437376~theSitePK:4607,00.html
http://web.worldbank.org/WBSITE/EXTERNAL/NEWS/0,,contentMDK:20040961~menuPK:34480~pagePK:64257043~piPK:437376~theSitePK:4607,00.html


 

48 

 

  



Suleman Sumra 

 

49 

 

CHAPTER FOUR 

EDUCATION AND RURAL TRANSFORMATION IN 

TANZANIA  

The Losing Battle?  

Suleman Sumra, Uwezo, Tanzania 

I. Introduction 

The majority of Tanzania‘s population is rural.  Bringing about changes in the lives of rural 

people has been at the centre of Tanzania‘s policies since its independence from the United 

Kingdom in 1960.  The vision as to how rural transformation will take place has changed over 

time depending on the leadership in place.  Three features define Tanzania in the post-colonial 

period.  First, unlike many other countries in Africa, Tanzania has been ruled by the same 

party throughout its post-colonial history.  Secondly, the country has remained peaceful, 

without significant internal strife.  Third, Tanzania has been the recipient of generous 

assistance from developed countries, especially the Scandinavian counties.  Tanzania has 

plenty of land suitable for agriculture and pastoralism.  Tanzania is also blessed with minerals 

such as gold, tanzanite and diamonds.  Successive governments have invested heavily in 

education.  Tanzania achieved universal primary education in the early 1980s, well before the 

international agencies focused on education for all. 

Given this historical reality, it is surprising to see that Tanzania remains one of the 

poorest countries in the world, with the rural areas in the country characterised by poverty, 

hunger, disease, ignorance, lack of potable water and poor sanitation.  What has gone wrong?  

This paper will examine various efforts that have shaped Tanzanian rural transformation 

policies and the role education was envisaged to play in this transition and try to find out why, 

despite all the efforts and assistance, Tanzania still remains one of the poorest countries of the 

world. 

The leadership that led the independence struggle and which came to power after colonial 

rule always recognised the power of education to transform society.  The faith in education 

defined the rural transformation policies of the country.  This paper looks at the extent to 

which Tanzania has succeeded in transforming the lives of its rural population through basic 

education.   

II. Socialism and Rural Development: 1961 – 1980s 

Historically we can divide Tanzanian social and educational development into three phases.  

The first phase was the period directly following independence and lasting until the 1980s.  

Things that happened, both in terms of national development and education policy, were 

driven by the vision of the then president, Julius Nyerere.  Nyerere took a view that 

development was meaningless unless it meant an improved life for all.  He wanted to follow a 

policy that did not create individual millionaires but that improved the lives of all citizens.  

The only way to achieve this was through socialist policies.  His vision of how this could be 

achieved was articulated in Socialism and Rural Development: 
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Yet, the present trend is away from the extended family production and social 

unity, and towards the development of a class system in rural areas. It is this kind 

of development which would be inconsistent with the growth of a socialist 

Tanzania in which all citizens could be assured of human dignity and equality, 

and in which all were able to have a decent and constantly improving life for 

themselves and their children (Nyerere, 1972, p. 346). 

As the vast majority of the population was rural, Nyerere argued that any effort to improve the 

lives of people had to focus on rural areas and on agriculture: 

For the foreseeable future the vast majority of our people will continue to spend 

their lives in rural areas and continue to work on land. The land is the only basis 

for Tanzania‟s development; we have no other. ...This means that we have to build 

up the countryside in such a way that our people have a better class of living, 

while living together on terms of equality and fraternity. ...And finally, the whole 

rural society must be built on the basis of the equality of all Tanzanian citizens 

and their common obligations and common rights. There must be no masters and 

servants, but just people working together for the good of all and thus their own 

good (Nyerere, 1972, p.346). 

The Tanzanian view of socialism focused not only on increasing resources but also on 

creating socialist institutions, building socialist attitudes and providing a socialist way of life.  

In order to build socialist institutions, pillars of capitalist development – banks, multinational 

companies, privately owned agricultural estates were nationalised and put under state 

ownership.  Land was declared to belong to the government and could not be bought or sold.  

The centrepiece of the rural transformation strategy was to establish ―ujamaa‖ or communal 

villages.   

In a socialist Tanzania then, our agriculture organisation would be 

predominantly that of co-operative living and working for the good of all.  This 

means that most of our farming would be done by groups of people who live as a 

community and work as a community.  They would live together in a village; they 

would farm together; market together; and undertake the provision of local 

services and small local requirements as a community (Nyerere: 1972, p.351). 

Education was seen to play an important role and in order for that to happen what was taught 

and how it was taught had to be transformed.  However, education for Nyerere was not simply 

for the benefit of an individual.  Educating a person only made sense if the nation and the 

community benefitted from a person‘s education.  For Nyerere the purpose of education was 

to liberate a man. He argued: 

Education has to increase men‟s physical and mental freedom – to increase their 

control over themselves, their own lives, and the environment in which they live. 

The ideas imparted by education, or released in the mind through education, 

should therefore be liberating ideas; the skills acquired by education should 

therefore be liberating skills. Nothing else can properly be called education. 

Teaching which induces a slave mentality or a sense of impotence is not education 

at all – it is an attack on the minds of men (Nyerere, 1978, p.28). 

Nyerere‘s (1968) vision for transforming the education was defined in a seminal work titled 

Education for Self Reliance.  As development was to be for all, similarly education had to be 

for the masses. Provision of basic education to the entire population became a priority at the 

expense of elitist education.  As a result of focusing on basic education, Tanzania in the late 

1970s and early 1980s had one of the highest enrolment rates in primary education in Africa 
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and the lowest enrolment rate in secondary education.  Schools were to become training 

grounds for Tanzanian socialism.  Nyerere‘s vision on how schools would look like mirrored 

his vision on what a village would be. 

Schools must, in fact, become communities – and communities which practise the 

precept of self-reliance. The teachers, workers, and pupils together must be the 

members of a social unit in the same way as parents, relatives, and children are 

the family social unit.  There must be the same kind of relationship between pupils 

and teachers within the school community as there is between children and 

parents in the village.  And the former communities must realise, just as the latter 

do that their life and well–being depend upon the production of wealth – by 

farming or other activities (Nyerere, 1972, p.283).  

At the same time, education for adults was seen as crucial for development.  Nyerere argued 

that it would take decades before an investment in educating a child would bear fruit for the 

nation, while educating an adult would have an almost instant impact.  Adult education was 

therefore seen as crucial for developing a socialist Tanzania.  What was the outcome of the 

transition to a socialist society?  On the economic front, the transition to socialism was a 

disaster.  Reasons behind the failure are complex and need a separate discussion.  On 

education, Nyerere‘s efforts were unmitigated successes.  One of the poorest countries in the 

world was able to put nearly all its children in primary schools.  It is often forgotten that 

Tanzania achieved universal primary education in the early 1980s, more than two decades 

before Jomtien and MDGs, and the Dakar Framework for Action.  Similarly, through its 

efforts on adult education, 90.4 percent of the population were literate by 1988 (URT, 1990).  

There is no data that shows the levels of poverty during the period. 

III. The Transition Phase: 1981 - 90s 

By the early 1980s the Tanzanian economy, like many other economies in Africa, was in total 

collapse.  During this period institutions like the World Bank and International Monetary 

Fund (IMF) intervened to ―help out‖ these countries.  Financial aid provided to countries like 

Tanzania was conditional on them meeting criteria set by these organisations.  The criteria 

used were the same for most countries getting aid – devaluation of the local currency and 

cutting down government expenditure, which in practice meant cutting down on education 

and health.  Many of the policies followed during the early years were reversed, land was 

commoditised, and markets opened up, private investment encouraged.  Cost–sharing for 

services such as education and health became a reality.  Although economic indicators 

improved as a result, the impact on the social structure was disastrous.  The gap between the 

rich and poor, which was the main target of the Tanzanian socialist policies widened 

significantly.  The net enrolment rate in primary schools which had reached 95 percent in 

1982 declined to 57 percent in 1998 (URT, 1999).  Schools became dilapidated and lacked 

even the most basic of resources.  Parents had to contribute money to enable teachers to buy 

chalk and other school requirements.  Private schools emerged to cater for the education of 

the children of the rich.  The number of people attending literacy classes declined.  Between 

1985 and 1989 the number of people attending literacy classes declined from 2,493,234 to 

1,639,359. 

Village dispensaries and district hospitals lacked even the basic medicines.  Illiteracy 

that was almost wiped out during the earlier period increased again.  Rural areas particularly 

suffered as a result of the importation of food stuffs from developed economies.  The progress 

achieved on all the social indicators receded during this period.  
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IV. Education during Poverty Reduction Strategies Period 

The same organisations that deepened the poverty in many developing countries came up with 

the notion of poverty reduction.  Funds were made available to these countries to reduce 

poverty.  All countries that desired assistance from IMF and the World Bank were required to 

develop a vision for reducing poverty.  Based on the vision paper, each country was required 

to develop a poverty reduction strategy.  Tanzania developed a vision called Vision 2025 

which stated: 

The economy will have been transformed from a low productivity agricultural 

economy to a semi-industrialized one led by modernized and highly productive 

agricultural activities which are effectively integrated and buttressed by 

supportive industrial and service activities in the rural and urban areas (URT, 

1995 p.2). 

Since 2000, Tanzania has developed three poverty reduction documents.  The first one was 

called the Poverty Reduction Strategy Paper.  The second one which is currently operational 

is called National Strategy for Growth and Reduction of Poverty (NSGRP) also known as 

Mkakati wa Kukuza Uchumi na Kupunguza Umaskini (MKUKUTA).  MKUKUTA II is 

currently being prepared.  Each of the poverty reduction strategies recognises the role of 

education in the reduction of poverty.  As a result of poverty reduction strategy, Tanzania 

implemented the Primary Education Development Plan (PEDP) with the aim of revamping 

education.  The PEDP I was implemented from 2001- 2005 and PEDP II from 2006 – 2010.  

As a result of PEDP significant improvements in enrolment took place.  Nearly every school 

age child is now enrolled in school.   

The rest of this paper will look at what effect ten years of MKUKUTA implementations 

have had on poverty and literacy levels.  Table 4:1 shows the trend of poverty since 1991/92. 

These data which come from the Household Budget Survey (HBS) show that: 

 Poverty is basically a rural phenomenon.  Various initiatives taken over the last 50 

years have not succeeded in significantly reducing poverty in rural areas.  In 2007, 

nearly one fifth of the rural population were reported to be under the food poverty 

line.  As a result data show that more than 40 percent of children under five are 

stunted in rural areas compared to 26 percent in urban areas (URT, 2009).  

 Poverty reduction seems to be more effective in Dar es Salaam, where the number 

of people under both the food and basic-needs poverty lines declined significantly.  

Proportionally, people under the basic-needs poverty line declined by 11.7 percent 

in Dar es Salaam and by only 3.2 percent in rural areas. 

Table 4:1. Incidences of Poverty in Tanzania 

 

Poverty Line Year Dar es 

Salaam 

Other 

Urban 

Areas 

Rural Areas Mainland 

Tanzania 

Food 1991/92 13.6 15.0 23.1 21.6 

2000/01 7.5 13.2 20.4 18.7 

2007 7.4 12.9 18.4 16.6 

Basic Needs 1991/92 28.1 28.7 40.8 38.6 

2000/01 17.6 25.8 38.7 35.7 

2007 16.4 24.1 37.6 33.6 

Source: URT (2009) 

 



Suleman Sumra 

 

53 

 

Poverty appears to go hand in hand with literacy levels.  

 

Table 4:2. Adult Literacy Rates in Tanzania 

 

Language Dar es Salaam Other Urban Rural National 

2000/01 2007 2000/01 2007 2000/01 2007 2000/01 2007 

Swahili 68.0 64.3 66.7 64.2 60.0 59.7 61.5 60.9 

English 3.8 4.2 4.1 2.7 1.9 1.1 2.4 1.7 

English and 

Swahili 

19.4 22.3 14.9 18.5 4.8 5.8 7.2 9.7 

Other 

languages 

0.2 0.2 0.2 0.4 0.2 0.2 0.2 0.2 

Illiterate 8.7 9.0 14.2 14.2 33.1 33.2 28.6 28.7 

Total 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 

% Men 

illiterate 

5.7 5.4 8.5 8.5 23.9 25.3 20.4 20.5 

% Women 

illiterate 

11.7 12.3 19.0 19.1 41.2 40.5 36.0 33.9 

Source: HBS (2009) 

 

Table 4:2 shows that: 

 Illiteracy, like poverty, is more a rural area phenomena.  The literacy levels are 

highest in Dar es Salaam and lowest in rural areas.  One third of the rural population 

is illiterate compared to less than one tenth in Dar es Salaam and less than one fifth 

in other urban areas.  

 More women than men are illiterate in every location; the highest rat of illiteracy is 

among women in rural areas, where more than 40 percent of the women are 

illiterate, compared to 12.3 percent in Dar es Salaam and 19.1 percent in other urban 

areas. 

 Illiteracy has increased slightly between 2000 and 2007.  In Dar es Salaam the 

illiteracy levels between 2000 and 2007 increased from 8.7 percent to 9.0 percent; 

remained at 14.2 percent in other urban areas and increased from 33.1 percent to 

33.2 percent in rural areas. 

 

At first sight it is difficult to understand the current levels of illiteracy in Tanzania as in the 

1980s illiteracy was almost wiped out in the country and during the 1980s Tanzania achieved 

almost complete universal primary education.  It appears that illiteracy is not related to 

education.  Table 4:3 shows the highest levels of education reached by people in Tanzania. 

Table 4:3 shows that the majority of Tanzanians, in both rural and urban areas, have at 

least primary education. However, the percentage of adults with primary education decreased 

by a percentage point between 1991/92 and 2007. Table 4:3 also shows that the percentages 

of adults who are illiterate are higher than those with no education. For example, in 2007, 

23.6 percent of the population had no education, but the illiteracy rate was 28.7 percent. It 

means that education, going to school, does not necessarily mean literacy.  Findings from a 

recently carried out assessment of learning by Uwezo Tanzania confirms this. Uwezo assessed 

more than 40,000 children in basic Swahili, English literacy, and numeracy. Children were 

assessed to find out if they can read class 2 level texts and do class 2 level sums.   
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Table 4:3. Highest Levels of Education reached by Adults in Tanzania 

  

Level 

Achieved 

Dar es Salaam Other Urban Rural Total 
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0
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2
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0
7
 

No 
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n 

9.0 7.6 7.9 13.0 13.

1 

12.

1 

28.0 29.

0 

28.

5 

24.9 25.

2 

23.

6 

% of 

women 

with no 

education 

11.

7 

10.

6 

11.

1 

18.7 17.

7 

16.

6 

36.0 37.

1 

35.

3 

32.3 32.

5 

29.

5 

Adult 

Educatio

n 

1.2 0.9 0.4 1.3 1.1 0.7 3.7 2.3 1.2 3.3 2.1 1.1 

Prim. 1 - 

7 

65.

6 

67.

0 

62.

2 

73.1 67.

4 

66.

8 

64.8 65.

3 

64.

7 

65.9 65.

7 

64.

9 

Forms 1 - 

4 

17.

4 

14.

9 

16.

6 

8.9 12.

7 

13.

7 

2.1 2.2 4.1 3.9 4.6 7.0 

Forms 5 - 

6 

1.4 1.7 2.4 1.0 0.9 1.0 0.1 0.2 0.2 0.3 0.4 0.6 

Post - 

Secondar

y 

5.4 7.9 9.7 2.7 4.8 5.7 1.3 1.0 1.3 1.7 2.0 2.6 

Other 0.0 0.0 0.8 0.0 0.4 0.0 0.0 0.0 0.0 0.0 0.0 0.2 

Total 10

0 

100 100 100 100 100 100 100 100 100 100 100 

Source: HBS, 2009 

 

Figure 4:1. Percentage of Children who can Read a Story in Kiswahli 
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Table 4:4. Number of Children who can Read Swahili in Class 3 and Class 7 by 

Location 

 

Class National Rural Urban 

By class 3 every child should be able to read the Kiswahili Story 

3 33 children out of 100 

are able to read class 2 

level text 

29 children out of 100 

are able to read class 2 

level text 

45 children out of 100 

are able to read class 2 

level text 

7 81 children out of 100 

are able to read class 2 

level text 

79 children out of 100 

are able to read class 2 

level text 

87 children out of 100 

are able to read class 2 

level text 

All 42 children out of 100 

are able to read class 2 

level text 

40 children out of 100 

are able to read class 2 

level text 

50 children out of 100 

are able to read class 2 

level text 

 

As the tests developed were at a class 2 level it was expected that all the children in class 3 

would be able to read the text. Swahili is the national language and is used in all forms of 

communication. The findings were particularly surprising. In class 3, where the expectation 

was that all children would be able to read, only one-third of the children were able to do so. 

In urban areas nearly half of the children were able to read the text compared to less than one-

third in rural areas. By class 7, 21 children out of 100 in rural areas and 13 children out of 100 

in urban areas were unable to read the class 2 text.  It was particularly worrying that 19 out of 

100 children finish their primary schooling illiterate. Primary schools produce more illiterate 

children in rural areas than in urban areas. 

 

Figure 4:2. Percentage of Children who can Read a Story in English 

 

 
 

Figure 4:2 shows the number of children who can read a class two level English text.  As most 

communication in Tanzania is done thorugh Swahili, the importance of English is low.  

However, for children finishing primary education it is important to have gained enough 
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knowledge of English to enable them to cope with English as a medium of instruction in 

secondary education.  Figure 4:2 shows that English reading levels are very low for all 

classes.  There are no significant gender differences in reading English.  Both females and 

males from pre-school to class 7 are not performing well.   Although reading English is a 

challenge for children in both urban and rural settings, urban children are generally better 

readers than rural children.  Nationwide, just over 50 percent of all children in class 7 can read 

an English story. 

Children were also tested on basic numeracy.  The findings from the survey show that 

65 percent of 16 year olds are able to solve class 2 multiplication problems.  The situation is 

not encouraging between the ages 5 – 11. For example, only 15 percent of children aged 9 are 

able to solve class 2 multiplication problems.  As with literacy skills, urban children 

outperform rural children in numeracy, although there is not a large difference between girls 

and boys. 

 

Table 4:5. Number of Children who can Read English in Class 3 & 7 by Location 

 

Class National Rural Urban 

By class 3 every child should be able to read the English Story 

3 8 children out of 100 are 

able to read class 2 level 

text 

6 children out of 100 are 

able to read class 2 level 

text 

12 children out of 100 

are able to read class 2 

level text 

7 51  children out of 100 

are able to read class 2 

level text 

48 children out of 100 

are able to read class 2 

level text 

60  children out of 100 

are able to read class 2 

level text 

All 19 children out of 100 

are able to read class 2 

level text 

17 children out of 100 

are able to read class 2 

level text 

24 children out of 100 

are able to read class 2 

level text 

 

Figure 4:3. Percentage of Children Meeting Class 2 Standard in Numeracy 

 

 
As with literacy, the level of numeracy was set at class 2 level.  If all children learned as 

expected then all students in class 3 should be able to do the numeracy tests. 

0%

20%

40%

60%

80%

100%

Pre-School STD I STD II STD III STD IV STD V STD VI STD VII

P
e

rc
e

n
ta

ge
 o

f 
C

h
ild

re
n

 

Class 

Rural (Male) Rural (Female) Urban (Male) Urban (Female)



Suleman Sumra 

 

57 

 

 

Table 4:6. Number of Children who can Solve Multiplication Problems in Class 3 and 

Class 7 by Location 

 

Class National Rural Urban 

By class 3 every child should be able to solve the multiplication problems 

3 19 children out of 100 

can solve class 2 level 

problems  

16 children out of 100 

can solve class 2 level 

problems 

27 children out of 100 

can solve class 2 level 

problems 

7 69 children out of 100 

can solve class 2 level 

problems 

67 children out of 100 

can solve class 2 level 

problems 

75 children out of 100 

can solve class 2 level 

problems 

All 31 children out of 100 

can solve class 2 level 

problems 

29 children out of 100 

can solve class 2 level 

problems 

37 children out of 100 

can solve class 2 level 

problems 

 

In examining numeracy by location and age, the location gap developed in favour or urban 

children all but disappeared among 16 year olds.  When looking by class instead of age, 

however, it is clear that the gap disappears among urban females but not among urban males 

by class 7.  Over 80 percent of urban males in class 7 are able to perform the numeracy task, 

as opposed to 70 percent of urban females and 67 percent of male and female rural children.  

Even by the time children complete primary education, 33 percent of the children in rural 

areas and 25 percent of the children in urban areas were not able to do class 2 level problems.  

Apart from location, a child‘s performance is correlated with their mother‘s educational level.  

Children of better educated mothers tend to do well both in literacy and numeracy. 

Mother’s Education Level and Kiswahili 

Children whose mothers received higher education perform better in reading Kiswahili than 

those whose mothers received less education.  Over 80 percent of children aged 13-16 whose 

mother received higher education can read Kiswahili, compared with 60 percent whose 

mothers did not attend school.  Similarly, over 20 percent of children aged 5-8 whose mothers 

received higher education can read Kiswahili, compared with 4 percent whose mothers did 

not attend school. 

Mother’s Education Level and English 

Even more so than in Kiswahili, children whose mothers received higher education perform 

better in reading English than those whose mothers received less education.  About 70 percent 

of children aged 13-16 whose mother received higher education can read English, compared 

with 30 percent whose mothers did not attend school.  Similarly, about 10 percent of children 

aged 5-8 whose mother received higher education can read English, compared with 1 percent 

whose mothers did not attend school. 
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Figure 4:4. Percentage of Children Reading Kiswahili, by Class and Mother’s Education 

 

 
 

 

 

Figure 4:5. Percentage of Children Reading English, by Age and Mother’s Education 

 

 
 

The pattern is similar when examining by class instead of age. 
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can multiply effectively, compared with 50 percent of those whose mothers did not attend 

school.  Similarly, over 10 percent of children aged 5-8 whose mother received higher 

education can multiply effectively, compared with 2 percent whose mothers did not attend 

school. 
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Figure 4:6. Percentage of Children Reading English, by Class and Mother’s Education 

 

 
 

 

Figure 4:7.  Percentage of Children who can Multiply, by Age & Mother’s Education 

 

 
 

And again, the pattern is similar when examining class instead of age (Figure 4:8). 
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and a TV, while rural residents were more likely to own a bicycle. 

 

 

0%

20%

40%

60%

80%

100%

Not in School Pre Primary Adult Primary 1-4 Primary 5-7 Higher

P
e

rc
e

n
ta

ge
 o

f 
C

h
ild

re
n

 

Mother's Education 

Standard 1-2 Standard 3-4 Standard 5-7

0%

20%

40%

60%

80%

100%

Not in School Pre Primary Adult Primary 1-4 Primary 5-7 Higher

P
e

rc
e

n
ta

ge
 o

f 
C

h
ild

re
n

 

Mother's Education 

Age 5-8 Age 9 -12 Age 13-16



ERT in Tanzania 

 

60 

 

 

Figure 4:8.  Percentage of Children who can Multiply, by Class and Mother’s Education 

 

 
 

Socio-Economic Status and Reading Level: Kiswahili 

From the findings, household income seems to strongly influence children‘s reading ability.  

40 percent of children from houses with very low incomes can read Kiswahili at a story level.  

As the household income increases the percentage of children who can read a story tends to 

increase.  For example, 55 percent of children who are come from very high income homes 

managed to read a story without any problem.  

 

Figure 4:9. Level of Kiswahili by Family Income 
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Socio-Economic Status and Reading Level: English 

As was the case for Kiswahili, the number of children who can read an English story tend to 

increase as household income increases.  In the same way, children‘s story reading ability is 

directly linked to the household income.  Households with a high income recorded 38 percent 

of children who can read an English story, on the other hand the same households recorded 15 

percent of the children who cannot read anything.  Very low income households recorded 20 

percent of children being able to read an English story, while also recording a great proportion 

of children who cannot read anything.  As the income increases so does the percentage of 

children who can read a story in English.  

 

Figure 4:10.  Level of English by Family Income 

 

 
 

 

Figure 4:11. Numeracy Level by Family Income 
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Socio-Economic Status and Reading Level: Numeracy 

The findings show that many more children from families with high incomes are able to do 

multiplication problems compared to those who are come from very low and low incomes 

families.  Likewise the percentage of children with no numeracy skills tends to decrease with 

an increase of household income.  

V. Conclusion 

Fifty years after independence from colonial rule in 1960, Tanzania remains one of the 

poorest countries in the world.  Rural areas, where most of the population lives, are 

characterised by poverty, ignorance, disease and lack of basic services.  Efforts to transform 

rural areas have met with little success.  Education was seen as a tool for transforming rural 

areas.  Education was to wipe out illiteracy among the rural population.  This was to be done 

through a double pronged approach of universal primary education and concerted literacy 

programmes for adults.  Nyerere‘s dream unfortunately was not fulfilled.  Adult illiteracy is 

actually on the rise, and more worryingly, the schools are producing illiterate children.  Has 

Tanzania lost the battle of transforming rural areas? 
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CHAPTER FIVE 

COMPARING RURAL EDUCATION  

Persistent, Intensified and Emerging Stratifications in Central and 

Eastern Europe 

Monica Mincu, University of Torino, Italy 

I. Introduction 

As maintained by the eminent historian Bibo (1986), the rural-urban dimension of processes 

of social stratification and polarisation has been particularly significant in explaining Eastern 

European realities for centuries and, as scholarship shows, continued to be so through the 

post-socialist years.  Moreover, this common characteristic of both Central and Eastern social 

realities not only helped to explain apparent internal contradictions.  It also originated and 

partially validated a differentiated East/West national pattern (Shulman, 2002).   

Notwithstanding regional differences, a social stratification, which traditionally lacks a 

consistent middle-class and which cuts across urban/rural differentiation, has also fuelled 

nationalistic sentiment in the area.  

Until the 19th century, the building of national identity in the region was a matter of 

geography: nations were composed of various regions and provinces, mostly under foreign 

control, all sharing the same imperialistic influences cross-nationally, whether in a direct or 

mediated way (Wandyz, 2001).  The issue of national identity, in all the countries considered 

here, resembled a mosaic of ―internal voices‖.  This cultural diversity, prior to the process of 

nation formation, is still discernible in regional differences confirmed by voting behaviour 

patterns, strength of civic culture, ideological and political orientations (Tworzecki, 1996) as 

well as persistent differences in terms of rural poverty. 

During the first half of the 20th century, the polarisation of public themes around a 

cosmopolitan ideal, such as the ―European idea,‖ and an endogenous ethno-specificity became 

even more manifest.  Hungarian culture oscillated between urbanism and populism 

(Gyurgyak, 1991).  The traditionalist and agrarian political cultures in Romania favoured the 

building of rural schools for the masses, which had been hitherto largely ignored.  This 

resulted in a substantial decline in illiteracy. Another significant consequence was the creation 

of a ―rural‖ sociology (Dimitrie Gusti in Romania) which influenced pedagogical thought, 

producing the theories of pedagogical ―regionalism‖ and ―localism.‖  These theories, based on 

statistical and empirical analyses, were supposed to improve the social and cultural conditions 

of small rural communities.  In all probability, the idea of a differentiated curriculum for rural 

and urban areas did not produce the expected outcome.  On the contrary, it ran the risk of 

aggravating an already polarised situation.  In practice, rural education continued to be 

inadequate
1
.
  

The ―dual‖ rural/urban education reinforced the crystallised ―dual‖ citizenship 

on social grounds (richer versus poorer classes).  

The communist socio-political and educational experiments in Central and Eastern 

Europe [CEE] displayed common traits as well as differences.  A process of ongoing 

                                                 
1
 Because the intellectualistic tradition of the Romanian school was slow to die, education in rural settings was neither really pragmatic, nor 

did it promote an explicit political and civic education. It therefore ran the risk of strengthening existing stratification. 
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stratification also rooted in school practices (see Mincu, 2009), has been particularly visible 

since after the 1970s.  The same has been said about the method used to promote rural 

development in the area during communism:  

The communist regime made considerable investments in rural development. It 

built physical infrastructure (roads, water, and electricity supply), promoted 

general education, medical services and culture. Yet, something went wrong with 

this style of rural development (Zichy, 2001, p. 87). 

A critical account of communist rural politics is to be found in Verdery (2004), for instance. 

Jigau (2000) outlines the more problematic well-known Romanian case of forced 

industrialisation and ‗rural systematisation‘, especially during the 1980s.  Imre (2009) 

describes the ―Communist Party‘s anti-village and anti-peasant policies‖ in Hungary.  These 

processes also resulted in the restructuring of the school network and the closure of many 

village schools over time.   

However, a genuine sociological interest in stratification processes, clearly at odds with 

the Party‘s documents and ideological perspective, flourished in the 1960s and 1970s in 

Romania and thereafter in Hungary (Kozma, 2008).  The intensifying of the stratification 

processes in the Eastern communist area has been fully and comparatively analysed by Shavit 

and Bloosfeld (1993).   

In all probability:     

…evidence-based studies, like school mapping, somewhat loosened up the 

system… They indicated that there were growing inequalities between the 

different areas and schools of Hungary, even though the Party stated in every 

document that differences had been diminished. Our field researches indicated 

that, in certain areas, the population changed completely: in a period of ten years, 

many Gypsy (Roma) students appeared in the schools – nobody knew how 

(Kozma, 2008, p. 3).  

Post-socialist countries have all exhibited different experiences with communism, and 

dissimilar transitioning pathways thereafter. Most scholars agree on this post-socialist 

divergence between Central and Eastern European countries. However, from the perspective 

of the traditional characteristic of a rural/urban divide, they are all to a certain extent still 

alike. 

In this article, I will propose the thesis of the persistence, intensification and newly 

originated forms of rural/urban stratification and inequalities.  A case in point is that most 

Polish researchers, working in the field of regional diversification of Poland, especially of its 

rural areas, stress the role of historical legacy to interpret today‘s differences.  The historical 

diversification of Poland prompts some researchers to call Poland ―Multi-Poland‖ (Wielo-

Polska) (Tarkowska, 2008, p. 301). 

The Rural Question in Post-Socialism and Renewed Inequalities 

The revolutionary year 1989 was a symbolic cultural and economic watershed in European 

history.  Central and Eastern European countries underwent a complex process of deep 

transformations, entering the so-called ―transition period‖ from a communist planned 

economy, or partially state-directed in the Hungarian and Polish cases, and a single-party 

system, to democracy and a free market.  The legal and institutional reforms to rebuild the 

state were accompanied by liberalisation, restructuring, privatisation, and macroeconomic 

stabilisation – the strategies prescribed by the International Monetary Fund (IMF) worldwide.  

Although from different starting points and socio-economic premises, Poland, Hungary and 
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Romania have all undertaken numerous and complex reforms of their social, economic, 

political, and educational arenas.  The first two have been members of the European Union 

(EU) since 2004 and joined OECD (Organisation for Economic Cooperation and 

Development) in 1996 (Hungary) and 1999 (Poland).  Romania joined EU in the second phase 

in 2007 and it is not an OECD member.  

Although economic reforms proved to be quite successful in Hungary and Poland 

(OECD, 2008 and 2010) inter and intra-regional disparities have widened in both countries.  

In Hungary, a reverse trend has been reported:  

While North-Eastern regions were among the most developed during the 

communist period, growth has now shifted to the West. This East-West divide, the 

trend towards urbanisation encouraging suburbanisation around Budapest, the 

rural exodus and the accompanying processes of urbanisation are increasing 

territorial fragmentation.  These trends are widening income disparities between 

the countryside and the main cities (OECD, 2001, p. 12).  

There are differences in the development of the regions.  The Eastern part of the country is, in 

general, less developed than the Western part, and many villages in the Western regions are 

far more prosperous than some towns in the Eastern regions.  It should also be noted that three 

of the seven Hungarian NUTS [Nomeclature of Territorial Units for Statistics] two regions 

(Northern Hungary, Northern Great Plain, Southern Great Plain) are among the ten least 

developed of the 254 regions of the EU-25.  As maintained by several Hungarian scholars, in 

contemporary Hungary, people living in villages are at a significant disadvantage compared to 

those living elsewhere (Imre, 2009).  

A similar trend has been reported in Poland, considered a ―fast growing economy with 

rising territorial disparities‖ (OECD; 2008, p. 36).  Poland has one of the OECD area‘s 

greatest territorial disparities in terms of GDP per capita at NUTS three level.  Similarly to the 

Hungarian patterns of regional inequalities, three set of disparities are visible: a) a persistent 

gap between Eastern and Western Poland; b) a gap between Warsaw and the rest of the 

country; c) rising intra-regional disparities, particularly in the region of Warsaw 

(Mazowieckie), Poznan (Wielkopolskie) and Cracow (Malopolskie), due to rising disparities 

between large urban areas and rural ones (OECD, 2008, p. 15).  It has been argued that, the 

current pattern of regional inequality in Poland has strong historical underpinnings and has 

demonstrated exceptional stability overtime.  This ―regional inequality‖ is connected with the 

initial process of urbanisation, the different speeds at which different regions experienced the 

processes of modernisation and industrialisation and political and ideological changes of the 

20th century. Tarkowska (2008) reports two main forms of today‘s inequalities:  

(1) “The metropolitan dimension, with the large urban centres growing faster 

than the rest of the country.  This dimension has replaced the traditional urban-

rural one, typical of an industry-driven country. (2) The East-West divide, which 

is historically rooted, and is reinforced by the processes of post-socialist 

transformation” (p. 301).  

Consolidated North-Eastern and South-Eastern patterns of less developed areas are also 

noticeable in Romania.  The capital Bucharest and the regions surrounding it, as well as 

Central and Western areas are generally more developed.  Some county capitals, which were 

already big industrialised cities in the first decades of socialism, continue to dominate the 

regions and counties today (such as Iaşi, Craiova, Cluj-Napoca, Timişoara, Oradea or Târgu-

Mureş).  Secondary centres of a second wave of industrialisation in the 1960s and 1970s 

remained mono-sectoral.  Thus, these encountered more difficulties to dealing with the 

consequences of post-1989 restructuring.  The same has been observed in the Polish case of 

Slaskie, a ―looser region‖ in post-socialism, since it has had more problems restructuring its 
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socialist-style heavy industry.  This dynamic has played an important role in widening 

regional discrepancies.  After 1990, Romania moved from a centralised policy to a regional 

one, in compliance with EU standards.  Romania was divided 1998 into eight Development 

Regions.  The eight regions serve as NUTS-two units and the counties serve as NUTS-three 

units.  It has been argued that the recent regional configuration makes regional disparities less 

visible. 

 

Table 5:1. List of Countries and their Regions 

  

Countries NUTS One NUTS Two NUTS Three 

Poland PL 
Groups of  

Voivodships 
6 Voivodships 16 

Podregiony (groups of 

Powiats) 45 

Romania RO Macroregions 4 Regions 8 Counties and Bucarest 42 

Hungary HU 
Groups of 

regions 
3 Regions 7 Provinces + Budapest 20 

   

 

More generally, it has been considered that the initial processes of transition in the CEE area 

initially focused on macro-economic processes.   All the more, the increasing income 

disparities between rural and urban areas have been largely ignored over the first ten years 

(Davis & Pearce, 2001)   Davis and Pearce maintain:  

[W]e now know that the increasing inter-regional divergence is the transition 

economies is one of the major transformation problems.  This is one of the 

reasons why the World Bank, OECD and the EU have formulated special rural 

development strategies (2001, p. 111). 

The rural question was traditionally conceptualised in all these contexts as a problem of 

agricultural development and, notably, continued to be so until the end of the 1990s.  Thus, 

the trend towards an integrated approach to rural development, specifically between social 

policies, agricultural and non-agricultural economic policies, is cross-regionally quite recent.  

For instance, a comprehensive Romanian rural development policy was prepared no sooner 

than 1998.  This emblematic shift can be seen in the renaming of the Ministries of Agriculture 

in Hungary and Poland to Ministries of Agriculture and Rural Development in 1998 and 1999, 

respectively.  

Over the last twenty years, we can observe different approaches to rural development: 

1. EU programs dedicated to agricultural and non-agricultural development in rural 

areas with or without a human development component such as SAPARD (Special Accession 

Programme for Agriculture and Rural Development) or LEADER+ [Liaison Entre Actions de 

Développement de l'Économie Rurale];  

2. more focused and balanced rural development programmes involving a more 

substantial inclusive policy or educational priority (PHARE 
2
 programme in Romania, ESF 

[European Social Fund] in Poland from 2000 onwards, the World Bank Rural Development 

project in Poland); 

3. and, quite uniquely, a specifically conceived World Bank programme on rural 

education in Romania.          

                                                 
2
 Originally created in 1989 as the Poland and Hungary: Assistance for Restructuring their Economies (PHARE) programme, Phare has 

expanded from Poland and Hungary to currently cover ten CEE countries. 
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II. Some Conceptual Clarifications 

The improvement of education quality in rural areas is essentially intertwined with the issues 

of access and equity. In addition, national definitions of what counts as quality and equity in 

education in a specific country and moment in time and their relation to the ―rural question‖ 

has to be carefully considered.  For instance, in some countries rurality as contextual 

dimension may be plainly evident in relevant policy documents such as the annual reports on 

the state of education (e.g., the Romanian case).  In other contexts, e.g. the Hungarian case, 

rurality may remain a background issue and become substituted by other concepts, such as 

―small village schools in small settlements‖ and the problem of the rural poor fully coinciding 

with other specific categories, highly relevant though they may be (e.g. Roma population and 

students).  

In other countries, the issue of access and equity may have specific meanings.  This is 

particularly visible from internal statistics and reports given the different profile of rurality in 

each context: enrolment issues for the overall student population and material facilities 

(Romania), enrolment issues mainly for the Roma population (Hungary).  However, in the of 

the overall under-18 school population in Poland and for the non-Roma pupils in Hungary 

enrolment is not a relevant issue.  At the same time, equity may be mainly promoted through 

improving education quality in Poland and Hungary, given high educational attainment 

discrepancies and so forth.  In Hungary, as shown in the OECD statistics (PISA, 2006), small 

village vs. city serves as a statistical proxy for the rural/urban dimension.  In point of fact, 

when issues of access and participation to education are not problematic, education quality as 

a process dimension becomes one of the main battlegrounds for achieving equity.  

In addition, education in rural areas is intrinsically a question of combating poverty and 

ensuring children‘s and human rights in the most deprived areas.  Noting that rurality per se 

does not always imply poverty and deprivation, the study of poverty from the perspective of 

education has always a strong geographical dimension, be it rural or remote areas.  National 

definitions of what counts as the ―rural poor‖ are quite strikingly convergent cross-nationally, 

except for the Roma issue, which is not such a relevant issue in Poland.  In point of fact, in 

this country poverty has no ethnic dimension, given the very small size of minority 

populations 
3
. 

A theoretically sound policy of rural educational development requires, as do more 

general development strategies, ―the need for explicit rural policy‖ (Freshwater, 2001, p. 27).  

This explicitness is basically related to the possibility of promoting real educational change in 

specific contexts such as rural areas.  It is not only a matter of reducing disparities through a 

maintenance policy.  It also has to promote a full development policy.  All the more, one 

should be aware of the danger of quick-fix solutions viewed from outside and as top-down 

strategies.  In addition, some rural development policies may run the risk of substitution and 

confusion with policies situated at the regional level, which is a very different issue. 

Furthermore, rurality itself as a specific contextual configuration may be subject to 

different interpretation by various institutions.  It is therefore clear that the improvement of 

education in rural areas cannot but take into account different layers of the contextual 

dimension: the economic (such as poverty, intra and inter regional disparities), the social 

(women, but not exclusively, unemployment, social capital, and social services such as health 

and kindergartens), the anthropological and historical specificities (administrative 

                                                 
3
 It does not exceed 4 percent; in the 2002 Census, only 1.2 percent of Poles declared openly minority nationality. A relatively new issue 

regards immigrants, mainly from the Ukraine, working within the shadow economy, sometimes in very bad conditions (Tarkowska, 2008, p. 

314).    
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peculiarities and legacies, such as French versus other legacies or the socialist institutions, 

minority settlements, and geographical issues).  

 

Figure 5:2.  Poverty Levels in the Three Countries 

 

 

As the scholarship indicates, providing programs that treat all parts of a nation or all groups 

equitably may require different approaches to various parts or groups.  In point of fact, in 

order to reach equal outcomes, different resources on the basis of local needs are required.  In 

addition, if it is to be equality of opportunity then the (federal) government has to play a 

major role in stimulating and controlling the efficacy of investment in development.  In 

analysing the politics of rural development it is necessary to distinguish between several 

dimensions: a rhetorical level (how relevant is the rural agenda in national discourses and 

policies), outlays (the easiest level to investigate) and the effectiveness of such investments, 

which is definitively the most difficult to assess.     

 

III. The Impact of Decentralisation of Education Finance on Rural 

Education 

Restructuring processes through decentralisation reforms of general administration and 

education have been in place cross-regionally since the early 1990s in Poland and since 1994 

in Romania.  In Hungary, an Education Act on school autonomy was issued as early as 1985.   

In Poland and Romania, the decentralisation of education has remained a paper exercise, and 

was therefore fairly limited over the 1990s.  Conversely, the Hungarian education has quite 

proudly been considered as one of the most decentralised systems of the world (Imre, 2009, p. 

6).  

 

 

Romania Poland Hungary 

1. Roma households 

 

2. Households with more than 

three children 

 

3. Self-employment and 

unemployment  

 

4. Low educated people 

(1) low income and poverty 

 

(2) unemployment  

 

(3) lower level of education of 

rural population and  

educational barriers 

 

(4) lack of perspective for 

young people in local 

communities 

 

(Roma and immigrants less 

relevant, but mentioned in the 

literature) 

(1) large families, single 

parent families, the elderly, 

especially in one-person 

households 

 

(2) people with lower 

education  

 

(3) the unemployed, inactive 

persons of working age 

 

(4) Roma/Gypsy population 

 

(5) people living in smaller 

villages, especially in the 

Eastern part of the country 
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The Case of Rural Gminas in Poland 

In Poland, administrative and fiscal decentralisation had its beginnings in 1999.  After the 

educational reforms of 1999/2000, a new system for subsidising education was introduced.  

Gminas (local administrative units), responsible for pre-school and primary education since 

1996, were also made responsible for the lower-secondary gimnazjum.  Powiats (counties) are 

responsible for upper-secondary schools.  Gminas are financed through a per-pupil basis from 

the centre (about 70 percent of total revenues is transferred as general subventions, while the 

remaining 30 percent is covered by own revenues).  Another important limitation is that 

teacher salaries are centrally set but locally paid by gminas.  In addition, while the 

decentralisation of education is commonly regarded as a ‗success story‘, the decentralisation 

of education funding is still rather limited. However, "[s]ome very important tasks are still 

regulated centrally and most of the gminas revenues are also centrally set, although they are 

classified in the category ‗own resources‘"(Jakubowski & Topinska, 2006, p. 10).  

Moreover, a significant characteristic from the perspective of the situation of rural 

education is that the unit (per student) cost of school maintenance varies dramatically between 

different schools and localities
4
 (Herbst, 2008, p. 14).  Pre-school education, as well as local 

transportation, is the exclusive responsibility of gminas.  A relevant issue for Polish education 

is that rural gminas revenues are lower than urban ones, and also the variation remained the 

same between 1996 and 2004.  Moreover, the reorganisation of school network in 1999/2000, 

resulting in school closure and creating important problems in rural areas: limited school 

accessibility, poor school transport (the responsibility of the gminas, which it must provide 

free of charge by law); some students have to commute for over an hour to get to the school 

and may therefore have limited access to other school facilities. 

Solutions to Local Governments in Hungary 

At the end of the 1990s, decentralisation in Hungary was well established.  The responsibility 

for public education is shared between 4 levels: national (NUTS I level): weak, indirect 

control; regional (NUTS II level) composed of regions, counties and micro-regions: weak 

competences, Multifunctional Associations of Local Governments (MALGOs), voluntarily 

formed in 2004; local (NUTS III level): local governments, fairly heterogeneous in size and 

socio-economic situation; institutional (NUTS IV level): wide ranging administrative 

competences. 

School maintenance is typically fragmented and an extremely onerous task for local 

governments in small settlements.  The proposed measure
5
 was to encourage collaboration 

between local governments.  It has been said that ―[i]nequalities between settlements are a 

significant component in the development of disadvantaged areas […] [T]his can be 

counteracted to a certain extent by cooperation or partnership between settlements, and by 

setting up compensatory systems or targeted programs designed to support settlements, 

institutions and pupil groups‖ (Imre, 2009, p. 8).  In fact, a municipality is free to decide how 

to complete its duty by maintaining an educational institution, by forming a school association 

or by contracting another municipality or school maintainers.  

A policy for encouraging school associations started in the mid 1990s through 

additional per-capita funds and purchase of school buses.  More recently, settlement-level 

                                                 
4
 However, since 1995, the Ministry of Education‘s allocation formula for the education component of the general subsidy has included a 

multiplier that gives rural gminas one third more money per pupil than their urban counterparts (Levitas, Golinowska & Hercinsky, 2001, p. 

16). 
5
 undertaken by the Education Ministry since the mid-1990s 
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cooperation is in force given the high numbers of village and small town schools and the 

demographic decline.  This is a multifunctional partnership between local governments (Imre, 

2009, p. 8) - MALGOs - for a more efficient organisation of service delivery (public 

education, social services and health care).  In 2003, 40 percent of local governments were 

insufficiently funded, so the vast majority of micro-regions funded MALGOs, which received 

significant support from the central budget (Imre, 2009, p. 8).  

The worsening of the financial provision in the early 2000s, together with the 

amendments to the Education Act in 2006 and 2007, resulted in an accelerating process of 

reorganisation of the primary school network at the local level, involving the amalgamation of 

schools.  Under the new legislation, only 8 grade primary schools were allowed to function.  

As a result, in 2006 there were sudden school closures in small settlements (Imre, 2009, p. 7)    

Fragmentation and Dysfunctions in Rural Schools Finance in Romania 

Decentralisation politics were introduced in Romania in 1989.  The Romanian 

decentralisation reform is mainly a reform of governance, inspired by political legitimacy and 

mainly market efficiency principles, and not as yet a reform of instruction to enhance 

teachers‘ autonomy (Mincu & Horga, 2010).  Financial difficulties proved to be an 

impediment to school and curricular autonomy.  At the same time, new financial mechanisms 

and local control over schools proved to be equally problematic, considering the poverty of 

most rural areas, the lack of local governing competences and problems of corruption.  

The present system of education finance in Romania exhibits remarkable fragmentation 

and relevant dysfunctional traits.  The main element of this fragmentation is the division of 

financing responsibilities into two basic categories: maintenance costs, financed by local 

governments; and salaries, financed by the central government through earmarked grants to 

local governments.  Transfers to local councils are filtered through county authorities and 

redistributed according to rules and priorities set by the county council.  Therefore, the 

distribution of the local share of taxes comes to be a relevant issue.  As a result, at the county 

level there are very severe regional differences in per student maintenance expenditure.  The 

Ministry, through its Inspectorates, does not monitor those differences (SAR, 2008).  One 

important characteristic is that the appropriation of state funds by local county council 

budgets may hinder or alter an objective disbursement of funds.  

Accusations of politicisation of funds allocation, lack of transparency or corruption are 

also very common at all school levels.  For instance, a national program of investment in 

school rehabilitation mainly focused on rural schools has been questioned, for its lack of 

transparent principles of school selection (SAR, 2008).  A research team formulated the thesis 

of the residence as one of the most important variables that influence the budget distribution.  

In other words, the "more a school is isolated from a municipality, the less likely it is to 

receive funds matching the core needs for teaching equipment, maintenance costs, repairs and 

investment in infrastructure" (SAR, 2008, p. 13).  Important recommendations are made by a 

team of experts from the World Bank:  

…to widen the per-student financing to non-salary recurrent costs and allow 

school principals the ability to re-allocate across budget lines and to funnel the 

capital budget from the state to schools via local governments and make 

allocations conditional on making progress on school consolidation (2010, p. 15).     
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Quality and Equity in Rural CEE Schools 

A relevant issue is that of the reorganisation of the school network and the closure of small 

village schools as a common trend in all the three contexts under examination. In Hungary, as 

a result of a rationalisation of the school network and measures to provide quality education in 

the post-war decades, the number of schools fell by almost half between the late 1950s and 

the first half of the 1980s (Imre, 2009, p. 5).  The change in the number of schools between 

1990 and 1999 displays significant variation according to the size of the settlement.  The 

number of schools decreased in villages with fewer than 500 inhabitants; this decrease was 

significant where there were fewer than 250 inhabitants, and more modest in villages of 250-

500 inhabitants.  At the same time there was an increase in the number of schools in larger 

villages, with a particularly large increase in villages of 750-1000 inhabitants and a small 

increase in villages of 500-750 inhabitants (Imre, 2009, p. 6).  The tendency to reduce the 

number of small village schools over the last ten years is still noticeable.  

Looking at the Romanian situation, we cannot have a clear picture based on complete 

data.  Of the 12,549 schools with legal status in 2000/2001, only a third were still functioning 

in 2009/2010.  A declining demographic trend of school population is said to be the main 

reason.  Only very recently, Ministry officials recommended reducing of the number of 

teachers, for financial reasons, which will certainly lead to the closure of small village 

schools.  From a World Bank report we can learn that in 2009: 

…there were 3,315 schools with less than 15 students. In an attempt to rationalize 

the schools‟ network, the Ministry closed down 991 schools. It is expected to be 

able to close or merge other 2000 schools in 2011-2012, if funds for the bussing 

of children from closed schools, and for the repair and upgrading of these schools 

are available (2010, p. 14).  

 

In Poland, for instance, it has been reported that 25 percent of the 5,000 schools have been 

closed and that an effective bussing system for pupils is in place (Herbst, 2008, p. 6).  Some 

scholars claimed that it may benefit students, increasing overall efficiency and saving funds to 

investment into quality raising programs (Levitas, Golinowska & Herczynski, 2001). Other 

scholars have pointed out that "the [1999/2000] reform was deeply based on stereotypes of 

small rural schools with poor teaching quality, and that extending student distances to school 

and closure of rural schools has a negative impact on students and their communities" 

(Jakubowski & Topinska, 2006, p. 17).  Moreover, due to transport barriers (insufficient 

number of school buses, insufficient financing) not all rural pupils can make full use of the 

good quality infrastructure of lower secondary schools (Tarkowska, 2008). 

A Hungarian research team analysed differences in attainment between village schools 

which were closed and those which survived.  There is a well-known tendency for pupil 

attainment to decline gradually the smaller the size of the settlement.  This analysis showed 

that in comprehension, pupils attending schools in small villages and towns which were to be 

closed in 2007 performed significantly better than those attending schools which continued to 

operate.  This effect was only found in the comprehension test.  But no significant difference 

was found for mathematics (Imre, 2009).  The authors hypothesise that the schools which 

were being closed were not the weakest ones but were in fact the better performing ones, and 

that school closures so far have probably not served to remove segregation but have in fact 

reinforced social isolation.  

Looking at school buildings and infrastructure, the vast majority of Hungarian rural 

schools seem to have the most important facilities, with the provision of showers with hot and 

cold water and a library occurring least frequently.  Small village schools are no worse than 
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the average in terms of classrooms, but they are below average in terms of library and 

sporting facilities: half of them have no library or sports hall, and other sporting facilities 

(changing rooms, equipment store) are also lacking.  Important investments have been made 

to school infrastructure in Romania through the Word Bank‘s Rural Education Program, and 

certain improvements have been reported.  However, rural education in this country remains 

in a very difficult situation, in terms of distances students have to commute to reach their 

schools.  Good advice comes from a World Bank team of experts, which recommended 

putting into place a list of ―protected schools‖: schools whose closure would impair access to 

education because no other nearby school exists (World Bank, 2010, p. 15).  

Education quality in rural areas is also a matter of available pathways for academic 

versus technical and vocational courses, choices, distances to school, and school attainment.  

Before the 1999/2000 reform of the Polish education, the situation of access to different 

secondary schools was as follows: if secondary, professional or vocational schools were 

located in small towns or rural areas, then the percentage of rural children in them was large, 

and these schools were clearly accessible.  There were however, very few of such schools.  As 

a result, rural pupils had to compete for places in urban schools against urban children.  This 

was particularly problematic with respect to academic secondary schools. To attend urban 

secondary schools, rural children must either commute or board, both of which impose 

significant additional costs on their families.  

Before the 2001 reform, city school directors used a combination of their own 

operational autonomy and the budget flexibility to effect change.  Many vocational and 

professional schools transformed into academic secondary schools, but without a serious 

overhaul of curriculum or teaching staff.  Moreover, the changes preceded the Ministry‘s 

development of programs and curricula for the new three-year secondary schools.  The 

official provision is expected to expand academic training to 80 percent of all secondary 

school students.  

The Hungarian data consistently show that pupils attending small village schools 

diverge from the national average in terms both of the proportion entering secondary 

education or training and of the route taken.  On average, the majority of pupils continuing in 

education or training beyond primary school go on to vocational secondary schools, fewer to 

academic secondary schools, and fewest to vocational training.  However, in the case of 

pupils attending small village schools, the majority go on to vocational training, a significant 

proportion to vocational secondary schools, and fewest to academic secondary schools (Imre, 

2009).  Comparative statistics show that the Hungarian education system is one of most 

uneven.  This is the reason for which Horn (2006, p. 18) maintains that ―small settlement 

schools are just as bad as the larger ones in compensating for initial social inequalities‖.  

Participation levels in rural gminas in Poland are still much lower than in urban areas 

(16-18 percent depending of the year, compared to 36-38 percent).  Gminas did not seize the 

opportunity created by demographic decline to keep the existing network of schools and 

improve participation levels. In fact, the percentage of gminas with kindergartens decreased 

from 82 percent to 78 percent (from 73 percent to 66 percent in the case of rural gminas 

(Jakubowski & Topinska, 2006, p. 17).  According to Herbst, at the end of 2003 the share of 

children between three and five educated in nursery schools was only 34.3 percent in Poland, 

with 58.9 percent in urban areas and 8 percent in rural areas (Tarkowska, 2008, p. 305).  In 

Romania there has been a steady improvement between 2001 and 2010, from 64 percent to 76 

percent participation rates in rural areas, compared to 70.8 percent to 87 percent in urban 

areas.  

Compulsory school age has been raised to 18 in Hungary and Poland. Therefore, 

participation rates of 15-19 year olds increased significantly from 64 percent to 89 percent in 

Hungary and from 78 percent to 93 percent in Poland between 1995 and 2008 (Education at a 
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Glance 2010, Table C1.2.).  Nevertheless, dropping out is not a rare phenomenon in Hungary, 

and may be particularly relevant for rural areas and Roma students.  Unfortunately there is no 

reliable data for this (Imre, 2009, p. 11).  Missing data on rural dropout rates is also visible 

from international and national reports in Poland.  

The raising of the compulsory age to 18 in both countries and the 2001 reform of the 

Polish education system have undoubtedly positively affected the situation of rural education.  

In Romania, the compulsory age is 16 and a current reform project proposes a structural 

change (in which the first year of secondary school is to be integrated into gimnazium) in 

order to reduce by 20 percent the dropout rate at this level and to allow 14-year-old rural 

pupils to study close to home.  Similarly, in 2007, the secondary school leaving exam, in 

which rural students performed particularly badly, has been eliminated (see table 5:3).  

 

Table 5:3.  Student Success Rates at National Examination Test (Completion of 

Lower Secondary Education) in Romania 

 2000/2001 2001/2002 2002/2003 2003/2004 2004/2005 2005/2006 2006/2007 

Total 76,3 76,2 74,9 66,9 57,6 59,6 62,7 

Urban 85,7 84,0 83,3 75,7 68,3 68,4 70,5 

Rural 62,2 65,0 63,2 55,0 43,6 48,0 52,8 

  Source: National Institute of Statistics INS, 2001-2008. 

 

One of the most relevant issues for rural/urban equity which clearly indicates lower quality of 

rural education is educational attainment.  With the exception of Poland whose mean scores 

are high, not polarised and above the OECD average (especially in reading literacy more than 

30 points above the OECD mean), significant discrepancies are noticeable while looking at 

the Romanian and Hungarian attainment scores.  Romania shows the weakest score of the 

three countries and even more concerning, a negative trend has been ascertained over the last 

10 years or more (based on PIRLS 2001, 2006).  For instance, the mean scores for rural pupils 

are 499 in 2001 and 462 in 2006, suburban improved from 473 to 498, while urban pupils 

attainment reflect a negative trend, from 526 to 515.   

Using Pisa 2006 database, indicator school community (1,2 village and small town, 3 

town, 4/5 city and large city) we can notice that the largest discrepancy village – large city is 

to be find in Hungary, almost 200 points (mean values) in reading, and less in mathematics 

and science.  Polish and Romanian village students‘ mean scores are 70/75 points below the 

large towns students‘ mean scores.  A comparision between village and small town student 

achievement (mean scores) shows a difference of 129 points in reading for Hungarian 

students and 111 in science. In Poland the means scores are very closed while in Romania 

small towns students ranked 31 points less than small village students in mathematics and 13 

points less in science.  

IV. Conclusions 

Although the economic reforms proved to be quite successful in Hungary and Poland (OECD, 

2008 and 2001) and Romania endorsed policies of macroeconomic stabilisation with GDP 

growth one of the highest in the area over the last 10 years, reaching a peak of 8.3 in 2004.   

Inter and intra-regional disparities have widened in all these countries and rural poverty 

continues to be a highly relevant issue which is not always sufficiently acknowledged. In fact, 

the lack of data on rural/urban divergence is clearly visible from national and international 

statistics. 
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Rural development policies in the three countries over the last twenty years have 

displayed different approaches to development of the rural areas.  While at a rhetorical level 

they highlight the relevance of the rural agenda in national discourses and policies, data on the 

effectiveness of such investments and of their impact on rural education is clearly lacking. An 

exception is the Romanian longitudinal analysis (PIR) of the World Bank Rural Education 

program.  From this impact study we gain a meticulously developed image of the measures of 

support, material facilities, and teacher training.  However, participation rates and student 

achievement over the last ten years in which the program has been running have largely 

remained static or even worsened for Romanian rural pupils.            

The persistence, intensification and newly originated forms of rural/urban stratification 

and inequalities are plainly visible while analysing schools in rural areas from the point of 

view of quality and equity in education.  More specifically, decentralisation has been regarded 

by some scholar as an opportunity to improving rural education (see Atchoarena & Gasperini, 

2003, p. 389).  As showed by the selected case, financial shortages in rural also due to 

decentralisation politics may represent one of the most relevant challenges.  However, not all 

rural areas in the CEE areas are confronted with the same issues nationally and cross-

regionally.  

School choice consequences in terms of segregation, traditionally longstanding practices 

of segregation within schools and in certain types of schools (e.g. of the Roma pupils in 

special schools in Hungary), problems linked to identifying  compensatory mechanisms of 

finance, although partially functioning in different ways, are all relevant issues in the area.  

The low numbers of kindergartens is a highly specific issue in the Polish case, while the 

situation of the Roma students, a clear process of newly originated form of segregation, is 

very high on the Hungarian policy agenda.  The closure of small village schools, low 

participation rates in higher education and problems linked to transportation are common 

issues in all these countries.  In addition, despite the high number of international 

organisations‘ programs on this matter statistics on the rural/urban divide are strikingly 

absent.   
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CHAPTER SIX 

THE DEVELOPMENT AND STATE OF THE ART OF ADULT 

LEARNING AND EDUCATION WITH ERT  

Jibachh Mishra, Non Formal Education Center, Nepal 

I. National Reports 

General Overview 

Nepal is a landlocked nation in South Asia, bordering the People‘s Republic of China to the 

north and India to the south, east and west.  Nepal has a diverse landscape, ranging from the 

humid Terai plain lands in the south to the mountainous Himalayas in the north. Similarly, 

Nepal is a multilingual, multi religious and multiethnic society. 

Languages 

Nepal‘s diverse linguistic heritage evolved from four major language groups: Indo-Aryan, 

Mongolian, Tibeto-Burman and various indigenous languages isolates.  According to the 2001 

national census, 92 different living languages are spoken in Nepal.  The major languages of 

Nepal are: Nepali – 49 percent, Maithili – 12 percent, Bhojpuri – 8 percent, Tharu – 6 percent, 

Tamang – 5 percent, Newari – 4 percent, Magar – 3 percent and Awadhi – 2 percent.  Nepali 

is the official, national language and serves as lingua franca among Nepalese of different 

ethno linguistic groups. 

Religion 

Nepal is a secular state.  However, the majority of the population practice Hinduism.  The 

2001 census identified 80.6 percent of the population as Hindu, 10.7 percent Buddhist, 4.2 

percent Muslim, and 3.6 percent of the population follows the indigenous Kirant Mundhum 

religion.  Christianity is practiced by less than 0.5 percent of the population. 

Ethnicity 

Nepal's 2001 census enumerated 103 distinct castes and ethnic groups.  The caste system of 

Nepal is rooted in the Hindu religion, while the ethnic system is rooted in mutually exclusive 

origin myths, historical mutual seclusion and the occasional state intervention.  The major 

caste/ethnic groups identified by the 2001 census are: Chetri 15.8 percent, Hill Brahmin 12.7 

percent, Magar 7.1 percent, Tharu 6.8 percent, Tamang 5.6 percent, Newar 5.5 percent, 

Muslim 4.3 percent, Kami 3.9 percent, Rai 2.7 percent, and Gurung 2.5 percent. 
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Vital Statistics 

 Population: 26,469,569 (July, 2003) 

 Age Structure: 0-14 years = 39.7 percent 

15-64 years = 56.7 percent 

65 years = 3.6 percent 

 Population Growth Rate = 2.17 percent (2006) 

 Birth rate: 32.46 births/1,000 population (2003) 

 Death rate: 9.84 deaths/1,000 population (2003) 

 Sex Ratio: 

 At birth: 1.05 male/female 

 < 15 years: 1.07 male/female 

16-64 years: 1.05 male/female 

65+ years: 0.97 male/female 

Total population: 1.05 male/female (2003) 

 Infant Mortality Rate: 70.57 deaths/1,000 live births. 

 Female = 72.27 deaths/1,000 live births 

 Male = 68.95 deaths/1,000 (2003) 

 Life Expectancy at Birth: 

 Total population = 59 years 

 Male = 59.36 years 

 Female = 58.63 years (2003) 

 Total Fertility Rate: 4.39 children born/woman (2003) 

 Literacy : 

  Total population = 67.75 percent 

  Aged 15 to 49: 

  Male = 81 percent 

  Female = 54.5 percent 

 Area: 147, 181 km
2
 (56,827 sq.mi) (Length 800 km, wide 200 km) 

 Density = 184/ km2 (4771 sq.mi) 

 GDP: Total: 48.18 billion $ (2006) 

 Currency: Rupee 

 Time Zone: NPT (UTC + 5: 45) 

Economy 

Nepal's gross domestic product (GDP) for the year 2005 was just over US $ 39 billion making 

it the 83rd largest economy in the world.  Agriculture accounts for about 40 percent of Nepal's 

GDP, services comprise 41 percent and industry 22 percent.  Agriculture employs 76 percent 

of the workforce, services 18 percent and industry 6 percent.  The main agricultural products 

are: tea, rice, corn, wheat, sugarcane, and root crops. 
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The rate of unemployment and underemployment approaches half of the working age 

population.  Thus many Nepali citizens move abroad in search of work.  The country receives 

foreign aid from India, Japan, the United Kingdom, the United States, the European Union 

(EU), China, Switzerland, and Scandinavian countries.  Per-capita income is less than 

US$300. 

This report traces the ways in which the progress in ensuring literacy for all with 

particular focus on the analysis of education and literacy status along with objectives, target 

groups and strategic actions to be prioritized in the future in the light of the overall literacy 

policy framework as included in various plans and programmes of the country. 

II. Policy, Legislation and Financing 

Legislative and Policy Frameworks  

NNEPC proposed that a number of adult education centers be developed in the country.  It 

also planned to introduce an experimental illiteracy eradication campaign in country.  

ARNEC of 1962, NESP of 1970, PEP of 1980, BPEP 1 and 2 of 1990s and EPF of 2000 

followed the same tradition.  But there were some potential differences between them.  

Similarly, there were ten different development plans, and at present a three year interim plan 

is in operation. 

The Interim Constitution of Nepal has included free secondary education in its 

fundamental rights.  The right to primary education in the mother tongue is emphasized in the 

constitution as well as in the Education for all National Plan of Action Nepal (EFANPA) 

2001-2015.  In line with the spirit of the constitution as well as the EFANPA on providing 

primary education in the mother tongue, attempts have begun by the Curriculum Development 

Center (CDC) to produce curriculum, text books and supplementary readers in the mother 

tongue.  Similarly, the NFEC has started preparing the literacy materials in mother tongues, 

which are being piloted in selected areas.  Some NGOs have also taken initiatives in this 

regard.  The Non Formal Education Center (NFEC) is the main in charge for Adult Learning 

Education (ALE).  The NFEC is providing ALE as decentralized concept and implementation 

through DEOs.  UNESCO is providing support to the NFEC in the process of providing 

literacy through mother tongues. 

Vision, Goal and Objectives 

NFEC and other partners in the promotion of literacy including Nepal, while underpinning the 

contribution of literacy to freedom and equity, commonly accept the following vision, goal 

and objectives of literacy in developing literate societies and literate environments in which 

everyone can participate leading to: 

Vision 

 Literacy for democratic participation: ‗voice for all‘. 

 Literacy for fulfilling potential: ‗learning for all‘. 

 Literacy for expression and sharing of identity and knowledge: ‗creative and 

reciprocal literacies‘. 
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Goal 

To raise the level of adult literacy, particularly amongst women and people belonging to 

marginalized groups such as Dalits, Madhesi and disadvantaged ethnic groups, through the 

provision of appropriate learning and life skills programmes for all young people and adults, 

thus contributing to achieving poverty reduction and equitable socio-economic and human 

development is the over all goal of literacy in Nepal. 

Objectives 

In line with the above, Nepal‘s Three Year Interim Plan (2007-2010) has set the following 

objectives for the development of literacy for all: 

 To achieve 75 percent adult literacy rate by the year 2015 as reflected in the EFA 

National Plan of Action. 

 To achieve socio-economic and human development through literacy, non-formal 

and open-learning systems. 

 To establish a sustainable, dynamic, national non-formal education system which 

will create a system of life-long learning that supports national development efforts. 

 To promote innovative, indigenous, national literacy/NFE programmes as a means 

of harnessing community support for the programmes. 

 To strengthen national and international partnerships in order to support literacy 

and non-formal education programmes. 

 

In line with the fundamental principles of the mentioned document, there are sixteen NFE 

policies which are as follows: 

 

Policy 1: Non-Formal Education will be expanded to provide the academic and practical 

knowledge, skills and information to different age and levels of learners. 

 

Policy 2: NFE equivalent to FE will be provided to those who are deprived of educational 

opportunity or who dropped out of education. 

 

Policy 3: Special provisions will be made to increase access to education. 

 

Policy 4: Development and distribution of curricular and learning materials will gradually be 

decentralized and localized. 

 

Policy 5: Community Learning Centers (CLCs) will be developed as the centre of educational 

activities to ensure equitable access to quality non-formal education for entire country. 

 

Policy 6: The implementation of monitoring, supervision and evaluation of NFE programs 

will be decentralized. 

 

Policy 7: Networking and coordination and partnership will be maintained with the agencies 

involved in NFE for resource generation and mobilization 

 

Policy 8: Inclusive education policy will be adopted to ensure access, quality and co-existence 

 

Policy 9: A common database will be developed and shared among the agencies involved in 

NFE programs. 
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Policy 10: Training, research, self-monitoring and innovation will be included in NFE 

programs to build the capacity of the human resources involved in the NFE programs. 

 

Policy 11: Government and non-government organisations and private agencies will be 

mobilized to meet the targets of ‗Education for all‘. 

 

Policy 12: The financial management of non-formal education will be made compatible with 

the economic condition and policy of the government. 

 

Policy 13: Local bodies will play the regulatory role for the management of non-formal 

education. Modalities mainly from the following four will be applied to implement NFE 

programs: 

 

(a) Local body modality 

(b) NGO modality 

(c) CLC modality 

(d) Educational institution modality 

 

Policy 14: NFEC will coordinate and collaborate with government, non-governmental, and 

international organisations to create a cooperative environment among the agencies involved 

in NFE programs. 

 

Policy 15: The literacy campaign will be developed as the main policy strategy for the 

eradication of illiteracy and local agencies will be made responsible for the program. 

 

Policy 16: The agencies involved in NFE will develop their policies and strategies within the 

framework of the policies and strategies included in this policy document. 

 

A major shift in the policy of the extension programs occurred after the installation of 

multiparty democracy in 1990.  For example, the FCHV and information education 

programmes of the Ministry of Health changed the structure of the institution to fit the 

changed political context.  The introduction of the Local Self Governance Act of 1999 was 

another landmark which changed the extension programme implementation and decision 

making procedures.  As a result the district level authorities began partnering with NGOs to 

implement ALE activities as and when needed.  The practice of developing and producing 

educational materials at local level can also be attributed to the policy changes in extension 

programmes.  The proliferation of mass media has also changed the policy to some extent.  

For example, initially the agriculture programme nurtured grand exhibition programmes.  The 

following are additional examples of policy shift over the period. 

 From general to group specific demonstration: In the earlier days general exhibitions 

were organized to let people know about health and agriculture related information. 

 From authority to facilitators as the organizer of the exhibition programme: Increased 

advocacy in the practice of local governance and the empowerment of local people has 

increased the number of grassroots workers.  The sub district level personnel and the 

local partners began to share the responsibility of organizing ALE. 

 From awareness to ALE linkage: Recently information giving and the process of 

empowerment through group initiatives have been blended.  This change is seen in 

community forestry groups, small farmer groups, health mobilizers and mothers 

groups. 
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III. Main Development Challenges of ALE 

Policy 

Primarily the goal of the extension programmes was to make people aware of their situation; 

help develop human resources and achieve the program objectives.  However, with national 

and global changes, the goals of ALE have also changed.  Inclusion of HIV/AIDS in the 

health awareness programs, organic farming techniques in the agriculture extension programs, 

community forestry, utilizing and marketing of no timber products are some of the examples 

of such changes.  However, study showed that for some people literacy is not the means to an 

end but an end itself.  For others, it is a means of getting somewhere.  This situation indicates 

that approaches to ALE should be decided on the basis of a learner‘s need.  Moreover, ALE 

providers should also be ready to use multiple approaches.  And, Nepal is standing in change 

into federal system by near future.  Therefore, policy regarding content selection, material 

distribution, financing and management structure need to be revised according to the changing 

context of the country i.e. federal system, education given by the state. 

Institutional Arrangement 

Different institutional and management arrangement are witnessed in ALE that Government 

has no section or unit to look after ALE at district level.  The organogram of MOE does not 

include NFE at district and sub district.  The DEOs are responsible for it.  However, they are 

overloaded from formal schooling program and give less priority to ALE.  Again, the engaged 

personnel at NFE program, have a general educational background and thus, lacking NFE 

professionalism.  This situation has deterred NFE from developing itself as a system on the 

one hand and strengthens its management structure on the other.  As long as this is the case 

NFE will hardly be legitimized as a potential contributor to the overall development of the 

nation and there will be less opportunity to develop sound institutional arrangement.  This 

situation demands strong lobbying to include ALE at district and sub-district level 

management structures of MOE.  Moreover, ALE providers have been practicing various 

models: i.e. NGO model, CLC model, M/VDC model, Communal organisation model and 

school model.  These models can be implemented in different locations as per the need and 

interest of the society.  Thus, strong coordination between ALE providers is required at 

central as well as district level. 

Material Development and Use  

The materials used by GOV to run ALE programs are focused in ATLP framework.  Keeping 

in view the changes in social-cultural, political and economic structure and learners interests, 

the framework needs to be revised.  For example, the materials show that very few cover 

indigenous knowledge and wisdom.  This situation demands that there be assertive measures 

for the development of literacy materials on indigenous knowledge and wisdom.  Similarly, 

internal and external migration has tremendously increased for economic reasons.  Given the 

heterogeneity of culture, topography and life styles across the country cross-cultural 

knowledge is also required to make ALE learners know about lives of other people as well as 

their own.  In this context, learners require multiple life skills and knowledge of other 

communities.  Again, the materials are systematized in terms of thematic classification and 

utilization.  But not all learners have access to such materials.  This situation demands 

material/resource center at the center, district and sub district level to make maximum sharing 
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and utilization. 

Documentation and Sharing  

Evaluation and research reports of literacy/ NFE programs being produced but such materials 

are not available for use by larger audiences.  Organisations barely store these reports 

systematically.  This implies that there is a need for responsible agency at district and central 

level.  Similarly, various innovative ideas have been practiced however; they are rarely 

documented and shared with literacy providers.  This situation demands self-reported 

documentation from all providers.  Moreover, good practices have evolved out of the context 

and the innovative abilities of literacy practitioners.  This shows that there is a need for a 

framework to document good practice and share among literacy providers. 

Human Resource Development and Use  

Different approaches have been adapted to capacitate existing ALE human resources.  On the 

job training and sharing is necessary and a more appropriate method of capacitating local 

practitioners. 

The content of facilitators training is also based on the same areas that primers are based 

on.  However, the facilitators are oriented to use learner centered methods, they have the 

pressure of transmitting the knowledge, information and skill that the curriculum framework 

demands in a given time period.  Thus mismatch between curricular goal and competency of 

the facilitators needs to be bridged.  Moreover, a number of literacy facilitators, supervisors 

and mobilizers have been trained and reused but there is no database of trained human 

resources.  At this point different network should prepare database of these practitioners and 

share this among ALE providers.  

Link with Formal Education 

Five streams viz; oral literacy, conventional literacy (reading and writing), skills training, post 

literacy and continuing education are being practiced.  But they are not implemented in a 

consolidated manner.  Moreover, they do not have institutionalized linkage with the formal 

education system.  This situation demands simultaneous implementation of two approaches: 

consolidated implementation and institutional linkage with the formal education system 

through equivalent certification.  Short practices are executing this linkage through open 

schooling. 

Mainstreaming Literacy /NFE 

LSGA has given responsibility to local bodies to plan and organize literacy and ALE 

activities.  But this policy could not be fully implemented.  Therefore it is necessary to 

establish functional linkage between village education plan (VEP), School improvement plan 

(SIP), and the plans of other ALE providers related with DEP & DDC. 

Approach to Language Use 

Some of the ethnic groups have already started ALE in their mother tongue other than official 

language; but they are yet to be reported as literate.  Moreover, the graduates of these ALE 

programs have not been transferred to the official language Nepali through pedagogical and 
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material support approaches.  This situation needs inclusion of multilingual teaching 

approaches. 

Network and Collaboration  

Territory setting, activity sharing and technical expertise have emerged to reduce overlaps in 

implementation of ALE. 

Approach to Inclusiveness   

Different pedagogical practices were identified in ALE field.  This indicates that single 

practice cannot be effective to facilitate learning.  Similarly, contemporary social issues such 

as gender, caste, ethnicity, regionalism, language, religion and disability have been included 

in ALE.  However, they are presented in a disintegrated or fragmented manner. 

Financial  

The initial understanding was to cover 40-60 percent from government and non-government 

sectors.  But the scenario has changed because not many non-governmental agencies have 

ALE as their priority.  Literacy is now being implemented only to support and to achieve their 

agendas; thus it has been reduced tremendously.  Therefore, the contribution of non-

governmental sector has naturally shrunk.  In this situation, funding responsibility has fallen 

solely on the government shoulders.  However, adequate resources of funding are still 

lacking.  At the same time, a system to ensure transparency, flexibility in fund utilization and 

resource mobilization through ALE trust at local level are some measures which need to be 

taken. 

Monitoring and Evaluation 

Different approaches have been used in monitoring and evaluation of the ALE program.  But 

most of them are surveillance measures.  These measures should be changed into a reflective 

monitoring and evaluation system.  Moreover, class repetition has been an often raised 

problem in ALE which needs an effective tracking system. 

IV. Quality of Adult Learning and Education Provision, Participation 

and Achievement 

Administrative Structure 

The country is administratively divided into 75 districts with a further subdivision between 

3915 village development committees (VDCs) and 58 municipalities.  It has five development 

regions – eastern, central, western, mid-western and far western, which is spread along its 

three geographical zones i.e. mountains, hills and Terai.  While the mountain zone accounts 

for 35 percent of the total land area at an altitude from 4877 to 8848 meters, the hills occupy 

42 percent and the Terai 23 percent respectively. 

Various functional offices under the Ministry of Education have been instrumental in 

achieving the educational goals set by the country.  These offices are established in order to 

institutionalize the specialized technical functions of education development as well as to 
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ensure efficiency in educational development in the country.  These constituent offices, main 

functioning as the technical wings of the Ministry are: 

 

 Department of Education (DEO) 

 Curriculum Development Centre (CDC) 

 National Centre for Educational Development(NCED) 

 Non-formal Education Center (NFEC) 

 Office of the Controller of Examinations 

 

There are five Regional Education Directorate Office (RED) and seventy five District 

Education Office (DEO) followed by Resource Center (RC) and Community Learning Center 

(CLC) for the implementation of the ALE program. 

Institutional Frameworks 

Education Regulation has provisioned for the following arrangements: 

 Non Formal Education Council headed by the Minister of Education 

 NFEC 

 District Level Non Formal Education Committee 

 Town and Village Level Non Formal Education Committee 

 

The NFEC is the main organisation responsible for managing and coordinating ALE at 

national level. There are several types of ALE providers. The following table describe in 

details about it. 

 

Table 6:1. Types of ALE Providers 

 
Programme Provider Area of Learning Target 

groups 

Unit 

Cost 

Funding 

Source 
Public/

State 

NGO Private General 

Competencies 

Technical 

Skill 

Knowledge 

Generation 

Innovation 

ALP 

LC 

   √ 

   √ 

√ 

√ 

 √ 

√ 

 √ 

√ 

15-45 / 

M&F 

875/ 

person 

 

GOV, 

Donor, 

I/NGO 

PLP    √ √  √  √ ‖ ‖ ‖ 

WEP I    √ √  √  √ ‖/F ‖ ‖ 

WEP II    √ √  √  √ ‖/F ‖ ‖ 

IG    √ √ √  √ √ ‖/F 500/ 

person 

‖ 

SOP    √ √  √  √ 6-8 

Children 

42000/ 

class 

‖ 

FSP √ √  √ √ √ 8-14 

Children 

‖ ‖ 

OL √   √  √ ‖ 312000 GOV 

 

* ALP = Adult Literacy program    * IG = Income Generating Program  

* LC = Literacy Campaign     * SOP = School Outreach Program 

* PLP = Post Literacy Program    * FSP = Flexible School Program 

* WEP = Women Literacy Program 1
st
 and 2

nd
  * OL = Open Learning 

 



Adult Learning and Education with ERT in Nepal 

 

86 

 

Areas of Learning  

There are seven areas for the learning content of literacy. These are: conservation of 

environment, livelihood, income generating and agriculture, awareness, women and 

development, culture and tradition, and health and nutrition. 

Target Groups 

Keeping in view the objective to achieve 75 percent adult literacy by the year 2015, the target 

groups of people to be benefited from the literacy/NFE program include: 

 Women 

 People living in remote areas 

 Those who are very poor 

 People working in factories and industries 

 Low castes and disadvantaged marginalized ethnic groups and madhesi 

 Religious minorities such as the Muslims 

 School drop-outs who have not completed primary education 

 People with disabilities 

 Children with the worst form of child labour 

 Children who have been affected by the conflict 

 Prisoners (in Prison)  

 Maoist Camp (Rebel fighter Camp) 

V. Literacy Campaign (LC) 

The government of Nepal through the budget speech in the fiscal year 2065/66 (2008/09) 

proclaimed to implement National Literacy Campaign program to eradicate illiteracy from the 

country within two years.  In order to materialize the governmental commitment, national 

literacy program Implementation Directive, 2065 (2008) has been issued.  The directive 

focuses on the systemic management, operation and implementation of basic literacy program 

with a view to make 15 to 60 years old illiterate male and female youths and adults literate. 

The directive has been issued with the following objectives: 

 To identify the illiterates scattered across the country and make them literate within a 

stipulated time. 

 To develop a network to operationalize the literacy campaign by coordinating the local 

agencies, governmental and non-governmental organisation.  

 To mobilize all political parties, local agencies, school and professional institutions in 

an optimum way to undertake the literacy campaign.  

 

Non-formal Education Center (NFEC) is the implementing agency of LC.  In order to 

implement the LC effectively, a structure of committees from national to village or 

municipality committee along with their functions has been developed in the directive.  In 

addition, the provisions of appointing literacy volunteers, local supervisors, data collection of 

illiterates, literacy primers, stationery, training and orientation, publicity, examination and 

monitoring were well spelt out in the LC directive.  The copies of supporting documents were 

also annexed to facilitate the managerial work and to bring about uniformity in the 

implementation of the program throughout the country.  

With a view to accomplish the target of LC, the Non-formal Education Center launched 
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the literacy program across the country in two phases in 2008/2009.  In the first phase, it was 

targeted to make 1,216,590 participants literate from 41,430 class centers by opening one 

class center in each ward of a Village Development Committee and at least 3 class centers in 

each ward of municipality.  Similarly, in the second phase, the target of making 1,299,590 

participants literate from 44,680 class centers was made.  Continuing to the previous year 

activities, the NFEC set a target of making 1,210,560 participants literate in 2009/10. 

Apart from the LC directive 2065 (2008), NFEC has also prepared leaflet on 

Introduction to Literacy Campaign program and public call paper and distributed to the 

stakeholders for publicity in a mass scale.  In this way, the NFEC seemed to have performed 

preparatory work to effectively implement the literacy campaign.  

When the campaign started there were 7.8 million illiterate people and the literacy 

campaign in Nepal help literate 2.8 million but 5 million illiterate people remain in the 

country still and our goal is for the 5 million illiterate people in our country to become literate 

in the next three years through our literacy campaign. 

The government expends 17 percent of total budget in education and only 1.4 percent of 

education budget goes to Non-formal Education. 

VI. Achievement 

1. In order to accomplish EFA goals and MDGs, Nepal has accorded a top priority is 

mentioning in interim constitution of Nepal (2007) with all adults having the right to 

basic education, beginning with literacy and NFEC have developed its national non 

formal education policy 2007. 

2. In order to achieve EFA goals set by Dakar Framework for Action.  The Education for 

All National Plan of Action (EFA NPA) Nepal (2001-2015) was prepared, which was 

approved by the Government of Nepal for implementation.  Within the framework of 

this document, Education for All (EFA) 2004-2009 Core Document, a five-year 

strategic plan was prepared, approved and implemented. 

3. After the implementation of EFA 2004-2009 program, slight progress in literacy rate 

was made thereby reaching the literacy rate for age group 15-24 to 75 percent, literacy 

rate for age group 6 plus years to 63.1 percent and literacy rate for age group 15 plus 

years to 55 percent in 2008/09.  Upon the completion of EFA 2004-2009 in July 2009, 

the government of Nepal has embarked upon School Sector reform Plan (SSRP) 2009-

2015. 

4. The government of Nepal, through the budget speech in the fiscal year 2008/09, 

proclaimed to implement Literacy Campaign (LC) to eradicate illiteracy from the 

country within two years.  In order to materialize the governmental directive 2009 has 

been issued.  The directive focuses on the systematic management, operation and 

implementation of basic literacy program with focusing aged group 15-60 years 

illiterate male and female to make them literate. 

5. Non-formal education center (NFEC) is the implementing agency of NLC.  In order to 

implement the LC effectively, a structure of committees from national to village or 

municipality committee along with their functions has been developed in the directive.  

In addition, the provisions of appointing literacy volunteer, local supervisor, data 

collection of illiterates, literacy primers, stationery, training and orientation, publicity, 

examination and monitoring were well spelt out in the LC directive.  

6. With a view to accomplish the targets of LC, the NFEC launched the Literacy program 

across the country in two phases in 2008/09.  In the first phase, it was targeted to make 

1,216,590 participants literate from 41,430 centers by opening one center in each ward 
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of a municipality. Similarly, in the second phase, the target of making 1,299,590 

participants literate from 44,680 centers was made.  Continuing to the previous year 

activities, the NFEC set a target of making 1,210,560 participants literate in 2009/10.  

Within that two years effort, the NFEC succeed to make literate about 3,000,000 

people over the country. 

7. As stated in LC directive 2009, with emphasizing the principle of decentralisation the 

Village Development Committees (VDCs) and municipalities i.e. bottom level 

administrative structure, were given to play crucial role to implement the literacy 

centers. 

8. Efforts were made to reach the poorest and most marginalized groups of populations. 

9. During the LC, household data is collected and a database system has been established 

at local, district and national level.  As a result, efforts are centered to develop NFE-

MIS with the support of UNESCO. 

10. LC links as an integrated program as the target set by SSRP to reach literacy rate for 

15 plus years to 75 percent by 2015, the latter targeted to eradicate the illiteracy prior 

to the final year of the SSRP. 

11. The NFEC has developed a network among non-formal education provider i.e. local 

agencies, governmental and non-governmental organisations. (NGOs) As a result 

national non-formal education providers in Nepal were prepared. 

12. Local people are involving in the management and monitoring of literacy centers. 

13. It is in progress to reduce disparities between male-female and urban-rural literacy. 

14. Since Nepal is multi-cultural, multi-ethnic, multi-religious and multi-linguistic 

country, keeping in mind that single curriculum and literacy primer cannot address all 

these requirements of individuals, the NFEC has developed separate curriculum and 

primer in nine major mother tongues.  Moreover, an appropriate reform has been made 

in NFE curriculum to make them more relevancies and functional one with 

livelihoods. 

15. In order to implement non-formal education, the NFEC has strengthening Community 

Learning Centers (CLCs) which are supposed to be a venue for NFE at community 

level, and making them capacitated through training. 

16. Non-formal education program has been adopted through integrated approach 

comprising life skills and micro-finance (saving and credit) schemes, basic and post 

literacy, continuing learning opportunities, open schooling, adult schooling and 

alternative schooling which are quite suitable for arousing interest among the 

participants.  

VII. Conclusion 

Being a developing nation, Nepal is trying best in the development of education. 17 percent of 

the total budget is allotted for the education sector.  Nepal has raised female literacy by 3 

times compared to male literacy in the entire country it is the result of literacy campaign.  

Mostly in rural areas literacy campaigns mobilize the women for income generating programs 

such as vegetable farming, pig and goat husbandry,  candle and paper making, tailoring with 

much local wisdom used in this activity. 

We mobilized our local government such as village development committees, 

municipalities, district development committees, NGOs, CBOs, CLC and RC side by side 

schools, civic society, youth and women organisations also assisting in the campaigning.  The 

government of Nepal working closely with UNESCO and all other EFA partners so that the 

country can go ahead with clear objectives, strategies and programmes in order to achieve the 
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national goals of EFA by 2015.  We are reaching our near poorest and most marginalized 

groups of people.  Nepal being honored by UNESCO Confucius Literacy Award 2010 in Paris 

this year has increased our responsibility and Nepal must become a literate country by 2015. 

International cooperation will require subsidies in this regard. The valuable contribution from 

IIE Stockholm will help Nepal in the days ahead. 

 

Annexes  

 

Figure 6:1. Map of Nepal 
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Indicators 

 

Table 6:2. Adult Literacy Rate (15 Years Old and Above) 

 

 

Figure 6:2. Organisational Structure of NFEC 

 

 

 

 

 

 

 

 

  

Disparity: 

Year: 

Case/Ethnicity  

2001  

 Literate 15+ yr old (of respective group) Total 15+ old population (of respective 
group) 

percent Literate 15+ yr olds GPI 

Male  Female Total Male Female Total Male Female Total 

National 4,261,575 2,440,060 6,701,635 6,796,770 6,991,577 13,788,347 63percent 35percent 49percent 0.56 

Dalit 304,601 135,146 439,747 801,793 855,776 1,657,569 38percent 16percent 27percent 0.42 

Janajati 1,518,471 876,904 2,395,374 2,511,599 2,631,229 5,142,828 60percent 33percent 47percent 0.55 

Others 2,438,503 1,428,010 3,866,513 3,483,378 3,504,572 6,987,950 70percent 41percent 55percent 0.58 

Source: Population Census 2001, CBS; Women in Nepal: Some Statistical Facts, 2004, CBS. 

MOES 

75 DEOs 

RC CLC VEC 

NFE council 

District NFE committee 

Village/municipality NFE committee 

Class management committee 
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CHAPTER SEVEN 

COMPARATIVE STUDY ON THE ROLE OF UNIVERSITIES 

IN RURAL TRANSFORMATION  

Wang Li, International Research and Training Centre for Rural Education 

(INRULED), China 

I. Introduction and Scope of the Study 

Worldwide experiences and practices have proved that universities, especially agricultural 

universities, play an important role in helping rural population become literate, upgrading 

farmers‘ living quality and accelerating rural economic development.  Meanwhile, universities 

are becoming the main forces for introducing knowledge and technology into rural 

agricultural production.  Since the teaching targets and research work of the agricultural 

universities are closely related to the real production demands in rural area, all kinds of new-

technology, high technology and training programs are welcomed by the farmers and 

agricultural college students. 

The scope of the study encompasses the following areas as focused on the roles of 

universities for rural transformation in China and Australia.  Two particular cases are 

examined in great detail namely the Agricultural University of Hebei (AUH) China, and 

Charles Darwin University (CDU) in Australia.  It is hoped that by examining the two cases, 

common themes and practices are revealed which may be of interest to other universities and 

programs concerned with education for rural transformation.  

II. Agriculture and Higher Education 

General Description of Agriculture in China and Australia 

Since the economic reforms were initiated in 1978, China‘s economy has grown substantially.  

For example, the annual growth rate of GDP was 8.5percent in 1979-84 and 9.7percent in 

1985-95.  

The data below shows that although agriculture‘s share of Gross Domestic Product 

(GDP) has been decreasing the value of agriculture products has steadily increased.  The 

reason is that agricultural productivity has been increased dramatically, with science and 

technology the vital factors in this movement.  For this reason, agricultural universities as 

higher educational institutes play a significant role in carrying out agricultural training, 

research and extension/services, which are very important for rural and economic 

development.  

In Australia, agriculture and related areas used to be the main sectors of the Australian 

economy.  However, from the middle of the 1950s the contribution of agriculture to 

productivity, employment, and export has declined rapidly. 
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Table 7:1. Statistic data in agriculture, China (1982-2001)   

 

Year GDP 

Billions 

Yuan 

 

Share of 

agricultur

e 

(percent) 

Agricultural GDP 

(agr., for., hus.fis.)  

Increased value and 

percentage compared 

with previous year 

    Value Percentage 

1982 5294.7 46.9 2483.26   

1983 5934.5 46.34 2750.00 266.74 10.7 

1984 7171.0 44.8 3214.13 464.13 16.9 

1985 8964.4 40.4 3619.49 405.36 12.6 

1986 10202.2 39.3 4013.01 393.52 10.9 

1987 11962.5 39.1 4675.70 662.69 16.5 

1988 14962.5 39.3 5865.27 1189.57 25.4 

1989 16909.2 38.6 6534.73 669.46 11.4 

1990 18547.9 41.3 7662.1 1127.37 17.3 

1991 21617.8 37.7 8157.0 494.90 6.5 

1992 26638.1 34.1 9084.7 927.70 11.4 

1993 34634.4 31.7 10995.5 1910.80 21.0 

1994 46759.4 33.7 15750.5 4755.00 43.2 

1995 58478.1 34.8 20340.9 4590.40 29.1 

1996 67884.6 32.9 22353.7 2012.80 9.9 

1997 74462.6 31.9 23788.4 1434.70 6.4 

1998 78345.2 31.3 24541.9 753.50 3.2 

1999 82067.5 29.9 24519.1 -22.8 -0.09 

2000 89442.2 27.9 24915.8 396.7 1.6 

2001 95933.3 27.3 26179.6 1263.80 5.1 

Source: 2002 China Agricultural Statistics Year Book  

 

 

Table 7:2.  Percentage of Agriculture of Economic Sectors in Australia 

 

 GDP Employment Export 

1956-1957 14 10.8 80 

1966-1967 10 8.3 68 

1976-1977 5 6.2 46 

1985-1986 4 5.8 35 

1989-1990 4 5.0 24 

 

 

Though the share of agriculture and employment in agriculture has decreased, the agricultural 

education has been increased; the agricultural products and the graduate numbers from higher 

agricultural institutes have also increased.  Until the late 1950s, agricultural products 

accounted for more than 80 percent of the value of Australia's exports.  Since then, despite 

increasing agricultural output, that proportion has declined markedly as the Australian 

economy has become increasingly diverse.  The direct contribution of agriculture to 

Australia's GDP has remained steady at around 3 percent throughout the last decade.  The old 

saying that Australia "rides on the sheep's back" has long ceased to describe Australia's 

economy.  
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The 2001-02 Agricultural Survey provides information on the business operations and 

management of Australian farms.  This includes details relating to knowledge of, and 

participation in, further training and education programs.  The results indicate that 40 percent 

of respondents attended a demonstration site or field day, 25 percent participated in 

workshops or short courses, 16 percent attended a conference and 12 percent engaged a 

consultant. While 9 percent of respondents attended a Technical And Further Education 

(TAFE) course, only 1 percent attended a university course.  Around 32 percent of 

respondents reported they did not participate in any courses.  The following tables provide 

further explanation. 

 

Table 7:3.  Learning Activities Participated in, by Region 

 

 NSW 

% 

Vic. 

% 

Qld 

% 

SA 

% 

WA 

% 

Tas. 

% 

NT 

% 

ACT 

% 

Australia 

% 

Demonstration sites or 

field days 

42 37 36 47 46 32 35 33 40 

Conferences 16 12 14 23 21 13 29 13 16 

Workshops or short 

courses 

27 19 23 34 27 19 31 23 25 

TAFE course 11 7 3 18 9 5 6 8 9 

University course 1 1 1 1 1 1 1 2 1 

Engaged a consultant 11 10 10 17 19 12 7 13 12 

Other 2 2 2 4 3 3 4 5 2 

Did not participate in 

any courses 

31 34 34 27 27 38 29 42 32 

 

Like most industries, Australian agriculture has experienced unforeseen gains in productivity 

and output, through the application of new technology and science over the last 100 years.  

Today, farms which once employed hundreds of laborers are operated by a few people with 

the help of sophisticated machinery and technology.  However, adoption of technology, such 

as extensive use of fertilizers and irrigation, tree clearing and chemical spraying, brings its 

own challenges to agriculture.  Extensive land degradation through increased soil salinity 

(such as in western Australia‘s grain belt and the Murray - Darling Basin), increased soil 

acidity, chemical residues in agricultural products, and consumer backlash to genetically 

modified products, are some of these challenges. 

The adoption of new technology is now more important than ever as farmers try to 

maintain levels of profitability in the face of rising costs, worsening terms of trade, and 

restrictions on land use and farming practices imposed by governments as society becomes 

more aware of the need to develop sustainable farming practices.  Satellite technology has 

been adopted in a number of ways, such as using satellite imagery when making decisions on 

land use, satellite ground positioning systems to guide spraying and cultivation equipment, 

and satellite communication technology for controlling equipment in remote areas, such as 

pumps and generators.  Polyvinyl chloride (PVC) piping is used increasingly to pipe water, 

previously channeled over great distances through open bore drains in the inland areas, as a 

more efficient use of water becomes necessary. 

From the above discussion, it is very clear that modern agriculture needs more people 

trained at universities and other educational institutions, this kind of training is vital for 

Australian agriculture to be sustainable. 
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III. Rural Transformation as Main Objective of Rural Universities 

CDU in Australia is a comprehensive university in a developed country.  It has understood the 

importance of rural transformation and it has put into practice rural involvement activities 

through its research, instruction and consultancy, both in higher education and in TAFE.  All 

such contributions focused on human resource capacity building and empowering the local 

people in rural, remote and indigenous communities.  

AUH is an agricultural university in a developing country.  Its experiences and 

involvement in rural transformation have shown that it has a key role to play in ensuring that 

critical knowledge and skills are imparted to rural communities to increase human capacity 

resources.  The impact of their involvement has made a significant contribution to the quality 

of education, on the improvement of rural life and on the sustainable natural resources 

development.  Of course, as an agricultural university, traditionally, AUH‘s mission focused 

on crop and animal production and as it is a place for research, on teaching and 

extension/consultancy.  But in accordance with the educational reform and open door policy 

of the early 1980s in China, AUH has redirected its mission towards the broader aim of 

supporting rural transformation.  The example of AUH has proved that if a university, 

especially an agricultural university in a developing country identifies rural transformation as 

its main mission, then the transplanting of knowledge and increasing human capacity in rural 

areas can be realized.   

Establishing Demonstration Communities 

The practices of agricultural universities in China have shown that demonstrations in both 

villages and farmer‘s households are effective tools for knowledge and technology 

transmission.  For example, AUH believed that specific demonstration is an effective way to 

transport knowledge, technology and skills from its research into rural communities.  

Consequently, AUH set up many technology and actual skill demonstration bases in different 

counties, townships and villages.  In some cases even a few demonstration households in one 

village were set up to show the people in such surroundings the importance and benefits of 

technologies and skills. Many successful cases indicate that this is an effective way to 

efficiently introduce outside knowledge, technologies and skills into rural communities.   

Generally, there are three stages for AUH to do so: first, at the beginning, farmers used 

to refuse to accept new techniques due to their low educational level, low awareness of the 

importance of new techniques and low ability to bear the risk of changing traditional methods 

since they were not sure whether or not they would be beneficial.  In this case, the staff from 

AUH introduced very simple, easy to learn techniques with less investment and more yields.  

These demonstrations showed that the farmer could get out of poverty sooner. This helped 

increase motivation to learn new techniques and skills. 

Second, model households were set up in certain villages.  Farmers in poverty-stricken 

areas usually responded cautiously to new techniques and adopted ―wait and see‖ attitudes.  

They wanted to know if a new idea or technique worked or not.  Due to this reality, staff 

usually focused on better-educated farmers, and some key people, especially members of the 

village committee.  When other farmers saw the successful results, which had helped these 

pilot-farmers out of poverty, they immediately changed their attitude.  Thus often an 

attitudinal change is necessary to get rural communities to accept innovation. 

Third, the establishment of demonstration communities.  After the initial success of the 

demonstrations, the project expanded further, it focused on enlarging the demonstration areas 

in certain selected communities, where many new techniques and research findings suitable 
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for the local environment could be examined and demonstrated.  In Taihang mountain areas 

and other poor areas in rural Hebei, the farmers‘ educational levels are very low and so 

―demonstration is a particularly powerful method to use with farmers who do not read easily‖ 

(Oakley and Garforth, 1985, p.49).  Farmers could make their own choices after comparing 

before and after demonstration trials, the university staff could also conduct applied research 

to solve new problems that appeared in agricultural production while the community adopted 

the transforming techniques.  The demonstration bases served as technology-dissemination 

centers.  They could also serve as on-site instruction farms where university students could 

come into contact with farming practices and discover the actual needs of farmers.  Therefore, 

these ―integrated teaching, research and agricultural extensions‖ into demonstration 

communities were key to the successful intervention in the Taihang mountain development 

model of AUH. 

Universities’ Staff in Rural Communities  

One of the innovative and effective aspects of AUH‘s approach to bringing outside knowledge 

and technology into rural areas was that the university‘s professors and staff went off campus, 

and spent time with farmers in rural areas.  They believe that as the professors of an 

agricultural university, they cannot ―sit aloof in the ivory tower separated from the actual 

environment‖ (Noguchi, 1998 p. 42).  The professors and staff of the university provided very 

useful and practical advice and suggestions to the farmers: how to grow strawberries in 

simple, locally made green houses, how to grow persimmon trees more effectively in 

mountainous areas, how to improve rabbit farming, how to improve crop production, etc.  

Thanks this interaction with university professors, many farmers greatly improved their 

productivity and income generation. 

Though staff visiting rural areas is normal practice for any agricultural university the 

key difference here is that AUH put rural transformation as its school‘s priority.  There is a 

long-term target for comprehensive development in rural Hebei through continuous 

integration of teaching, research and agricultural extension, as well as, the combining of 

agriculture, science and education and the integration of literacy education and technological 

extension with agricultural production.  Professors and staff of CDU who visited research 

sites and rural communities maintain that such visits to rural indigenous communities are a 

most effective method of getting information across.   

Networks and Partnerships 

In Hebei province, there are 139 counties (or cities), each of which has a vocational and 

technical center, furthermore, in each county, city, or township, adult school and farmers‘ 

night school exist.  Most of these are located in rural areas or somewhere close to the rural 

areas with agriculture and related science and practices as their disciplines.  Most of the 

students are from rural areas and are looking for the practical skills necessary for the 

development of the rural economy instead of textbook knowledge.  Since such educational 

resources are located in every county/city, and cover most of the local conditions, AUH set up 

a network throughout these areas and built partnerships with the centers and schools to 

enlarge its rural service capacity.  AHU helped such centers in teacher training, curriculum 

development, school management, program guidance and consultancy etc.  

Apart from CDU‘s campuses in Darwin, Palmerston and Alice Springs (in the heart of 

the Australian desert), there are centers located in Katherine (Northern Territory Rural 

College) and a few regional study centers located in Jabiru, Nhulunbuy, Katherine and 

Tennant Creek.  These locations allow the CDU to have a spread of educational resources and 
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facilities across the breadth of the territory with exposure to tropical and desert environments 

as well as the rich indigenous culture of Australia.  Each regional center acts as CDU's link to 

the regional and remote Northern Territory, making courses and training accessible to more 

people within the territory.  This network system seems to be a suitable way of serving 

sparsely populated and distant areas while addressing local conditions and cultural diversity. 

As universities, both CDU and AUH have limited resources in terms of staff and 

finance.  They can provide some support to rural, remote and indigenous communities but it is 

difficult to cover broad areas in rural Hebei and rural Northern Territory.  The practices from 

both universities of establishing networks and partnership building are an effective way of 

interacting with rural communities.  As an agricultural university and serving a considerable 

population in rural Hebei, the network of AUH appears more complete, creative, efficient and 

considerably larger in numbers.  Although CDU‘s network is small in number, the goal of 

enlarging its service to a broad area and people, and meeting the people‘s learning needs in 

different environments and different conditions has been realized. 

Contextualising University Activities 

AUH‘s rural development programs including training, teaching and extension have close 

links with local communities and take strong consideration of local conditions.  These two 

principles (local community and local conditions) have been included in the program design 

and implementation.  For example, in the beginning of the 1980s when the Taihang mountain 

development program was carried out, local conditions and local needs were important issues 

considered before any implementation.  Professors and staff spent a long time in this 

mountainous area and made comprehensive system surveys and analyses on the existing 

problems and potentials.  Finally, an investigative report which included 15 specialized areas 

was developed as a resource for future work.  All this first hand data and information was 

used later by project implementers during development.  Other case studies have also shown 

that local conditions and local needs of both communities and farmers have been considered.  

These include the development of new seed varieties and animal breeds in practical ongoing 

courses and research investigations of students and staff.   

Paying continual attention to the real needs of rural, remote and indigenous 

communities is also one of the considerations of CDU.  The examples are found in the 

teaching, research and extension activities of CDU Rural College, Tropical Savannas CRC 

and Centre for Indigenous Natural and Cultural Recourses Management.  

Both universities have the same consideration for the rural development programs, 

which focused on their training, research and extension activities with close attention paid to 

the local needs and the local conditions.  Those kinds of development programs from AUH 

include training, research and extension, whereas, CDU has concentrated much more on 

training and research, although TAFE extension programs are developed and implemented. 

IV. Innovative Approaches Undertaken by Universities for Rural 

Transformation 

Use of Information and Communication Technology (ICT) in Rural Programs   

ICTs have been used by the two universities in their rural education and agricultural extension 

programs.  Digital infrastructure has been extended from urban to rural areas.  It is hoped that 

efficiency in terms of cost, staff time and learner‘s achievement will be increased.  The simple 

and effective media used by AUH to deliver information to farmers includes TV and 
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telephone hotlines.  Some weaknesses existed in rural Hebei with regard to this infrastructure 

and agricultural information sometimes is inaccessible to the users at the grass roots level.  

Only recently has internet access and other digital services become available to agricultural 

information and rural development services.  Recently many new technologies such as the 

geographic information system, the system of remote sensing information, the system of 

global positioning, the expert system in agriculture, horticulture and animal sciences, as well 

as the agricultural analogue techniques have become available for research, training, and rural 

development practice.   

In CDU, digital technology and internet access have been widely used for external 

learning and training workshops in rural, remote and indigenous communities.  The relevant 

infrastructure and facilities necessary for distance training and learning are also available.  

The connections between campuses and regional centers have been established.  All these 

digital media advancements have made the rural development training programs and other 

activities more efficient and more cost effective.  Audio-conferencing, video-conferencing and 

tele-centers make on-line conversations and on-line learning available off campus.  For this to 

be totally effective rural areas must be able to access it.  Currently, government policy 

(Telstra) is to continually improve this access. 

Today new media tend to merge together to transmit information and deliver 

knowledge.  CDU has made a full use of modern media for its all interventions with rural, 

remote and indigenous communities, which has shown to be more effective and efficient than 

the previous print only courses.  In AUH, the situation is different. Even though some modern 

technologies are available, the traditional media is still the main vehicle of knowledge 

transfer, since a considerable amount of the rural population have little access to or training in 

ICTs. 

A Learning Society 

It is a common understanding that only when farmers‘ ability to accept science and 

technology and their enthusiasm to learn new techniques and skills has been stimulated, can 

they possess the ability to develop themselves.  Using the motto ―to deal with ignorance 

before developing mountains‖, AUH helped to establish various farmers‘ technical 

associations using the principle of, ―Experts taking a leading position, with local government 

coordination and model households selected as the core; farmers join the associations by 

themselves with adopting agricultural practical techniques as the top priority‖.  This approach 

resulted in the process of farmers‘ positive learning instead of being trained passively. 

Based on this principle, AUH has successfully organized more than 10 different 

farmers‘ technical associations, which have brought about obvious social and economic 

benefits.  For instance, ―Mushroom Association‖ in Tangxian County, ―Chicken Association‖ 

in Laiyuan County, ―Red Fuji Apple Development Association‖, ―Watermelon Association‖ 

and ―Peach Association‖ in Shunping County, and the similar organisations of apple, 

vegetable and maize in Wuyi and Zanhuang counties.  Currently, the associations‘ functions 

are composed of training, research, extension, production and marketing.  This approach 

allows for each association to become a learning, research and production society.  

These associations have played a very important role in promoting the development of 

rural education and production.  They are helpful for farmers to learn techniques and skills 

and apply them positively.  Such associations also allow for the acceleration and extension of 

scientific research findings into rural areas to improve the farmers‘ awareness of science and 

technologies.   

An example of this approach is found in the red Fuji apple development association of 

Beicheng in Shunping county set up by Mr. Huangpu Zhongsi, an associate professor in the 
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horticulture department of AUH in November 1990.  This association has brought about 

considerable economic and social benefits.  It not only provides technical training courses, but 

also instructional services, as well as farm inputs and marketing of products.  The association 

is mainly composed of model households while Mr. Huangpu Zhongsi acts as the technical 

consultant.  Every year, Professor Huangpu goes to the rural areas to hold technical training 

classes.  Each one lasts one to three days according to the farmers‘ practical needs in 

production.  The curriculum includes: the management of orchards, the prevention and control 

of apple trees‘ diseases and elimination of pests, management of water and fertilizer, the 

storage and post-harvest handling of fruits, management of seedlings, as well as the 

establishment of orchards and so on.  Each time over 1,000 farmers are trained.  In 2001, the 

association was extended to more than 10,000 members, having Shunping county as the 

centre, including 110 villages in six nearby counties.  The total area of orchards was more 

than 2,000 hectares.  The apple output produced by the association members was 37,500 

kilograms per hectare, with a total output of 30 million kilograms.  Some production has even 

exceeded that of Japan, the original place of the red Fuji apple, in terms of the yield and 

quality of apples.  The red Fuji apple production in Shunping county has become a primary 

industry in Taihang. 

There is a great deal of experimentation in the Northern Territory in agricultural output, 

especially with regard to rice, mango and other tropical produce.  Much of this analysis is 

driven by local entrepreneurs and the government departments of agriculture and forestry. 

CDU via Katherine Rural College contributes training and research to this output. 

It is apparent that learners‘ or farmers‘ associations can overcome the weaknesses of the 

learning needs in rural areas with a broader rural area, and insufficient teaching resources.  It 

has also proved that training core farmers, organizing associations in the rural communities, 

and farmers learning by themselves under the necessary and effective guidance are acceptable 

to and welcomed by farmers and will make substantial contribution to rural communities. 

University-Community Partnerships 

AUH initiated this new extension service in a range of counties.  This approach brought a 

change in the delivery pattern of technology from one special department implementation 

towards an overall operation pattern by mobilizing many departments like administration, 

material, supply, financial and monetary, bringing service closer to the needs of rural 

economic development.  The pre-requisite of this approach is to provide services to farmers.  

The operation of this particular approach is that the service provider, e.g. AUH signs a 

package of technical services contract.  The provider charges some fees for the overall service 

as the resource is from technical research.  AUH and Ding Xing county formally signed a 

contract for a comprehensive agriculture technological package service in January 1989.  On 

the basis of self-willingness and mutual benefit, AUH established more joint ventures of 

teaching, scientific research and social practice with some bases.  By signing contracts with 

these bases AUH gradually changed the extension service mode from being totally free to the 

combination of free and charged services.   

This new approach is aimed to benefit both sides, to mobilize the initiatives of both 

providers and recipients and to further enhance the enthusiasm of providers.  Through many 

years of practice, AUH and the local partners in joint ventures have expanded the practice to a 

larger scale.  The service range was enlarged from science and engineering to art and soft 

sciences, from techniques of increasing production to post-harvest processing technology, and 

from economic development to the combination of economic and education reforms. AUH 

formed such joint ventures with Shunping, Fuping and Xiongxian counties from 1982. 

The university-community partnership has also been considered by CDU as a 
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meaningful way of delivering its knowledge into rural communities.  For example, in July 

2003 CDU signed a partnership agreement with the Northern Territory government on 

internet-based education for remote communities and a virtual DNA facility.  CDU Vice-

Chancellor Professor Ken McKinnon said the partnership agreement signaled a new level of 

interaction between the university and its community. ―As a university for the territory, it is 

critical that our intellectual resources, in collaboration with those of the government, are 

brought to bear on the issues of most importance to the territory,‖ (Charles Darwin University, 

2003).  The main activities focused on remote communities with the specific needs of the 

territory, like community development, biology conservation, natural resource management 

and tropical environmental science, health and diagnostics as well as indigenous social and 

economic development. 

It can be concluded that in order to use the resources of AUH, and to have these 

recourses utilized for the mutual benefits of the university and communities, AUH initiated 

the university and community linkage and partnership in a broad area.  Whereas the approach 

in the Northern Territory was through farmers‘ organisations themselves and government 

sponsored policy shifts.  

Encouraging Student Participation 

It is general practice for Chinese universities to organize students to participate in social 

practice and other practical activities.  In some cases, it is part of their course requirements.  

AUH encouraged senior students to launch the social practical work at the agricultural 

interface, and to serve the farmers.  They used a one to one method, which means one student 

assisted one farmer, and one group assigned to one village.  Approaches used included 

broadcasting, bulletin board announcements and farmers‘ night schools.  The course content 

for farmers included promoting new high quality products, disseminating new technologies, 

offering training courses for local agricultural technicians, and delivering technical 

consultancy and on-site instruction.  The activities were undertaken, sometimes during 

vacation time with students as volunteers; sometimes during school time as part of course 

requirements.  During this practice, the students not only made a contribution to rural 

communities, but also experienced the value of their knowledge and found out the real needs 

of farmers.  All of these activities are helpful for their own career development in the future. 

Student practical experience is not the university‘s responsibility or duty in Australia.  

However, the student union provides (through university funding) advise and organize a range 

of facilities for students.  CDU does provide placements for its trainees, e.g. teaching and 

child care, nursing and to a limited extent, agriculture students.  Often such placements can be 

undertaken in remote indigenous communities.  This focus on rural development, however, is 

not a priority.  The appointment of a professor in rural education with a brief for community 

development and participation and a professor for indigenous studies means that this is likely 

to change.  In some courses, like engineering, students need to organize their own work 

experience however in some cases, like TAFE, the opportunities for practical experience are 

given by CDU. 

Programs such as these are of benefit to the students themselves and to the 

communities.  AUH has promoted these kinds of activities.  This has been less evident in 

CDU but changes are happening as CDU repositions itself with regard to the rural community. 

Establishing Consultancy Centers 

The rural learners and farmers targeted by these universities are adult and therefore the 

establishment of various kinds of schools to meet their learning needs during their spare time, 
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away from agricultural production, is one of the methods used by AUH in its rural adult 

training and extension interventions.  For example, AUH helped establish adult schools in 

Shuping county.  In these schools, there is one multi-purpose infrastructure, with combined 

functions of night school, library, information station, plant and animal clinic, agricultural 

technology extension service station, chemicals sales etc.  These are all combined into one 

place to serve the local communities so as to realize the goal of ―diverting science and 

technology water; through the education channel; to irrigate agricultural farming‖ (Li, 2000).  

Professors and staff from AUH are involved in the activities of the comprehensive schools in 

various ways such as showing guidance, consultancy and even providing direct services.  

In Australia many of these functions are absorbed by agricultural shows in rural 

communities.  In the Northern Territory the Freds Pass, Darwin, Katherine, and Alice Springs 

shows are often one stop shops, but this response is limited to once a year.  The university 

involvement as a policy issue in adult rural training is minimal compared to AUH 

Involvement of Community Members 

Generally speaking, farmers in China are afraid to take risks and lack entrepreneurial skills.  

They are very conservative people living in a closed system.  Often they resist change and are 

unwilling to adopt the techniques or new methods easily without any concrete results.  Apart 

from this, the common feature of farming production confirms that any technical result 

requires a long time for implementation.  The farmers in the extension areas slowly adopt new 

techniques.  The AUH technical team established fixed bases, selected a few community 

members, normally educated people, community leaders or some people who are willing to 

participate and have the ability to do so, and trained them to become the farmer-technicians or 

so-called ‗well-to-do household‘ families.   

Apart from training local key members in the communities, AUH cooperated with the 

government to deliver the ―program of one village, one graduate student from AUH‖, in 

which the government provides scholarships and signs contracts with individual students from 

rural communities to make sure that after they graduate from AHU, they will return to their 

home town.  This practice showed that those graduates who have obtained advanced 

knowledge and who are also familiar with local communities‘ environment soon become the 

chief members in their own communities. 

All those key members in the communities would actively involve themselves in 

agricultural extension work and demonstration practices.  After they achieved economic 

benefit, they became the ‗models‘ and were followed by other farmers.  Using role models in 

rural communities in the Chinese context has proved to be an effective way of promoting a 

change in behavior.  This kind of practice is considered one of the most innovative methods 

used by AUH to transform the knowledge and technology base of rural communities. 

 

V. The Importance of Strong Government Support 

Generally speaking, rural transformation is often seen as a government responsibility.  The 

university, as an education provider, has as a main mission of teaching, research and 

consultancy, therefore in order to orientate the university towards delivering rural 

development programs that encourage efficient use of the human resources and knowledge, 

governments should have special policies to commit universities towards rural transformation 

as one of its services.  

In China, the government has a strong commitment from AUH to serve the rural 
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development programs. For instance, from the initial stage of Taihang Mountain development 

project to the follow up and other programs, different levels of the government encouraged 

and supported AUH financially, institutionally and with government policies and strategies.  

All these commitments ensure that AUH can successfully deliver its rural development 

programs and achieve the expected outcomes.  It is also clear that China is a developing 

country which has had a very centralized government for a long time; government played a 

major role in many aspects of project development, without government support, 

coordination, management, and commitment, the university itself would find very difficult to 

undertake some rural development programs.  

Apart from financial support, the government‘s commitment to CDU to undertake the 

rural service program is mainly built on establishing partnerships and cooperative activities.  

Government priorities, for example, were given to those programs which concentrated on 

areas in rural, remote and indigenous education.  

The government commitment to encourage both universities (CDU and AUH) to serve 

rural communities has many similarities.  The key difference is that AUH is an agricultural 

university in a developing country, focused on the agricultural sector, where government has 

taken a leading role in rural development activities, whereas, CDU is a university in a 

developed country, focused on various fields, and where the government‘s intervention in 

rural development programs is far less.  Consequently, it can be concluded that different levels 

of government involvement plays a key role in the successful integrating of research, 

knowledge, information and skills from universities into rural communities for their 

development, either in developing countries or in developed countries.   

VI. Community Participation, Vital for Rural Transformation 

The successful rural development programs carried out by AUH and CDU depend in part 

upon the positive participation of the communities in different ways, and thus this is a 

common requirement in both systems. Concerning participation, people should have 

enthusiasm, motivation and be interested in and involved with the programs.  For instance, 

some rural transformation programs achieve their common goal of economic development; 

some are intended to accomplish social and educational development; some may want to build 

personal capacity and empower the local people and some might have other objectives.  

―Ensuring community participation depends upon factors such as culture, capacity to respond, 

awareness of the issues and commitment to deal with the problems‖ (UNESCO, 2001).  In 

AUH, most programs are concerned with agricultural extension since Hebei is an agricultural 

province.  A large rural population and a limited amount of cultivated land require more and 

more useful techniques and active skills to be put into practice in order to increase crop and 

animal production and to improve the people‘s living standards.  People themselves also use 

education and agricultural extension, as a bridge, to better themselves as governments 

continue to have a growing emphasis on human capacity development and economic 

development.  Community participation in AUH‘s rural development programs results in 

―mobilizing resources, sharing responsibilities and establishing a sense of ownership to 

sustain community development activities‖ (UNESCO, 2001).  The very important issue of 

community participation in rural transformation has to be considered if people are mobilized 

properly and it is highlighted in some of AUH identified successes. 

CDU‘s emphasis on participation has links with community development tradition.  

Communities themselves want to be independent and prefer to be the people with knowledge 

and skills in their communities rather than someone from outside.  This desire to help 

themselves often motivates the community.  Aboriginal communities often want to maintain 
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their knowledge levels and standings within their own communities.  The fear is if they come 

to study in CDU or other universities, the community may lose them when they graduate. 

VII. Conclusion 

This paper discusses the role of universities for rural transformation in a comparative view.  

There are five important aspects which can be concluded for other knowledge transferring 

activities of universities to be successful. 

First, the university itself.  There is an urgent demand for the universities, especially 

agricultural universities in developing countries to concentrate their activities on rural 

communities in terms of technological extension, training, and local people‘s capacity 

building.  This is necessary in order to improve their communities‘ standards of living and 

wellbeing, and to benefit the university itself.  These kinds of programs enable the 

universities‘ teaching, research and other academic activities to be used for the mutual benefit 

of the universities and local communities.  Besides teaching, learning and research, 

universities‘ staff and students should be involved in extension programs, taking the 

university knowledge base out into the community. 

Second, rural community participation is another important aspect of rural 

transformation.  The rural development programs carried out by the universities or other 

agencies must be attractive to the people both psychologically and economically to make the 

programs more acceptable for the local people in the community. 

Third, government commitment and actual involvement in the programs enable some of 

the weakness of universities to be overcome, for example, government funding is an essential 

part of success in community development programs.   

Fourth, modern information technology and digital media give universities great 

potential and prospective opportunities to be involved in rural transformation programs 

effectively and efficiently.  

Finally, the programs implemented in rural communities should be sustainable to ensure 

that they will continue to be active after the program implementers have left the program site.  
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CHAPTER EIGHT 

FROM BRAIN-DRAIN TO BRAIN-GAIN  

The Changing Role of Higher Education in China’s Rural 

Transformation 

Wang Qiang, College of Education Science, Nanjing Normal University, China 

I. Strict Rural-Urban Division with Little Population Mobility for 

Three Decades 

Rural-urban Division in Industries  

China is a rural-urban dual-structured society marked by the strict division of rural and urban 

areas.  From the late 1950s to the early 1980s, the national strategy was to separate industries 

between rural and urban areas, namely agriculture in rural areas, and manufacturing and 

service industries in urban areas.  From the 1950s to the 1970s, China adopted a typical highly 

centralized planned economy, and collective ownership was adopted in rural areas.  The 

villages, termed as ―productive teams‖, were the basic units of rural communities and rural 

economic activities.  All the land and property belonged to the productive teams.  All villagers 

held memberships of the productive teams, and all economic and social activities were 

undertaken under the management of the productive teams.  The rural-urban division of 

industries was very rigid.  

Rural or Urban Identity of Population 

The rural-urban division is also enforced by population policies and registration mechanisms.  

The population division is distinguished not only by whether people are doing farming or 

non-farming work, or by whether they are living in urban or rural areas, but also and primarily 

by their officially registered residential status and identity.  If a person is registered officially 

as a rural identity and resident, he or she is regarded as a farmer, no matter where he/she is 

living or what job she/he is doing.    

Little Rural-Urban Population Mobility 

During the strict rural-urban division period (1950-1985) under the planned economy, there 

was little rural-urban population mobility, and rural-urban gaps formed gradually and still 

remain great nowadays.  Agriculture was mainly for self-sufficiency and utilized little modern 

technology.  The orientation of governmental policies was to restrain population migration 

from rural to urban areas.  Under the collective and public ownership system it was 

impossible for a rural individual to find a job in an urban area without official government 

approval.  Accordingly, there was no free mobility between rural and urban areas.  
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Different Welfare Benefits  

For almost four decades, beginning in the 1950s, those registered as permanent urban 

residents had a social welfare package that covered food, edible oil, government-assigned 

jobs, children's education, medical care, pensions for the aged, etc. provided by government.  

Those registered as permanent rural residents had almost no social welfare guaranteed by the 

government.  There was no medical insurance and there were no pensions for the rural aged.  

All these were the responsibilities of their families.  The rural-urban residential registration 

system functioned as a fundamental instrument of the rural and urban dual social structure.  

II. In Centralized Planned Economy Higher Education had an Urban 

Dimension 

Institutes of Higher Education (IHE) Students’ Identity and Residential Status 

For almost 60 years those rural students who passed the required entrance examinations and 

were given the opportunity to study in universities and colleges automatically received the 

―urban identity‖, a successful upward social movement.  This policy remains today which 

functions as an incentive to academically successful students.  All rural students with 

university admission notification can withdraw their rural identity and residential registration 

and transfer it to universities, changing it automatically into an urban identity and residential 

status.  For most rural students, admission notification for higher education has two important 

implications.  One is the opportunity and resources for higher education.  The other is a 

successful transition from ―rural identity‖ to ―urban identity‖, which is no less important than 

the higher education itself.  This transition means the right to enjoy all the welfare benefits of 

urban residents provided by the government and more life and career opportunities.   

IHE Graduates as Human Resources 

In the planned economy, the well-educated human resources, IHE graduates, were in short 

supply.  The job assignment of the IHE graduates was conducted in a planned manner and 

completely urban-oriented.  Almost all of them were employed in cities and towns, even those 

who would work as primary school teachers in rural communities still held an urban identity, 

and not a rural one.  From the early 1950s to 1989, the planning of job assignments of IHE 

graduates was made by the national planning commission and provincial planning 

commissions, the executives of job assignments were the universities and the IHE graduates 

job assignment offices affiliated to the educational authorities of governments at different 

levels.  

The job assignment process consisted of, universities made arrangement of job 

assignments for each graduate in accordance with the job assignment plan made by the 

planning commissions, the demand of the employer institutions, major field of study and 

personal qualifications of the graduates.  The decision was made based on the principle that 

his or her major field of study should be consistent with the demand of the positions and 

matching the urgent needs in various developmental programs set by the state.  The job 

assignments were made jointly by the planning commissions, educational authorities and 

universities, which also took into consideration the graduates‘ personal applications.  Both the 

graduates and the immediate employer institutions were marginalized and had few choices in 

the process.  Every graduate was guaranteed to get a position in either a company, in a 

government department or school, etc.  The transfer of graduates from one institution to 
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another was also controlled by governmental departments for personnel management at 

different levels instead of employers and employees.  Under the planned economy the job was 

vividly called ―Steel Bowl‖, and the graduate employees had neither risks nor stimulations in 

employment. 

III. Effect of Market Economy on IHE Graduates 

Beginnings of Rural Transformation  

The adoption of the open-to-the-outside policies in 1978 started the transition to the market 

economy system.  Rural areas experienced two striking stages and development levels.  The 

first was the adoption of new responsibility-based land policies (not private ownership but the 

right to utilize the land for 50 years).  Each family was allocated a certain area of land.  The 

farmers had the right to decide what and how much to plant and they were greatly motivated.  

The economy in the rural areas became more and more prosperous with higher and higher 

efficiency.  Responsibility-based land policies in rural areas had successfully solved the 

problem of starvation in rural areas.  

The second stage was the boomFeedback in rural enterprises, which are symbols of 

China's industrialisation and urbanization in rural areas.  These led to the second leap forward 

in rural economic development and the improvement in the quality of life in rural areas.  The 

social transformation and modernization are evident.  Primary industries continue apace while 

manufacturing and service industries are increasing even faster, not only in rural areas but 

throughout China.  With the improvement in farming efficiency, more and more surplus 

laborers needed to be transferred to towns or urban areas.  Along with the changing of China's 

national developmental strategy, government policies encouraged the transfer of rural laborers 

to urban areas (See Table 8:1 below).  China's 800 million rural people finally broke through 

the constraints of the traditional rural-urban division.  

 

Table 8:1.  Percentage of Laborers in Three Industries 

 

Year Farming Secondary Industry Tertiary Industry 

1978 70.5 17.3 12.2 

2007 40.8 26.8 32.4 

    Source: China Academy of Social Science (2010)   

Change in IHE Graduates Job Placement 

In accordance with the market economy the original planned job placement system was 

replaced by the labor markets.  In the labor market employer companies or institutions and 

employees, the IHE graduates, become the core actors while the concerned government 

agencies become the facilitators and supervisors.  Both employers and the IHE graduates have 

the right and freedom to choose according to their own needs and expectations and both of the 

two parties negotiate directly.  The employment agreement and decision are made directly by 

the employer and IHE graduates themselves on a voluntary, equal and competitive basis.  

In 1993, the National Outline of Education Reform and Development in China declared 

that employment of all IHE graduates will be determined by the labor market on the basis of 

personal choice except some IHE graduates who will work in harsh conditions and 

occupations.  The employers have the right to choose the graduates who best match their 

needs; the graduates have the right to take the best option based on their own expectations; 
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and universities and colleges have the obligation to facilitate the employment of their 

graduates.  The IHE graduates are encouraged to be self-employed and to work in rural and 

disadvantaged areas.  In the labor markets and with the extensive competition, the IHE 

graduates are more aware of the competition and risk; which motivates them to learn and 

work harder.   

Graduates’ Preference for Urban Areas 

Due to the great gap between rural and urban areas in terms of income, educational and 

cultural resources, and employment opportunities, IHE graduates show a great preference to 

live and work in urban areas.  In 2007 the net income of farmers was 4140 RMB yuan, and 

that of urban residents was 13,786 RMB yuan, the latter is 3.33 times as much as the former 

(Fan Ping, 2008 ).  IHE graduates in pursuit of economic benefits and better living conditions, 

generally choose to work in cities and towns, even for those graduates from universities of 

agriculture the situations are similar.  According to a survey made by the IHE graduates 

employment facilitation center of Hunan province and Hunan Normal University, the 

percentage of IHE graduates working in villages or small towns was only 3.99 percent in 

2004.  About 70 percent of graduates either worked in big cities or studied in postgraduate 

programs (Tang Xuechao, 2005).  In 2006 the total population of farmers was 348.74 million 

in China of whom, illiterates account for 9.5 percent, those with primary education account 

for 41.1 percent, 45.1 percent with junior secondary education, 4.1 percent with senior 

secondary education and only 0.2 percent with higher education (Fan Ping, 2008).  Even those 

graduates from universities of agriculture are not willing to work in rural areas.  They also 

have strong aspirations of working in large companies and institutions in large cities in pursuit 

of better income, better benefits and better positions.  Some IHE students come from rural 

areas and are familiar with the situation in rural areas, and the transition from the rural to 

urban areas is often an objective in itself. Why do they choose to study in universities of 

agriculture?  The question provides the answer.  Even if their major field of study is not 

needed for their job they still receive a diploma from a university or college, at the same time 

they successfully transit from the rural identity and residential status to urban identity and 

residential status (Shao Hua, 2006).   

IV. Brain-Gain: National Strategies for Rural Placement of IHE 

Graduates 

In 2003 the China national conference on rural work was convened by the central government 

and the conference acted as a landmark and turning point for the national rural developmental 

strategies in China.  The rural and urban relationship in the national developmental agenda 

was being restructured.  For more than 50 years, China adopted urban-centered developmental 

strategies, which were based on the deprivation of resources, including human resources, in 

rural areas to support the development in urban areas.  The resolution of the conference 

declared to reverse the urban-centered strategies and introduce a strategy of ―more input and 

less draw-out‖ for rural areas.  The resolution states that it is the right time for urban agencies 

to offer more input into rural communities, and that secondary and tertiary industries should 

nurture agriculture.  Within the framework of the new developmental strategies new policies, 

incentives and mechanisms are being formulated to encourage IHE graduates to work in rural 

areas and communities.   
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One IHE Graduate for One Village  

From 2001 to 2003 some small-scale pilot programs of one IHE graduate for one village were 

initiated at provincial level.  The government of Liaoning province began their program in 

2001, Hebei Agricultural University followed in 2002 and in 2003 the government of 

Heilongjiang province started a similar program.  Universities, especially the universities of 

agriculture acted as the main task forces.  The initiative was a sort of vocational education at 

tertiary level.  

In February 2004, the ministry of education of the PRC inaugurated the national 

initiative of one IHE graduate for each village.  E-learning and distance education institutions 

play an important role in the initiative.  The Open University of China and its 41 provincial 

open universities jointly function as the primary network of implementation of the national 

initiative.  By June 2010 239,000 candidates had participated in the program, with 170,800 

still studying and 65,700 having graduated with a diploma and working in their own 

hometowns (Open University of China, 2010). 

Objectives 

The IHE are mandated to extend their service to rural communities and to train personnel with 

skills in management and technology in the rural areas.  These trainees are able to retain and 

play their expected roles in rural communities, acting as the pioneers for farming and rural 

economic development, pioneers for rural technological innovation and extension, pioneers 

for absorption and dissemination of updated values and culture in rural communities.  The 

initiative will hopefully strengthen further the income generation and social progress of the 

rural communities.  

Rural Candidates  

Each year a candidate from each village is enrolled to study functional knowledge and skills 

in science, technology and management within the framework of the initiatives.  The 

candidates are mainly the graduates from senior secondary schools including vocational 

senior secondary graduates as well as youths with similar equivalent learning capability in 

rural communities.  Rural veterans, model farmers in agro-science and technology extension, 

rural community leaders, backbone personnel in rural enterprises, and those entrepreneurs in 

science and technology extension are encouraged to participate in the initiatives.  The rural 

potential is to be fulfilled.  All the candidates retain their original rural identity and residential 

status, that is to say, they remain ―rural people‖ (Jiangsu Radio and TV University, 2006).    

Admission, Registration and Certification 

There is a separate quota scheme and planning of the enrollees at the ministry of education 

and provincial level with the enrolment and register organized by IHE.  Trainees have a lot of 

subject options with credits added to their credit bank.  When a trainee has got enough credits 

and achieved the required standards, the official diploma and certificates are awarded as 

recognition of his/her completion of tertiary education (Ministry of Education, 2005).  

Curricula and Learning Resources 

More than 100 courses and subject areas are offered, covering plantation, animal husbandry 

and business management.  The teaching and learning modules emphasize the principle of 

learning by doing.  The central Open University and its provincial open universities 
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developed and keep updating a learning kit including courses in Information and 

Communication Technology (ICT) applications, business management, technology extension, 

technology in plantation, technology in animal husbandry, agricultural processing and 

marketing, laws and policies, etc.  This is to meet the diversified needs of different learners 

and different regions and communities.  The teaching and learning kits are adapted to be user-

friendly and suitable for self-learning at a low cost.   

Delivery Mechanisms   

The main task forces are the Open University of China and its network of provincial open 

universities as well as branch centers at county level.  The delivery systems include 

broadcasting, TV, satellite, internet facilities and technology.  The networks of ICT 

connection schools and community leaders training centers in rural communities are also 

involved.  In addition, some universities of agriculture and other universities concerned also 

participate in the program.  Self-directed learning is complemented with a combination of 

distance learning, face-to-face tuition and in-service learning.   

IHE Graduates Acting as Rural Community Leaders 

Pilot Programs 

In 1995, the government of Jiangsu Province started the initial program to recruit IHE 

graduates to act as rural community leaders at grass-root level.  In 1999, the government of 

Hainan Province inaugurated the program of IHE graduates acting as rural community 

leaders.  In the same year, Ningbo district of Zhejiang province recruited IHE graduates to 

work as rural community leaders.  These pilot projects were small in scale and employed 

diversified models in order to increase the flow of well-educated IHE graduates into rural 

communities.  In 2000, the Tianhe district in Guangdong province planned to recruit 52 IHE 

graduates to work as rural community leaders, and more than 3,000 graduates from different 

regions submitted applications.  In 2004, Xingtai prefecture in Hebei province started the 

initiative to recruit 1,000 IHE graduates to work in rural communities and in five years all the 

5,200 rural communities in the prefecture had an IHE graduate acting as community leader.  

By the end of 2004, ten provinces and municipalities had started their initiatives, mainly 

located in the comparatively well-developed east and central parts of China.  

Agenda of the Central Government 

In July 2005, the central government of the PRC formulated policies to encourage IHE 

graduates to work at grass-root communities.  As a follow-up strategy, the ministries of 

education, finance, and labor and personnel jointly inaugurated the national projects to 

mobilize and recruit IHE graduates to work in rural communities so as to offer assistance in 

the fields of schools, hospitals and agriculture as well as poverty relief.  Then the initiatives of 

IHE graduates as rural community leaders started to expand to most provinces and ethnic 

minority autonomous regions.  The provinces of the underdeveloped western part of China 

participated, including the provinces of Sichuan, Jiangsi, Qinghai, Guizhou, Shanxi, Shan‘xi, 

Hunan, Gansu, and autonomous regions such as Ningxia, Inner Mongolia, Gguanxi, Xinjiang, 

etc. Initiatives were organized by and at provincial and district levels.  By February 2008, 28 

provinces, municipalities and autonomous regions at provincial level had started their own 

projects.  

In March 2008, the ministries of education, finance, human resource management and 

social security jointly organized a meeting to review the progress of the recruitment of IHE 
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graduates acting as rural community leaders, and make follow-up plans.  The project was 

expanded to a national coordinated project.  Since 2008, all the participatory provinces, 

municipalities and autonomous regions have recruited 159,000 IHE graduates to work as 

community leaders, and 1.3 million graduates have submitted applications.  In 2010, 36,000 

graduates were recruited and assigned to rural communities. At present about 200,000 IHE 

graduates are working in villages as community leaders (Ministry of Education, 2008). 

Candidate Eligibility 

The candidates should be those IHE graduates below the age of 30; graduates with bachelor 

degrees and master‘s degrees and excellent student team leaders are encouraged; those 

students who have worked as volunteers in poverty relief programs in disadvantaged western 

areas of China are also encouraged.  The candidates should have good virtues such as being 

hard working and industrious with good behavior; have good academic achievements and 

management competence; be willing to work in rural communities and have good physical 

constitution.  

Recruitment 

Recruitment procedures should be transparent and based on equal competition in the sequence 

of application, qualification assessment, evaluation from candidate‘s colleagues, physical 

examination.  The employees would first act as assistants to the community leaders for a 

period of time.  If their performances are recognized by local community members, they 

would be promoted to work as vice directors or directors of the communities.  

Contract Duration 

The contracted tenure is three years.  After the completed tenure they may proceed to a 

second tenure provided that they have performed well and wish to continue.  If they wish to 

transfer, then the government will encourage them to find new jobs or set up their own 

businesses.  

Incentives  

The salary of the IHE graduate community leaders is the same as that of the IHE graduates 

working in local governments.  Those graduates working in the disadvantaged rural 

communities receive an extra allowance.  The primary salary is 15,000 RMB yuan annually. 

The travel costs and other allowances are provided by the local government.  The graduates 

working in rural communities also get medical and life insurance. Thirdly, some graduates 

take out loans to finance their college or university studies.  If the graduates are eligible for 

the policies, the government repays the loan on behalf of the student.  In the public servant 

recruitment tests, the IHE graduates working as rural community leaders enjoy favored 

policies.  From the year 2010 in government public servant recruitment some positions are 

only open to the IHE graduates working as rural community leaders.  Finally, IHE graduates 

also enjoy favored standards in applications for master degree programs in universities 

(Ministry of Education, 2008).  

National Rural School Teachers Program  

This program was initiated by the Ministry of Education and Ministry of Finance The 

program began its 5 year run in 2006.  The contracted tenure for the employment of each 
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teacher is three years.  The objectives of the program are to recruit IHE graduates to work in 

rural schools in the underdeveloped western part of China with a view to fostering 

compulsory education in rural areas and reducing the shortage of teachers in rural schools, 

especially in some subject areas.  

The majority of employees are recruited among graduates with bachelor degrees or 

master‘s degrees from universities of teacher education.  A small number of employees are 

selected from the three years‘ short-cycle teacher colleges.  Graduates under the age of 30 

with experience in teaching and with the teaching qualification are welcome to apply.  The 

graduates who participated in the university student volunteers program serving 

disadvantaged west China are given preference.  

The beneficiaries would be the counties in the underdeveloped west part of China that 

still confront challenges in achieving the goal of universal compulsory education and the 

eradication of illiteracy and those people of remote and autonomous counties including ethnic 

counties in the central part of China.  

The funds are mainly provided by the central government with supplement finance from 

local governments.  The ministry of finance has earmarked funds for salaries of selected 

teachers.  The salary for each teacher is, on average, 15,000 RMB yuan annually.  The local 

government gets the funds after the employees actually take up their posts.  During the tenure 

of the graduate teachers, their salaries and the package benefits are subject to the national 

unitary standards as compared to the standards for local teachers.  When the salary is higher 

than 15,000RMB, the difference is provided by the local government.  The departments of 

finance at the provincial level are responsible for covering the teacher‘s local allowance, 

transportation costs, and physical examination, as well as part of the insurance borne by the 

government and the costs of pre-service training. 

The program is coordinated by the central government and implemented by local 

governments.  The Ministry of Education and the Ministry of Finance are mandated to 

formulate a master plan and annual plans as well as general guidelines.  Provinces and ethnic 

autonomous regions are required to formulate policies, implementation mechanisms and 

supervise the implementation process.  The beneficiary counties are responsible for the 

management and evaluation of teachers‘ performances and the submitting of regular reports to 

the provincial educational authorities.   

The recruited teachers are assigned in groups.  About 100 recruits work in one county 

and three to five in one school, so as to build their holistic effects and impacts.  The main 

beneficiary schools are rural junior secondary schools while rural primary schools are also 

targeted.  The program embodies the central government‘s support of the poverty-stricken 

districts and their shortage of teachers.  Accordingly, the beneficiary districts must be those 

confronting teacher shortages and with financial difficulties.  The program must be integrated 

into the local holistic development plans and personnel recruitment programs.  The local 

schools and educational authorities cannot employ teachers repeatedly for the same posts.  

Recruitment should be based on equal competition followed by the contracted 

management.  The contract should specify the rights and obligations of the recruited teachers.  

The recruitment should be under the supervision of the provincial authorities for education, 

personnel, finance and planning.  The principles are transparency, equity, voluntary and 

competition.  It must target the specific posts, specific schools and specific counties.  The 

procedures are: advertisement, application on voluntary principle, examination of 

qualifications, tests, pre-service training, qualification accreditation, signing of contracts and 

taking of posts.  

The recruits are encouraged to continue as rural school teachers at grass-roots level after 

the three years contracted working.  If they wish to continue the job, the local governments  
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can make arrangements for job posts, and their salaries are guaranteed by the local 

government‘s budget within the framework of the local regular teachers‘ welfare package.   

V. Conclusion 

The IHE graduates are the primary human resources and main task forces undertaking 

knowledge production and technological innovation.  Accordingly, the development and 

utilization of IHE graduates is listed in the forefront of government development plans.  For 

almost 40 years since the early 1950s, the training and job placement of IHE students was 

dominated by the government in the planned manner.  They were mainly placed in secondary 

and tertiary industries and given urban identities and special benefit packages as incentives.  

When China came into the age of the market economy, the rural-urban gaps widened 

even further.  The imbalance in the rural and urban employment of IHE graduates is one of 

the reasons for this widening.  From 2003 special policies and incentives have been 

formulated to encourage IHE graduates to work in rural areas and more and more graduates 

are employed and work in rural communities under the direct sponsorship of the government 

at different levels.  However, despite these efforts and improvements, it remains a great 

challenge to turn brain-drain into brain-gain in the name of rural community development.  

References 

Fan, P. (2008). 2008 Farmers Development Report.  Institute for Sociological Study of China 

Academy of Social Science.  

Jiangsu Radio & TV University. (2006). Information Note on Jiangsu Provincial Initiative of 

One IHE Graduate for One Village and Its Admission Requirement. Retrieved from: 

http://www.jstvu.edu.cn.   

Ministry of Education. (2005). Notification on Open Universities‟ Implementation of One IHE 

Graduate for One Village Program. Retrieved from: 

http://www.moe.gov.cn/publicfiles/business/htmlfiles/moe/s3865/ 

201011/xxgk_110617.html.  

Ministry of Education. (2008).  Notification on Selection of IHE Graduates to Work as Rural 

Community Leaders. Retrieved from: 

http://www.moe.gov.cn/publicfiles/business/htmlfiles/moe/s3265/201001/xxgk_80060.

html. 

Open University of China. (2010).  Introduction to Curricula. Retrieved from: 

http://ycy.open.edu.cn.  

Shao, H. (2006). Measures for Challenges in the Employment of Agriculture University 

Graduates. Hunan Agriculture University: Student Admission and Employment 

Division. 

Tang, X. (2005). Employment Obstacles of IHE Graduates at Grass-root Levels and Its 

Countermeasures, Survey of the Conditions of Employment of IHE Graduates in 

Human Province. 

  

http://www.jstvu.edu.cn/
http://www.moe.gov.cn/publicfiles/business/htmlfiles/moe/s3865/%20201011/xxgk_110617.html
http://www.moe.gov.cn/publicfiles/business/htmlfiles/moe/s3865/%20201011/xxgk_110617.html
http://www.moe.gov.cn/publicfiles/business/htmlfiles/moe/s3265/201001/xxgk_80060.html
http://www.moe.gov.cn/publicfiles/business/htmlfiles/moe/s3265/201001/xxgk_80060.html
http://ycy.open.edu.cn/


 

114 

 

  



Meng Hong Wei and Wang Qifu 

115 

 

CHAPTER NINE 

 

THE “E-LEARNING SERVICE SYSTEM” AS A MODEL 

OF LIFELONG LEARNING FOR RURAL 

TRANSFORMATION  

The Current Practices and Experiences in China 

Meng Hong Wei & Wang Qifu, China National Institute for Educational Research, 

China 

I. Background 

In the process of modernization in China, the main issue is called ―San Nong‖ i.e. ―Three 

Issues in Rural Areas‖ (Village, Agriculture and Peasant).  The key issue is to educate and 

train the peasant with the knowledge and skills for the modern society. 

 

Figure 9:1.  The Diagram on the Three Issues in Rural Areas 

 

 

 
 

China has vast rural areas and farmers make up a large proportion of its 1.3 billion population.  

Researches indicate that, to promote the learning of farmers is hardly achievable just relying 

on traditional educational methods.  It needs to develop the effective distance education.  

Therefore, to develop the digital learning system – distance education among the farmers 

presents a new challenge in rural education.  
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Figure 9:2. The Distribution of the Rural Population in China 

 

 

 

 

 

 

 

 

 

The last decade, the rapid development of online education in China and research on digital 

learning attracted attention and made some progress.  It is based mainly on formal school 

education and diploma related areas.  Currently, due to the lack of organized practice of 

farmer participation in digital learning, based on computer and network technology, digital 

learning is largely unexplored by rural farmers.  However, with the construction of a learning 

society in rural areas to promote rural development in information technology and modern 

distance education in rural practice, we can foresee digital learning will continue into the 

countryside and into the households of farmers.  Therefore, it becomes a pressing issue to 

prove the necessity, feasibility and effectiveness of digital learning among farmers in rural 

China. This can be achieved through studying the characteristics of digital learning among 

farmers, the factors that affect digital learning among farmers, and effective measures to 

promote digital learning among farmers. 

June 2006 Department of Higher Education of MOE, China launched ―the construction 

and modeling of E-Learning Service system and lifelong learning society‖ education reform 

project.  The project is led and implemented by the Central Radio and TV University, 

Zhejiang University, Tsinghua University and other universities.  The studies of the project are 

mainly carried out based on the public service system of Central Radio and TV University i.e. 

the National Center for Open and Distance Education (NCODE) based in the Open University 

of China. 

The project established seven demonstration sites i.e. model learning centers in 

communities, townships, enterprises and occupations in five provinces (municipalities): 

Xiaogang Street, Beilun District in Ningbo, Zhenluoying Township, Pinggu District of Beijing 

Municipality which are two suburban township learning centers; Xinyuan community Nankai 

District of Tianjin, Nanhua Xi Street Haizhu District of Guangzhou and Sanxue Street Beilin 

District o‘ Xi'an which are three community learning centers; Shenzhen TCL Group and 

Shengli oil field of Shandong province built the enterprise-and industry-based learning center. 

Zhenluoying Township, Pinggu District of Beijing Municipality is a typical northern 

rural township.  The main local economic structure is fruit production, and ―Enjoying the 

Peasant Life (Nong Jia Le)‖ Tourism.  

 



Meng Hong Wei and Wang Qifu 

117 

 

 

Figure 9:3. The Learning Center at Zhenluoying Township, Pinggu District of 

Beijing Municipality 

 

 

 
 

 

Xiaogang Street of the Beilun district in the Ningbo municipality represented the township in 

the eastern developed coast regions. 

Beilun District is regionally an export-oriented economy.  Along with the economic 

development comes the increasing number of displaced farmers each year and the continued 

influx of a large number of migrant farmers seeking employment every year.  How to provide 

low-cost, universal quality education and offer career changing skills training to the rural 

labor force has become an important issue for Beilun. 

 

 

Figure 9:4.  The Learning Center at Xiaogang Street of Beilun District of Ningbo 

Municipality 
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The E-Learning Service System is designed for promoting lifelong learning for all.  It is a 

dissemination system of digital resources, like a set of shops/supermarkets.  Each branch is a 

shop, located closely to the learners and provides all kind of learning materials.  All levels of 

educational institutions, enterprises, government and individuals will be the providers of the 

learning materials.  After the quality assessment, these materials could be introduced to the 

learning branch of the E-Learning Service System. 

This report attempts to illustrate the role and significance of the ―E-Learning Service 

System‖ model in promoting lifelong learning society in rural development and rural 

transformation, through its implementation in of two rural towns  

II. Practices in Ning Bo and Beijing
1
 

Ningbo  

Beilun District of Ningbo City, is a miniature of east China's developed coastal cities, in this 

region, there are national-level development zones, free trade zones, investors from dozens of 

countries and regions, thousands of foreign-invested enterprises.  Beilun experienced rapid 

economic development in recent years.  Its per capita GDP has exceeded US$8,000. Along 

with the economic development comes the increasing number of displaced farmers each year 

and the continued influx of a large number of migrant farmers seeking employment every 

year.  How to provide low-cost, universal quality education and offer career changing skills 

training to the rural labor force became an important issue for Beilun.  

Beilun District Government attaches great importance to the construction of Xiaogang 

demonstration learning center.  It was included in government-led construction of a new rural 

areas theme.  The best room in new community center building was assigned for E-Learning 

Center site.  The information center is equipped with a public network server especially for 

the delivery and storage of E-learning Service System resources. Thus, incorporating 

government systems of digital learning resources into the unified management of the E-

learning Service System. Additionally, providing digital learning services for the majority of 

residents, migrant workers and their children through gradually increasing the numbers of 

electronic studio, electronic reading room, information kiosks and other entities in the 

communities or natural village.  NCODE equipped the demonstration learning center with all 

kinds of hardware such as servers, switches, NC learning machine, digital cinema and so on 

and provided a large number of digital learning resources.  The School of Continuing 

Education and School of Software at Zhejiang University, put in a huge amount of distance 

education resources, sent teachers, graduates to participate in the construction and operation 

of the learning center, and has developed internal and external network resources platform for 

the learning center.  The District Government designated Xiaogang Adult Education School to 

be in charge of the daily management of the learning center and present the learning center in 

government, business-related training bidding and selecting bids.  It also participates in the 

academic education and training items offered by NCODE. Ningbo Open Learning Center 

involved in project development and management of learning center.  The public nature of the 

E-learning Service System and its learning environment also attracted the participation of 

local youth volunteer team, their participation in learning, counseling others to learn, and their 

enthusiastic promotion greatly expand the influence of the E-learning Service System.  

So far Open Distance Education Centre, Zhejiang University, Beilun Information Center 

and local youth volunteers have provided digital resources to Beilun learning center more than 

                                                 
1 The descriptions on the two cases were drawn and translated from the book “The exploring and Studies on the E - Learning Service 

System” edited by Yan Bing, published by Higher Education Press, Beijing in 2009. 
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3000 course materials to academic classes, covering more than 400 courses from more than 

20 colleges and universities and nearly ten thousand course materials in non-academic fields.  

Among the various training programs offered by the learning Center, 17 programs have more 

than 6000 total participation.  The learning center will explore the demand in more depth, 

innovating management, service delivery model and learning model, focus on improving the 

quality of labor force made of local landless farmers, migrant workers, with for social 

development and characteristics of Beilun Xiaogang in mind and conduct multi-kinds, multi-

level academic and non-academic education.  

III. Exploring Digital Learning Mode  

Management Model 

Construction of the pilot learning center has attracted lots of concern and support from the 

community.  It became a government-led, university actively participated, community 

generously funded management model, shown in Figure 9:5.  

 

 

Figure 9:5.  The E-Learning Service System Management Model 

 

 
 

The digital resources storage relies on Beilun Information Center‘s stable network bandwidth 

and fast powerful server hardware.  Beilun District Information Centre leads course materials 

resources management.  All the resources that are open to the public are stored in the 

information center of the video server and can be viewed on demand, and resources with 

limited access are stored in the learning center server and can only be viewed on the intranet 

within the learning center. In addition, a distance education channel was established on the 

most influential and most visited local website the Beilun Window and the New Rural 

Construction web site, created Beilun digital learning website, as a showcase to the public to 

promote the concept of E-Learning.  
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Technical Support provided by School of Software of Zhejiang University as the core 

technical team, and integrated the information center of Beilun, technical team from School of 

Distance Education of Zhejiang University.  For typical applications demonstration of Beilun 

subprojects, they developed a digital resource management platform, extra net Beilun E-

Learning service system, and intranet Open Treasure, and are responsible for the daily 

technical maintenance of the sites.  Daily operations are done by a local Adult Education 

School. 

Service Model  

The learning Center provides learning services through public networks and intranet, and four 

major distance education sites (rural distance education on Beilun Window, the new rural 

construction Beilun, E-Learning service system Website and Xiaogang Open Treasure 

intranet).  Learners can view public teaching resources on demand through Beilun District 

communities, rural electronic reading kiosk or view teaching resources at learning centers 

through extranet and intranet. In addition, they also involved the local Young Volunteers 

Association to more effectively promote digital distance education.  With the help of young 

volunteers the learning center collected the community's learning needs, organized learning 

groups and carried out learning projects at all levels, and provided technical assistance to 

learners not familiar with computers.  

Learning Model  

The learning center provides learning free of charge during the project.  They distributed more 

than 100 "Open Learning Cards" to the surrounding residents and provided a variety of 

learning styles according to the different learning groups, including group learning, 

independent learning at the learning center or at home.  In order to meet the real needs of 

learners, the learning center carefully researched local needs and actively seeks the opinion of 

the community and offered the following learning modes:  

1.  Academic education. School of Distance Education of Zhejiang University and Open 

Distance Education Center provides paid academic education classes mainly for government 

officials, enterprises managers, professionals, agriculture, forestry technicians, primary and 

secondary school teachers in the Bachelor/college degree and postgraduate education.  The 

Ningbo Open Learning Center is in charge of teaching counseling, student registration, 

examination and other teaching management.  

2.  Vocational skills training for local farmers and migrant worker.  It can provide 

training courses in CAD / CAM, CNC lathes, metal, welders, fitters, electricians, costume 

making / costume model workers and other local industries that has a large demand in Ningbo 

and training programs for cooks, Hotel services, Chinese pastry, hairdressing and other skills 

as well as general services to maintain employment or change career and vocational 

qualifications.  The form of training is mainly organized by the government through 

neighborhood associations.  Periodic training and retraining of landless farmers, in accordance 

with the area of labour, is arranged by IESS.  Organizing regular migrant farmers‘ vocational 

skills training in order to improve the effectiveness of training, training programs related to 

the practice of providing auxiliary base.  Farmers do not pay any fees for the training; 

government organisations may give farmers subsidies to compensate loss of work time in 

accordance with the form of education.  

3.  E-commerce skills training. Beilun District for some of the young landless farmers 

and migrant workers‘ characteristics (well off, knowledge of computers, want to be 

entrepreneurs) to provide teaching video for Taobao (Chinese shopping website) shopping, 
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selling, etc.; provide Ali College of the B2B teaching video for staff of foreign trade company 

in Beilun District.  

4.  Foreign Language training. In order to meet the demand for foreign language talents 

from the large number of export oriented enterprises and trading companies and satisfy the 

foreign language learning needs of the general public, the learning Center provides various 

foreign language learning resources, including Japanese and English languages.  The Foreign 

Language Association formed by young volunteers provides learning resources and help.  

5.  Agricultural technical training provides educational resources on growing water 

bamboo, grapes and other economic crops that are suited for the local climate.  Agricultural 

technical training provided free of charge to farmers, and regularly collect feedback from 

farmers; update the agricultural technology distance education courses that farmers need.  

6.  Party education. Beilun communities based party building has better information 

infrastructure. For example, the satellite signal point landing, cable TV, Internet, two networks 

in parallel, building points to the village (community), radiation-home (party central 

households).  Each community has established its own webpage posted on the Internet; party 

knowledge, learning content, activities, arrangements; multimedia classroom teaching with 

district and township and village of the terminal to receive site, easy to party members and 

cadres of distance education.  On this basis, existing and future integration of learning 

resources to Beilun Party Information Center server, using the project to establish a platform 

for the work of party building in Beilun District, particularly in rural areas to help the 

education of party members.  

7.  Community leisure and recreational classes.  Geared towards communities in Beilun 

and rural demographics, according to the actual need courses were created in civic and moral 

education, home economics, calligraphy and painting. Also created were Chinese cultural and 

educational programs, health programs, computer application skills training, English training 

and other non-academic training programs and curriculum. In addition a number of films and 

television shows on-demand with authorization were provided.  Teaching Resources were 

compiled from the School of Continuing Education of Zhejiang University, Open Distance 

Education Center and Beilun District Information Centre aimed at enriching the cultural life 

of everyday people.  All the teaching resources are available to the Beilun area people free of 

charge.  

Social Benefits  

Distance Education as supplement to training system for migrant workers   

The development of low cost, universal quality education and offering of career-changing 

skills training to the rural labor force is currently the most common demand in the eastern 

coastal regions. Currently, most developed areas in the east coast established a variety of 

skills training system for migrant workers largely led by the government.  The mature, 

duplicable model of distance education for improving the quality of labor force is not yet 

available. 

For example, there are 15 existing designated training entities for the rural labor force in 

Beilun District, including the district level vocational and technical training schools, district 

vocational skills training center, Ningbo College, Ningbo Port technical schools and local 

adult schools.  There are also some private training schools with qualified faculty and 

management.  Local landless farmers and migrant farmers may participate in designated 

training entities.  The training funding is shared by the district government and individuals.  In 

some of the training programs the landless farmers do not need to pay any fees but also can 

receive subsidies for loss of work time.  Advantages of existing local designated training 
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entities is meeting local business needs, allowing local farmers to quickly adapt to the 

learning environment and provide good hands-on training.  Disadvantages are due to various 

resource constraints resulting in limited systematic training among others. 

The advantage of distance education is that it is able to deliver the best learning 

resources to those learners most in need quickly.  Introduction of quality distance education 

resources at Zhejiang University, CRTVU and from the public service system to the trainees 

help to open up horizons.  Farmers‘ expertise in the content helps to motive the learners‘ 

enthusiasm and concentration.  

With the support from Beilun District People's Government, learning center and other 

designated training entities in Beilun formed various cooperations such as Beilun Xiaogang.  

Adult technical schools participate in the project of E-Learning center daily management 

organisations, and resource sharing with Beilun Vocational School.  Through this form of 

cooperation, distance education based on the quality of labor of migrant workers and offering 

job-change skills training was incorporated into the existing education system of migrant 

workers in Beilun District.  High quality learning resources are faster promoted through 

existing channels, gradually established long-term under the government support and 

protection.  

Quality education system during the process of rapid urbanization in rural areas  

Overall enhancement of the cultural qualities of the population is the need for accelerating the 

modernization process: rapid urbanization in rural areas.  Many migrant workers from rural 

areas and local landless farmers are experiencing the changing role from a farmer to urban 

community residents.  They are in need of help to alleviate the discomfort brought by such 

changes.  Community education played an important role in this process. 

Digital Learning effectively makes up for missing community education issues in cities 

experiencing rapid urbanization such as Beilun.  Through the universal type of computer 

education, entertainment-oriented crafts making, the lectures on law and regulations and other 

resources for distance education expedite the assimilation of farmers into the city (urban) 

cultural life.  In addition, many landless farmers and migrant farmers need to have vocational 

skills and overall quality of education to be consistent with the corporate standards for 

workers.  The Learning Center offers a wide range of vocational education and leisure skills 

course materials for farmers to increase the understanding of some of the industry acquire 

skills and improve their overall capabilities.  Distance education vigorously spreads advanced 

culture, and universal basic computer skills; promotes a healthy view the Internet for 

vulnerable groups; actively carries out mass public cultural activities; effectively improves the 

farmers‘ involvement; and effectively promotes unity among urban and migrant residents.  

Computer Education for Disadvantaged Groups   

For farmers, migrant workers, and their children, it is difficult to have access to standard 

computer education.  Many children of migrant workers and their knowledge of computers 

are based solely on knowledge of Internet cafes and most regard computers as a game 

machine.  They often have a powerful self-improvement drive, but suffer from not being able 

to afford the related social training.  The pilot learning center provides a free chance to learn 

and access to computers, formal computer education and exposure to education towards a 

degree/diploma, such as academic content of Zhejiang University and other higher education 

institutions.  It will surely bring inspiration to their lives and guide them in the future.  

As China develops socially and economically, so the demand for education and human 

resources also increases.  The school education will not be the only way to meet the 
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increasing demand of education and is no longer limited to solely academic learning, but 

extends to include non-academic and leisure education in a variety of forms and contents.  

The ―E-Learning Service System‖ project had a very useful exploration, and the Beilun 

pilot learning center provides a model how E-Learning can lead to the overall increase of 

farmers labour quality and realizing the changes of a rapid rural urbanization process among 

the eastern coast economically developed areas in China.  

 

Zhenluoying Township of Beijing 

Zhenluoying Township is the township-based pilot learning center.  The learning center is 

settled in the Wulimiao village, located in the most remote northern mountains in Pinggu 

District of Beijing.  It is one of the 20 administrative villages of the Zhenluoying Township 

with mid-level development.  Fruit production is the main industry with the average annual 

income of farmers is only 5,750 yuan/capita.  In terms of the geography, demography, 

economic level it has some representation in the township.  Wulimiao has more than 800 

villagers, including 615 with primary or secondary education.  The overall educational level is 

relatively low.  There is an urgent need among local farmers for information to help improve 

their economic status.  However, due to traffic obstruction, inadequate information 

infrastructure and access, in the past they could not enjoy universal, fair, open and low cost 

education support services brought about by Digital Learning.  The establishment of the "E-

Learning Service System" model learning center provided an E-Learning environment and 

conditions for them.  

With cooperation between the township government, village committees of Wulimiao 

and Open Distance Education Centre, the learning center built an open, standardized digital 

learning environment for the farmer learners covers an area of nearly 300 square meters.  

There are two server rooms, 70 computer terminals without hard disk which can 

accommodate up to 70 ~ 80 people training at the same time.  

Wulimiao village E-Learning Center based on individual learning needs of local 

farmers, with the support of the Open Distance Education Center, through the integration of 

multi-channel high-quality digital learning resources, provides online learning support 

services.  The Adult Education Office, the agro-technical station and other departments of the 

township provide E-Learning tutors for farmers.  Education Bureau of District and the 

township government provide financial support for farmers to participate in learning free of 

charge.  

Wulimiao E-Learning Center carried out the digital learning skills, agricultural skills, 

professional skills and offered job-change training programs throughout the township and 

more than 10,367 people participated, including 5,431 of the Wulimiao villagers.  The village 

became one of villages which firstl carried out the digital learning for farmers in the rural 

areas of China.  

 

IV. Characteristics of Digital Learning Among Farmers in Wulimiao 

Village 

Learners’ Age and Education Level  

The majority of farmers involved in E-learning are adults aged 30 to 50 which account for 

69.85 percent of the total participants.  They mainly rely on agriculture and farming as the 
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main source of income.  Due to a large number of people working outside of the community, 

30 to-40 year-old farmers only account for 26.63 percent of the total participants.  The most 

common education level is junior high school.  Primary school literacy learners are mostly 

over the age 60 or female.  The percentage of people with an education level of High school 

or above is rather small only 13.57 percent.  Low educational level, older population and low 

acceptance are the main characteristics of digital learning participants in Wulimiao Village 

and should be considered when promoting digital learning among farmers (See Figure 9:6, 

Figure 9:7).  

 

 

Figure 9:6.  Age Distribution of the Learners  

                           

 
   

Figure 9:7. Distribution of Learner’s Education Level 

 

Learning Motivation  

The survey data shows that farmers are interested in digital learning and the motivation for 

participating in the digital learning is mainly to learn some knowledge of production and 

wealth information, to enhance the family income.  Some participated in the digital learning 

in order to help their children in learning.  It shows that many farmers have already realized 

the importance of learning and that they are also preparing for their children's growth and 

future.  The survey shows the learner-related factors: the hope to gain more information, 20-

30 years old learners account for 39 percent, while 30 to-40 years old account for 32.9 

percent; those aged 40-50 years account for 79.7 percent, while the majority of learners are at 

the junior high school level of education (See Figure 9:8). 
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Figure 9:8. The Distribution of the Motivations of Learning 

 

 
 

The Characteristics of Resource Requirements  

Wulimiao farmers‘ demand in learning content was predominately agricultural technology, 

among which the most urgent needs in subjects related to the main economic income of local 

farmers such as agricultural cultivation techniques and management, marketing knowledge 

and fruit trees cultivation technology and management, marketing knowledge etc.  For 

example, cultivation and management of peaches, fruit marketing and other resources are 

more popular.  With the improvement of living standards and the local tourism development 

and industrial restructuring, Wulimiao farmers‘ demands on healthcare, entertainment, tourism 

management, craft production and surplus labor‘s career changing skills are gradually 

growing.  Local farmers are paying more and more attention to mushroom cultivation, 

cooking technology, and preparation of technical and other resources.  

Characteristics of Difficulties Experienced in Learning Process  

Based on interviews regarding the external factors of the digital learning environment and 

resources, the researchers conducted surveys among Wulimiao farmers on key factors that 

affect the digital learning such as learning time, education level, training contents and 

methods, and study costs.  A quantitative analysis of various factors was done (see Figure 

9:5).  The study found that learning time was listed as the number one difficulty factor.  This 

may be caused by the farmers learned schedule; farmers‘ work is dictated by the season, 

which has a great impact on the farmers‘ sustained learning behavior.  In addition, low 

education level is the second most difficult factor, combined with the analysis of interviews, 

which is mainly due to the lack of computer knowledge, skills and cognitive abilities directly 

affect the learning.  The third difficulty factor is low interest/motivation, related to 

unfamiliarity with digital learning.  The survey also found that the cost factor of learning 

effect on farmers is relatively small; this may be because Wulimiao Digital Learning is funded 

by the government as a public welfare project.  The farmers do not bear any of the cost and 

therefore do not experience difficulties in terms of costs.  
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Analysis on the Measures and the Effectiveness of Organizing Digital Learning 

AmongFarmers in Wulimiao  

Learner‘s feedback was collected through interviews, observation and participation in 

organizing farmers for digital learning activities.  Learners generally agreed that the following 

measures are more effective.  

Provide integrated digital learning resources according to the needs of farmers   

Based on a survey of local farmers on their individual needs for the learning resources, 

through multi-channels, the Wulimiao E-Learning Center integrated fruit cultivation, animal 

husbandry, mushroom cultivation, cooking techniques, preparation of technical and other non-

academic education training resources and rural management with professional qualifications 

education resources, in a total of eight categories, more than 30 courses of high-quality digital 

learning resources.  These resources are directly related with the welfare of farmers. Learners 

also reflect that resources are relatively theoretical, not practical, vivid, or clear, in the form of 

expression and also not suited to their taste.  

Building a Learning Model Based on Real Lives of Farmers  

Due to local farmers‘ limited information, literacy and digital skills, the learning center in the 

initial phase focused on computer literacy, showed digital movies, digital games, prize 

contests, games, and other entertaining learning activities.  It stimulated the farmers‘ interests 

to learn and it also provided computer ―tutors‖, ―one to one‖ and other hands-on, basic 

computer skills training.  Given the characteristics of courses in practical technology for rural 

areas, the combination of online learning, face to face tutoring with teachers, training, and 

field operations to improve learning was developed.  Farmers were led through tutoring and 

coaching to the independent learning and open learning phases. Promoting farmers to do open 

learning during the weekend, both to consolidate the knowledge, but also improve the 

independence of farmers in learning, so that farmers in the acquisition of skills and 

knowledge, increase farmers‘ interests in digital learning and forms the habits of digital 

learning.  

Arrangement of Training Activities According to Agricultural Production Seasons, and 

Farmers Scattered and Randomness  

Based on the farmer's learning behavior, learning content and learning time, Wulimiao mainly 

explored the following three aspects in terms of training methods: First, arranging the training 

time according to the season. According to the common practice of agricultural activities, 

arrange training content, training methods and training time, semi-slow season short-term 

training, and the busy time, with production oriented task training in peak season and 

concentrated training in slow season.  Second, according to farmers scattered nature, used 

group study and training units.  Third, according to the characteristics of the farmers‘ 

freedom, implement a more flexible learning management system and the targeted categories 

of training and excellent incentive mechanisms for those organisations.  

The Evaluation Method  

In the digital learning process, Wulimiao established assessment criteria considering the 
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farmers‘ characteristics in digital learning.  Not simply using test scores as a training project 

performance evaluation, but to issue ―Green Certificates,‖ quizzes, games and other forms of 

evaluation as the main assessment mechanism for farmers.  These formed a comprehensive 

evaluation and examination system that uses the improvement rate in the farmers‘ practical 

ability in agriculture, increase in income, and the recognition of digital learning and 

satisfaction as the main indicators.  In addition they organize various forms of learning 

practice and give the winners rewards.  These evaluation mechanisms and assessment 

methods are meant to mobilize the initiative of farmers, and a few advance digital learners 

emerged in the village.  

The Analysis on the Effect and Benefit of Wulimiao Farmers’ Digital Learning  

First, the farmers‘ digital learning skills improved significantly.  A lot of farmers do not know 

how to turn the computer on and off when they first entered the Learning Center.  A few 

elderly ones with low level education do not even recognize the letters on the keyboard.  In 

response, the E-Learning Center chose the farmers‘ learning skills development as a 

beginning point, teaching from switching the machine on and off, and the letters on the 

keyboard.  From beginners to advanced gradually carried out fingering exercises, spelling, 

typing, document processing, using tables and templates, email, web publishing, etc. skills 

training activities.  Wulimiao now has more than 300 farmers that mastered the e-learning 

skills, and even some farmers have learned to create their own websites and blogs.  It can be 

said that both men and women of Wulimiao had been touched by digital learning at different 

levels of perception and understanding.  It created a learning environment to stimulate the 

enthusiasm of the farmers towards digital learning.  More than 30 farmers purchased a home 

computer for their family, indicating that farmers has recognized and accepted digital learning 

after seeing the benefit brought by digital learning in the skills, knowledge and economic.  

They are gradually developing the habit of digital learning.  

For digital learning effects on Wulimiao farmers, the researchers set up a comparative 

analysis before and after training, in the 198 questionnaires returned, we found that study 

skills training, the entire former figure is blank, that the farmers basically have zero status in 

information literacy.  After more than a year of training, their skills have improved 

significantly.  62 percent of farmers applied the new techniques according to their needs in the 

production and living after master the Internet skills.  Wulimiao farmers get the information, 

skills, extensive knowledge of production, increase income and network marketing has a lot 

of gains on through the various activities in digital training.  Wulimiao farmers Digital 

Learning initiative has also been an unprecedented increase in the E-Learning   Process 

emerged within the family unit, three generations, spouses and parents learn together, 

reducing the time the farmers fallow unhealthy lifestyle, etc. brought about social unrest, and 

promote family and social harmony.  As farmers learn a marked effect, Wulimiao was named 

the new socialist countryside, Beijing Model Village, ZhenLuoying town in Beijing as one of 

the advanced learning township.  

V. Inspiration and Discussion 

Although farmers carried out digital learning in Wulimiao for not very long from what has 

been achieved the analysis of the results of the study can be obtained as following:  

A. It is necessary and feasible to carry out digital learning among farmers in rural areas.  

Wulimiao‘s case shows that carrying out digital learning among farmers improves quality of 

farmers, develops the rural economy and builds a socialist new countryside to play an active 
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role in the future.  With the advance of information technology in rural areas, many villages 

starting with the basic conditions for digital learning, digital learning farmers showed more 

pressing learning needs and higher learning enthusiasm, they are organized to carry out digital 

learning is feasible.  

B. Help farmers to master the basic skills of digital learning, develop their digital 

learning habits, is the basis for carry out digital learning among farmers.  Wulimiao‘s success 

is precisely due to the effort of grasping this basic work, first enabling farmers to become 

computer literate, removing the "roadblocks" to ensure that the farmers of digital learning 

activities run smoothly.  

C. Focusing the learning content to the needs of farmers to improve their economic 

status.  Learning ways to meet the needs of rural farmers, in carrying out farmer digital 

learning it is important to note two key points.  The Wulimiao farmers in the organisation of 

digital learning process, efforts in these two areas is carried out to explore practical and 

innovative measures taken by farmers welcome, so that the typical application of the Model 

Learning Center has made good results.  

However, as we analyze and understand of Wulimiao experience and significance of the 

case, it must be noted, the cases are mainly from the farmers‘ perspective of studying Digital 

Learning.  Learning organisations involved in management, service structure and mechanism 

problems, and the problem for rural farmers to have the long-term ability to run digital 

learning and sustainable development is more significant.   

The case has regional limitations.  China's rural economic and social development is 

very uneven, east, central and western regions differ considerably.  The number of farmers 

carried out around the learning need perspective of the local reality, exploring their own 

specific experiences and practices.  In addition, the Wulimiao farmers‘ practice of Digital 

Learning is a good start.  It should continue within the practice of sustainable development, 

and further examination, from the national perspective.  Using digital means to promote 

lifelong learning society cannot be done overnight, it is a long, arduous task.  

Lessons Learned  

The exercise of ―E-Learning Service system‖ project in China is not only an exercise using 

ICT as a tool of distance education.  It is an exploration of using modern information 

technology to support the public distance education service system which will provide the all-

round of digital learning environment of lifelong learning for all. 

Specifically, it is a trail based on the variety demands of the whole society, under the 

supervision and guidance of the government using the market mechanism to provide learning 

through the service operators to provide low cost, opened learning resources and support 

services for various types of learners at anytime, anywhere. 

The key is to construct digital learning support services platforms based on the changes 

and development of the educational needs of the society and learners.   
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CHAPTER TEN 

REDIRECTING CHINA’S RURAL JUNIOR HIGH 

SCHOOLS TO DIFFERENT TRACKS  

Policies, Patterns, Experiences 

Liu Baocun, He Qian and Zhuang Tengteng, Center for Comparative Education, 

Beijing Normal University, China 

I.  Introduction 

China‘s compulsory education includes elementary education and junior high school 

education.  The dropout rate of junior high school education in rural areas is relatively high.  

The drop-outs go back to the countryside or go to the cities to look for work.  However, 

without any vocational training or skills, it is difficult for them to find employment both in 

cities and the countryside.  In extreme cases, they become a harmful threat to social stability.  

Therefore, in the late 1980s and the 1990s, the Chinese central government and local 

governments issued some policies to encourage new education tracks in rural junior high 

schools.  Some districts and schools started experiments.  The redirecting of students into 

different education tracks helped not only to lower the dropout rate, but also to improve the 

vocational skills of students.  Both rural development and city construction benefitted from 

the vocational training in rural junior high schools. 

II.  Reasons for Redirecting Education in Rural Junior High Schools 

A Practical Choice to Solve Rural Educational Problems 

Since 1978, education in China‘s rural areas has made much progress.  For example, in basic 

education, nine-year compulsory education has been almost universalized in China, and 

illiteracy among the young and middle-aged has been essentially eliminated.  A county-town-

village education system has been built up in agricultural education and adult education.  The 

Chinese government has paid more and more attention to and invested more and more money 

in rural education.  However, these measures did not solve all the problems and some 

educational issues still needed urgent attention in rural areas, especially to ensure a balance 

between urban and rural education. 

Education 2020 (National Outline for Medium and Long Term Educational Reform and 

Development 2010-2020) released by the Chinese central government in July 2010 pointed 

out that we must ―speed up narrowing the urban-rural gaps; establish the integrated 

mechanism of compulsory education in urban and rural areas, paying more attention to fiscal 

appropriation, school construction and teachers assignment in rural areas; keep the balanced 

development of the urban and rural education in the counties (districts) first and then impel it 

in a wider range‖.  

Education 2020 required to ―focus on rural teachers and improve the overall quality of 

primary and secondary school teachers; innovate mechanisms to complement the amount of 

rural teachers, and improve the system policies to attract more talented people to teach; 
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promote teachers‘ education for free, make a plan to set the special positions for rural 

teachers, improve compensatory mechanism, and encourage the college graduates to teach in 

the rural areas‖. 

In the long term, these measures are useful to develop urban and rural education in a 

balanced way.  At present, rural education is still the weakest link in the Chinese education 

system and this problem will last for a long time.  Therefore, it is difficult for junior high 

school students in the rural areas to compete with those in urban schools and it is also not easy 

for them to live a decent life in the society after graduation.  Even worse, families need to pay 

for their children‘s further education, since senior high school is not compulsory.  Also, in 

today‘s workplace market, it is even difficult for college graduates to get a job.  Thus, some 

parents do not want their children to get further education and they ask their children to drop 

out from school when they are in grade 8 or 9.  In some cases, parents just want their children 

to grow together with others.  They do not expect their children to learn knowledge or skills at 

schools.   

For example, ―The Research Group of Important Educational Policy Cases in China‘s 

Transformation‖ conducted a case study in 34 counties of 14 provinces in China.  They found 

that the average dropout rate in rural junior high schools is as high as 34 percent, with a 

highest dropout rate of 74.3 percent (Li, 2008).  For those who finished junior high school 

education, the enrolment rate of senior high school is only 20 percent to 40 percent.  That is to 

say, a large number of rural junior high school graduates go directly to the workplace market.  

It is a really a big challenge for these students who lack advanced knowledge or skills. 

Facing these problems, the government should develop rural education and make it of 

the same quality and level as urban education.  This problem cannot be solved in a short time 

and our central government is making great efforts.  However, complementary policies need 

to be issued and many other essential measures ought to be taken in the following period.  

Therefore, education redirecting in rural junior high schools is a practical step.  On the one 

hand, education redirecting provides good transitions and connections for those who want to 

go to vocational high school to get further education.  On the other hand, education 

redirecting will draw the attention of students who want to drop out from school and give 

them a chance to finish their compulsory education and learn some vocational skills. 

An Attempt at Basic Education Reform in China 

For tens of thousands of families in China, education is a way to change their lives.  For most 

Chinese, the term ―education‖ refers to ―general education‖.  They pay little attention to 

vocational education.  This makes the Chinese education system complicated.  On the one 

hand, there are many students who cannot get an ideal job after graduating from college.  On 

the other hand, there are many companies which lack the required highly skilled workers.  

Nowadays, many graduates go back to vocational schools to learn skills.  This is a challenge 

for China‘s education system.  If this issue cannot be settled, a stable society that our 

government pursues will not be achieved. 

Through the analysis, we can conclude that the imbalance in the development of general 

education and vocational education is an important reason.  In order to change the situation, 

the government needs to change attitudes first.  That means the government needs to let 

people know that vocational education is of the same value as general education.  Basic 

education, especially junior high school education, is important for students when forming 

their values.  As we all know, reforming from the countryside is a kind of ―Chinese Way‖ both 

during the revolution period and the reform period.  Hence, it is wise to start the education 

reform from the rural areas.  And education redirecting in the junior high schools will be 

helpful. 
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For many rural families, what they care about most is what benefits education will bring 

them.  That is why so many students drop out of school and do not want to study at school any 

more.  A sample survey showed that, 69 percent of rural parents think that it is ―necessary‖ for 

children to get vocational education.  Students‘ attitude to vocational education is similar 

where 76 percent of students think it is necessary.  All the teachers interviewed in the study 

think it is necessary for students to get vocational education, and 37 percent of them think it is 

essential (Zhu, 2006).  Other researchers have found similar results.  As it is shown by the 

researches, redirecting education in rural areas to more vocational subjects is agreed upon by 

most parents, students, and teachers.  Starting the experiment in the countryside first and 

implementing it in the urban schools is beneficial to China‘s basic education reform, useful 

for the promotion of vocational education, and helpful to students to get ideal jobs. 

III. The Policy Evolution of Education Redirecting  

Exploration Stage  

Before 1978, the Chinese government tried to redirect students into different academic tracks.  

For example, in the 1960s the central government put forward the policy of ―two kinds of 

education system, two kinds of labor system‖.  After 1978, a series of documents came out to 

adjust our unitary education structure and develop education in different streams e.g. ―The 

Report of Structural Reform of Secondary Education‖ released on 7th  of Oct 1980, suggested 

that  

…education departments pay attention to the rural areas and serve the 

countryside development.  Staff (technical) schools should be set up to promote 

industries.  Part of high schools should be changed into vocational schools and 

agricultural schools.  After reform, the vocational schools play an important part 

in secondary education (SCPRC, 1980). 

On 27th of May 1985, the final decision on education system reform was issued by the 

Central Committee of the Communist Party of China (CCCPC, 1985).  It stated the policy as 

―three-level education tracks‖.  The ―three-level education tracks‖ refer to: First, after junior 

high school education, some students go to senior high schools and others go to senior 

vocational schools; after senior high school education, some students go to general colleges 

and others go to higher vocational institutes.  Second, the elementary school graduates can 

also go to junior vocational schools and then go to higher educational institutions or go to the 

labor market.  Last, students who did not have an opportunity to go to higher level schools, 

should attend short-term vocational and technical training and then go to the labor market.  It 

also calls for education departments to intensify their work and enroll more students to study 

in vocational schools. 

Experiment Stage  

After the promulgation of ―The Final Decision‖ (CCCPC, 1985) was issued, the Chinese 

government started to implement the ―education redirecting model‖ in urban and rural areas to 

build up an independent vocational education system, improve the education structure, and 

close the gap between education and economy.  In 1987, the experiment of rural education 

reform was carried out on a large scale, and education redirecting in the rural schools was one 

of the important tasks.   

In October 1991 State Council of the People's Republic of China (SCPRC, 1991) 
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proposed implementing the redirecting of different tracks policy based on the local conditions.  

In detail, it stated that ―in the rural regions, we can divide the junior high school education 

into two parts.  In the first two or three years, students study general knowledge, and in the 

last one or two years they learn vocational skills. This is called the ‗3+1 plan‘‖ 

(SCPRC,1991).  In 1993 CCCPC and SCPRC (1993) stipulated that ―in those regions where 

nine-year compulsory education hasn‘t been popularized, graduates can get vocational 

education if they cannot get further general education‖.  Later, article 12 of the act stipulates 

that ―our government should distribute students in the last one or two years in junior high 

school, implement vocational school education and vocational training together and make the 

different parts of vocational education system communicate with each other‖ (CCCPC & 

SCPRC, 1996).  All these policies and regulations above are the foundation of education 

redirecting in rural high schools.  During this period, many rural areas began education 

redirecting experiments and gained benefits as a result. 

Popularization Stage  

The popularization stage started in 1998 with the ministry of educations action plan (Ministry 

of Education, 1998) which aimed "to establish the pre-and post-interconnected system of 

education and training, so that primary, secondary and higher vocational education and 

training interrelate, and communicate with the general education, adult education" (Chinese 

Ministry of Education, 1998).  The implementation of the policy had a great effect on the 

promotion of education redirecting.  In May of 2001, the CCCPC (2001) suggested that 

―curricula setting of rural high schools should be based on the needs of agricultural 

development and rural industrial adjustment.  We should combine the agriculture, science and 

education together, and co-ordinate the basic education, vocational education and adult 

education‖ (CCCPC, 2001).  Some other decisions were made in the ―National Vocational 

Education Conference‖ held in November of 2005.  Due to these, the education redirecting 

policy has been implemented more and more in our rural junior high school which plays an 

active part in rural education development in China. 

IV. Experiments and Effectiveness of Education Redirecting 

Patterns of Education Redirecting  

In order to improve the quality and effectiveness of junior high schools in the rural areas, the 

local governments and rural schools explored different patterns for education redirecting.  

These patterns, of course, are supposed to be objectively based on the level of local economy 

and educational universalization.  Several main patterns are shown as follows. 

The Pattern of “2.5+0.5” 

This pattern means junior high schools start to stream students in the second semester of the 

third year into two sorts of classes: one class for regular courses and one class for vocational 

training.  For instance, Yukou High School in Qi county, Shanxi province, divides the 

curriculum of students in the second half of the third year into three parts: general knowledge 

courses, vocational courses and practical courses, accounting for 40 percent, 30 percent and 

30 percent respectively (Liu, 2000).  Vocational courses are required to be applicable to local 

economic development, able to attract students‘ interest, and be integrated with vocational 

senior high schools.  Over the past few years‘ experiments, fairly fruitful results have been 
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achieved.  A number of practical talents have been cultivated and many of them have become 

the leaders in the economic construction of their hometown and agricultural development 

through science and technology.  Some even have become ―pattern households‖ for 

development through science.  

The education bureau of Ningjin county, Shaanxi province, has also tried to redirect 

students in the second semester of the third year, after which students in vocational classes 

will go to secondary vocational schools in the county for further study.  In vocational schools, 

students are divided into different classes according to their different potentiality and different 

majors.  They may further their studies in higher vocational institutes in the future if they 

want, and those who don‘t want to study in schools anymore learn one or two technical skills.  

After getting relevant certificates, they can serve as qualified workers.  

The Pattern of “3+1” 

In the four-year junior high school system, students have regular classes in their first three 

years and receive one year vocational training in the fourth year.  For example, the Queshan 

county, Zhumadian city, Henan province follows this pattern.  The students have a year of 

general knowledge courses and then technical training in the county vocational senior high 

schools after their three years of regular courses.  Then some students are recommended by 

the school to take the secondary school examinations and go to senior high schools or 

vocational schools.  However, most of them remain in vocational senior high schools to study 

(Wang, 2001). 

The Pattern of “2+1” 

The students in the schools following this pattern study regular courses in the first two years.  

In the third year, students who are interested in academic courses remain to study in regular 

classes while those who show an interest in vocational training will study vocational skills for 

future work.  First, the students should hand in an application to the school authority with 

parental consent, and schools post the approved names.  Although short in history, this pattern 

has gained much praise from students, parents and the society, because it has helped foster a 

large number of new labor talents for the local economic development.  The enthusiasm of 

students for knowledge has increased significantly, which promotes the implementation of the 

nine-year compulsory education.  For example, the dropout rate of vocational classes of five 

junior high schools in the Yuyao, Zhejiang province, which follow this pattern, is lower than 

the schools‘ average dropout rate (Wang & Ni, 1993). 

The Pattern of “3+short vocational training” 

Following this pattern, students study regular courses during the three years of junior high 

school.  After this, those students who are not qualified to enter the senior high schools can 

have a short period of vocational training and then get employed.  Compared to other 

educational redirecting patterns, this pattern has its own advantages.  First, it needs less 

investment, school buildings, teaching facilities and practical bases of agricultural vocational 

schools, farmers‘ technical schools and general secondary schools could be used to carry out 

the short-term training.  The personnel of agricultural science and technology, specialized 

households and retired technical staff can play the role of teachers.  It does not need 

significant additional investment.  Second, it gives a practical and flexible education system.  

Such short-term training courses are efficient in integrating technical training with the 

development plans of local areas.  Students learn what is needed in local areas, and the length 

of schooling is determined according to actual needs.  Third, it takes a short time to produce 
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the desired effects.  It takes students only ten days to half a month on average, and two 

months at most, to master a certain skill, so farmers can gain benefits very soon.  Therefore, 

this pattern is quite popular among farmers (Dong, 1992). 

Effectiveness of Education Redirecting 

After a few years‘ experimentation, some rural areas have made remarkable progress through 

education redirecting.  First, education redirecting enables students with an interest in 

vocational training to master certain technical skills so that their chances of gaining 

employment are increased.  In a wider sense, it helps create a greater labor force that meets 

the needs of villages and towns in our country.  Some students after educational redirecting 

get employed in the developed areas, some become the specialized households of farm 

production, livestock breeding, processing industry and garden economy, and others become 

the models of a typical private economy.  Education redirecting also contributes to economic 

construction and social development in rural areas, which is conducive to maintaining social 

stability.   

Second, education redirecting helps reduce the number of drop-outs of junior high 

schools.  Due to the unitary structure of general education and the overstating of the 

importance of entering higher level schools, some students feel a strong burden to study 

further and they naturally choose to drop out from school, which seriously affects the 

implementation of nine-year compulsory education.  Education redirecting effectively 

promotes the structural reform of rural junior high schools, and enables schools to employ 

their own guidelines to school management, educational contents and teaching methods.  In 

addition, it helps motivate rural leaders to run schools, encourages parents to support their 

children based on their interests and choices, and inspires teachers to improve their teaching.  

Therefore, it may help to solve the problem of high drop-outs. 

Third, education redirecting helps create a road of quality-oriented education with rural 

characteristics. It is in line with the rural reality, meets the demands of economic development 

and opens up new ways for the transfer of rural labor, attracts investments, and provides 

professional talents for enterprises. 

 

V. The Experiences and Problems of Education Redirecting 

Changes in Attitudes Towards Vocational Education 

Vocational education has not received enough attention and has always been disregarded in 

terms of funding and the application of resources due to the influence of traditional thoughts 

on education.  Local governments have made joint efforts with public groups and schools in 

an effort to guide education redirecting.  Under the leadership of the governments, the 

importance of making scientific choices during the process of vocational redirecting in the 

development of individuals and society has been given wide publicity by means of various 

media channels.  Schools have also carried out various activities to popularize and emphasize 

the importance of education redirecting, such as providing materials to the public, giving 

exhibitions on the achievements of the redirected (vocational) students and presenting the 

high employment rates of graduates. Thus, parents and students all comprehend the necessity 

of vocational training in the transition from physical labor to skilled and intellectual labor.  

Such redirecting has been founded on the principle of voluntary student and parent 

participation under the leadership of the school based on the students‘ individual skills.   
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Some schools have carried out comprehensive assessments and provided guidance for 

students based on the aspects of characteristics, interests, hobbies, aptitudes and social 

backgrounds.  Since the understanding and support of students and parents is the prerequisite 

for the implementation of vocational redirecting the choice of education redirecting should be 

made with respect to each student‘s choice. 

Design and Development of Rural-Oriented Teaching Materials 

A scientific design of programs is very important for vocational education to serve the 

economy and society effectively, to manifest its own functions and features, to realize its basic 

educational purposes, and to enhance its own adaptability and competitiveness.  Therefore, 

educational institutions consult Human Resource (HR) markets, industries and government-

based institutions to do field studies on their immediate HR needs and requirements in order 

to make adjustments to curricula design that aims to bring elementary and secondary 

technicians suitable for local development.  In the meantime, other factors should be taken 

into consideration such as institutions‘ existing sites, equipment and teaching staff.  Blind 

imitation is not recommended.  In order to fill the gap of rural-oriented teaching materials for 

specialized courses, a number of schools at the county and township levels, based on the 

needs of local development and program design, have asked teachers to compile rural-

oriented course books and have made adjustments to existing textbooks used in secondary 

vocational institutions.  These revised teaching materials have combined localness and 

usability, with technicality and operability.    

Promoting Flexible and Diversified Patterns  

Junior high school is the last stage of compulsory education in rural areas.  Many areas and 

schools have carried out different patterns of vocation redirecting, such as 2.5+0.5, 3+1, 3+ 

short-period training, and 2+1, with the introduction of vocational education into the 

compulsory education of rural junior high schools.  In general, the graduates from these 

schools master skills and know more about the social needs.  They also adapt better to these 

new demands causing a decline in the dropout rate of rural junior high schools.  In addition, 

students may choose different patterns, such as work and study in turn, or work one‘s way 

through study etc.  Some schools have adopted order-made education patterns to improve the 

employment rate of graduates and build long-term partnerships with employers and 

employment agencies, with the order taking the leading role in terms of teaching and 

employment. 

Building Stronger Teaching Teams 

Building high-quality teaching teams is at the heart of vocational education in rural areas.  

Therefore, the quality of education redirecting in China‘s rural areas is greatly influenced by 

the behavior, knowledge, and skill levels of the teachers who teach vocational classes.  This 

issue has received much attention from the wider society.  Many vocational schools tried to 

improve the quality of vocational teaching staff (both full-time and part-time) in different 

ways, including inviting professionals from different industries to teach in vocational classes.  

For example, technicians from agriculture research stations can work as part-time teachers to 

teach specialized courses.  These professionals are proficient skilled personnel and they are 

much better than skillful farmers in terms of teaching skills.  Moreover, the schools also 

provide in-service training for teachers of specialized courses.  Through training programs 

offered by vocational schools, teachers improve their practical skills so that there can be a 
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good balance between teaching and practice.  It is encouraged that graduates from higher 

educational institutions go to work at junior high schools in rural areas as teachers of 

specialized courses because they not only have solid and up-to-date theoretical agricultural 

foundations but also proficient skills which lead to effective teaching.  

Some Concerns 

A number of problems do exist in the process of vocational redirecting in rural junior high 

schools, for instance, traditional educational, vocational, and occupational values have 

seriously constrained the redirecting process. Other problems include the low quality of 

vocational education and shortages of funds in some remote rural areas have resulted in the 

inability to buy necessary equipment.  The shortage of qualified teaching staff of specialized 

courses and practice training bases is another problem that prevents schools from fully 

meeting the needs of the labor market.  Moreover, the quality of some complicated technical 

training cannot be guaranteed due to objective conditions and time, etc.  With the 

popularization and development of compulsory education in rural areas, and the decline of the 

school-aged population, the tendency of education redirecting has been weakened nowadays.  

However, the significance of education redirecting in rural junior school deserves to be 

recognized.  
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CHAPTER ELEVEN 

AN ORGANISATIONAL INNOVATION TO PROMOTE 

BALANCED DEVELOPMENT BETWEEN URBAN AND 

RURAL EDUCATION IN CHINA  

A Case Study on “School Incorporation” in Lucheng District, 

Wenzhou City 

Jun Teng, Jiansheng Ma and Miao Hu, Center for Comparative Education, Beijing 

Normal University, China 

 

I. Introduction 

Education is a fundamental right for all people.  In order to meet everyone‘s basic learning 

needs, an active commitment must be made to removing educational disparities and 

underserved groups, including rural and remote populations, should not suffer any 

discrimination in access to learning opportunities (UNESCO, 1990).  The EFA 2000 

Assessment demonstrates that there has been significant progress in many countries, while 

education inequalities between countries and within societies are still big issues for the whole 

world (UNESCO, 2000).   Although after 8 years‘ efforts some countries have already 

achieved the universal education access for all children, the quality of learning fall far short of 

the aspirations and needs of individuals and societies (UNESCO, 2008). 

For China, the imbalanced development between urban and rural education has been 

one of the biggest concerns over education, which is even more pressing in the eastern coastal 

areas.  For Chinese rural people, education may be the only route to greater social mobility 

and a way out of poverty (UNESCO, 2010).  How can we solve this problem? 

School incorporation, started by Lucheng District, Wenzhou City, is a real inspiration.  

It is to centre more schools on one prestigious school or a few with the same or similar goals.  

The aim is to maximize the sharing and balance of high-quality resources in a relatively 

reasonable way.  In fact, ―school incorporation‖ is not originated by Lucheng District, but by 

Baoying County, Jiangsu Province, which let Xiangyu Education Group undertake school 

incorporation with three prestigious public schools.  In December, 2002, Hangzhou also 

established the first public education group—Hangzhou Qiushi Education Group.  In 

comparison, Lucheng District has not only launched ―school incorporation‖ in urban areas, 

but also expanded the organisational innovation mode to rural areas.  Between June 2003 and 

October 2006, Lucheng District, Wenzhou City set up five incorporation schools, 30 percent 

of the total, which enabled the rapid and effective expansion of high-quality resources in 

Wenzhou shortly.  In a sense, ―school incorporation‖ offers a brand-new and working 

organisational mode for developed regions to promote balanced development between urban 

and rural education.  
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II. The Guideline of School Incorporation: High-Quality and Balance 

Over time, educators in China have viewed ―high-quality‖ and ―balance‖ as two independent 

definitions.  ―High-quality and balance‖, as a whole education ideal, has been developed from 

―education balance‖ by education practitioners during the process of the education reform in 

recent years.  In spite of no clear definition or elaborate explanation about ―high-quality and 

balance‖ in the education circle, we think it necessary to clarify the basic meanings of the 

term in the context of Lucheng District, which helps to explain the education reality in that 

area. 

First of all, it is important to inform the background in which ―high-quality and 

balance‖ is proposed.  The term was proposed when a low level of balance had been achieved 

in Lucheng District.  Until 2003, Lucheng District had generally met the need of children of 

school age to go to school and thus reached the goal of ―balanced development‖.  However, it 

was a low level of ―balance‖, unable to meet the educational need of the people, as what they 

needed was more than ―going to school‖ but ―going to good school‖.  In this sense, ―high-

quality and balance‖ is a promotion of ―balance‖.  Without the achievement of a low level of 

balance, advocating ―high-quality and balance‖ can be nothing but a weak call. 

Secondly, ―high-quality and balance‖ must be a ―balance‖ on the basis of ―high-

quality‖.  Balanced development is neither a mode nor ―one size fits all‖, but an 

encouragement for characterized schools.  It is not limited development by lowering the upper 

level either, but an encouragement for raising the quality and school-running level of fast-

developing regions and enhancing the lower level.  Therefore, the general tactic of achieving 

―high-quality and balance‖ is to expand the range of high-quality resources and lead to a high 

level of balance, with the premise of realizing a low level of balance. 

Thirdly, the core of ―high-quality and balance‖ is more extensive ―high-quality‖, that is, 

more people can receive high-quality education.  ―Balance‖ is simply a path to ―high-quality‖, 

because ―balance‖ is a guarantee of the sustainability and sound development of ―high-

quality‖ education.  Taking Lucheng education for an example again, no matter whether it is 

the reform of weak schools, rural education, or the education for the children of migrant 

workers, the Bureau of Education in Lucheng District followed the guideline of ―high-quality 

and balance‖, increasing and mobilizing education resources of all aspects, so as to enable 

more people to receive more high quality education. 

 

Figure 11:1. The System of “High Quality and Balanced Development” 
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It is notable that ―high-quality and balance‖ is no longer a combination of two independent 

definitions but a coherent system, as shown in Figure 11:1.  The system possesses its own 

operating logic and mechanism.  That is, with a low level of balance, it takes advantage of 

limited high quality education resources and expands its range, so as to promote a high level 

of balance and thus reach the goal of more extensive ―high-quality‖.  Since education balance 

is hierarchical, and the high or low level of balanced development is only a relative definition, 

―high-quality and balance‖ must be a dynamic and rising process.  

III. Education Bureau’s Efforts to Promote School Incorporation 

School incorporation has various types.  By nature, there are public, private and mixed types.  

By inner structure, there are types of ―prestigious school and average school‖, ―prestigious 

school and prestigious enterprise‖, ―prestigious school and new school‖, ―prestigious school 

and weak school‖ and ―prestigious school and agricultural school‖.  By formation, there are 

chaining, franchising, cooperational and grafting types.  By operational mechanism, there are 

tense and loose types.  However, it is not simply a choice of types in view of realizing the 

effect of ―1>2‖ by enhancing the influence of prestigious schools‘ high quality resources, 

rather than pirating prestigious schools or labeling.  

Choosing Appropriate Schools 

Choosing schools appropriate for school incorporation means choosing both an appropriate 

core school and incorporated schools.  In the selection, we have to consider the withstanding 

ability of the core school as well as factors of the incorporated schools.  For instance, Jianshe 

Primary School is an energetic prestigious school with a long history in eastern areas, but its 

development is constrained due to its position in the downtown.  The area of the school is 

never more than 6 mu, with only 4 classes each grade, 24 in total, which has restricted the 

development of the school in scale and also in quality.  Since students are confined to the 

passage to do exercise and teachers to the corner of stairs to do office work.  Hence, the 

problem of the schoolhouse has become a bottle-neck for the development of Jianshe Primary 

School.  In 2003, Nanqiao Primary School was removed and rebuilt; meanwhile, Danan 

campus, a newly-built schoolhouse, was put into use, which precisely solved the problem.  On 

the other hand, as an innovative school running mode, school incorporation demands not only 

strong capabilities of running schools and good social reputation, but also plenty of creativity 

for exploring the path of school incorporation.  Jianshe Primary School cannot meet these 

demands.  Consequently, the Bureau of Education in Lucheng District determined to 

incorporate Nanqiao to Jianshe, although Lin Peiming, the principal of Jianshe Primary 

School, joked that he was deceived into the trap, but still accomplished the task of ―old school 

leading new school‖ and ―strong school leading weak school‖. 

Selecting Effective Administration Groups 

Administration groups are the core of a school; a key factor that influences the practice of 

school incorporation. 

Selecting Principals is a Key Point 

The prospective principals of an incorporation school have to meet rigid demands that are set 

by the Bureau of Education in Lucheng District.  They have to be experienced in running a 
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school and received good results, and have a strong social responsibility; a unique managing 

style and ideas are essential, as well as the education ideal and enthusiasm.  Several 

principals, including Lin Peiming from Jianshe Primary School, Lin Chengmu from Shuixin, 

Zhou Wangchao from Nanpu, Zhou Wenlin from Chengnan and Tang Hongxiang from 

Guangchanglu, have an explicit goal, a clear thought and rich experience of running schools.  

In addition, their administrating competencies are strong enough to achieve the goal.  

Meanwhile, their talks have showed their devotion about education and strong social 

responsibility.  By their words, ―hope to do more for education‖ offers enthusiasm and energy 

for the school incorporation.  

 

Principal’s Personalities Should be Matched with School Needs 

Although all these principals are endowed with enthusiasm and reason, their intelligence 

cannot be fully brought into play if their personalities are unmatched with school needs.  

Hence, when selecting principals, the Bureau of Education in Lucheng District took into 

consideration both their qualities and their temperament.  For instance, Lin Peiming, the 

principal of Jianshe Primary School, has the temperament of an entrepreneur, so that she had 

the guts and abilities to administer Jianshe Primary School.  Lin Chengmiao from Shuixin 

Incorporation School is scholarly, so he has the broad vision to keep the stability, 

sustainability and development of the strong association of Shuixin No.1, No.2 and No.3 

Primary Schools.  Zhou Wangchao, the principal of Nanpu Incorporation, is a respectable and 

stern ―veteran‖, who managed the smooth transition from schools on the hills to an 

incorporation school.  Zhou Wenlin from Chengnan Primary School is a promising youngster, 

who handled various problems effectively in a short time.  Tang Hongxiang from 

Guangchanglu Primary School is like an artist and he finally developed the glorious tradition 

of the school with creativity.  

Selecting Other Administration Members and Staff 

Each principal is granted the right to organize his own administration group and lead it to 

administer the school.  Besides, they are given great support by the Bureau of Education in 

Lucheng District, who would like to give them a hand whenever they need.  

Finance, Hardware, and Policies 

Besides human resource, finance and hardware is a big part of the bureau‘s support.  At the 

early stage of school incorporation, the bureau basically offered RMB 1,000,000 ~ 2,000,000 

as funds.  In addition, the facilities of weak schools are generally in a poor condition, with 

Xiaonan campus of Jianshe Primary School as an example, whose desks and chairs have been 

used by two generations.  In this regard, the bureau has invested much in order to balance the 

conditions of different branch schools. 

Besides improving weak schools, the bureau is backing up for the new school running 

modes.  By not only giving advice to the development of the school, but also inputting labor, 

finance and material resources.  For instance, student enrolment in Shuixin No. 3 Primary 

School is in a relatively small scale, while Shuixin No. 2 Primary School is outstanding in 

running the boarding school.  The bureau devoted energy to transferring non-resident students 

from No. 3 Primary School to No. 2 Primary School and invested money to transforming the 

former into a pure boarding school.  Furthermore, the bureau took positive actions in terms of 

the policies of human resource and finance for school incorporation. 
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IV. Administration Modes of Incorporated Schools 

Incorporation school is generally made up of several schools as branches and administrated by 

one group.  Regarding to its development, school incorporation administration has 

experienced three modes, each of which has pros and cons as well as corresponding schools. 

Mode 1: Function-Based Administration  

Each assistant principal is responsible for one or two functions of the school including 

teaching affairs, moral education, administration, and logistic service.  The extent of one‘s 

responsibility is determined by the number of assistant principals.  For example, if there are 

two assistant principals, they each respectively are in charge of: a) teaching affairs; moral 

education, and b) administration; logistic service. If there are three, each is in charge of: a) 

teaching affairs; b) moral education; and c) administration and logistic service.  Each branch 

school has one director, responsible for the execution and implement of the school work plans 

made by the home school.  Meanwhile, a vice director of General Affairs Department (or a 

logistic officer) and a Young Pioneer counselor are allocated, while depending on the 

allocation of the vice director of Teaching Affairs Department.  The branch schools participate 

in all staff meetings and activities together, as shown in Figure 11:2. 

 

Figure 11:2. Function-Based Administration 

 

 
 

The advantages of Mode 1 include:  

a) The responsibilities of each section are clarified clearly; 

b) It is easier for the home school to carry out the work plans and organize activities, 

and the effects tend to be similar; 

c) It reduces the number of administrators in each branch school; 

d) It helps to promote the communication and cooperation among the staff in 

branches as well as the harmony of educational ideology, teaching concepts and 

school cultures; 

e) It avoids both inconsistent administrations among each branch school and 

departmentalism; 
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f) Each assistant principal can always make policy decisions independently 

following his own train of thought, which helps to enhance their initiative and 

working competence. 

 

On the other hand, the disadvantages of Mode 1 include the imbalance of administration 

power, the relatively small number of administrators in branches in contrast with the home 

school.  Hence, Mode 1 is only fit for the newly-built incorporated school, as it calls for the 

prompt incorporation of branches.  In effect, at the early stage of the project in Lucheng 

District, this mode was adopted by Jianshe Primary School in the first year of the pilot 

project.   

Mode 2: School-Based Administration 

In this mode, each assistant principal is in charge of routine work in the branch school and 

carries out work plans made by the home school; a vice director of Teaching Affairs Dept., a 

vice director of the General Affairs Dept., (or a logistic officer) and a Young Pioneer 

counselor are allocated to each branch. Routine meetings and activities are organized 

separately while important ones together, as shown in Figure 11:3.  This mode is good in that 

each branch school has an assistant principal, which guarantees the balanced and relatively 

strong administration power in each branch. 

 

Figure 11:3.  School-Based Administration 

 

 
 

As for the disadvantages of Mode 3: 

a) It is difficult to set up the administration system, as the directors of the offices in 

the home school have a lower position than the assistant principals but have to 

lead them in terms of administration work, which makes the implement of work 

plans more difficult. 

b) It takes a long time to merge the educational ideology, teaching concepts and 

school cultures of different branches. 

c) It takes a long time for the staff in different branches to communicate with and 

know about one another. 

d) Departmentalism is hard to avoid. 
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Therefore, this mode is fit for the incorporated school which centers several schools on a core 

school.  This keeps the original administration group unchanged so that the original directors 

trust in the new branch directors.  As a matter of fact, school-based administration is a mode 

explored by Shuixin Incorporation School at the early stage of incorporation with the 

realization of the weaknesses of function-based administration. 

Mode 3: Combination of Function-Based and School-Based Administration 

Assistant principals are in charge of routine work at his/her branch school; at the same time, 

they are responsible for one or several functions—such as teaching affairs, moral education, 

administration and logistics—of the home school.  A vice director of Teaching Affairs Dept., a 

vice director of the General Affairs Dept., (or a logistic officer) and a Young Pioneer 

counselor are allocated to each branch, as shown in Figure 11:4.  On one hand, this mode 

remedies the weaknesses of the above two modes.  On the other hand, assistant principals 

cannot keep in touch closely with the directors of functions in the home school.  As a result, 

they cannot be aware of or make adjustments about their tasks in home school in time, but 

spend most of their time on the branch school.  It thus tends to become the mode of school-

based administration. Mode 3 is fit for the incorporated school that has nearly finished the 

merge and used to adopt the function-based administration.  In fact, after a few years‘ 

exploration, the five education groups in Lucheng District are mainly adopting this mode, 

which is named differently.  Jianshe Primary School calls it ―integration of organisational 

administration‖, that is, the assistant principals administer and supervise one or two functions 

of the whole incorporated school.  Nanpu School names it ―one field, one function‖, that is, 

assistant principals are responsible for not only ―one field‖ (routine work in the branch 

school) but also ―one function‖ (moral education, teaching affairs, administration, etc.). 

 

Figure 11:4. Combination of Function-Based and School-Based Administration 

 

 

V. Schools’ Efforts to Promote School Incorporation  

School incorporation is not a simple incorporation of several schools.  It is not a ―1+1=2‖ but 

a try for ―1+1>2‖, namely promoting the mutual development and enhancement of all 

schools.  Therefore, the schools must figure out an effective, long-term and scientific way, of 
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pursuing the overall harmony and other goals.  School incorporation in Lucheng District has 

mainly practiced three aspects of unification as follows: 

Unifying Education Ideals 

An incorporated school should possess unified core education ideals and branch schools 

develop their ideals from the core.  Clarified education ideals are favorable towards the 

administration and development of not only the whole school but also each branch school.  

The unification and merge of the ideals is a long but inevitable process.  To achieve it, the 

Bureau of Education in Lucheng District demands the five incorporated schools to focus on 

one core school‘s education ideals.  They extract the advanced parts of branch schools‘ ideals, 

deliberate the basic needs and developing goals of the incorporation, and finally fix the new 

education ideals. 

Unifying Administration Institutions 

Ideals are premise and institutions are insurance.  At the beginning of the incorporation, 

teaching research, teachers‘ salary and welfare, and assessment criteria are made into 

institutions.  Then are seriously devised according to the staff‘s opinions, and finally voted 

through.  It is good for the staff to obey these rules on their own initiative.   

Unifying Teaching and Research Institutions 

Jianshe Primary School, for example, the first unified courses, class hours, teaching schedules 

and the timetable.  Then the unified pre-week meeting, the ceremony of raising the national 

flag, the speech contents after the ceremony, and the time and themes of the parents‘ meeting.  

Three branch schools have a teaching and research group for the staff to study.  They prepare 

lessons together and exchange teaching experiences every other Wednesday in order to 

enhance the school-based teaching and research in a well-grounded way.  The school 

announces ―weekly schedules‖ to unite a series of activities so that the whole school‘s 

teaching and research administration will be reconciled organically.  Nanpu Group School has 

similar rules, that is, administrators visit classes every Tuesday and Thursday, and then give 

suggestions on the teaching skills, most of which are about weaknesses and assumptions.  

Each administrator must visit around 100 classes each year.  To norm teaching behaviors and 

enhance the education quality, Shuixin Group School established, ―Suggestions on the 

Routine Administration of Teaching‖.  ―The Suggestions include pre-class preparations, in-

class teaching, homework and guidance, teaching assessment, check-up and direction.  

Teachers can follow the below norms in the teaching activities.‖    

Unifying Teachers’ Welfare and Pay 

It is a key issue to unify teachers‘ welfare and pay in the incorporated school.  Handling this 

problem in a right way will greatly strengthen the bond and thus form a united group.  The 

five incorporated schools proposed the same goal—―keeping the high pay, raising the low pay 

and the same pay at the same school‖—after unifying the assessment criteria at the beginning 

of the establishment, and also drew up the corresponding institutions to assure the 

achievement of the goal.  In spite of the imbalance among different incorporations, there is the 

same pay for the same workload within an incorporated school. 
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Unifying Evaluation Systems  

Teachers‘ welfare and pay is closely related to the school‘s evaluation systems.  The 

unification of the former must follow that of the latter.  For instance, the following are the 

details of evaluation systems of the teaching and other work goals.  

VI. Unifying Teacher Mobility 

School incorporation easily tends to change the form but remain the nature.  However, 

generally speaking, teachers in weak schools are not as good and are lack of initiative.  Hence, 

after unifying ideals and institutions, the schools hurry to handle another key problem, that is, 

teacher mobility and administration.  In other words, teachers are gradually and smoothly 

mobilized so as to assure the balance of education qualities among branches.  Meanwhile, the 

school tries to eliminate the traditional gap between teachers in prestigious and weak schools 

and to shape the idea of equality, so as to arouse teachers‘ confidence and sense of 

responsibility.  Jianshe Primary School, for instance, has let go 9 experienced teachers who 

could not adapt to new curriculum, has been observing 3 teachers and mobilized 2 teachers 

within the school.  At the same time, good teachers from Wuma Branch and excellent 

graduates from Wenzhou Normal University are assigned to Xiaonan Branch, there are 14 in 

total and account for 1/3 of all the teachers in that branch.  Some teachers from Xiaonan 

branch are also assigned to Danan or Wuma Branches.  In addition, teachers of 

comprehensive subjects, such as computer, English, arts and physical education, teach in three 

branches in a mobile way.  The unification of teacher mobility and exchange enables the 

teachers‘ quality to advance by leaps, which is initially admitted by the society.  

Unifying School Hardware and Culture 

Firstly, school hardware should be unified.  The Bureau of Education and schools devoted a 

lot of labor, materials and finance to rebuilding the buildings, canteens and playgrounds of the 

incorporated schools, so that different branches are equipped with hardware in basically the 

same standard.  At present, all the branches of the incorporations, except Guangchanglu 

Primary School, have already had plastic playgrounds. 

Secondly, school culture symbols should be unified.  The school‘s first unified campus 

decorations—the same color, desks and chairs; and then unified school uniforms and motto.  

For example, Shuixin Primary School hired professional designers to design school trademark 

and buildings that not only meet the psychological needs of the students but also emphasize 

Shuixin as a brand, as shown in Figure 5.  The unification of school cultures has strengthened 

the sense of belongings of the teachers and students from incorporated schools, and improved 

their spiritual outlook.  In addition, it helps to build ―brand awareness‖ in the mind of parents, 

which enables the school incorporation to be admitted by the society in a short time. 

Thirdly, school cultures should be unified.  The incorporation has staff troupe of arts, 

staff basketball team and staff reading salon which organizes reading activities once a week.  

As for the students, groups of arts and sports promote the unification of school cultures. Take 

Jianshe Primary School for example.  The ―environmental education‖ is an important concept 

in the construction of a ―harmonious campus‖ for Jianshe Incorporation.  Ever since the 

beginning of school incorporation, the space of education has extended.  In spite of different 

locations of the three branches, ―teachers‘ wishes‖ at the door of every classroom are elegant 

prose which reveals teachers‘ personality and educational ideals; ―Poem path‖ is a charming 

scenery that expresses the school culture; ―Culture Corridor‖ is informative while ―art 
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corridor‖ is gorgeous; ―Painting forest‖ is a stage for children to express their talents, where 

every student can develop their interest in painting and feel the joy of success.  Patriotic 

education, safety education and environmental protection education on the fresco demonstrate 

the behavior norms for teachers and students.  With the extension of education space, campus 

environment is harmonious between human and nature.  Life value, science and human are 

tied closely and thus are exercising an invisible influence on the students.  

 

Figure 11:5. The Logo and Buildings of Shuixin School 

 

 
 

VII. Conclusion: What Can We Learn from This Case? 

School incorporation has been a successfully promoted equity between urban and rural 

education in Lucheng, Wenzhou.  Then what can we learn from this ―good practice‖ case?  As 

pointed by UNESCO, good governance matters in education, bad governance leaves parents 

and communities facing education provision that is unaccountable and unresponsive to their 

needs and good governance implies not just transparency and accountability, but also a 

commitment to equal opportunity for all citizens (UNESCO, 2009).  In the past 60 years, 

China has been reforming the education administration system.  Yet, the bureaus of education 

in China still have overwhelming influence on the basic education, which includes the raise 

and use of funds, the personnel, and even the design of lessons and the selection of textbooks.  

The Bureau of Education in Lucheng District has played such a very important role in the 

matters of school incorporation, including the proposal of education ideals, the design of 

experiments, and financial, policy and intellectual supports.  We can even say that school 

incorporation cannot be achieved without the bureau.  In this sense, the ―centralisation of 

power‖ in the education administration system has its positive effects in gathering resources 

and eliminating obstacles in a short time.  However, the ―centralisation‖ has its principles and 

limitations.  The bureaus must follow the modern principles of labor division as well as the 

basic logic of running a school, and fully develop schools‘ imagination and creativity, acting 

according to circumstances, which is the essence of the success of school incorporation 

practiced by Lucheng District, Wenzhou.  
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CHAPTER TWELVE 

EDUCATION FOR RURAL TRANSFORMATION 

Realities and Challenges in India 

Pushpanadham Karanam and Sudarshan C. Panigrahi, Faculty of Education and 

Psychology, The Maharaja Sayajirao University of Baroda, India 

I. Introduction 

Despite unprecedented growth in world economies and unparalleled improvements in global 

standards of living over the past few years, poverty and hunger are still realities in several 

countries.  More than 60percent of the world‘s poor are rural poor.  One of the major 

inequalities affecting the rural poor is their unequal access to quality education, which is very 

important for social and economic development.  Any attempt to readdress the challenges of 

increasing inequity, poverty and widening human development gaps, must include access to 

relevant, equitable and effective education for our rural people.   

Education for Rural Transformation (ERT) is the only way to reduce the widening 

human development gaps within and between nations.  The dynamics of rural transformation 

in the "globalized" world has created new educational imperatives that call for a re-evaluation 

of present educational policies and priorities, and the re-examination of the role of education 

and learning (formal, non-formal and informal) for rural people from rather new perspectives.  

Henceforth, education should be seen as a key instrument for shaping and fulfilling the goal 

of rural transformation.  It should contribute to the wellbeing of the rural people including 

food security, health, and employment, protection of the environment and the management of 

natural resources.  Rural transformation faces a key challenge to achieve both poverty 

reduction and Education for All (EFA).  In order to achieve the Millennium Development 

Goals (MDGs), specifically the first two goals, reducing hunger and poverty by half and 

ensuring universal primary education by 2015, there is a need to change the traditional 

working modalities and address the needs of rural India.  This can be achieved through new 

multi-sectarian and interdisciplinary alliances and partnerships in education and those 

working in agriculture and rural development.  With this background, the paper attempts to 

address the following: 

 

1. Conceptualizing and Contextualizing ERT 

2. Emerging Issues and Challenges for ERT 

3. The Need for a Paradigm Shift in ERT 

4. A Framework for Action 

II. Conceptualizing and Contextualizing ERT 

The term rural transformation subsumes two interrelated concepts i.e. development and social 

change.  Before we elaborate on the concept of rural transformation, it would be pertinent 

here to have a brief discussion on the two related concepts, development and social change, 

because of their varied meanings held by scholars.  There are a number of contending 

theoretical perspectives, which attempt to explain the process of social change, ranging from 
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Spensor‘s ideas of social evolution, Durkheim‘s division of labor, Marx‘s theory of class 

struggle and conflict, to more recent theorists who exclusively stress that changes in the level 

of technology result in major changes in the social superstructure.  Change is a social process 

and development suggests change in a given direction and it is generally assumed that there is 

a wide degree of community participation in determining the direction and means of change.  

Over the years, however, many political debates have taken place both at national and 

international level, as to what approach/s should be adopted for national development in a 

particular context.  Consequently, the concept of development remained largely the result of 

the political will of the power structure, to initiate designed changes. Stretching the argument 

further it can be observed that the conventional model of economic development, with the 

assumption that sustained increase in rates of economic growth, and of Gross National 

Product (GNP) – now Gross Domestic Product (GDP) – which it symbolizes, will 

automatically lead to the percolation of economic gains to all sections of society, has not 

proved to be correct.  The distribution of economic gains has not proved to be even.   

The disparity in consumption levels, which follow from disparity in incomes, have 

continued and grown sharper.  Many segments of the population and many spatial tracts have 

been bypassed by economic growth.  Rural and tribal areas have particularly suffered.  The 

traditional elite are often able to corner whatever benefits accrue from public investments, 

because of the political and other resources that they possess and can master.  In many areas, 

the gap between the rich and the poor has widened.  Large sections of the population live 

below the poverty line.  According to the National Sample Survey Organization (NSSO) of 

2004-05, 28.3 percent of households in rural areas were leaving below the poverty line.  But, 

in view of the inadequacies pointed out in determining Below Poverty Line (BPL) people, the 

Ministry of Rural Development constituted an expert group in August 2008 to estimate BPL 

people.  Accordingly this committee calculated the BPL households as 50 percent.  The 

following table indicates state wise BPL households. 

 

Table 12:1. Percentage of Rural Population below Poverty Line-Current Levels and 

after Enhancement 

 

State 
Present 

Figure 

After the 

Increase 
State 

Present 

Figure 

After the 

Increase 

Andhra 

Pradesh 
10.83 19.13 

Madhya 

Pradesh 
37.67 66.35 

Assam 21.79 38.50 Chattisgarh 41.41 73.16 

Bihar 42.53 75.14 Maharashtra 30.08 53.14 

Jharkhand 46.46 82.08 Orissa 47.81 84.47 

Gujarat 19.46 34.38 Punjab 10.04 17.74 

Haryana 13.63 24.08 Rajasthan 18.76 33.14 

HP 10.87 19.20 Tamil Nadu 22.62 39.96 

J & K 4.51 7.97 UP 32.88 58.09 

Karnataka 20.05 35.42 Uttarakhand 39.87 70.44 

Kerala 13.37 23.62 West Bengal 28.87 51.01 

India 28.3 50.0 

Ministry of Rural Development (2009) 

 

From Table 12:1 it can be observed that more than 40 percent of states have BPL households 

above the national figure.  While such figures vary from time to time, it is a fact that poverty 

is a major problem for the rural people in India and prolonged existence of the widening gap 

between rural and urban poor in general and rural poor in particular has posed serious 
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challenges for development planners.  Thus the development debate in the last few decades 

has given rise to several new formulations regarding alternative designs for living, and 

brought into sharp focus a number of new concerns.  The accent is now on human-centered 

development, not as growth rooted in indicators of GDP and national income.  This concept of 

development emphasizes the quality of life not the pursuit of wealth; it does not remove 

deeply held cultural values, and seeks to promote indigenous creativity.  The new concerns, 

among others, are focused on environment, energy and food security, all three being 

interconnected and interdependent. 

In addition to recognizing the nature of development it is important to underline the 

current transformation of development thinking and its implications for education in rural 

areas.  To a large extent, for about two decades, development policies at international level 

have been shaped by two contradictory approaches to development.  On the one side, the 

specialized agencies of the United Nations (UN) put emphasis on social justice and human 

rights.  On the other hand, the Washington consensus promoted a development model based 

on economic liberalization, deregulation, and privatization and decreasing the role of the state, 

generally to increased inequalities.  Although the associated prescriptions are much more 

complex, a significant result of this policy mix has been a reduced role for the state in 

development.  It is perhaps this which has paved the way for rural transformation rather than 

rural development. 

India, in its drive towards the MDGs, is still confronted with many challenges such as 

hunger, infant mortality rate, maternal mortality ratio, and controlling the outburst of malaria 

and other diseases. These targets can be achieved by empowering women and improving 

gender equality especially through education.  Poverty eradication and ameliorating the 

conditions of rural people have been the major concerns of many national and international 

agencies.  Initially, in post-independent India, these activities began as rural development with 

an emphasis on social and economic welfare. 

Appraisal of India’s Progress Towards Achieving MDGs 

Millennium Development Goals- India Country Report 2009 describes the progress of India 

towards MDGs as below in Table 12:2. 

Many programs of rural development were initiated during the 1970s and 1980s but 

their success rate was very modest.  More and more rural people became dependent upon the 

governmental aid and thus the burden started increasing.  The gap between practice and 

pronouncement widened because of faulty implementation strategies. Notwithstanding the 

official ideologies and defense to uphold the success of the programs it was implicitly realized 

by the government officials that a rethinking towards rural development was required; and 

thus the idea of rural transformation surfaced.  An argument may be forwarded to support this 

idea i.e., rather than making people dependent on the governmental policies, it would be 

better to make them self-reliant.  This idea has an implicit assumption i.e. it is possible to 

create a situation through some means (and in this case education) which will give rise to 

some generic skills in the individuals that will enable them to lead a full and productive life as 

an individual, and as a member of a family and society. Thus this assumption has necessitated 

the idea of education for rural transformation.  Rural transformation would mean: 

 

 Pro-poor and non-discriminatory policy framework for promoting sustainable 

environment. 

 Focusing on poverty reduction. 

 Recognizing the potential of indigenous knowledge. 

 Promoting the use of participatory approaches. 
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 Emphasizing community involvement. 

 Adopting a holistic view of the development of rural space. 

 Preparing rural people for off-farm employment by building knowledge and 

skills capacity. 

 Understanding the complementarily of urban-rural linkages. 

 

Table 12:2.  Expected Achievement by 2015 Towards MDGs 

 

Sr.no. Goal  Target to be achieved 

1 To eradicate extreme poverty and 

hunger 

 

From 37.5% to 18.75% 1990-2015 

2 To achieve universal primary 

education 

 

From 41.96% to 0%  1990-2015 

3 To promote gender equality and 

empower women 

 

71:100   in 1990-91 

78:100 in 2000-01 at Primary  

63:100 in 2000-01 at secondary  

4 To reduce child mortality (under five) 

 

125 deaths per 1000 live births 1988-92 

42 deaths per 1000 live births in 2015 

5 To improve maternal health 

 

437 deaths per 100,000 live births 1991 

109 deaths per 100,000 live births 2015 

6 To combat HIV/AIDS, malaria and 

other diseases 

 

0.74 per 1000 pregnant women 2002 

0.86 per 1000 pregnant women 2003 

This trend needs to be reversed by 2015* 

7 To ensure environmental sustainability 

 

Total land area covered under different forests 

20.64%  it is to be further improved by 2015 

8 To develop global partnership for 

development 

Meant for the developed countries to provide 

development assistance to developing countries 

*The prevalence and death rates associated with malaria are consistently coming down.  The 

death rate associated with TB has come down from 67 deaths per 100,000 population in 1990 

to 33 per 100,000 population in 2003. 

 

III. Emerging Issues and Challenges for ERT 

Rural transformation through education is already initiated by the government of India 

through various policies and programs such as, Bharat Nirman, a project set up by the 

government of India in collaboration with the state governments and the Panchayat Raj 

institutions towards the improvement of the rural sector.  The National Rural Employment 

Guarantee Act 2005 was another significant step for improving the living conditions and 

sustenance in the rural sector of India.  Data regarding employment growth in rural India 

indicates an overall satisfactory picture compared to the total population.  But when compared 

to growth rate in urban areas, the situation is far from satisfactory (see Table 12:3).  Similarly 

data pertaining to unemployment reveals that in rural areas approximately 12 percent to 15 

percent male and female, respectively, are unemployed (See Figure 12:1).  Although 

unemployment is very high among the urban population, it is significant to note here that the 

type and quality of employment determines to a great deal the economic status of people.  In 
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this regard rural people lag behind their urban counterparts.  Together these two facts 

illustrate that much needs to be done to improve the economic status of rural people. 

 

Table 12:3. Compound Annual Growth Rate (%) of Employment (Usual Principal and 

Subsidiary Status (UPSS) 

NSSO Employment and Unemployment Survey Reports 

 

 

Figure 12:1. Unemployment Rates (UR) % Among Males and Females in Rural and 

Urban Areas Across Age Groups, 2004-05 – Current Daily Status (CDS) Basis 

      NSSO Employment and Unemployment Survey Report 

 

In the field of education, Sarva Shiksha Abhyan (SSA) as a national initiation of EFA has 

been addressing the contextual issues of primary education.  SSA has helped bring about 

some significant improvements, such as an increase in the number of schools from 853,601 in 

2002-03 to 1,250,775 schools in 2007-08 (of the schools, about 87.39 percent schools are 

located in rural areas).  The distribution of schools by type of building now shows that 71.73 

percent primary schools have pucca (permanent) buildings as compared to 7.50 percent 

having partially pucca and another 3.51 percent having kuchcha (temporary) buildings.  The 

Employment Growth 1993-94 1999-2000 2004-05 

Rural 

Male 1.93 0.80 2.20 

Female 1.37 0.03 3.61 

Persons 1.73 0.51 2.70 

Urban 

Male 3.23 2.86 3.28 

Female 3.78 1.50 5.41 

Persons 3.34 2.58 3.71 

Total 

Male 2.25 1.35 2.51 

Female 1.67 0.19 3.90 

Persons 2.06 0.98 2.95 
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student to classroom ratio has also shown improvement with an approximate average of 37 

students per classroom in primary schools.  The percentage of boys and girls enrolled in rural 

area upper primary classes (I-VIII) in 2007-08 were 52.07 percent and 47.93 percent 

respectively (NUEPA, 2010). 

However, the national and international data on education in rural India still seems to be 

far from  satisfactory.  Some of the prominent emerging issues and challenges in this regard 

have been outlined below. 

Contextualizing Education 

It is now recognized that separate systems for education in rural areas or separate sets of 

policies for education in rural areas would undermine rural transformation.  In the past, for the 

development of tribal people in India the policies of isolation and assimilation were followed, 

however, neither policy yielded the desired result.  Thus they were abandoned in favor of 

integration, because integration permits the various tribal groups to retain their separate 

identity by developing creative adjustments through which they become one and yet remain 

distinct (Panigrahi, 1993).  

Accepting the fact that bringing rural people, through integration, into the mainstream 

Indian population is a viable idea, what is then required for their educational development is 

to have diversified curricula.  In this direction, there exists a variety of curricula managed by 

the states, central government, International General Secondary Education (IGSE), Indian 

Certificate of Secondary Education (ICSE) and international boards.  Together all these 

boards cater to the needs of different segments of the population.  It is also observed that 

special schools are set up for tribal people in India but no separate schools exist for rural 

people.  Although schools for tribes do accommodate rural people their proportion is 

inadequate.  In such a situation the question remains: can we have separate schools and 

curricula for rural people? 

Availability of Flexible and Life-long Learning Opportunities  

Demands of globalisation and the leap-frogging possibility of digital technology have 

necessitated the urgency of inculcating some generic skills among the rural people.  This, in 

turn, will enable them to adapt to the demands of acquiring new knowledge and skills.  While 

formal education is catering to most of these requirements, the onus is now shifting onto non-

formal means.  A variety of non-formal educational opportunities are available to cater to the 

needs of different types of clientele.  The Balwadies/Anganwadies (early childhood education 

centers) act as feeder and support programs for primary education.  Primarily, these centers 

cater to the age-group 6-14, but children in the age-group 14+ are also enrolled.  According to 

the fifth all India education survey (1978-86), out of 579,148 villages, 93,763 (16.19 percent) 

villages had some provision for Non-Formal Education (NFE) either at primary level or at the 

upper primary level or both.  Out of these, 11,968 (2.07 percent) villages had NFE centers for 

girls.  Furthermore, 90,988 (97.04 percent) villages with NFE centers were catering to the 

primary level whereas only 6,079 (6.48 percent) villages with NFE centers were catering to 

the upper primary level (see Table 12:4). 
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Table 12:4.  NFE Centers, by Population Size, in Rural Areas 

 

Population 

 

Total No. of 

Villages 

No. of Villages with NFE Centers 

Total Primary 

Level 

Upper-Primary 

Level 

Separate 

Centers for 

Girls 

2,000 and 

above 

65,257 20,730 20,171 1,520 3,598 

1,000 – 1999 105,527 25,606 24,721 1,991 3,448 

500 – 999 145,515 23,021 22,272 1,503 2,658 

Below 500 262,849 24,406 23,824 1,065 2,264 

Total 579,148 93,763 90,988 6,079 11,968 

 

With regard to the enrolment at the NFE centers, official statistics reveal that in the age-group 

6-14 and 14+, 3,188,582 students were benefitting from 93,763 NFE centers in rural areas.  

The National Institute of Open Schooling (NIOS) also provides inexpensive education in 

remote areas.  350,000 students are enrolled annually which makes it the largest open 

schooling system in the world.  NIOS offers Open Basic Education (OBE) programs, which 

include OBE ‗A‘, ‗B‘ and ‗C‘ level courses.  These are equivalent to class III, V and VIII 

respectively, secondary courses equivalent to class X, senior secondary courses equivalent to 

class XII, as well as vocational courses and life enrichment programs are also offered. 

How far the formal and non-formal modes of learning will respond to the demands of 

the globalized world remains a major challenge for people in general and rural people in 

particular.  Indeed, in the context of ERT, do these approaches have adequate scope to 

provide the much needed generic skills?  If yes, how can they be organized? If not, what 

needs to be done?   

Access and Equity 

Access to education opportunities is a precondition to realizing the Right to Education Act.  A 

number of problems surround the concept of access and equity in India.  To mention a few, 

there is an absence of schools in remote rural areas or where schools do exist they are located 

too far from home in dispersed habitats and difficult terrain.  The 2007-08 data reveals that 82 

percent of habitations have a primary school within a radius of one kilometer, there is an 

upper primary school within 3 kilometers for 75 percent of habitations.  Other problems relate 

to attracting and retaining qualified teachers in rural areas and rampant child labor. Although 

child labor in the country has declined from around 5 percent in 1993-94 to approximately 3 

percent in 2004-05, the total magnitude of child labor is estimated to be approximately 10 

million.  There is also a sense of uncertainty about the benefits of schooling among people in 

rural areas.  Addressing these problems simultaneously is a herculean task and the problems 

are compounded by an increasing spatial population.  The crucial question that we confront is 

what should be our approach?  Should it be access, equity or both? 

According to the report of the ―Three Years of the National Knowledge Commission‖ 

the literacy rate increased from 52.2 percent to 65.38 percent, with a faster growth in female 

literacy, i.e. 14.87 percent while male literacy rate increased by only 11.72 percent from 1991 

to 2001.  This is a positive sign with respect to reduction in gender disparity. Between 1991 
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and 2001 rural literacy rates increased by 14.52 percent and urban by 6.98 percent, thereby 

reducing the urban-rural gap from 28.39 percent in 1991 to 20.85 percent in 2001.   

 

Table 12:5. New Schools as a Percentage of Total Schools in Rural and Urban India from 

2002-03- 2007-08 

 

School Category Percentage 

 Rural Urban All Areas 

Primary 16.02 14.36 15.89 

Upper primary 30.39 9.86 28.45 

All Schools  15.59 11.84 15.13 

Total No. of 

Schools established 

170,443 18,534 189,249 

(Mehta, 2010)  

 

Table 12:5 demonstrates the quantitative expansion of primary education across the country, 

especially the high number of schools at upper primary level in rural India.  Data in Table 6 

highlights the amount of work left to be done in meeting the constitutional provision of easy 

reach to schooling for socio-economically, and educationally disadvantaged rural students. 

 

Table 12:6.  Location of Schools from the Cluster Resource Center: 2007-08 (Percentage) 

 

School Category Distance 

Less than 1 Km 1 to 5 Km More than 5 Km 

All Schools (Rural 

Areas) 

17.86 50.83 31.31 

All Schools (Urban 

Areas) 

42.23 49.47 8.30 

All schools all areas 25.14 48.17 26.70 

(Mehta, 2010)  

 

For better coordination of activities, it is advisable to have a greater number of schools near 

the cluster resource centers.  From the data it can be said that a greater number of schools 

need to be established in rural areas within 1 km.  This should help facilitate the education of 

children in rural areas where local transportation links are lacking.  

 

Table 12:7.  Percentage of Schools by Type of Building: 2007-08 

 

School Category Type of Building 

Pacca           

(Strong) 

Partially 

Pacca 

(Partly 

Strong) 

Kuchcha 

(Poor in 

strength) 

Tent Multiple 

type 

All Schools 

(Rural Areas) 

72.20 6.99 3.07 0.22 11.37 

All Schools 

(urban Areas) 

79.11 6.02 1.09 0.07 7.55 
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From Table 12:7 above we can see that rural areas still lag behind in terms of physical 

infrastructure as approximately 7 percent school buildings are partly strong, 3 percent are 

poor in strength, and 11.37 percent comprise of multiple types.   

 

Table 12:8.  Percentage of Single-Teacher Schools by Category: 2007-08 

 

School Category Percentage 

 All Schools ( All 

Areas) 

Rural Areas Urban Areas 

All Schools 2007-08 10.13 11.04 3.84 

All Schools 2006-07 11.76 12.74 5.22 

 

From Table 12:8 we can observe a slight reduction in the percentage of single teacher schools 

in rural areas 2006-07 to 2007-8, from 12.74 percent down to 11.04 percent.  This represents a 

gradual step from public and private enterprises towards the qualitative improvement of 

education, but rural India still has almost double the rate of single teacher primary schools of 

urban India.   

Multiple Layers of Discrimination  

Large scale disparity exists among different segments of the population, especially between 

the mainstream and various excluded groups characterized by high incidence of poverty and 

distinctive ethnic and cultural identity.  The excluded groups are often disproportionately 

represented in rural populations.  Gender discrimination introduces another dimension of 

disparity that cuts across other forms of discrimination.  Can the education and training that 

we envisage supersede the long standing traditions and prejudices existing in the rural life?  

How can equity and equality of opportunities be realized by surpassing the multiple layers of 

discrimination?    

Quality of Teachers and Students Learning  

Availability of teachers, their qualifications and pupil-teacher ratios are important variables in 

determining quality in education.  Data pertaining to these variables indicate that in 2007-08, 

about 5.63 million (against 5.22 million in 2006-07) teachers were engaged in teaching in 

1.25 million schools.  About 87 percent of teachers were located in rural areas in 2007-08.  

With regard to female teachers in primary schools, the data shows that between 2004-05 and 

2007-08, the percentage of female teachers increased from 38 percent to 42 percent.  

Although the rural-urban bifurcation clearly shows a vast difference 2004-05 (32.77 percent), 

2007-08 (37.73 percent) in rural and 2004-05 (68.21 percent), 2007-08 (69.63 percent) in 

urban, the increase in female teachers is marginal. 

Regarding pupil-teacher ratio, in 2007-08 it was 33:1 for all schools and 37:1 for 

primary, a slight decrease from the previous year.  It may also be mentioned here that out 624 

districts in all the 35 states, 151 districts had above 40 pupil to teacher ratios.  Data pertaining 

to the academic qualifications of all regular teachers reveal that during 2007-08, a 

significantly low percentage (2.58 percent) of teachers had qualifications below secondary 

level and a large percentage of teachers (43.54 percent) have qualifications up to higher 

secondary level.  With regard to male and female teachers, the percentage is very similar 

42.82 percent and 44.51 percent respectively.  The same is true with the rural teachers also 

(See Table 12:9). 
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Table 12:9.  Academic Qualification of All Regular Teachers: 2007-08  

 

Qualification 
All Areas Rural Areas Urban Areas 

Male  Female  Total Male  Female  Total Male  Female  Total 

Below 

Secondary 
2.56 2.61 2.58 2.57 2.74 2.63 2.52 2.39 2.44 

Secondary 16.11 17.75 16.81 16.72 18.84 17.47 12.39 15.79 14.61 

Higher 

Secondary 
24.15 24.15 24.15 25.40 27.89 26.29 16.55 17.42 17.12 

Up to Higher 

Secondary 

2007-08 

42.82 44.51 43.54 44.69 49.47 46.39 31.46 35.60 34.17 

Up to Higher 

Secondary 

2006-07 

44.27 45.32 44.71 46.28 50.39 47.71 32.10 36.55 34.99 

 

Turning to students learning, it can be observed that at the end of primary level (classes 

IV/V), 95 percent of all students passed regardless of management structures whereas the 

upper primary (classes VII/VIII) results show a minor variation between all types of 

management schools and government managed schools, 89.05 percent and 86.74 percent 

respectively (Table 12:10).  

 

Table 12:10.  Examination Results for the Year 2006-07 by Level and Management Type 

 

 

Primary (Classes IV/V) Upper Primary (Classes VII/VIII) 

Bo

ys 

Pa

ss 

Boy

s 

60%

+ 

Girl

s 

Pass 

Girl

s 

60%

+ 

Tota

l 

Pass 

Tota

l 

60%

+ 

Boy

s 

Pass 

Boy

s 

60%

+ 

Girl

s 

Pass 

Girl

s 

60%

+ 

Tota

l 

Pass 

Total 

60%+ 

All  
95.

38 

48.6

7 

95.4

4 

48.8

0 

95.4

1 

48.7

3 

88.7

9 

43.0

2 

89.3

4 

44.0

5 

89.0

5 
43.50 

Govt 
95.

04 

44.5

7 

95.0

6 

44.9

4 

95.0

5 

44.7

5 

86.5

0 

38.9

5 

86.9

9 

 

40.6

7 

 

86.7

4 
39.78 

Priv  
96.

29 

59.6

9 

96.6

9 

61.4

9 

96.4

7 

60.4

8 

92.4

8 

49.1

1 

93.7

1 

49.8

8 

93.0

2 
49.45 

 

Official data related to quality of teachers and students‘ learning reveal an encouraging trend 

so far as rural education is concerned.  Notwithstanding the official figures, it is still a reality 

that multi-grade teaching exists in rural areas though only a small percentage.  A lack of 

willingness among teachers and inadequate remuneration for working in such an environment 

have meant a lower quality of educational instruction for rural children. Rural children are 

deprived of learner-centered pedagogy that promotes active learning methods, encourages 

critical thinking and inspires self-learning.  What incentives can really attract both teachers 

and students to an educational setting where teachers can act as a facilitator and learners can 

act as knowledge constructors?  Does this situation warrant a specialized teacher preparation 
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program for rural areas?  How far can a unified curriculum for the country as whole really 

address the diversified learning needs of rural people? 

Strategic Management System 

It is observed that management is the key for success of any developmental program.  

Strategic management provides overall direction to the programs and policies by having 

"strategic alignment" between the government and society.  Strategic management entails 

allocating the right amount of resources to the different areas so that those assigned to 

particular goals have what they need to meet their objectives.  This ranges from providing the 

required physical supplies to enacting systems by which people receive the necessary training, 

all work processes are tested, and all information and data generated are documented.  Does 

strategic management revamp the rural systems and help development?  Can the alignment 

between the central, state and local governments develop the synergy for rural 

transformation?  What managerial skills and competencies are required to instill strategic 

management systems? 

Civil Society Participation 

Community participation for rural management is essential for realizing the goal of rural 

transformation.  Enhancing community participation for ownership and accountability is a 

great challenge, especially in rural areas.  In recent times, under the decentralized 

management of education, managerial structures have evolved and it has been observed that 

the impact is not satisfactory.  A concerted effort is needed to motivate the rural people by 

transferring certain powers and responsibilities that enable them to plan, execute and monitor 

their own developmental programs.  How can the local political powers be tapped in order to 

strengthen community participation?  What are the roles of corporate and educational 

institutions in empowering rural populations?  How can VECs and local self-help groups be 

strengthened to successfully monitor development in their areas?       

IV. The Need for a Paradigm Shift in ERT 

Education has been recognized as a potential agent for social change and development and 

therefore several interventions in this direction at the national and international levels have 

been planned and executed.  For the past several decades, the dominant "education and 

development" paradigm has assumed a more or less direct and linear link between identifying 

overall rural development goals, selecting appropriate educational and training modalities, 

extending these to the rural sector through some planned mechanism through formal and non-

formal institutions, and, finally, studying the impact on the lives of the rural people.  This 

model is embedded in a notion that the governments, both central and state, provide the core 

from which any change to the periphery will take place.  Central educational institutions are 

seen as essential and primary elements to begin to bring knowledge and information to the 

periphery.  This bringing of knowledge to less central regions has typically been attempted 

through some form of "extension".  

During the 1960s and 1970s in India, several centers of extension education were 

established in the universities and other institutions of higher learning in order to address the 

educational needs of rural people.  However, these assumptions made it difficult for any 

serious discussion as to how such an approach and peripheral knowledge bases can impact the 

lifestyles of rural people.  Therefore, it has been increasingly recognized that there is a need 
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for a paradigm shift in education by understanding rural issues and challenges in a different 

framework and evolve different strategies that suit the local needs and demands.  Education 

should be seen as a mechanism through which transformation can be made possible in rural 

sectors.  To transform means to change in form, appearance or structure.  Transformation in 

the context of rural people occurs first in individuals, and then, in the society.  To transform is 

to create something new that has never existed before and could not be predicted from the 

past knowledge.  Transformation is a ―change‖ in mindset.  It is based on learning a system of 

profound knowledge and taking actions based on reflections on that knowledge and leading to 

the generation of new knowledge and courage for action.  

The approach for transformation through knowledge should include the systematic 

study of the nature of the social phenomenon, the notion that social transformation is linked- 

through knowledge-to a variety of "structured ideas" that are national and international in 

scope.  More specifically, this knowledge is circulated through a complex network of 

communications that are not limited to the center-periphery linkage system.  The knowledge-

transformation channels are characterized by the fact that they are highly diversified and 

differentiated.  Finally, knowledge acquires its "transformed" nature due to the forward and 

backward linkages related to the utilization and adoption process-a process that takes place in 

a complex social, economic, cultural, and political context (Hawkins, 1988). 

ERT means that a desired change in individuals is brought about through knowledge 

and skills by continual questioning, challenging, exploration, discovery, evaluation, testing 

the social phenomenon.  In transformation, there is no known destination, and the journey has 

never been traveled before.  It embraces new learning and taking actions based on the new 

discoveries. 

V. A Framework for Action 

ACT: A Process Strategy for ERT 

ERT begins with individuals and their ideas and actions for life and living. It is an approach 

that requires certain essential pre-conditions. They are:  

Awareness and Awakening 

Information accessibility to rural people from various sources can make them aware of the 

opportunities and prospects around them.  Thereby they can reach the state of awakening in 

order to grab those opportunities. Awareness and awakening help in deriving intentions and 

intentions provide constancy of purpose and create a vision.  Intention is the conscious 

choosing of a course of action.  

Competency 

In order to actualize the available opportunities, the required competencies are to be sought 

after by the people from the various means through which they are made available to them.  

Thus individuals equip themselves with necessary skills and competencies that enable their 

actions to realize their vision.  Here the input of training and development comes in.  

Providing lifelong relevant learning experiences based on rural needs and aspirations would 

enhance the competencies of people at large.  Establishing institutions which identify the rural 

needs and scaffold programs by tapping into local resources and talents and honing the local 

talents for the productive utilization would certainly lead to transformation.     
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Tenacity 

It is the quality of being determined to do or achieve something or it is a firmness of purpose.  

It begins with a purpose and then strong will to achieve it with dedication and determination.  

Tenacious people commit to three things.  First, they take personal responsibility for their 

success and they are willing to do the things necessary to succeed.  Second, tenacious people 

set high goals and then do whatever it takes to achieve them.  Third, tenacious people know 

that unexpected things happen as they go through life.  They realize they will encounter many 

problems and setbacks.  Tenacious people choose to react positively to the negative events 

that happen and move forward toward their goals. 

Education for rural transformation becomes realistic when the above essential attributes 

can be imbedded in the rural people.  Only education, formal, nonformal and informal modes, 

can change the lifestyles of the people and their living conditions in the rural areas. 

 

VI. Framework for Action: A Thematic Model 

The authors of this paper are of the opinion that no single strategy can work best in rural 

setting.  The success of ERT can be realized only with the concerted efforts of both public and 

civil society participation.  Figure 12:2 below explains the areas in which the public–private 

partnership is needed for social transformation. 

 

Figure 12:2.  Areas of Public-Private Partnerships 

  

 
 

Socially responsive and inclusive policies and programs     Policy Implementation 

Legal Framework and Protection of human dignity           Monitoring Growth and Impact 

Institutional Capacity Building                                          Local Wisdom 

 

The core of the rural transformation agenda can be better addressed with the following 

imperatives: 

 

 Managing the complex and sensitive issue of rural-urban migration. 

ERT 

Public 
Initiatives 

Civil Society 
Participation 
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 Securing universal access by rural populations to basic public services including 

education, health, housing, fresh water, electricity, transport and communications, 

with improving quality standards. 

 Creating systems that balance objectives of social equity, economic growth and 

environmental sustainability, and that can evolve rapidly as many young and better-

educated people join new non-agriculture rural jobs or emigrate out of rural areas. 

 Emerging innovation, research and development focused on the needs of rural 

people and rural producers and firms, and making much better use of the opportunities 

offered by the ICT revolution. 
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CHAPTER THIRTEEN 

WHAT MATTERS FOR OUTCOMES IN ELEMENTARY 

EDUCATION IN INDIA? 

Jandhyala B. G. Tilak, National University of Educational Planning and 

Administration, New Delhi, India 

"If this [social]  'change on a grand scale' is to be achieved without violent 

revolution (and even for that it would be necessary), there is one instrument, and 

one instrument only, that can be used: EDUCATION." – Education Commission 

(1966, p. 8).   

 

Universal elementary education has been the most important objective of educational policy 

in independent India.  The Directive Principle of the Constitution of India that promised 

provision of universal elementary education was reinforced with the 86
th

 amendment of the 

Constitution in 2002 and the following Right to Free and Compulsory Education Act 2009.  

Universal elementary education is defined to include not only enrolment of all children of the 

concerned age group (6-14) in primary and upper primary schools and ensuring of completion 

of minimum eight years of schooling by all the children, but also that every child comes out 

of the elementary education system at least with a minimum level of learning.  However, the 

focus of the educational planners has been mainly universal enrolment, and secondly retention 

of children in schools until they complete eight years of schooling.  The third component has 

not received adequate attention.  With respect to all these three dimensions, children in rural 

areas lag far behind their counterparts in urban areas. 

Focusing on rural-urban inequalities in education, the paper presents an overview of the 

growth, achievements and problems in elementary education in India.  The role of elementary 

education in development is briefly described in Section 1.  A critical review of achievements 

and failures in case of the Constitutional goal is presented in Section 2.  With the help of the 

most recent data collected from different sources, an attempt has been made to analyse 

questions such as: why children do not go to schools?  Once they enroll in schools, why do 

they drop out soon, before completing a given cycle of education?  When they continue in 

schools, why are their levels of learning not satisfactory?  Why are the overall education 

outcomes of the primary and upper primary schools not up to the mark.  Sections 3 and 4 

focus on these questions.  Availability of teachers and infrastructure facitlies are found to be 

crucial in explaining the low outcomes.  Section 5 presents a brief account of the current 

status of elementary education in India, particularly in terms of infrastructure facilities and the 

quality and quantity of teachers available in schools.  A few major policy implications are 

outlined in the concluding section.  The paper does not claim to be presenting an exhaustive 

account of the problems of elementary education in India.  The paper is highly selective and 

only a few important dimensions relating to the problem are analysed.  Secondly, while the 

intention is to examine rural-urban inequalities in elementary education, constrained by 

availability of data, discussion on some of the aspects is general and not specific to rural or 

urban areas.  

  



Outcomes in Elementary Education in India 

 

170 

 

I. Elementary Education and Development 

The Post-War Plan of Educational Development in India (CABE, 1944) recommended a speedy 

introduction of a system of universal, compulsory and free education for all boys and girls 

between the ages 6 and 14.  Accordingly, the Directive Principle of the Constitution of 

independent India (Article 45) stated in 1950: 

The State shall endeavor to provide, within a period of ten years from the 

commencement of this Constitution, for free and compulsory education for all 

children until they complete the age of fourteen years [emphasis added]. 

The National Policy on Education 1968 has also emphatically stated that ―strenuous efforts 

should be made for the early fulfillment of the Directive Principle under Article 45 of the 

Constitution seeking to provide free and compulsory education for all children up to the age of 

14‖; the National Policy on Education 1986 also reiterated the resolve that ―by 1995, all children 

will be provided free and compulsory education up to 14 years of age‖ (Government of India, 

1986, p. 12). 

By resolving and repeatedly reiterating the resolve to provide elementary education 'free' to 

all, the Constitution and the Government of India have implicitly recognised the 'public good' 

nature of elementary education.  Elementary education is, in fact, recognised by many as a 'pure 

public good', as the benefits from elementary education are immense; they are not confined to the 

individuals who go to the school; and the rest of the society also benefit considerably.  In fact, 

the neighbourhood or externality benefits of elementary education are believed to outweigh the 

direct private benefits.  Besides, it is a 'social merit want'. 

The Constitutional Directive received further boost with increasing research evidence that 

establishes that the contribution of primary education to development – in all socioeconomic 

development spheres – is very significant.  Education, particularly primary education, is regarded 

as a very valuable unique investment, serving as a major effective instrument of various facets of 

development.  First, it has its own intrinsic value, enhancing the human capabilities to enjoy life, 

inculcating better habits and approaches to life, and thereby enhancing the quality of life.  For the 

same reason, primary education is regarded in many countries, as in India, as a fundamental 

right, and literacy and enrolment ratios in school education have become an integral part of 

measurement of quality of life, well-being of the people (Dasgupta, 1990) and human 

development (UNDP, 1991).  Secondly, as a valuable component of human capital, it is an 

important instrument of economic development at personal level, as it enhances the productivity 

of the labour force in the labour market, and thereby increases the earnings.  Labour force with 

primary education more than double their earnings compared to illiterates, and compared to mere 

literacy, primary education enhances individual earnings by 20 percent (Tilak, 1987, 1990; 

Psacharopoulos and Tilak, 1992; Patrinos and Psacharopoulos, 2010).  The economic returns to 

primary education are estimated to be positive and high –higher than alternative rates of return.  

Not only monetary returns, the additional effects of primary education on labour productivity are 

found to be very significant.  It changes the habits of the people, makes people ready for change 

and to adopt new methods of farm practices and production (Raza and Ramachandran, 1990).  

As Jamison and Lau (1982) concluded, four years of primary education results in 7.4-8.7 percent 

increase in agricultural productivity.  On national economic front, primary education is found to 

contribute to miracles in transforming nations from poor undeveloped societies to rapidly 

developing or industrializing tigers (World Bank, 1993). 

The contribution of primary education is not restricted to economic returns only.  

Education is also found to contribute significantly towards improvement of health (Cochrane et 

al., 1980; Muennig, 2010).  The effects are more significant in case of education of women.  
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Further, primary education contributes to reduction in fertility rates, indirectly by increasing the 

rates of participation of women in labour force and increasing the minimum age at marriage and 

directly through adoption of better approaches to family planning and development (e.g., see 

Nair, 1981), thereby reducing population growth.  Primary education is also found to improve 

significantly the rates of child survival and life expectancy. 

Effective elementary education also contributes to evening out some of the ills of the 

society, such as child labour and exploitation of children, and even phenomena like child 

marriage and correspondingly early teenage pregnancies.  Elementary education is also 

considered rightly as a basic need fulfillment of which helps in fulfilling other basic needs.  

Effective provision of elementary education might reduce the level of public expenditure 

required on other basic needs.  It might even obviate the need for spending on certain other basic 

needs (Tilak, 1989b; Panchamukhi et al., 1995; Minhas, 1992).  Lastly, it improves not only 

efficiency of the system through increased labour productivity, and personal and social 

development, but it is also found to be an effective instrument of reduction of poverty, upward 

social and occupational mobility, empowerment of people, redistribution of resources and 

thereby of improvement of equity in the system, besides itself reducing educational inequalities.  

As Carnoy (1992, p. 35) argued, education is a more effective instrument than several direct 

measures of income redistribution.  In fact, elementary education is one of the few sectors where 

equity-efficiency trade-offs do not seem to be existing.  It is both an equitable and at the same 

time, an efficient investment for development. 

Thus the significant effects of primary education on reduction in poverty and on 

improvement in income distribution, improvement in health and nutritional status of the 

population, its negative relationship with fertility and population growth, and positive association 

with adoption of family planning methods and its positive relationship with general social, 

political and economic development and overall quality of life are well recognised (see 

Lockheed et al., 1991; Tilak, 1989a, 1994; Carnoy, 1992; Psacharopoulos and Woodhall, 1985; 

Drèze and Sen, 1995; McMahon, 2010). 

Universal elementary education is, thus, one of the greatest values enshrined in the 

Constitution of India and in several declarations of the UNESCO and other United Nations 

organisations.  In short, universal access to education can reduce class and social status barriers 

to individual advancement; it can help to equalise earned incomes by educating people and 

leading to mobility of people from out of historically low paid jobs to historically higher paid 

positions; it can help people to be better decision makers in many aspects of their lives (e.g., 

health and consumer expenditure), and thus help to equalise individual maximisation of life 

chances; it can lead to greater participation in the political process, and thus to wider distribution 

of power; it can lead to greater tolerance for and consideration of one's fellow persons, and thus 

to more voluntary concern for their welfare; and it can lead to greater emphasis on the rights to 

and the availability of free choice for all individuals (Rawls, 1971, p. 83).  Primary education 

also helps in socialisation of the young children and in their effective functioning in the modern 

societies (Inkeles and Smith, 1974).  Education contributes significantly to transformation of 

traditional societies into modern ones.  It also helps in formation of national culture.  It helps 

people in their effective participation in socio political and economic spheres of development of 

the societies.  In short, education is a major instrument of social change.   

Given all this, it should be applauded that the Government of India, like several other 

developed and developing countries, had decided to provide free and compulsory elementary 

education.  Elementary education is given a high priority in national development strategies in 

India and it is regarded as an important component of minimum needs programme in the Five 

Year Plans.  This was expected to ensure favourable treatment in the allocation of resources.    

Thus, much before the Jomtien Conference (1990) and the adoption of the World 

Declaration on Education for All  at the same conference, the Government of India had resolved 
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and repeated its resolve to universalise elementary education in the country as early as possible.  

India is also a signatory to the World Declaration on Education for All (adopted at Jomtien in 

1990, and then at Dakar in 2000); and is also a signatory to the Convention on the Rights of the 

Child.  Education was also made an important component of the 'national human development 

initiative' in the Union Budget 1999-2000 (see Tilak, 1999).   Further, the 86
th
 amendment to the 

Constitution of India in 2002 has made elementary education a fundamental right.  The Free and 

Compulsory Education Act made in 2009 (Government of India, 2009) is to operationalise the 

amendment.   The 86
th
 amendment and the 2009 Act of Free and Compulsory Education were, of 

course, necessary, as the achievements in universalizing elementary education have had not been 

satisfactory. 

II. Spectacular Growth and Conspicuous Failures in Elementary 

Education 

The saga of elementary education in India is a saga of spectacular quantitative achievements and 

conspicuous failures.  During the post-independence period, there has been rapid progress in 

terms of schools, number of students and number of teachers.  There are more than one million 

primary and upper primary schools in 2007-08, compared to 220 thousand at the inception of 

planning in the country.  Elementary education is also offered in some secondary and senior 

secondary schools as well.  Students in elementary education number about 180 million taught 

by nearly four million teachers.   Impressive improvement can also be noted in gross enrolment 

ratio, which was as high as 100 percent in elementary education (primary plus upper primary 

levels) in 2007-08, as per the official statistics.   These numbers mark a significant stride over the 

weak base that India had inherited at the time of independence from the colonial rulers.   

 

 Table 13:1: Quantitative Achievements in Elementary Education in India 

 

 

 

 1950-51 2007-08 

SCHOOLS (‗000s):  Primary 210 787 

                             Upper Primary 14 325 

TEACHERS (lakhs): Primary 5.4 17.8 

                             Upper Primary 0.9 23.1 

ENROLMENT (mln): Primary 19.2 135.5 

                              Upper Primary 3.1 57.2 

Gross Enrolment Ratio (%):  Primary 42.6 114.0 

                              Upper Primary 12.7 78.1 

Source: Selected Educational Statistics 

      

 

Despite a somewhat impressive progress, the elementary education system is characterized 

with a few daunting problems.  One can identify at least four persistent problems with 

elementary education in India, viz., (a) non/never-enrolment of children in schools, (b) high 

rates of dropout, (c) a high degree of inequalities in participation in schooling, and (d) low 

levels of learning.  Since 90 percent of the schools are located in rural areas, with an 

enrolment of nearly three-fourths of the total enrolments in elementary education, most of 

these problems are also essentially related to rural schools, though schools in urban areas are 

not completely devoid of such problems. 

 

  



Jandhyala B. G. Tilak 

173 

 

Figure 13:1:  Progress in Gross Enrolment Ratio in Elementary Education in India 

(%) 

 

 

              Source: Selected Educational Statistics 

 

According to the official statistics, gross enrolment ratios in primary education is above 100 

percent and in upper primary education about 78 percent – 97 percent elementary education in 

2007-08, many believe that the net enrolment ratios would be much lower than these rates.  

As per the District Information on School Education reports (DISE), the net enrolment ratio 

was 85 percent in 2005-06, which increased to 96 percent in 2007-08.  National Sample 

Survey Organisation (NSSO) provides estimates on age-specific attendance rates in schools, 

which can be regarded as much better than gross and net enrolment ratios.  Age-specific 

attendance rate refers to number of children of a given age-group attending schools (of any 

level) as a percentage ratio of the population of the same age-group.  According to the age-

specific attendance rates, only 86-88 percent of the children of the age-group 6-13 attend 

schools.  While the rural-urban difference against rural areas is only four points in the group 

6-11, the difference widens as one goes to higher age groups, touching 12 points in the age 

group 18-24.   It can be easily noted that a whopping 12 percent of the children in the age-

group 6-13 are outside the school system.
1
  According to the IRMB estimates, 13.5 million 

children of those who should be going to schools remained outside the school system in 2006-

07, of whom 84 percent were in rural areas and 14 percent in urban areas. 

 It is important to note that there has been rapid growth in private schools in the recent 

years, as shown in Figure 13:2, but still a majority of children go to government schools.  Less 

than 15 percent of the children in rural areas go to private schools.  The rest go to government 

and government-aided local body and private schools.  It is only in urban areas, children tend to 

go to private schools.  It is also important to note that even in urban areas, the percentage of 

children going to government schools increases by increasing levels of education.   

 

 

                                                 
1  As per the NSS (64th round), the proportion is 19.2 percent in the age-group 6-17 in 2007-08. 
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Table 13:2.  Age-Specific Attendance Rates 

in Education in India, 2007-08 (%) 

 

Age-group Rural Urban Rural+Urban 

 6-11 87 91 88 

11-13 85 89 86 

14-17 61 72 64 

18-24 15 27 18 

Source: NSSO (2010) 

 

 

Table 13:3.  Enrolments in Government and Private 

Schools (%), 2007-08 

 

 Rural Urban 

  Govt* Private** Govt* Private** 

Primary 85.7 14.3 57.0 43.0 

Middle 87.9 12.1 67.0 33.0 

Secy/Hr Secy 84.5 14.5 73.2 26.8 

Total Gen  86.2 13.8 66.3 33.7 

Note: * includes government-aided private schools 

** only private unaided schools 

Source: DISE (2010) 

 

 

Figure 13:2.  Growth in Private (Unaided) Schools in India (% of All Schools) 

 

 Source: Selected Educational Statistics 

 

Further, it may be noted that a sizeable number of children attend unrecognised schools in 

rural areas, either because of ignorance, or because of absence of recognised schools nearby 

or due to other constraints on access to recognised schools.
2
 

                                                 
2  Soon all these schools will have to either be closed or seek government recognition and become recognised institutions, as the Right to 

Education Act (2009) requires all schools to be necessarily recognized. 
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Table 13:4.  Enrolments in 

Unrecognised Schools (% of total), 

2007-08 

 

 Rural Urban All Areas 

Primary 17.7 9.7 142 

Middle 10.7 5.0 8.0 

Source: NSSO (2010) 

 

The second most important problem refers to high rates of dropout or low completion rates.  

Special measures initiated in the recent years have resulted in very significant improvement in 

the rates of dropout.   Yet they are high.   Out of every 100 children enrolled in Grade I, only 

75 were found to be reaching grade V, and 57 in grade VIII in 2007-08.  The high enrolment 

ratios, when contrasted with high rates of dropout, lose all significance. 

 

Figure 13:3.  Rates of Dropout in Elementary Education in India (%) 

 

 
          Source: Selected Educational Statistics 

 

The third important problem refers to the extent of inequalities in education.  Though there 

had been a significant reduction in inequalities in education between different sections of the 

population during the last six decades of development planning, we still note persistence of a 

high degree of inequalities.  Inequalities in education include inequalities between lower caste 

groups (scheduled castes/tribes, other backward castes) and high caste groups (non-backward 

or forward castes), between backward minority communities and other religious communities, 

between males and females, between the rich and the poor, and regional inequalities – inter-

state inequalities and rural urban inequalities.  While there has been remarkable improvement 

in gender parity and in inequalities by caste groups, rural-urban inequalities are quite marked, 

and inequalities between the poorest and the richest strata of the society are most striking. 

It is not only with respect to flow variables – enrolments, enrolment rates etc., but also 

with respect to stock variables, we find wide inequalities.  Age-specific attendance rates given 

in Table 13:2 highlight the extent of inequality between rural and urban areas.  In case of rates 

of literacy also, rural-urban inequalities are marked, as shown in Table 13:5.  
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Table 13:5.  Literacy Rate of Population  

 

(Age: 7 & above) (%) 

 Male Female All 

Rural 77.0 56.7 67.0 

Urban 89.9 78.1 843 

Rural + Urban 80.5 62.3 71.7 

Source: NSSO (2010) 

 

There is a big 17-point difference in literacy between rural and urban areas, against the rural 

population, and the difference is higher in case of females.  Further, it can be noted that gap in 

educational levels between rural and urban population increases by increasing levels of 

education.  16 percent of the population in rural areas have primary education, in contrast to 

13 percent in urban areas.  The distribution shifts in favour of the urban population from the 

upper primary (middle) level of education onwards.  While people with secondary/higher 

secondary education constitute only 16.7 percent in rural areas, they account for 28 percent in 

urban areas.  When it comes to higher education, the ratio in favour of the urban people is five 

times higher than in the rural areas.  

 

 

Table 13:6.  Distribution of Adult (15+) 

Population by Educational Level, 2007-08 (%) 

 

 Rural Urban 

Not Literate 403 18.0 

Below Primary 9.6 6.6 

Primary 16.0 13.2 

Middle 16.2 17.4 

Secondary 9.0 17.0 

Hr Secondary 4.7 11.1 

Diploma 0.6 1.7 

Higher 2.7 14.9 

Total 100.0 100.0 

Source: NSSO (2010) 

 

Perhaps, of all, the most important problem in elementary education refers to poor levels of 

learning and overall education outcomes.  Though pass percentage rates in the examinations 

in the terminal grades are very high – around 90 percent both in rural and urban areas at 

primary as well as at upper primary levels, the actual levels of learning are generally believed 

to be very low.  

According to Pratham (2008, 2010),
3
 that periodically conducts tests on a large sample 

of children in the schools on their actual learning levels, the situation is not very satisfactory, 

though there seems to be some improvement over the years.  However, inter-temporal 

comparisons need to be made with caution, as the sample size varies and also the nature and 

content of tests used.  

 

  

                                                 
3   NCERT (2008) is another important source for information on achievement levels.  NCERT achievement surveys report better 

performance rates.  However, despite some weaknesses, the results of the Pratham are used here.  
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Figure13:4.  Learning Levels in Primary Schools in Rural India 

      Source: Pratham (2010)            

 

 

Table 13:7.  Achievement Levels in Primary Schools 

[Mean Scores with Standard Deviation in ( ) ] 

 

  Maths Language EVS 

2002-03 
46.5 

(21.3) 

58.6 

(18.3) 

50.3 

(20.7) 

2006-07 
48.5 

(20.0) 

60.3 

(17.6) 

52.2 

(20.0) 

Source: Pratham (2008) 

 

The mean scores of children in primary schools were barely 50 percent in Mathematics and 

Environmental studies in 2002-03, which have not improved much by 2006-07.  In the 

language, the scores were slightly better.  More recent reports suggest that among the students 

in Grades III-V, hardly half the students can do a simple subtraction; less than 20 percent of 

the children can read a simple sentence in English.  Interestingly a large proportion of 

students of grades III-V perform well in currency related tasks. 

These national averages, given in Figure 13:4 and Table 13:7 conceal wide variations 

between different states.   For example, only about 40 percent of the children in Tamil Nadu 

and Gujarat, can do a simple subtraction, while the corresponding figure is around 82 percent 

in Himachal Pradesh and Madhya Pradesh, as shown in Table 13:8.  Surprisingly, 

educationally backward states like Bihar, Chattisgarh, and also Orissa fare much better than 

Tamil Nadu, Gujarat and Karnataka, which are generally regarded as educationally 

advanced.
4
 

                                                 
4  Such findings lead many to suspect the quality of estimates of the Pratham. 

78.5

78.7

54.6

64.2

56.3

16.7

75.4

75.7

66.6

55

46.9

73.2

0 10 20 30 40 50 60 70 80 90

Who can read letters, words or more

Who can recognise numbers 1 to 9 or more

Who can read letters or more in English

Who can read Level 1 Std I text or more

Who can do subtraction or more

Who can read sentences in English

who can tell time of both clocks

who can do currency tasks
%

 o
f 

C
h
il
d
re

n
 i
n

G
ra

d
e
s
 I

 &
 I

I 
 

%
 o

f 
C

h
il
d
re

n
 i
n
 G

ra
d
e
s
 I

II
-V

2009 2008



Outcomes in Elementary Education in India 

 

178 

 

   

Table 13:8.  Levels of Learning in Primary Education in 

India, by States, 2009 

 

 

Learning Levels of children in 

Grades III-V, with respect to 

 Reading Subtraction English 

Andhra Pradesh 66.2 63.8 26.3 

Assam 58.4 50.4 14.8 

Bihar 62.1 63.7 18.2 

Chhattisgarh 73.4 66.8 10.5 

Gujarat 57.3 41.1 5.0 

Haryana 70.2 67.9 32.1 

Himachal Pradesh 82.4 81.8 43.4 

Jammu & Kashmir 48.6 45.7 30.6 

Jharkhand 57.5 51.3 10.6 

Karnataka 64.0 46.0 10.3 

Kerala 83.0 75.5 42.4 

Madhya Pradesh 87.5 81.9 18.5 

Maharashtra 86.8 73.7 18.5 

Orissa 69.5 64.4 17.4 

Punjab 71.9 70.0 24.4 

Rajasthan 55.9 47.5 10.7 

Tamil Nadu 53.0 39.7 14.9 

Uttar Pradesh 48.6 35.7 8.9 

Uttarakhand 73.8 62.2 23.2 

West Bengal 64.2 56.3 16.7 

Source: Pratham (2010) 

 

While learning levels are an important indicator of the performance of the school system, 

there are several other dimensions that are too important to ignore while examining the 

performance of schools.  Based on extensive data collected on each school under the DISE 

(District Information on School Education) Project at the National University of Educational 

Planning and Administration, a few indexes are developed at state level.  One such index is 

called the index of education outcomes.  The outcome index, a composite index is constructed 

based on the following indicators: 

 

 Overall gross enrolment ratio 

 Gross enrolment ratio among scheduled castes 

 Gross enrolment ratio among scheduled tribes 

 Gender parity index in enrolment 

 Repetition rate 

 Dropout rate 

 Ratio of enrolment in Class V to enrolment in Class I 

 Percentage of children passed in the examination (out of those appeared in 

examination) 

 Percentage of children passed in the examination (out of those appeared in 

examination) with marks ≥ 60 percent 
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It is clear that the outcome index captures certain important dimensions relating to the internal 

efficiency of the school system, though it is also not completely comprehensive.  It captures 

certain quantitative aspects, as well as qualitative aspects such as percentage of children‘s 

performance in the examinations, and performance in the same with high scores, etc.  Though 

one may say that it reflects the level of learning to some extent, that the outcome index does 

not sufficiently reflect the actual levels of learning of children in schools is also widely noted.   

The values of the index for primary and upper primary education are given in Table 9 for 

2006-07 and 2007-08, the two latest years for which such estimates are available.  One can 

note very wide variations in educational outcomes between different states. 

 

Table 13:9.  Composite Index of Education Outcomes in 

Elementary Education in India, by States 

 

 2006-07 2007-08 

 Primary 

Upper 

Primary Primary 

Upper 

Primary 

Andhra Pradesh 0.646 0.609 0.826 0.780 

Assam 0.557 0.533 0.622 0.648 

Bihar 0.388 0.228 0.530 0.485 

Chattisgarh 0.539 0.448 0.675 0.461 

Gujarat 0.593 0.560 0.698 0.672 

Haryana 0.385 0.335 0.692 0.605 

Himachal Pradesh 0.683 0.684 0.777 0.648 

Jammu & Kashmir 0.577 0.547 0.791 0.662 

Jharkhand 0.460 0.316 0.551 0.578 

Karnataka 0.662 0.638 0.880 0.819 

Kerala 0.665 0.693 0.732 0.764 

Madhya Pradesh 0.492 0.384 0.546 0.451 

Maharashtra 0.629 0.659 0.767 0.720 

Orissa 0.467 0.326 0.563 0.463 

Punjab 0.453 0.308 0.721 0.498 

Rajasthan 0.502 0.448 0.589 0.593 

Tamil Nadu 0.735 0.73 0.859 0.833 

Uttar Pradesh 0.528 0.44 0.700 0.690 

Uttarakhand 0.513 0.673 0.711 0.634 

West Bengal 0.527 0.25 0.666 0.469 

Delhi 0.564 0.409 0.570 0.525 

DISE (2008, 2009) 

 

In many states, one also notices improvement, sometimes remarkable improvement between 

2006-07 and 2007-08, i.e., within a year, even though the relative rank order of the states do 

not seem to have changed very much. States like Bihar, Jharkhand, Orissa continue to be in 

the bottom group, while Tamil Nadu, Kerala, Himachal Pradesh, and Karnataka in the high 

performing group of states. 
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III. Why Do Children Not Go to Schools and/or Drop Out of Schools? 

We may start with the examination of the first question: Why do children do not go to 

schools?  NSSO reports provide certain insights into this question.  Earlier analyses of 

determinants of participation (or non-participation) in schooling have revealed that 

participation in schooling is influenced by three sets of factors: (a) household economic 

factors, (b) school environment, including quality of physical and human infrastructure and 

quality of instruction,  and (c) social and cultural/traditional factors (Tilak, 2002).  Is there 

any pattern in the responses of the poor and the rich?  The NSSO (1998, 2010) has identified a 

set of dozen factors, though some of them cannot be described as mutually independent.  

Based on the 52
nd

 and the 64
th

 rounds of the NSSO, the factors are grouped into three 

categories and the results based on the 52
nd

 round are given in Table 13:10.  They are: lack of 

interest, direct school related factors, and direct economic factors.  Summary results for 2007-

08 are given in Table 13:11. 

Since data on factors in detail are not available for 2007-08, let us examine the available 

information for 1995-96.  The most important reason for non (more correctly never) 

enrolment of children in schools reported is lack of interest on the part of the children
5
 and 

more importantly of their parents.  Nearly 50 percent of the children were never enrolled in 

schools mainly because they or their parents have no interest in studies.  This is very 

surprisingly more or less true in case of all income groups – poor and the rich and also in case 

of girls and boys, though there are some marginal variations.
 
 It would be useful to probe into 

the aspects relating to lack of interest in education on the part of the children and/or parents.  

For example, 'lack of interest in schooling' when probed further in other investigations (e.g., 

Krishnaji, 1996, PROBE, 1999), the following responses were received from the parents: 

'What is the use of schooling?'  'A child can earn some income if he does not go to school.'  'A 

child can do some "useful" work at home.'  Other common responses are: 'Teacher does not 

come to school or does not teach.' 'No textbooks are available.' 'School costs are high and we 

can't afford it.'  Thus lack of interest could be due to poverty among the poor, or absence of 

knowledge of potential benefits of education among the poor or the rich, or due to absence of 

good facilities for schooling, or absence of a tradition of going to school, or economic 

difficulties, or due to certain other factors.  Many of these factors are independently listed in 

the questionnaire used for the survey (NSSO, 1998).  But it does not mean that the lack of 

interest could be treated as an independent factor.  Such an argument assumes further 

credibility, as parents' attitude to education is otherwise found to be highly positive.  For 

example, according to PROBE (1999, p. 14), 98 percent of the parents surveyed in rural North 

Indian states felt that education was important for their boys, and 89 percent felt that it was 

important for their girls too.  Even the illiterate parents and backward castes also highly value 

education.  Parents were also found to be aware of social, economic and cultural gains of their 

children's education.  So it would indeed be useful to examine in depth the 'lack of interest' 

factor.  But information to decompose the 'lack of interest' factor is not available from the 

NSSO (1998) survey.  But it may be plausible to argue that 'lack of interest' could be 

attributed to a substantial extent to (a) the poor quality and quantity of physical and human 

infrastructure, and (b) poor quality of instruction, including the alienness and irrelevance of 

the curriculum on the one side, and (c) economic and other social factors from the side of the 

families on the other (Tilak, 2002). 

 

                                                 
5 Since children are not interviewed, the citing of 'lack of interest on the part of the children' as a reason for the non-enrolment in or 

dropping out of schools, indicates a tendency on the part of the parents to shift the responsibility from their shoulders to children's. 
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Table 13:10.  Why are Children 'Never Enrolled' in Schools? 1995-96 

 Percentage of Children (age Group: 5-24) by Reason for Non-Enrolment 

 

 
Reason for 'Never Enrolment'  

Household Expenditure Quintiles 

Bottom 2nd 3rd 4th Top All 

All Children       

1 No Tradition in Family 3.9 3.5 4.0 4.3 3.7 3.9 

2 Child not interested in Studies 17.4 16.6 20.6 15.9 13.9 17.3 

3 Parents not interested in studies 31.2 31.9 31.4 31.9 34.8 31.8 

2    

+3 

Lack of Interest in Studies 48.6 48.5 52.0 47.8 48.7 49.1 

4 Education not considered useful 2.7 2.3 2.3 3.3 3.4 2.7 

5 Schooling/Higher education 

facilities not available conveniently 

2.0 1.6 2.0 1.6 3.6 2.0 

4+5 Direct School Related Factors 4.7 3.9 4.3 4.9 7.0 4.7 

6 Has to work for wage/salary 1.1  1.6 1.4 2.0 1.1 1.4 

7 Has to participate in other 

Economic Activities 

3.8 3.1 3.3 3.8 3.2 3.5 

8 Has to look after younger siblings 1.7 1.3 1.0 1.2 0.2 1.3 

9 Has to attend other domestic 

activities 

2.7 2.5 2.6 2.4 3.0 2.6 

10 Financial constraints 17.9 16.8 13.7 11.6 8.5 15.2 

6-10 Direct Economic Factors 27.2 25.3 22.0 21.0 16.0 24.0 

11 Other 15.5 18.9 17.5 22.1 24.7 18.4 

Rural Girls       

1 No Tradition in Family 4.9 5.2 5.8 6.7 5.4 5.4 

2 Child not interested in Studies 15.5 13.9 18.7 14.2 11.0 15.1 

3 Parents not interested in studies 34.3 35.8 35.2 34.6 43.0 35.6 

2+3 Lack of Interest in Studies 49.8 49.7 53.9 48.8 54.0 50.7 

4 Education not considered useful 3.3 2.6 2.1 3.6 2.8 2.9 

5 Schooling/Higher education 

facilities not available conveniently 

2.5 1.9 2.2 1.5 4.2 2.3 

4+5 Direct School Related Factors 5.8 4.5 4.3 5.1 7.0 5.2 

6 Has to work for wage/salary 0.5 1.3 1.0 0.9 1.1 0.9 

7 Has to participate in other 

economic activities 

2.7 3.0 3.1 3.1 3.0 3.0 

8 Has to look after younger siblings 1.9 1.7 1.6 1.9 0.3 1.6 

9 Has to attend other domestic 

activities 

4.4 3.6 3.9 3.5 4.4 4.0 

10 Financial constraints 16.5 15.0 11.8 11.2 6.8 13.6 

6-10 Direct Economic Factors 26.0 24.6 21.4 20.6 15.6 23.1 

11 Other 13.4 16.0 14.4 18.8 17.9 15.5 

Source: NSSO (1998) 

 

Subject to this important limitation, one might say, keeping aside this factor of lack of interest 

in studies for a moment, on the basis of Table 13:11, that financial constraints form the most 

important factor that keeps children away from schools.  This is found true, rather 

surprisingly, not only for the poor, but also for the rich, though there is some difference in 

numbers between the rich and the poor, in the sense that, for the poor financial constraints and 
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other economic factors are more important than for the rich.  18 percent of the bottom quintile 

report never enrolment due to financial constraints, while the corresponding proportion is 

about half – 9 percent for the richest quintile. 

Secondly, very often it is stated that children of the poor have higher opportunity costs 

of schooling and hence they are not enrolled in schools.  But wage work or participation in 

'other' economic activities has not been cited as major reasons for the non-enrolment or 

dropout of the children.  However, participation in 'other' economic activities, and in domestic 

work are cited as more important than participation in wage work – though the three factors, 

viz., wage work, domestic work and other economic activities, together do get a score of 7-8 

percent only.  Further, the responses of the households here do not show any difference 

between the poor, the middle income and the rich households in the participation of their 

children in wage work, in other economic activities, and in other domestic activities (except 

looking after younger siblings).  It appears thus as if there is no conclusive evidence on the 

role of opportunity costs of schooling of the children on their participation in education.  It 

may be noted that these factors – opportunity costs – are treated by NSSO, as shown in Table 

13:11, separately from the financial constraints, discussed in the above paragraph.   All the 

economic factors can be listed as follows: (a) financial constraints, (b) opportunity costs: 

wage work, participation in 'other' economic activities, looking after younger siblings, and 

other domestic activities.  On the whole, economic factors, including financial constraints and 

opportunity costs together, are an important reason for the non-enrolment of the children from 

poor families in schooling.  These factors together account for more than one-fourth of the 

responses in case of the poor.  After all, children, particularly older children in poor 

households work and supplement family incomes directly or indirectly. 

 

 

Figure 13:5.  Why do children not attend schools? 1995-96 

 
    Source: Based on NSSO (1998) 

There are also children who were attending schools and also at the same time were working.  

The work load (out of school) has serious effects on the studies of the children.  Many rural 

boys and girls who do both, miss school often – some of them rather regularly.  They were 

found to be unable to do homework, and some of them were found to be unable to prepare for 

school tests/examinations.  These children may eventually drop out of school or stagnate in 

the same grade for more than one year. 

Thirdly, school related factors – availability of schooling facilities, or perceptions about 

the value of schooling – no more figure as an important reason for their never enrolment.  
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Only 4-7 percent of the parents found it relevant.  Further, there is a difference of 2 percent 

points between the responses of the bottom and the rich quintiles on the role of school related 

factors, the rich feeling more that education is not useful, and that there are not adequate 

schooling facilities. 

In case of never enrolment of girls in rural areas, the differences in the relative roles of 

various factors vary widely between the rich and the poor.  A larger number of girls belonging 

to the poor and middle income groups are not interested in studies than the rich.  On the other 

hand, it is the parents in the richer households who are less interested in their girls' schooling 

than the parents of the poor.  Girl children of the rich and the poor are to participate alike in 

economic activities other than wage work.  This may be necessitated more by social custom 

than by economic needs.  Girls have to participate in domestic work more than boys.  The 

choice between schooling and economic activity may be real and tough for many households.  

Financial constraints are more important in case of poorer households in being not able to 

send their girls to schools than of course in case of the richest quintile. 

The summary results of a recent round of NSS (64
th

 round) given in Table 13:11 show 

similar patterns.  The factors are reclassified into different categories.  Economic factors form 

the single most important factor for children not attending schools. 

 

 

 Table 13:11.  Why Children are Never Enrolled in Schools? (2007-08) 

 

 

 

 

 

 

 

 Rural Urban 
All 

  Female Male Female Male 

Economic Reasons 35.5 45.9 31.5 46.3 40.7 

Parents not interested 36.7 29.5 32.8 22.5 33.2 

Education not considered 

necessary 
23.2 20.3 21.0 17.2 21.8 

School is far 2.2 1.6 1.1 0.9 1.8 

Other reasons 28.1 25.7 28.3 25.4 26.8 

Source: NSSO (2010) 

 

The two other significant reasons reported are lack of interest of the parents and/or children in 

education and ‗other‘ reasons.  Lack of interest of the parents may be due to several factors.  

But it is important to note that even in rural areas and among the illiterate parents of backward 

communities, many have recognized the importance of education and huge demand does exist 

for education (PROBE, 1999).  We also note that significant differences between rural and 

urban responses citing economic reasons, or even with respect to lack of interest and other 

factors. 

The fact that economic factors constitute the single most important constraint on 

sending the children to schools has to be noted along with the point that households have to 

spend considerable amounts of money on acquiring education, even elementary education that 

is provided free by the state, as shown in Table 13:12. 

The need to spend much on education necessarily constrains the poor households in 

sending their children to schools, though government offers free education and a few 

additional incentives in the form of scholarships, free or subsidised textbooks and stationery, 

uniforms, noon meal etc.  Even some of the incentives like the noon-meals, though expected 

to be universal in coverage, all children do not receive the same.  Many other subsidies are 

also received by a fraction of student community (Table 13:13).  However, an important 

feature is a higher proportion of children in rural areas receive these incentives than those in 

urban areas, as shown in Table 13:13.  
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Table 13:12.  Household Expenditure on Primary Education, 2007-08 (Rs.) 

 

 Rural Urban All Areas 

 Male Female All Male Female All  Male Female All 

           

Primary 897 741 826 3764 3458 3626 1501 1308 1413 

Middle 1434 1289 1370 4587 3893 4264 2193 1959 2088 

Secy/Hr Secy 3166 2803 3019 7615 6721 7212 4503 4140 4351 

Above Hr Secy 6582 5924 6327 8404 8532 8466 7386 7324 7360 

Source: NSSO (2010) 

 

 

Table 13:13.  Recipients of Public Subsidies in Elementary Education  

 

 Rural Urban 

All 

Areas 

% Children in Government schools 

receiving subsidies    

Scholarships  20.7 10.2 19.0 

Free/Subsidised Books 71.7 53.4 68.8 

Free/Subsidised Stationery 9.1 9.2 9.1 

Midday meal (from Government) 60.9 40.2 57.6 

Source: NSSO (2010)    

 

Now the second related question is: Once they enroll in schools, why do children drop out of 

schools before completing elementary education, and some even before completing the 

primary cycle of education?  The factors identified for the phenomenon of dropout are same 

as the factors responsible for never/non enrolment of children in schools, though the relative 

emphasis of various factors varies, as shown in Figure 13:5 for 2005-06, based on the same 

NSSO survey.  Results based on 2007-08 are given in Table 13:14.   Lack of interest is the 

most important reason for the poor; for the rich, it is also important, but it is only the second 

most important factor.  Lack of interest on the part of the children is more important than lack 

of interest of the parents for the children dropping out of schools, while it is the lack of 

interest of parents that is more responsible for the non-enrolment of children.  This is where 

the school environment matters.  20 percent of the children of the bottom quintile and 32 

percent of the top quintile drop out due to school related factors that can be referred to as 

unattractive school environment.  Hence the phenomenon is to be regarded not as dropout but 

as 'push-out.'  Economic factors form the second most important set of factors for the poor for 

not being able to continue their studies. 

 Among the poorest quintile, 33 percent children drop out due to economic reasons, 

while at the same time the corresponding proportion is also high for the rich – 28 percent.  

Surprisingly, inability to cope with studies in the schools is a more important factor for the 

rich than for the poor. 

The pattern is more or less the same in case of reasons for the dropout of girls in rural 

areas.  One particular point is clear:  in case of girls, a larger number of parents report lack of 

interest in studies on the part of the parents and also of the girl children as responsible for the 

dropout (or withdrawal) of girls from schools than in case of boys (rather all boys and girls 

combined).  Girls are also withdrawn from schools in larger numbers as they have to attend to 

domestic activities including looking after younger siblings, than boys; and boys (or all on 
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average) are withdrawn more for wage work and for participation in other economic 

activities.  What is interesting to note is that there is not much difference between the five 

quintile groups in their response relating to their children's participation in wage and other 

economic activities.  In sum, it appears that in the literature and popular perceptions (e.g., 

Weiner, 1991), exaggerated emphasis has been placed on opportunity costs of schooling (or 

simply child labour) as a major factor of the non or never enrolment of poor children in 

schools.   

 

 

Figure 13:6.  Why do children Drop Out?  1995-96 

 

 
Source: Based on NSSO (1998) 

 

Cultural prejudices and traditional factors – having a tradition to send children to schools – is 

also yet another factor that is important in this context.  Though small in number, on the 

whole, 4 percent of never-enrolment of the children is accounted by this factor. This is above 

5 percent among the girls.  Interestingly there is not much difference between the rich and the 

poor.  However, once children are put in the schools, they do not drop out due to this factor of 

having or not having a tradition to go to school.  That is, this factor becomes redundant once 

the children are enrolled in schools.  There is no going back. 

 

Table 13:14.  Reasons for Children Dropping Out of Schools, 2007-08 

 

 Rural Urban 
All 

  Female Male Female Male 

Economic Reasons 32.2 48.1 33.5 53.3 41.8 

Child not interested in studies 17.0 24.0 15.0 20.3 19.9 

Parents not interested in studies 15.5 4.8 12.1 2.2 8.9 

Unable to cope up with 

studies/failure 
10.1 12.3 7.7 8.5 10.3 

Other reasons 15.7 4.3 12.9 3.3 9.0 

   Source: Based on NSSO (2010) 
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NSSO (2010) lists these factors using a different classification.  Yet they also reveal that 

economic factors stand as the most important factors for both boys and girls in rural as well as 

urban areas responsible for their dropping out of schools.  Lack of interest of parents and 

children accounts for about half of the total in explaining discontinuation or dropout.  The 

differences between rural and urban areas are quite significant with respect to the difficulties 

in coping up with studies – both in case of boys and girls, and also with respect to lack of 

interest.  

IV. What Matters For Educational Outcomes? Why Do Some States 

Perform Better Than Other States?   

In addition to the outcome index, and an overall education development index based on DISE 

data, three indexes relating to specific dimensions of elementary education are also 

constructed, which reflect access to primary and upper primary education, infrastructure in 

these schools, quality and quantum of teachers available in these schools and the outcomes: 

the index on access to education, index of infrastructure and an index on quality and quantity 

of teachers available in schools.   

The access index is based on:  

 Percentage of habitation not served by a schooling facility 

 Number of schools per 1000 child population 

 Ratio of primary to upper primary schooling facility 

 

The infrastructure index is based on: 

 Average student-classroom ratio 

 Schools with student classroom ratio ≥ 60 

 Percentage of schools with common toilet facilities 

 Percentage of schools with girls‘ toilet facilities 

 

The teacher index is based on: 

 Percentage of female teachers 

 Pupil-teacher ratio 

 Percentage of schools with pupil teacher ratio ≥ 60 

 Percentage of single teacher schools where the number of students ≥ 15 

 Percentage of schools with ≤3 teachers 

 Percentage of teachers without professional qualifications 

 

As it is clear, the indicators chosen while constructing the indexes are not comprehensive 

enough to capture various dimensions.  This is essentially due to data constraints.  

Nevertheless the indexes are hoped to reflect some major aspects relating to those indicators.  

Table A. 1 in the Appendix gives these indices, by states, for 2007-08.  These indexes are 

used to explore whether the performance of the children or the educational outcomes are 

related to any of these factors. 

Let us see how the learning levels are related to these indices.  Simple coefficients of 

correlation between levels of learning in 2009 (Pratham, 2010) and the three indices referring 

to 2007-08 are given in Table 13:15. 
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Table 13:15.  Coefficients of Correlation of Levels of Learning 

With 

 

Levels of Learning in 

Access 

Index 

Infrastructure 

Index 

Teacher 

Index 

Reading -0.471 0.351 0.250 

Subtraction -0.373 0.204 0.115 

English reading -0.482 0.326 0.454 

 

While access index is negatively related to all the three types of learning, infrastructure index 

and teacher index are positively related, though some of the coefficients, e.g., between teacher 

index or infrastructure index and ‗subtraction‘ are small.  Going by the coefficients of 

correlation, one may observe that availability of quality teachers seems to be very important 

to improve reading in English, but infrastructure facilities are relatively more important when 

it comes to improvement in reading levels in general and reading levels in English of children 

in primary classes.   

How are the indexes of education outcomes related to these indexes? 

Despite the simplicity of the simple coefficients of correlation, the coefficients given in 

Table 16 suggest which index is most related to outcomes in primary and upper primary 

education.  The infrastructure index and teachers index in case of primary education and all 

the three indexes in case of upper primary education are significantly related to the outcome 

index.  More importantly, among the three, the teachers index is more strongly related to the 

outcome index.  The teacher index includes a number of variables on the teachers available 

and also the quality of teachers as reflected in the professional qualification of the teachers. 

 

Table 13:16.  Simple Coefficients of Correlation 

 

 Primary Upper Primary 

 With outcome index   

2006-07   

 Access index 0.141 0.447 

 Infrastructure index 0.307 0.493 

 Teacher index 0.674 0.525 

2007-08   

 Access index -0.150 0.259 

 Infrastructure index 0.380 0.387 

 Teacher index 0.517 0.496 

Pooled Data (2006-07 

& 2007-08)   

 Access index 0.038 0.444 

 Infrastructure index 0.341 0.426 

 Teacher index 0.527 0.523 

        

 

Thus, both the number of teachers – pupil-teacher ratio, etc., and academic qualifications of 

the teachers are important to improve outcomes of the schools.  Schooling facilities are widely 

available in the country.  There are 1.1 million schools offering primary/upper primary 

education in the country.  As 98-99 percent of the population has schools at a walking 

distance of below 2 km., access is not a big problem and in fact, we find very little variation 

in access to schools between different states.  Hence, that the coefficient of correlation 
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between access index and outcome index is low and insignificant, is understood.  Just 

provision of a schooling facility is not sufficient (see also Filmer 2004).  This is at primary 

level.  At upper primary level, however, the access to schooling facilities seems to be 

important.  The infrastructure and more importantly teachers are strongly related to the 

outcomes.  When data of 2006-07 and 2007-08 are pooled together, we get better estimates of 

coefficients of correlation, as the degrees of freedom improved. 

The three indexes are regressed on the outcomes index of the pooled data, and the 

results are given in Table 13:17.
6
  The outcome index, as already noted, is not just an index of 

learning.  It includes other aspects also such as enrolment rates, repetition and rout rtes, 

gender parity etc.  Of the three indexes, it is only teacher index that has a statistically 

significant effect on the outcomes first at primary level, and then at upper primary level, at a 

lower level of statistical confidence.  The other two turn out to be statistically not significant.  

In fact, there can be several other factors.
7
  But constrained by availability of data, we 

concentrated on these three indexes only. 

 

 

 

Table 13:17.  Regression Results 

 

ln Outcome Index = a + b Access Index + c Infrastructure Index +  c 

Teacher index 

 Regression Coefficients 

 Primary Upper Primary 

Access index 0.2407 0.2564 

 (1.653) (1.471) 

Infrastructure index -0.0327 0.0921 

 (-0.341) (0.701) 

Teacher Index 0.3147* 0.2292** 

 (3.226) (2.032) 

   

Intercept term -0.5084 -0.6522 

   

No. of Observations 42 42 

F-value 6.446 6.395 

Note: Figures in ( ) are t-values 

* statistically significant at 99 percent level of confidence 

** statistically significant at 95 percent level of confidence. 

 

The simple coefficients of correlation and the regression coefficients stress the importance of 

availability of teachers in required number and also of professionally qualified teachers for 

improvement in education outcomes.
8
  Increase in number of teachers has been found to be 

very effective in improving quality (Banerjee et al., 2007). But in practice the focus has been 

more on providing schooling facilities and infrastructure in the schools and less on providing 

                                                 
6  Despite some familiar problems with production function studies of this kind, they are found to be yielding meaningful results (see 

Hanushek, 2010; Glewwe and Lambert 2010).  

7  For example, one of the most cited reasons for high rates of dropout and low levels of learning is ill-health and malnutrition levels 
among children  

8  Extensive research since the Coleman Report (Coleman et al 1966), has made it clear that teachers do indeed matter when assessed in 

terms of student performance.  See also Hanushek (2010). 
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qualified and trained teachers in sufficient numbers.  Both with respect to infrastructure and 

teachers, the current situation is indeed worrisome, particularly in rural areas.  

 Let us briefly examine the current status of elementary education in India with respect 

to some of the components of the three indexes, viz., access, infrastructure and teachers. 

V. Access, Infrastructure and Teachers in Elementary Schools: The 

Current Status 

The policy of opening a primary school within a habitation or at a walking distance of every 

child has resulted in wide-spread of schooling facilities all over the country.  According to the 

seventh All-India Educational Survey, primary and upper primary schools were available in 

2002 to 86 percent of the habitations respectively within a walking distance of 1 km or 3 km.  

More recent estimates indicate that these proportions have increased further in the recent 

years. 

Figure 13:7.  Accessibility of Schools: 

Geographical Spread of Schooling Facilities in India 

(% of habitations not having schooling facility) 

 
  Source: Based on All-India Educational Surveys 

 

Though, with respect to the access to schooling facilities and infrastructure in schools, there 

has been considerable improvement in general over the years, there are wide variations 

between rural and urban schools and the situation in rural areas needs special attention.  13 

percent of the primary schools are run in a single classroom in rural areas.  Hardly 30 percent 

of the schools have two classrooms.  On average not even three classrooms are there per 

primary school in rural areas, while there are nearly five in urban areas, i.e., one per grade.  

About 30 percent of the classrooms in primary schools in rural areas are in a bad condition, 

requiring major or minor repairs. About half the schools do not have playgrounds, which are 

necessary to nourish the complete development of the children.  Nearly 30 percent of the 

schools in rural areas do not have pucca buildings, while the corresponding ratio is 25 percent 

at primary and 14 percent at upper primary level in urban areas.  Only one-third of primary 

schools have a ramp, which is specially required for use by the children with physical 

disabilities.  Not even 20 percent of the primary schools in rural areas have electricity, while 

more than half the schools in urban areas have electricity.  The gap in the availability of 

computers in the schools is very wide between rural and urban areas.  With respect to almost 
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every aspect on which we have data, rural schools are in a worse situation than their 

counterparts in urban areas. 

 

 Table 13:18.   Infrastructure in Elementary Schools, 2007-08 

 

  Rural Urban 

  Primary 

Upper 

Primary* Primary 

Upper 

Primary* 

% of Schools having     

 pucca building 71.5 72.0 74.8 83.6 

 boundary wall 40.3 63.9 68.2 81.9 

 no building 6.0 0.7 3.5 1.0 

 no drinking water 15.2 8.6 10.2 4.0 

 drinking water 84.1 91.0 87.0 95.4 

 common toilet facility 57.9 68.5 66.4 74.8 

 separate toilet for girls 40.6 60.6 55.6 78.3 

 electricity 18.1 50.6 55.5 82.9 

 ramp 35.1 43.0 55.5 82.9 

 playground 45.2 58.6 52.1 69.7 

 book-bank 43.9 61.1 49.5 63.9 

 computers 4.7 19.2 19.2 44.4 

 kitchen-shed** 39.8 32.5 22.1 21.3 

 no (zero) classrooms 6.6 1.3 7.3 1.8 

 1 classroom 12.9 1.1 7.1 0.6 

 2 classrooms 33.0 7.5 15.9 2.8 

 classrooms needing     

  major repair 21.1 18.9 12.9 9.9 

  minor repair 10.6 9.1 5.5 3.3 

Average number of classrooms 2.8 6.6 4.8 8.9 

Note: * Upper primary schools having primary level also. 

** Government and government-aided private schools only. 

Source: DISE (2009) 

 

 

Table 13:19.  Rising Pupil-Teacher Ratio in Elementary Schools 

 

 Primary Upper Primary Elementary 

1950-51 24 20  

1970-71 39 32  

1990-91 43 37 41 

2000-01 43 38 41 

2007-08 47 35 40 

Source: Selected Educational Statistics 

 

These are national averages; there are wide variations between several states and within 

states.  There are about 151 districts in the country in 2007-08 where such a ratio is above 40, 

the official norm until recently.  Further, the pupil-teacher ratios are very high – above 60 – in 

as high as 13 percent of schools.  But more than 40 percent of the primary schools in rural 

areas have only two teachers, and 14 percent just one teacher.   
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Table 13:20.  Single Teacher 

Schools 

(% of All Schools) 

 

 percent 

2002-03 14.4 

2003-04 12.9 

2004-05 13.4 

2005-06 12.2 

2006-07 11.8 

2007-08 10.1 

2008-09 9.7 

Source: DISE (2010)  

 

Single teacher school is considered an evil of the system; but such schools are sizeable 

number.  Ten percent of all schools, and 13 percent of primary schools are single teacher 

schools (2008-09).  Hardly there are three teachers on average in each primary school and 

four in upper primary schools in rural areas.  The situation is much better in urban schools. 

 

Table 13:21.  Distribution of Schools by the Number of Teachers, 2007-08 

 

  Rural Urban 

  Primary 

Upper 

Primary Primary 

Upper 

Primary 

% of schools having     

 only 1 teacher 14.4 1.6 6.7 1.5 

 2 teachers 41.1 5.6 21.3 3.6 

 a head teacher 43.1 59.1 54.3 66.6 

 Pupil-teacher ratio > 60 4.1 3.1   

 Pupil-teacher ratio > 100   3.9 4.2 

Number of Teachers per 

School 2.8 4.0 4.8 7.9 

Source: DISE (2010) 

 

 

An equally, if not a more important aspect refers to the quality of teachers.  While there 

are several indicators of teachers‘ quality, their academic qualifications and training are 

important ones.  Qualified and trained teachers are expected to perform better than 

untrained teachers and help in improving participation and continuation of children in 

schools and their learning levels.  Though a majority of the teachers are qualified – with 

higher secondary and above qualifications, still about one-fifth of the teachers both in 

primary and upper primary schools are those who have either completed or below 

secondary education.  A very small proportion of teachers seemed to have received in-

service training. 
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Table 13:22.  Academic Qualifications of Teachers, 2007-08 

 

  Rural Urban 

  
Primary 

Upper 

Primary 
Primary 

Upper 

Primary 

% of teachers who have academic qualifications    

      below Secondary 3.6 2.0 2.9 2.3 

      Secondary 19.2 20.6 17.8 20.3 

      Higher Secondary 33.5 27.7 23.9 20.8 

      Graduate & above 43.3 49.2 54.2 55.7 

% of teachers who received in-service training 46.5 46.3   

                                               Males   30.6 20.3 

                                           Females   28.5 22.4 

Source: DISE (2010) 

 

 

In recent years there has been a significant growth of under qualified and under-trained 

teachers, under different names, para teachers Shiksha karmis, Gurujis, Sahayaks, Vidya 

volunteers, etc.  Para teachers are appointed on contractual basis, mostly by the local bodies.  

The salaries, in fact, the honorarium of such teachers are much lower than the regular 

teachers.  The para teachers constitute sizeable numbers and proportions in primary schools in 

rural areas, though they are also recruited in upper primary schools and in urban areas.  In 

2007-08, there are in all, 584,000 para teachers in primary education, constituting 10.5 

percent of the total number of teachers.  The phenomenon of para teachers is much more 

predominant in the rural areas as compared to urban areas.  As high as 93 percent of these 

para-teachers are working in schools in rural areas.  While a majority of them are in primary 

schools, they are also working in upper primary and secondary schools, particularly in those 

schools that have primary sections also.  In addition to para teachers, part-time and 

community teachers are also appointed in many schools.  All these non-regular teachers 

constituted 17.4 percent of all teachers in primary schools and 8.9 percent in upper primary 

schools in rural areas, and in urban areas 5 percent and 3 percent respectively in primary and 

upper primary schools.  The proportions in rural areas are indeed high. 

 

Table 13:23.  Para Teachers in elementary Level of 

Education (% of All Teachers) 

 

 Rural Urban All Areas 

2004-05 10.72 3.27 9.09 

2005-06  12.87 3.27 10.91 

2006-07 11.87 3.36 9.86 

2007-08 12.39 3.58 10.48 

2008-09   9.39 

2007-08    

  Primary Schools 17.7 5.0 15.9 

  Upper Primary 

Schools* 8.9 2.9 7.4 

 * with primary levels 

Source:  DISE Reports 
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All this will necessarily have serious adverse impact on the quality of instruction.  But the 

idea of not having full time qualified and trained teachers, and rather having para-, contractual 

and part-time teachers has gathered some fashion, and is based on the belief that job 

insecurity brings greater efficiency, besides helping in saving public funds. 

VI. Summary, Conclusions and Policy Implications 

The paper presents an overview of the growth, achievements and problems in elementary 

education in India.   Despite significant progress made during the post-independence period, 

elementary education is still not universal in its coverage.  A sizeable number of children have 

never been to schools.  Even of those who enroll in schools, about 50 percent of the children 

drop out before completing the Constitutionally defined free and compulsory education cycle 

of eight years of schooling.  Thirdly, inequalities in education have been predominant – 

inequalities between girls and boys, between lower and forward castes, between the rich and 

the poor and very importantly, between rural and urban areas.  The paper has focused on 

rural-urban inequalities in education, which are found to be very serious.  Lastly, the system is 

characterized with very low levels of learning by the children in schools, and low overall 

education outcomes.  

With the help of recent data, an attempt has been made to analyse these problems: why 

children do not go to schools? Once they enroll why do they drop out of schools before 

completing a given level of education?  When they continue in schools why do their levels of 

learning are not satisfactory and why the overall education outcomes of the primary and upper 

primary schools are not up to the mark.  With the help of some rudimentary analysis, 

improvement of access to schools, enhancing the quantity and quality of infrastructure and 

above all provision of qualified and trained teachers in required numbers are identified as the 

areas that require attention of the policy makers.  Among these three areas, it has been found 

provision of teachers requires more serious attention, followed by infrastructure. 

Before we conclude, a few general observations may be made.  Given that the Right to 

Free and Compulsory Education Act has been made only recently, it can be expected that 

efforts will be made to ensure provision of truly free education to all children in such a way 

that households do not feel the need to spend on elementary education of their children and 

economic factors do no more constitute a constraint for the same.  After all, it is widely noted 

that poverty blocks the educational opportunities of the poor children – opportunities to enroll 

in schools, opportunities to continue in schools and opportunities to acquire literacy and basic 

skills.  Apart from expanding schooling facilities in terms of opening more and more schools, 

it is important to ensure that they are provided with good infrastructure facilities in terms of 

all-weather buildings with adequate number of classrooms with a good amount of space for 

each child, drinking water, toilet and other facilities, in such a way that the school atmosphere 

becomes so attractive for the children that they do not drop out.  Additional focus is necessary 

on provision and improvement of quality of teachers in sufficient numbers.  In the context of 

the Right to Education Act and other related contexts it has been argued that the pupil-teacher 

ratio needs to be improved to 1:30, and preferably gradually to 1:20, as good pupil-teacher 

ratios and class size ratios are found to be strongly related to school participation rates and 

rates of continuation of children in schooling.  It has been suggested that an ideal minimum 

teacher-class ratio of 1:1 has to be ensured in all schools, with an additional (head) teacher in 

upper primary schools.  The importance of pre-service and in-service teacher training cannot 

be undermined.  Qualified and trained teachers form the backbone of a strong education 

system.  Lastly, it is important that public policy focuses on strengthening government 

schools, as a large majority of the children do go to government schools. It is also important 



Outcomes in Elementary Education in India 

 

194 

 

to focus on strengthening government schools, because in the absence of government schools, 

children may feel compelled to go even to unrecognised private schools.  In short, the attempt 

should be providing an attractive learning environment for children in the schools.  Rural 

transformation requires transformation of schools in rural areas into powerful centres of 

learning in such a way that children, parents, and the whole community look at schools as the 

pivot of transformation.  School is a key resource within the rural community.  It is 

considered ‗at the heart of the rural community‘.  Its relative position in rural community is 

much higher than the relative place of a school in urban areas.  Hence development of schools 

in rural areas requires a very special kind of attention. 
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Appendix 

Appendix: Table A:1.  Indexes of Education Development in Elementary Education 

in India 
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Andhra Pradesh 0.631 0.690 0.674 0.826 0.676 0.797 0.851 0.780 

Assam 0.701 0.316 0.328 0.622 0.607 0.386 0.659 0.648 

Bihar 0.556 0.233 0.334 0.530 0.481 0.343 0.412 0.485 

Chhattisgarh 0.673 0.555 0.448 0.675 0.783 0.570 0.473 0.461 

Gujarat 0.574 0.762 0.794 0.698 0.820 0.789 0.818 0.672 

Haryana 0.525 0.903 0.727 0.692 0.766 0.945 0.763 0.605 

Himachal Pradesh 0.445 0.684 0.660 0.777 0.803 0.724 0.803 0.648 

Jammu & Kashmir 0.676 0.540 0.648 0.791 0.743 0.627 0.798 0.662 

Jharkhand 0.636 0.339 0.379 0.551 0.482 0.495 0.555 0.578 

Karnataka 0.540 0.691 0.711 0.880 0.775 0.765 0.795 0.819 

Kerala 0.257 0.894 0.950 0.732 0.687 0.920 0.950 0.764 

Madhya Pradesh 0.554 0.721 0.446 0.546 0.694 0.764 0.501 0.451 

Maharashtra 0.477 0.739 0.732 0.767 0.709 0.821 0.807 0.720 

Orissa 0.485 0.616 0.536 0.563 0.634 0.626 0.615 0.463 

Punjab 0.487 0.917 0.663 0.721 0.720 0.917 0.810 0.498 

Rajasthan 0.586 0.716 0.471 0.589 0.737 0.817 0.685 0.593 

Tamil Nadu 0.505 0.808 0.811 0.859 0.605 0.819 0.876 0.833 

Uttar Pradesh 0.487 0.691 0.414 0.700 0.640 0.838 0.265 0.690 

Uttarakhand 0.537 0.772 0.543 0.711 0.731 0.769 0.572 0.634 

West Bengal 0.481 0.521 0.508 0.666 0.269 0.458 0.539 0.469 

Delhi 0.515 0.909 0.937 0.570 0.784 0.871 0.935 0.525 

Source: DISE (2009) 
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CHAPTER FOURTEEN 

EDUCATIONAL INNOVATIONS AND 

TRANSFORMATION IN TRIBAL AREAS OF ANDHRA 

PRADESH 

K. Sujatha, National University of Educational Planning and Administration, India 

I. Tribal Context 

Tribal Context in India and Andhra Pradesh  

Tribes are spread across the country, though their proportion varies among different states.  

Andhra Pradesh has a considerable tribal population who constitute 6.5 percent of the total 

state population of 80 million.  There are 35 tribal communities in the state and eight of them 

have been classified as ‗Primitive Tribal Groups‘ based on their low levels socio-economic 

development.  Some of them have their own dialects while a few speak Telugu, the regional 

language.  Tribes in the state largely depend on agriculture including shifting cultivation, 

collection of forest produce, food gathering and hunting as well as working as casual 

labourers.  Some of them have semi-nomadic lives.  The literacy rate among tribes ranges 

from 28 percent to 87 percent in different states and there are considerable inter- tribal and 

gender disparities in literacy (Sujatha, 1987, 2000).  

 

Table 14:1.  Literacy Rate Among Tribes in India and Andhra Pradesh 

 

 (All India) Tribes Literacy 

Rate 

(Andhra Pradesh) Tribes Literacy Rate 

Year 

 

 Female Total Female 

 

Total 

1971 4.9 11.30 2.13 5.34 

1981 8.1 16.35 3.48 7.82 

1991 18.2 29.60 8.68 17.16 

2001 34.76 47.10 26.11 37.04 

Source: Census of India, 1971 – 2001 

 

The literacy rate among tribes in Andhra Pradesh has increased in the last two decades while 

total tribal literacy rate more than doubled during 1991 to 2001, the tribal female literacy 

almost trebled.  However, the literacy rate among tribes in Andhra Pradesh is still lower than 

the national average literacy rate of tribes.   
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Policies and Approaches towards Education of Tribes 

In view of their low socio-economic status, geographical isolation and marginalisation, the 

constitution of India has incorporated specific provisions that direct state policy to promote 

and safeguard the interest of tribes.  Specifically article 46 of the constitution envisages that, 

―the State shall promote with special care the educational and economic interests of the 

weaker sections of the people and in particular…tribes and castes, and shall protect them from 

social injustice and all forms of exploitation‖ (Ministry of Law 1991). In the last six decades 

there have been significant changes in policies, strategies and practices with regard to the 

socio-economic development, including education, of tribes.  Some welfare measures became 

largely futile as easy access to schooling, which was a necessary condition, was never 

provided.  Different committees and commissions appointed by the Government of India 

(GOI) to iron out deficiencies pointed out that the sectoral approach, routine administrative 

mechanisms and stereotypical models of education were the major constraints on the progress 

of education (GOI, 1959, 1960, 1962).  The Commission on Tribal Development (GOI, 1962) 

recommended establishing Ashram schools in tribal areas to facilitate educational 

participation.  The Tribal Sub-Plan approach was adopted from the Fifth Five Year Plan, 

which provided a new orientation to tribal development and a decentralised administrative 

unit called the Integrated Tribal Development Agency/Authority (ITDA).  Under the Tribal 

Sub-Plan strategy education was accorded high priority. 

The National Policy on Education (GOI, 1986) made several policy suggestions for 

improving educational progress among tribes.  It suggested that priority be accorded to the 

opening of primary schools in tribal areas, devising suitable curricula and instructional 

materials in tribal languages, appointing tribal youth as teachers, expanding Ashram schools 

and residential schools on a large scale and providing relevant incentives.  The Programme of 

Action of National Educational Policy (GOI, 1992) spelled out the implementation measures 

with an emphasis on micro-level planning and a relaxation of routine official norms in 

establishing schools in tribal areas. Since, the early 1990s a number of new programmes have 

been implemented under the District Primary Education Programme (DPEP) and Sarva 

Shiksha Abhiyan for improving access and quality of education.   

Educational Initiatives in Andhra Pradesh 

Andhra Pradesh was the first state to adopt the Tribal Sub-Plan approach by establishing a 

decentralized ITDA with a single line administration in tribal areas.  Andhra Pradesh is 

among one of the few states to have adopted innovative approaches and strategies for the 

education of tribes. 

Until the end of 1960s tribal areas in the state had hardly any schooling facilities as the 

tribal habitation could not fulfil population norms in order to establish even primary schools.  

In 1982 only one fifth of tribal habitations in rural areas in Andhra Pradesh had primary 

schools (NCERT, 1982).  The policy of providing primary schools within a kilometre distance 

was not suitable for tribal areas due to ecological barriers and geographical constraints.  In 

addition, access to middle schools and high schools was extremely poor in tribal areas except 

for a few Ashram schools and hostels.  Even when schools were provided they struggled to 

function effectively, leading to low enrolment and high dropout rates.  The educational status 

of tribes in Andhra Pradesh was rather low in terms of literacy; especially female literacy.  

The literacy rate among tribes in the state during 1981 was 7.8 percent and among females it 

was approximately 4 percent (Census of India, 1981).  Furthermore, there were large 

disparities across regions and different tribal groups in terms of literacy levels as some of the 

tribal groups and females, had 0 percent literacy (Sujatha, 1987). 
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A number of studies (Sachchdananda, 1967; Ratnayya, 1976; Sujatha.K, 1987, 1994, 

1996, 2000) have pointed to teacher absenteeism, low motivation of teachers, irregular student 

attendance, language problems, poverty and lack of interest among parents, absence of 

supervision and monitoring of schools and poor facilities as reasons for the low academic 

achievement of the tribes. 

II. Educational Policies 

Innovative Educational Policies in Andhra Pradesh 

Considering the slow progress of education among tribes, the state adopted innovative 

policies and strategies to improve access, participation and, community partnership and to 

integrate equity and excellence by establishing different models of schools to suit the tribal 

context.  

The first policy aimed to improve access to primary schooling and to transform teachers 

into catalysts for the socio-economic development of the villages.  The second policy aimed 

to create community partnerships to provide schooling for small habitations while the third 

policy was to establish Ashram schools with middle and secondary levels of education.  The 

fourth initiative was to establish Gurukulums (residential schools) to integrate equity and 

excellence.  The first policy decision adopted in 1987 was to establish single teacher schools 

called Girijan Vidya Vikas Kendras (GVVKs) in all the tribal habitations which had 20 or 

more school-age children.  This was achieved by relaxing educational qualifications and 

training requirements and appointing local educated tribal youths as teachers.  The second 

policy decision (1990) was to establish ‗Mabadi‘ (Our Schools/Community Schools) in 

partnership with local communities in smaller school-less habitations as a part of the ―Andhra 

Pradesh Tribal Development Project‖ funded by the International Fund for Agriculture 

Development (IFAD).  The third policy was to expand Ashram schools and hostels to provide 

access to upper primary and secondary education as well as to establish and expand 

Gurukulums to integrate equity and excellence in education for talented students.  Although 

the above policies were apparently adopted in the interest of the educational development of 

tribes, political and social reasons also played an important role in the policy decisions. 

Except for GVVKs and Mabadi schools all other school types are residential schools 

with free boarding and lodging.  All these educational institutions have contributed to 

educational progress, socio-economic and political changes in tribal areas besides improving 

the awareness and empowerment of tribes.  Ashram, GVVK and Mabadi schools have had a 

significant impact on improving access to education and transforming the socio-economic and 

political aspects of tribal areas while Gurukulums have played a crucial role in providing 

access to better quality education and to higher and professional education.  

Ashram Schools 

The concept of Ashram schools for tribal children was derived from the traditional Indian 

Gurukulums and Gandhian philosophy of basic education.  The main objectives of Ashram 

schools include: i) to provide a congenial atmosphere for teaching and learning and the total 

personality development of students;  ii) to impart general and vocational/craft education; iii) 

to reduce dropout rates and to improve retention; iv) to provide close interaction between 

teachers and pupils; and v) to make schools as learning and cultural centres.  The broad 

guidelines for providing Ashram schools include: i) they should be inter-village schools; ii) 
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they should be opened in places where normal primary schools cannot be opened and the 

priority should be the most underdeveloped tribal groups. 

 

Table 14:2.  Number of Different Types of Schools and Students (2008-09) 

 

Name of the 

Institution 

Number of 

Institutions 

Boys Girls Total 

GVVKs 4,317 51,769 50,083 101,852 

Maabadis 5,441 25,612 17,799 43,411 

Ashram 

schools 

599 76,882 73,905 150,787 

Gurukulams 124 33,184 19,734 52,918 

Source: Department of Tribal Welfare, Government of Andhra Pradesh 

 

The establishment of Ashram schools in Andhra Pradesh began as a result of the 

recommendations of the Dhebar Commission (GOI, 1962) in the late 1960s.  During the 

initial period the majority of students came from articulate and dominant tribal groups, as 

most parents were not willing to send their children far away at an early age.  However, 

persistent efforts made by the administration meant that the Ashram schools attracted more 

tribal children from poorer families and interior areas.  Social and political demand for more 

Ashram schools was witnessed from the late 1980s (Sujatha, 1990).  Currently there are 559 

Ashram schools enrolling 0.15 million students.  Of the total students, girls constitute a little 

less than 50 percent. 

 

 Table 14:3.  Expansion of Ashram Schools  

 

Year No. Of Ashram Schools No. of Students 

1970-71 187 10,150 

2010 559 150,787 

Source: Department of Tribal Welfare, Government of Andhra Pradesh 

 

Initially Ashram schools were only up to primary level, in the 1980s they expanded into upper 

primary and secondary schools.  The present policy is to have more upper primary and 

secondary Ashram schools while tribal children should have primary education in their own 

habitations so that young children need not be away from their parents.   Admission into 

Ashram schools is exclusively for tribal students with a few places reserved for certain castes.  

Students are admitted into Ashram schools on a first come first served basis.  However, 

priority is accorded to interior tribal groups.  These are inter-village schools and children from 

a distance of 5 km and above are admitted.  Ashram schools are residential schools with free 

boarding and lodging along with other incentives such as free text-books, uniforms and 

writing materials, bedding materials etc. 

The academic schedule in Ashram schools includes state curriculum and textbooks, 

however being residential schools the daily routine is more structured and additional time is 

devoted for remedial teaching and supervisory studies.  Teachers in Ashram schools are 

required to stay on the same premises or in the village.  Students in Ashram schools have 

lower dropout rates and better performance in public examinations when compared to other 

government schools.   
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GVVKs  

The ITDA in Andhra Pradesh, while implementing developmental programmes encountered 

challenges to reach out to tribal communities and gain their confidence and cooperation.  The 

tribal administration realised the importance of schools and the presence of teachers in tribal 

habitations not only for education per se but for the total development of the village.  The 

ITDAs felt that schools and teachers could be a link between the community and the 

administration in addition to educating children and adults.  Based on this broad perspective, 

an unconventional model of institution was conceived both to impart education to children 

and adults, and to serve as an agent for socio-economic development of tribal areas.  

Therefore, the schools were given the nomenclature of GVVKs, which means Centre for the 

Educational Development of the Tribes.  The Tribal Welfare Department, Government of 

Andhra Pradesh took a policy decision (1985-86) to establish GVVKs as single teacher 

primary schools with classes I and II in all school-less habitations having 20 or more school-

age children.  3,000 GVVKs were established during 1986-87. 

In view of the scope of GVVKs the policy of appointing local tribal youth as teachers 

was adopted with an expectation that these teachers would be effective catalytic agents for 

tribal development.  This policy was also based on the assumption that tribal teachers would 

understand the local situation better and would be able to communicate with the tribal 

community to facilitate developmental activities.  However, there were also some other 

political social reasons for adopting this policy.  In Andhra Pradesh, Naxalites (Maoist 

activists) are mostly concentrated in tribal areas.  The direct or indirect influence of the, 

Maoist ideology and the activities of the Naxalites had a magnetic effect particularly on the 

tribal youth.  In order to contain the Naxalite activities and their influence on tribal youth the 

government felt the need to engage the educated unemployed tribal youth, who were mostly 

high school failures or drop-outs, with gainful employment. 

Having started with 3000 GVVKs in 1986 they have grown to 4,717 (2009) enrolling 

101,125 students of whom 50,083 are girls.  Although the GVVKs initially only had classes I 

and II some of them have gradually been upgraded to class V.  Most of the teachers improved 

their qualifications and all of them underwent regular or condensed teacher training 

programmes. 

Mabadis 

During 1990-91 the Andhra Pradesh Tribal Development Project (APTDP) funded by the 

IFAD was initiated.  It covered the 8 tribal-concentrated districts and focused on food security 

by increasing the food production and raising the incomes of families while pursuing a 

community-based participatory and cooperative approach within the context of the tribal 

environment, culture and values.  Community participation through the building and 

strengthening of village organisations was the key strategy of the APTDP.  The APTDP 

employed community coordinators in mobilising community participation in planning and 

execution of different programmes by the stakeholders.  Most habitations covered in the 

project were small in population size and lacking in schools.   

While involving the community in the planning and execution of different components 

of APTDP, the community coordinators encountered a demand for schooling.  They also felt 

that access to education was necessary. This led to the idea of community partnership in 

providing schooling facilities.  The tribal administration agreed to provide support if the 

communities took responsibility for forming a Village Education Committee (VEC) to 

establish a school by identifying a local tribal youth as teacher and providing the school house 

and pay.  The administration would provide a matching grant for each teacher‘s salary, 
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supply-learning materials, uniforms and mid-day meals to students from the APTDP budget.  

To begin with 15 village communities positively responded to the idea of villagers 

establishing and managing the schools called Mabadis.  Thus a new phase in the education 

development of the tribes was started in Andhra Pradesh during 1990-91.  The Mabadis 

usually have classes I and II and these schools act as feeders to Ashram schools.  The VEC 

monitor the functioning of the school, with vacations and holidays adjusted for local 

conditions. A mothers‘ committee is responsible for the provision of meals and the 

monitoring of students‘ attendance.  Thus for the first time schools with community 

partnership and ownership were established.  

 

Table 14:4.  Mabadis and Students in 2007-08 

 

Name of the 

Institution 

Number of 

Institutions 

Boys Girls Total 

Mabadis 5,441 25,612 17,799 43,411 

 Source: Department of Tribal Welfare, Government of Andhra Pradesh 

 

After the completion of the APTDP, these schools were expanded to all school-less tribal 

habitations under Sarva Siksha Abhyan (Education for All), but with a few changes in the 

nature of community participation.   

Gurukulums 

Though to a large extent the issue of access to school education has been addressed in the 

state, quality of teaching and learning remain a major concern in tribal areas due to a lack of 

infrastructure, poor facilities and poor teaching and learning processes.  The tribal children, 

unlike the general population, have to depend on public education since they cannot afford to 

go to private schools.  In this context, the Government of Andhra Pradesh adopted the policy 

of integrating equity with excellence to provide quality education to tribal students by 

establishing Gurukulums (residential schools).  

Residential education in the public sector for rural children in Andhra Pradesh was 

started in 1970.  In Gurukulums the learning takes place through close interaction between 

students and teachers by practising a structured daily schedule.  Students are trained in sharing 

responsibilities by actively participating in the management and maintenance of Gurukulum 

activities.  The first Gurukulum exclusively for tribal children was established in 1975, since 

then the number of Gurukulums for tribal children has grown considerably.  Currently, there 

are 134 Gurukulum schools with a total enrolment of 52,918 tribal students.  The main 

objective of Gurukulums is to provide better quality education to talented tribal children in 

order to achieve excellence in performance.   

The most significant features of Gurukulums include better physical facilities, free 

boarding and lodging and other incentives to students, admission through entrance test, 

structured daily academic schedule, better qualified teachers with higher salaries, 

accountability of teachers and principals, extended teaching learning hours and high 

accomplishment of students.  Gurukulums generally consists of different levels of education 

classes from V to X and are separate for boys and girls.  Gurukulums follow the same 

syllabus, textbooks and public examinations as conducted by the state board of secondary 

education.  In 2008, English was introduced as a parallel medium of instruction to the regional 

language.  The number of students admitted into Gurukulums is limited due to cost as well as 

the availability of other schooling facilities.  A common entrance test is conducted at district 

level to select students with sanctioned admission of 90 students for each Gurukulum.  In the 
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last decade the number of students in Gurukulums has increased almost by a factor 4 

corresponding to the increased number schools during the same period. 

One of the significant features of Gurukulums is the strict accountability of principals 

and teachers with punitive penalties if high performance targets are not met.  Principals are 

held responsible for the effective functioning of the school, the overall quality of teaching and 

learning, and especially the performance of students in public examinations.  

The charter of the Gurukulums ensures adequate school buildings and student 

dormitories and staff quarters by allocating minimum 10 acres of land.  Two acres of land in 

each school is set apart for a playground.  The school buildings essentially consist of 

classrooms, libraries, laboratories, principal‘s room, offices, staff rooms, medical room/sick 

rooms, and sports and games equipment rooms.  Most of the government schools in the state 

cannot match Gurukulums in terms of land and building facilities.    

A prescribed daily work schedule is implemented uniformly across all Gurukulums.  

The day begins early in the morning (5 a.m.) for all students with yoga and physical exercise.  

Students are then given an hour or so to bathe and organise their learning kit according to the 

teaching timetable of the day.  During the morning assembly students recite pledges, the 

national anthem and present important news of the day etc.  Classroom teaching begins at 

7.45 am and continues until 1.25 p.m.  Generally, the first few periods are allocated to 

subjects such as mathematics and science.  After two teaching periods and a small break for 

breakfast the classes resume until 1.25 pm.  After  lunch, students reassemble for supervisory 

study, remedial teaching, or club activities.  This depends on the grade, the details of 

afternoon supervisory studies are designed at school level following a broad framework given 

by the Gurukulum authorities.  One teacher is in charge of supervisory study for each class.  

Students engage in discussing problems, teaching difficult concepts, doing class-work, and 

preparing for exams.  The supervisory study for Class X students focuses exclusively on 

preparing for public examinations.  Sports and games are very popular among tribal children 

(Sujatha, 1987, 1995, 1997) and Gurukulums attach considerable importance to organised 

games and sports by allocating evening time.  

The major objective of student evaluation in Gurukulums is to ensure that every student 

excels in learning and performance.  In addition to the normal evaluation tests used in other 

schools, Gurukulums adopt more frequent testing, analysing answers, providing feedback and 

organising appropriate learning opportunities which form major parts of the teaching and 

learning process.  Gurukulum is a brand name for high achievement in public examinations.  

Gurukulums not only achieve a high pass percentage in public examinations but their students 

also perform better in all subjects.  The pass percentage of students in Gurukulums is 

consistently higher compared to other schools and the state average.  A high majority of 

Gurukulum students also secure high distinction marks, which is not common among other 

schools especially those with tribal students (Sujatha, 2010).  Besides excellence in academic 

performance, Gurukulum students regularly compete and succeed in debates, quizzes, science 

exhibitions, mathematics Olympiads, sports competitions at district, state, regional and 

national levels.    

III. Effect of Innovative Policies on Tribal Areas 

Transformation of Educational Scenario  

The adoption of innovative policy initiatives and establishment different models of schools 

has resulted in important changes for tribal areas.  Firstly, access to schooling and the number 

of tribal students participating at different levels of education has grown significantly.  Access 
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to primary education in tribal areas has improved significantly which can be gauged from the 

fact that more than 87 percent of tribal habitations have primary schools of one type or 

another (NCERT, 2007) covering more than 90 percent of tribal population in the state. The 

remaining habitations have access to schools within 1 km distance.  In Andhra Pradesh state 

the number of tribal children enrolled at different levels of education had grown considerably 

as from 1989 to 2008 the number of tribal children enrolled at primary level has almost 

doubled from 0.38 million to 0.78 million.  More interestingly girls‘ enrolment has almost 

trebled during the same period from 0.13 million to 0.36 million.  The number of students at 

upper primary and secondary levels has also improved significantly, from a mere 48,000 tribal 

students enrolled at upper primary level in 1985 to 0.27 million in 2008.  And at secondary 

level from 33,000 to 0.1 million during the same period.  At all levels tribal girls‘ 

participation has increased at higher rate than boys in the state. 

 

Table 14:5.  Enrolment of Tribal Students in Andhra Pradesh 

 

 1985-86 2007-08 

 Girls Total Girls Total 

Primary 138,731 380,693 369,849 768,724 

Upper 

Primary 

13,117 48,640 116,796 275,062 

Secondary 8,431 33,416 43,327 108,324 

Source: Selected   Educational Statistics, MHRD, Government of India, 1985-86 and 2007-08 

 

Gross enrolment of tribal students in Andhra Pradesh has improved significantly during 1988 

to 2007 at primary and upper primary levels.  There has been significant improvement in 

enrolment of tribal students at upper primary level as it has increased from 37 percent to 75 

percent.  More interestingly, tribal girls had a much better growth of gross enrolment ratio 

especially at upper primary level.   

 

Table 14:6. Gross Enrolment Ratios of Tribal Students 

 

Year Primary-IV Upper Primary 

VI-VIII 

Elementary I-VIII 

 Boys Girls Total Boys Girls Tota

l 

Boys Girl

s 

Total 

 

1988-

89 

127.53 77.55 103.32 49.6

3 

24.02 37.0

5 

   

2007-

07 

102.83 101.63 102.25 81.5

4 

75.14 78.6

2 

95.5

4 

93.2

3 

94.44 

Source:  Selected   Educational Statistics, MHRD, Government of India 1989-90 & 2006-07 

Impact of Ashram Schools  

Ashram schools had a major impact on the socio-economic and political life of tribal society.  

Firstly, Ashram schools created a first generation of educated people in rural tribal areas 

without which development would not have been possible.  Secondly, many of them also 

became the first generation to achieve government employment, though at lower levels such 
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as forest guards, watchmen, drivers etc. resulting in occupational mobility. However, very few 

Ashram school graduates pursued higher education.  Ashram schools became windows for 

tribal students to view the outside world and cultures.  The schooling process, including 

curriculum and teachers, was mostly oriented towards a non-tribal cultural perspective meant 

that tribal students in Ashram schools deliberately or unwittingly got exposed to non-tribal 

influences.  Ashram schools also gave an opportunity to tribal students to realise the 

deprivation they had back in their village.   

In the mid-1980s the policy of appointing educated tribal youth as teachers in GVVKs 

provided new employment opportunities for Ashram school educated youths.  Even some 

students who had failed grade X were appointed as teachers in the newly established GVVKs.  

These Ashram school educated teachers played a significant role in tribal areas not only in 

educating tribal children but facilitating the socio-economic development of tribal 

communities, providing a link between the communities and the administration. The Ashram 

school educated tribal youth bridged a leadership gap as many of them were elected leaders, 

slowly replacing the tradition of old leadership.  A large number of tribes who adopted 

agricultural changes like shifting cultivation to settled agriculture, horticulture, coffee and 

rubber plantation, growing vegetables, cash crops etc. were those with Ashram school 

educated people.  Similarly a majority of members of several village level committees were 

products of Ashram schools.  Most of those who attended Ashram schools encouraged their 

own children to pursue education. 

The provision of exclusive Ashram schools for girls resulted in a group of educated girls 

among tribal communities.  They later became teachers, Anganwadi workers, Auxiliary Nurse 

Midwives (ANM), and members of Self Help Groups (SHG).  A few Ashram school educated 

women also become elected members of state and national level legislative assemblies and 

parliaments 

GVVKs as Instruments of Change   

Exclusive studies on the functioning and effectiveness of GVVKs (Sujatha, 1994, 2007) show 

that GVVKs had a significant impact on educational, economic and socio-cultural aspects of 

tribal areas.  While the policy of establishing GVVKs led to improved access to schooling and 

participation they also provided direct employment opportunities and regular income to 

thousands of tribal youth who were high school failures or drop-outs.  This in turn helped to 

improve the social status of the educated unemployed and lead them away from the growing 

influence of Maoist Naxalites.  More importantly the recruitment of tribal youths as teachers 

meant that they became role models for tribal communities.  The schools helped in promoting 

settled agriculture and horticulture, health and medical aspects, community participation in 

school monitoring, bridging the gap between administration and tribal communities and 

building new confidence in interactions with developmental agencies etc.  

GVVKs extended access to schooling into remote and small rural habitations without 

which the tribal children would not have had an opportunity for education, especially in the 

case of girls.  During the initial years of the GVVKs the teachers played a critical role in 

persuading children to attend and in helping them lose their fear of school and teachers by 

using tribal dialects and comforting and engaging them.  Despite several issues related to the 

teachers‘ academic and teaching skills, GVVKs were successful in creating demand for 

education among tribes which is evident from the increased social and political demand for 

the expansion of primary schools, Ashram Schools and hostels as well as the increased 

enrolment of tribal students at all levels of education. 

The findings of the studies show that the tribal teachers became role model for tribal 

communities.  The majority of parents wanted to educate their children with the aspirations of 
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employment opportunities, occupational mobility and the possibility to escape from the 

hardships they faced.  Unlike in earlier studies (Sujatha, 1987) the study showed that parents 

displayed better awareness of the availability of educational facilities, incentives, and 

developmental programmes including subsidies.  More importantly tribal communities 

realised the benefit of being educated by watching the GVVK teachers communicating with 

official machineries. 

The GVVKs‘ teachers were successful not only in educating tribal communities about 

developmental programmes, incentives, welfare schemes, but also in playing an important 

role in bridging the gap between the ITDA and tribal communities by doing paperwork, 

pursuing the administration on local issues and creating facilities etc. 

The GVVKs‘ teachers also took it as a challenge to act as the focal point for the 

implementation of many different sectoral programmes. They enjoyed the respect of their 

communities, and had an ideological commitment to helping tribal communities overcome 

age-old problems as some were influenced by Maoist ideology.  The GVVKs‘ teachers in 

remote habitations took a keen interest in getting trained in first aid and helping people get 

medical support for chronic problems like malaria and seasonal ailments.  The majority of 

them were successful in mobilising tribal communities to construct or provide 

accommodation for the GVVKs.  All of these changes would not have been as easy without 

the efforts of GVVK teachers, who played the role of catalyst for the implementation of many 

developmental activities especially those related to agriculture and health. 

Although the studies did not directly measure the impact of education on the economic 

development of tribal communities, it is evident that most of the tribal people who adopted 

horticulture (orange, pineapple, cashew nut) and cash crops like turmeric, black pepper, and 

coffee instead of traditional shifting cultivation had some level of education or were affected 

by GVVK teachers. This certainly helped the tribal communities to get a better income and 

enter into the cash economy. On the one hand GVVK teachers imparted adult education 

covering aspects like measuring, weighing, counting and about the value of their products, 

and on the other they ensured that the villagers obtained better prices by selling their products 

to the Tribal Cooperative Corporation.  The most notable impact of education was the 

introduction of a teacher‘s salary to these poor rural communities. The study showed that 

most of the tribal teachers bought land and motorbikes, constructed houses, and supported the 

education of their siblings and their own children (Sujatha, 1994).  

Impact of Mabadis 

A study conducted on Mabadis (Sujatha, 2000) showed how these schools helped in 

revitalising community participation in education.  The establishment of Mabadis, especially 

during first phase (1990-1998), was very significant in the history of tribal development.  The 

tribes have a strong age-old culture of community participation in a number of social and 

economic aspects in the villages.  However, they were hardly ever consulted or involved in 

the planning and implementing of the state interventions.  As a result the tribes developed a 

dependency culture.  The approach adopted for APTDP exclusively relied on community 

participation and community ownership of schools in order to build self-reliance.   

A major transformation in the tribal community was realising the importance of 

education for their children and taking the initiative in providing schooling rather than solely 

depending on the government.  It also showed that when education is intertwined with 

developmental programmes, which have visible and immediate economic benefits, tribes 

show equal interest in the schooling of their children.  A community owning and managing a 

school as a village organisation in a remote tribal area is major change.  The village education 

committee played a crucial role in selecting the teacher from among the educated youth in the 



K. Sujatha  

209 

 

village.  They were also responsible for the monitoring and if required the firing of teachers.  

When teachers left for short training, the mothers committee continued to run the school by 

keeping children engaged in reading or practicing writing.  Thus Mabadis empowered the 

tribal community to educate their children even when the system could not serve them.  

Another important aspect was involvement of mothers, which helped in women‘s 

empowerment through active participation in school management.  Women who were actively 

organised self-help groups in managing small savings, micro-credit system, grain banks etc 

showed equal enthusiasm in owning responsibility for cooking mid-day meals.  The mothers 

committees in many villages played an important role in collecting seasonal vegetables from 

households to add to the menu of mid-day meals.  Parents sharing teacher costs through 

nominal payments in cash or kind added a new dimension to value of education.  Under the 

APTDP, the committee members learned to maintain accounts, stock registers, pass books and 

payment details with the help of community coordinators.  

The establishment of Mabadis and the appointment of educated youth in the villages as 

teachers motivated educated tribal youth in other villages.  They spearheaded communities for 

establishing their own Mabadis.  The Participatory Rural Appraisal (PRA) approach adopted 

resulted in raising awareness and capacity building among community members.  This 

process has enabled tribal communities to plan and implement project interventions through 

several committees.  This has brought leadership change in tribal areas without conflict with 

the traditional leadership.  

Impact of Gurukulums 

Due to the expansion of Gurukulums and the excellent performance of tribal students in 

public examinations, the number of tribal students joining higher education and professional 

courses has increased considerably. 

 

Table 14:7.  Number of Tribal Students in Higher Education 

 

 1989-90 2006-07 

Courses Girls Total Girls Total 

Undergraduate 578 2,748 8,201 26,993 

Postgraduate & 

PhD 

141 745 691 2,247 

B.E. 18 284 1,557 7,880 

M.B.B.S. 96 329 490 1,264 

 PhD - - 37 153 

 Poly Technic   1,050 2,620 

*Total    14,489 49,131 

*Includes other courses not shown in the table 
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The number of students in undergraduate courses increased by almost a factor of 10 and in 

postgraduate courses by almost a factor of three.  The number of tribal students pursuing 

professional courses like engineering and medicine increased dramatically.  While only 284 

students were in engineering during 1989-90, by 2006-07 their number was 7,880, a very 

encouraging sign.  The growth rate in female students is particularly encouraging.  In all 

courses in higher education the number of tribal students increased considerably.  Increased 

participation in higher education shows the changing socio-economic conditions of tribal 

people in the state as well as the increase in their awareness of higher education.  These are 

positive signs that the education interventions are working.  
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CHAPTER FIFTEEN 

EDUCATION AND RURAL TRANSFORMATION  

A Case Study of Rural Students in Higher Education in Punjab 

Ranjit Singh Ghuman, Department of Economics, UGC-Centre for Advanced Study, 

Punjabi University, India 

"... The need for an accomplishment based understanding of justice is linked with 

the argument that justice cannot be indifferent to the lives that people can actually 

live. The importance of human lives, experiences and realization cannot be 

supplanted by information about institutions that exist and the rules that operate. 

Institutions and rules are, of course, very important in influencing what happens 

and they are part and parcel of actual world as well, but the realized actuality 

goes well beyond the organisational picture, and includes the lives that people 

manage – or do not manage – to live" (Amartya Sen, 2009: The Idea of Justice, 

p. 18). 

 

I. Rationale for Education 

Access to education and the broad range of services it can render to society is part and parcel 

of any sustainable development programme in which human expertise and professional skills 

are required (UNESCO, 1995).   Higher education is the substrate on which research and 

development flourish, which is the ultimate guarantee of national self-reliance.   It provides 

people with an opportunity to reflect on the political, social, economic, cultural, moral and 

spiritual issues facing the humanity (GOI, 1986).   Tomorrow's world will demand highly 

qualified specialists and increasingly flexible generalists (World Bank, 2000, p. 69).   It is in 

this context that "the real wealth of a nation is its people" (UNDP, 1990).  

The modern growth theories have established beyond doubt that economic growth and 

development cannot attain an optimum and self-sustenance path without the development of 

human resources (Romer, 1990; Lucas, 1993; Benhabib and Spiegel, 1994; Barro and Sala-i-

Martin, 1995; Barro, 2001; Krueger and Lindahl, 2001). Actually, education enhances skills 

and capacities of the people and brings them to the centre stage of economic development of a 

country (Agarwal, 2006).  All those countries, who had focused on human capital formation 

in the past, have achieved high growth trajectory in their national and per capita income 

(OECD/UNESCO, 2002). And, higher education is certainly associated with high economic 

returns and rising stock of human capital (Qian and Smyth, 2007).  

The seminal work of Schultz and Becker have virtually revolutionized the main 

contours of development economics and led to resurgence of economics of education as the 

most important discipline of research in the knowledge economy (Schultz, 1961; Becker, 

1964).  Alfred Marshall, the great classical economist, also stated that although the nature‘s 

production system is subject to decreasing returns, the men‘s skills and knowledge have the 

capacity to produce increasing returns (Marshall, 1920).  

Many empirical studies, conducted by various social scientists, have shown that a 

country will remain underdeveloped so long as its people are deprived of education (The 
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World Bank, 2002; Tilak, 2004a, b). Kothari Commission also highlighted the key role of 

higher education in economic and social development of India (GOI, 1968).  Planning 

Commission of India (GOI, 2008), emphasized the role of education in achieving better socio-

economic development and emancipation of the individuals as well as the society.  India‘s 

National Knowledge Commission (NKC) re-emphasized its commitment to promote 

education in general and higher education in particular India (GOI, 2007).   

A number of research studies show that the remarkable economic success of East Asian 

countries has been the result not only of abundance of natural resources but also of their 

highly developed human resources (Tilak, 2001).  The significance of education to develop 

the personality, inculcate the rationality and quality of the individual to fulfill certain political 

and cultural functions are well documented in the form of externalities (Tilak, 2002).  

However, in the race towards growth it is often forgotten that people are the real wealth 

of nations. ".... [M]esmerized by the rise and fall of national incomes (as measured by GDP), 

we tend to equate human welfare with material wealth.  The importance of GDP growth and 

economic stability should not be understated: both are fundamental to sustain human 

progress... But the ultimate yardstick for measuring progress is people's quality of life....." 

(UNDP, 2006, p. 263).  The famous philosopher Aristotle argued, "[w]ealth is evidently not 

the good we are seeking: for it is merely useful and for the sake of something else" (Aristotle, 

quoted in UNDP, 2006, p. 263). 

The pioneering example of enhancing economic growth through social opportunity, 

especially in basic education, is of course Japan
1
.
 
It is sometimes forgotten that Japan had a 

higher rate of literacy than Europe had even at the time of Meiji restoration in the mid-

nineteenth century, when industrialisation had not yet occurred there....  The so-called East 

Asian Miracle involving other countries in East Asia was, to a great extent, based on similar 

connections (Sen, 2000, p. 41). 

Three great development waves have swept over Asia in the last five decades.  The first 

wave started in Japan in the 1940s and 1950s when Japan combined its cheap labor with 

education and technical skills and took over rapidly the global markets in the export of low 

and medium technology consumer goods.  Then came the second wave, as the low-income 

East Asian societies stepped into this growing void in the 1960s and 1970s following the 

same simple but brilliant model where low wages became a powerful engine of competition 

and growth as they are combined with an educated and skilled labour force and open 

economies.  The third wave emerged in China in the 1980s and 1990s and still continues 

unabated, based on simple human development models, as followed by Japan and East Asian 

countries in the past.  An intriguing question remains: will the fourth great wave of 

development touch the shores of South Asia?  Can South Asia become the next economic 

frontier in the 21
st 

century? (Haq, 1998). 

The present paper is an attempt to study the phenomenon of rural transformation 

through education.  The paper is mainly based on the case study of Indian Punjab and has 

been organized into ten sections: the rationale for education;  a brief sketch of rural society of 

India; the evolution of higher education in Punjab; the share of rural students in liberal and 

professional education; a reflection on the school level education of rural students; the 

education level of parents of rural students; an analysis of the occupation and income level of 

parents of rural students and a summary and policy recommendations are given in the last 

section. 

 

                                                 
1 There is an implicit prejudice in the policy circles that 'human development' is really a kind of luxury that only richer countries can afford. 

Japan and other East Asian countries' early expansion of education at a massive scale occurred before even they broke the restraints of 

general poverty. The priority to human resources for economic development applies particularly to the early history of Japanese economic 
development beginning with the Meiji era (1868-1911) (Sen, 2000, p. 41). 
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II. India: Predominantly Rural Society 

India still continues to be predominantly a rural society as nearly 72 percent of its population 

lives in rural area (Govt. of India, 2001).  The proportion of rural population in ten provinces 

(out of 27 provinces) of India ranges from 80 percent (Chhatisgarh) to 90 percent (Himachal 

Pradesh).  In another seven provinces, the rural population accounts for 75 percent (Jammu 

and Kashmir) to 79 percent (Arunachal Pradesh).  The share of rural population in four other 

states varies between 74 percent (Uttrakhand) and 73 percent (Andhra Pradesh).  Thus, in 21 

provinces of India the share of rural population exceeds 73 percent. 

Out of the total main workers (313 million) in India in 2001, the rural workers 

accounted for 73.22 percent (Govt. of India, 2008).  The corresponding proportion of 

marginal workers (out of the total of 89.23 million) was 90.52 percent.  Clearly, a very high 

proportion of population and workers are living in rural India. Out of the total workers (402 

million; both main and marginal workers), 310 million (77.11 percent) are working in the 

rural areas (Govt. of India, 2008). 

Further, out of the total rural workers (310 million, 229 million main workers and 81 

million marginal workers) 40.21 percent are cultivators and 33.05 percent are agricultural 

labourers (Govt. of India, 2008).  Thus, 73.29 percent workers in India are engaged in 

agriculture.  Together, they constitute the agricultural workers. The remaining 26.71 percent 

workers are working in non-agricultural activities (as household industry workers and other 

workers).  It is significant to note that both the agricultural labourers and non-agricultural 

workers in rural India are mainly engaged in low-productivity and low-earning activities. 

In the case of cultivators nearly 62 percent are marginal farmers (with less than or equal 

to one hectare of land).  They own 17.21 percent of the total area under cultivation.  The size 

of operational holdings of another about 19 percent of farmers is between one and two 

hectares (Govt. of India, Ministry of Agriculture, 2003). Thus, nearly 81 percent of the 

cultivators are marginal and small farmers.  The average area per operational holding in the 

case of marginal and small farmers is 0.40 hectares and 1.42 hectares, respectively (Govt. of 

India, Ministry of Agriculture, 2003).  They, along with the agricultural labourers, are the 

most vulnerable sections of rural population in India.  

 As per the 2001 population census the literacy rate in India was 64.84 percent.  The 

rural literacy rate was 58.74 percent whereas the urban literacy rate was 79.92 percent.  Thus, 

there was a rural-urban gap of 21.18 percentage points.  The male and female literacy rate was 

75.26 percent and 53.67 percent, respectively.  The male and female literacy rate in rural India 

was 70.70 percent and 46.13 percent.  The corresponding literacy rates in urban India were 

86.27 percent and 72.86 percent, much lower than the urban literacy rate.  Additionally, there 

is a significant rural-urban gap in terms of mean years of schooling.  The mean years of 

schooling in the rural India was 3.93 years during 1998-2000.  Comparatively, the urban 

mean years of schooling were 7.78 years (World Bank, 2001).  Clearly, there is a long way to 

bridge up the rural urban gap in terms of education.  Without education, it is not possible to 

effect any rural transformation. 

  

III. Evolution of Higher Education in Punjab 

Punjab is a northern province of the Indian Republic. It has a long international border with 

Pakistan.  The state of Punjab accounts for 1.53 percent geographical area and 2.37 percent 

population of India. In absolute terms, its population is 24.36 million and total area is 50362 
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square kilometers (Govt. of Punjab, 2010).  The state still continues to be predominantly rural 

in terms of population and workforce. Approximately 66 percent of its population and 70 

percent workers are living in the rural area.  Nearly 64 percent of the non-workers are also 

living in the rural area (Directorate of Census Operations, 2002). 

Regarding literacy, nearly 70 percent of Punjab's population is literate (Govt. of India, 

2001).  The male and female literacy rate is 76 percent and 64 percent, respectively. Among 

the 35 states and union territories of India, Punjab ranks 16 in terms of literacy rate. Further, 

the literacy rate of urban and rural population is 79.10 percent and 64.70 percent.  Thus, there 

is urban-rural gap of 14.40 percentage points (Govt. of Punjab, 2010).  

With regards to higher education in Punjab, it has a very long historical past with a 

strong colonial legacy. However, its expansion had been very limited and elite oriented.  Its 

accessibility and affordability to the general masses was highly marred on the one hand by the 

supply constraints (very few institutions inclusive of urban locations) and on the other by the 

poor socio-economic conditions of people (Kaur, 1992).  

Table 15:1 presents the evolution of higher education in Punjab.   There were 188 

colleges (62 rurally located colleges; 32.98 percent) in Punjab in 1981.  Their number rose to 

202 (67 rurally located colleges; 33.17 percent) in 1991, which further increased to 524 (204 

rurally located colleges; 38.93 percent) during 2006-07.  It means a large number of the 

colleges in the state were established during 1991-2006;  a large majority of them in the urban 

areas.  The expansion of higher education during the latter period was mainly in professional 

and technical education and that, too, in the private sector. 

 

Table 15:1.   Number of Recognized Colleges/Institutions in Punjab by Types and Location 

(Selected Years) 

 

Type of College 
  1981 1991 2006-07 

Total Rural Total Rural Total Rural 

Arts, Science, 

Commerce & Home 

Science 

162 

(86.17) 

58 

[35.20] 

171 

(84.65) 

63 

[36.42] 

232 

(44.28) 

 71 

[30.60] 

Teachers‘ Training 

(B. Ed./ M.Ed.) 

18 

(9.57) 

3 

[16.67] 

18 

(8.91) 

3 

[16.67] 

124 

(23.66) 

68 

[54.84] 

Engineering, 

Architecture & 

Pharmacy 

3 

(1.60) 

1 

[33.33] 

4 

(1.98) 

1 

[25.00] 

66 

(12.60) 

28 

[42.42] 

Medical, Dental, 

Ayurvedic, 

Homeopathy,  Nursing, 

etc. 

5* 

(2.66) 
- 

9 

(4.46) 
- 

55 

(10.50) 

17 

[30.91] 

Management/Computer 

Science/ Law 
- - - - 

47 

(8.97) 

20 

[42.55] 

Total 
188 

(100) 

62 

[32.46] 

202 

(100) 

67 

[32.68] 

524 

(100) 

204 

[38.93] 

Note: * Allopathic medical colleges only. Figures in parentheses (...) are percentages and in 

index brackets [...] are rural proportions 

Sources:  Statistical Abstract of Punjab, Economic and Statistical Organization, Chandigarh, various 

issues; Economic Survey, Punjab, Economic and Statistical Organization, Chandigarh, various 

issues; Social and Educational Statistics of Punjab, Economic and Statistical Organization, 

Chandigarh, various issues. 
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The state of Punjab has a number of universities imparting higher education in general, 

professional and technical courses.  These are: Punjab Agricultural University (PAU), 

Ludhiana; Punjabi University (PUP) Patiala; Guru Nanak Dev University, (GNDU) Amritsar; 

Punjab Technical University (PTU)  Jalandhar; Baba Farid University of Health Science 

(BFUHS), Faridkot; Guru Angad Dev Veterinary and Animal Sciences University 

(GADVAU), Ludhiana; and the Rajiv Gandhi National University of Law, Punjab, Patiala.  

These universities are established by the government of Punjab. Thaper University, Patiala 

and Lovely Professional University, Phagwara are private universities.  Sant Longowal 

Institute of Engineering and Technology, Longowal is a deemed university and is mainly 

funded by the Union Government.  The Central University of Punjab, Bathinda has been 

recently established by the Union Government. Punjab University, Chandigarh, though 

situated in Chandigarh, has its affiliated colleges in Punjab.  The Union Government has also 

announced to set up a world class university in Punjab near Amritsar.  It is, thus, clear that the 

state of Punjab has all types of higher education institutions, imparting education in diverse 

streams.  The PUP, GNDU, PTU, BFUHS and PU are all affiliating universities and all the 

colleges in the state are affiliated to one or the other university.  

 

IV. Rural Students in Liberal Higher Education in Universities of Punjab 

"A University is a place where new ideas germinate, strike roots and grow tall 

and sturdy.  It is a unique space, which covers the entire universe of knowledge.  

It is a place where creative minds converge, interact with each other and 

construct visions of new realities.  Established notions of truth are challenged in 

the pursuit of knowledge" (Yash Pal, 2009). 

Although higher education has expanded at a fast pace in Punjab the rural students
2
 have 

remained marginalized and excluded from higher education.  Two recent studies (Ghuman, 

Singh and Brar, 2006 and 2009) of Punjabi University, Patiala have made significant 

revelations in this context. 

During the academic session 2005-06, the total number of students in four universities 

of Punjab State was 22360 (Table 15:2).  The proportion of boys and girls was 53.40 percent 

and 46.60 percent, respectively.  At the campus departments, the boys and girls were almost 

evenly divided (50.44 percent boys and 49.56 percent girls), and at the regional centres, the 

boys constituted more than a two-third proportion (68.05 percent) and the rest were the girls 

(31.92 percent). 

The rural students in the universities and their regional centres constituted a meager 

proportion of 4.07 percent.  Across the universities, the proportion of rural students ranges 

between 2.20 percent (Panjab University) and 8.16 percent (Punjabi University).  The 

proportion of female rural students, across the universities, varies between 1.38 percent 

(Panjab University) and 5.81 percent in Punjabi University (Ghuman, Singh and Brar, 2006). 

The proportion of rural boys and rural girls in the universities' overall boys and overall 

girls was 4.96 percent and 3.06 percent, respectively.  The proportion of rural students in the 

universities of Punjab is, thus, far below than that of the proportion of rural population in the 

state (66.05 percent as per Population Census of 2001).  The proportion of female students 

from the rural area is rather dismal.  Amongst the total students enrolled in the universities of 

                                                 
2 The students who passed their secondary (10th) or senior secondary (12th) or both the examinations from rurally located schools anywhere in 

India are considered to be the rural students. These rural schools do not fall in the area of any of the Municipal Corporation/Municipal 
Commitee/Nagar Council/Notified Area Commitee/Cantonment Area. 
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Punjab, the share of female students is 46.60 percent, whereas the share of rural girls among 

the total rural students is 35.20 percent.  Compared to their urban counterparts, the share of 

rural girls in the universities of Punjab is much lower.   

  

 

Table 15:2. Number of Students in the Universities of Punjab* (2005-06): University 

Campus and Regional Centre  

 

 

Total Enrolment 
Rural Students 

Number Percentage 

Persons Male Female Persons Male Female Persons Male Female 

(a) Campus 
18598 

(100) 

9381 

(50.44) 

9217 

(49.56) 

696 

(100.00) 

451 

(64.80) 

245 

(25.20) 
3.74 4.81 2.66 

(b) Regional Centres 
3762 

(100) 

2560 

(68.05) 

1202 

(31.95) 

215 

(100.00) 

141 

(65.58) 

74 

(34.42) 
5.72 5.51 6.16 

Total (a+b) 
22360 

(100) 

11941 

(53.40) 

10419 

(46.60) 

911 

(100.00) 

592 

(64.98) 

319 

(35.02) 
4.07 4.96 3.06 

Figures in parentheses are percentages. 

Note: *Universities of Punjab here means four universities viz. Punjabi University, Patiala; 

Panjab University, Chandigarh; Punjab Agricultural University, Ludhiana; and Guru Nanak 

Dev University, Amritsar 

Source: Ghuman, Singh and Brar, 2006  

 

V. Rural Students in Professional Education in Punjab 

Though the higher (graduate and post-graduate degree) professional and technical education is 

being imparted by almost all the universities and their affiliated colleges in Punjab, there are 

some universities which are mainly imparting professional and technical education.  These 

universities are listed in Table 15:3. 

In total, 56240 students were studying at the five universities during the academic 

session 2007-08
3
.  Out of them 65 percent were males and nearly 35 percent were females.  

The percentage share of males and females in PTU was 70 and 30.  The respective share of 

males and females in BFUHS was 32 percent and 68 percent.  The male-female ratio in 

Thaper University was 81 percent and 19 percent.  The share of male and female students in 

SLIET was 82 percent and 18 percent, respectively.  The male and female proportion in 

RGNUL was 65 percent and 35 percent.   

Rural students (2085) were only 3.71 percent of the total enrolled students in all the 

surveyed colleges and universities (Table 15:4).  The proportion of rural students was the 

highest in BFUHS (8.88 percent) and the lowest in Thapar University (0.30 percent).  The 

proportion of rural students in the rest of the universities was as follows: PTU (2.97 percent); 

SLIET (1.81 percent); RGNUL (1.88 percent).  It is to be noted that the overall proportion of 

rural students in BFUHS was the highest because of a very high proportion of rural students 

                                                 
3 The study is based on the census survey of all the five universities given in table 3. At the time of survey PTU had 110 affiliated colleges. 
The number of affiliated colleges with the BFUHS was 71. We sampled 101 (91.82 percent) colleges of the PTU. Out of them 70 (69.31 

percent) responded to our census inquiry. In the case of colleges affiliated to BFHUS, out of 71 colleges, 52 (73.24 percent) were sampled 

for census survey. Finally 43 (82.69 percent) colleges participated in the survey. The study is, thus, based on a large coverage and hence is a 
representative one.  
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in the B.Sc. Nursing course (22.63 percent).  The share of rural students in other medical 

courses was only 4.27 percent. 

 

Table 15:3.  Total Enrolment of Students in Professional Education in Selected 

Universities of Punjab by Gender (2007-08) 

 

Sr. 

No. 
Universities 

Total Enrolment 

Persons Male Female 

1. PTU, Jalandhar 
42837           [76.17] 

(100.00) 

30070 

(70.20) 

12767 

(29.80) 

2. BFUHS, Faridkot 
8761             [15.58] 

(100.00) 

2823 

(32.22) 

5938 

(67.78) 

 (a) B. Sc. Nursing 
2201               [3.91] 

(100.00) 

51 

(2.32) 

2150 

(97.68) 

 (b) Medical Courses 
6560             [11.66] 

(100.00) 

2772 

(42.26) 

3788 

(57.74) 

3. TU, Patiala 
3324               [5.91] 

(100.00) 

2696 

(81.11) 

628 

(18.89) 

4. SLIET, Longowal 
1158               [2.06] 

(100.00) 

954 

(82.38) 

204 

(17.62) 

5. RGNUL, Patiala 
160                 [0.28] 

(100.00) 

104 

(65.00) 

56 

(35.00) 

 Total Students 
56240         (100.00) 

(100.00) 

36647 

(65.16) 

19593  

(34.84) 

Note: 1. Figures in parentheses are percentages. 

          2. Figures in square brackets [..] show the column-wise percentage share. 

 3. PTU stands for Punjab Technical University, Jalandhar; BFUHS stands for Baba 

Farid University of Health Sciences, Faridkot; TU stands for Thaper University, Patiala; 

SLIET stands for Sant Longowal Institute of Engineering and Technology, Longowal; and 

RGNUL stands for Rajiv Gandhi National University of Law, Punjab, Patiala.  

Source: Ghuman, Singh and Brar, 2009  

 

The gender-wise break up shows that the proportion of rural female students (5.27 percent) 

was more than that of rural male students (2.87 percent).  The university-cum-gender wise 

break up of rural students' further shows that the proportion of girls was the highest in 

BFUHS (11.10 percent) and no rural female student was enrolled in any course of Thapar 

University and RGNUL.  The proportion of rural male students was the highest in BFUHS 

(4.22 percent) and the lowest in Thapar University (0.37 percent).  Within the rural students 

the proportion of girls was 49.49 percent and that of boys 50.50 percent.  University-wise, the 

proportion of rural girls was in the following manner: PTU (28.75 percent); BFUHS (84.70 

percent); SLIET (33.33 percent) (Table 15.4). 

Out of the total rural students as many as 500 students (23.98 percent) belonged to the 

rural areas of the other Indian states, as is evident from Table 15:5.  Excluding these rural 

students the proportion of rural students in Punjab further declines to 2.84 percent (1.82 

percent for boys and 4.76 percent for girls). 
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Table 15:4. Gender-Wise Number and Proportion of Rural Students in Professional 

Education in Selected   Universities of Punjab (2007-08) 

 

Universities 

Rural Students 

Number Percentage Share 

Persons Male Female Persons Male Female 

PTU, Jalandhar 
1273 

(61.06) 

907 

(86.13) 

366 

(35.47) 
2.97 3.02 2.87 

BFUHS, Faridkot 
778 

(37.31) 

119 

(11.30) 

659 

(63.86) 
8.88 4.22 11.10 

(a) B. Sc. Nursing 
498 

(23.88) 

5 

(0.47) 

493 

(47.77) 22.63 9.80 22.93 

(b) Medical Courses 
280 

(13.43) 

114 

(10.83) 

166 

(16.09) 4.27 4.11 4.38 

Thapar University, Patiala 
10 

(0.48) 

10 

(0.95) 

0 

(0.00) 
0.30 0.37 0.00 

SLIET, Longowal 
21 

(1.01) 

14 

(1.33) 

7 

(0.68) 
1.81 1.47 3.43 

RGNUL, Patiala 
3 

(0.14) 

3 

(0.28) 

0 

(0.00) 
1.88 2.88 0.00 

Total Students 
2085 

(100.00) 

1053 

(100.00) 

1032 

(100.00) 
3.71 2.87 5.27 

Figures in parentheses indicate share in respective university. 

Source: Ghuman, Singh and Brar, 2009  

 

 

Table 15:5.  Classification of Rural Students in Professional Education in Punjab by 

Native State  (2007-08) 

 

State 
Number Percentage Share 

Persons Boys Girls Persons Boys Girls 

Punjab 1585 658 927 76.02 62.49 89.83 

Neighbouring States 405 310 95 19.42 29.44 9.21 

Other States 95 85 10 4.56 8.07 0.97 

Total 2085 1053 1032 100.00 100.00 100.00 

Note: (i) Neighbouring States include Haryana, Himachal Pradesh, Jammu & Kashmir and 

Rajasthan. (ii) Other States include UP, West Bengal, Bihar, Orissa, Jharkhand, Kerala, Delhi, 

Manipur, and Tripura.     

Source: Ghuman, Singh and Brar, 2009 

  

The two empirical studies (Ghuman, Singh and Brar 2006; and 2009), thus, strongly indicate 

towards the exclusion of rural students from the higher education, both in general and 

professional education, in Punjab.  

The collapse of rural school education, particularly in the government and government 

aided schools, along with the high drop-out rate, has been the main reasons behind exclusion 

of rural students from higher education in Punjab.   It has been noticed that the drop-out rate 

from first to tenth standard was 48.10 percent during the academic session 2002-03 in Punjab 

(Gill, Singh and Brar, 2005). The educational attainment of poor households declined across 

all the grades from first to ninth during 1992-93 and 1998-99 (The World Bank, 2004).   
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The under-performance of the education sector has crippled the education base of the 

workforce in the state.  During 1999-2000, the education level of the workforce in Punjab was 

as follows: illiterate (33.50 percent); primary (22.10 percent); middle (13.00 percent); 

secondary and above (31.50 percent).  Nearly 48 percent of the agricultural workforce was 

illiterate (Chadha, 2004).   

This sorry state of affairs has been the result of neglect of rural education by the 

successive governments in Punjab.  The government schools in the rural Punjab have been 

facing a perennial shortage of teachers, and school heads, to the tune of around 40000, during 

the last two decades.  The monitoring and regulatory mechanism has come to zero (Ghuman, 

2008). As a result, the affluent and aware parents have started sending their wards to private 

schools in search of quality education.  Some studies have revealed that a very high 

proportion (ranging from 70 to 85 percent) of students in rural government primary schools in 

Punjab belong to the Scheduled Castes (SC), Backward Classes (BC) and other weaker 

sections of rural society (Joshi, 2003; Kaur, 2004; and Rani, 2007).  

VI. Schooling of Rural Students 

Schooling is a gateway to entry into higher education.  It is in this context that we have 

looked into the schooling of rural students.  Table 15:6 shows that nearly 72 percent rural 

students in higher liberal education have completed their secondary level schooling from 

government and government-aided schools.  The remaining 28 percent came from the private 

schools.  In comparison, about 47 percent rural students in higher professional education 

passed their secondary school examination form government and government-aided schools.  

The remaining 53 percent came from the private schools. 

 

Table 15:6. Classification of Rural Students in Liberal and Professional Higher Education 

on the Basis of their Schooling in Punjab (Percentage Share) 

 

School 

Ownership 

Secondary School Senior Secondary School 

Liberal 

education 

Professional 

education 

Liberal 

education 

Professional 

education 

Government/Govt-

Aided 

71.57 46.91 70.14 61.06 

Private 28.43 53.09 29.86 38.94 

Total 100.00 100.00 100.00 100.00 

Source: For liberal education: Ghuman, Singh and Brar, 2006; and for professional education: 

Ghuman, Singh and Brar, 2009 

 

It is interesting to note that 61 percent rural students passed their senior secondary 

examination from government and government-aided schools and the remaining 39 percent 

came from the private schools.  As regards their proportion in liberal education, it was 70 

percent from government and government-aided schools and 30 percent from the private 

schools.  Evidently, the proportion of students, having their secondary education from private 

schools, is higher in professional education.  In other words, the proportion of students from 

government schools is higher in liberal higher education than that in professional higher 

education. Deteriorating quality and facilities in the government schools is the main reason 

behind such a scenario. 
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VII. Social Composition of Rural Students 

The majority of the rural students in the higher education belong to the general caste (other 

than scheduled caste and the backward and other backward classes), as is evident from Table 

15:7.  In the case of liberal education, 75.52 percent rural students belong to the general 

category, 14.60 percent to scheduled castes (SCs), 7.24 percent to Backward Caste (BC) and 

2.63 percent to other backward castes (OBCs). 

 

Table 15:7.  Social Composition of Rural Students in Liberal and Professional Higher 

Education in Punjab (Percentage Share) 

 

Category Liberal Education Professional Education 

Person Male Female Person Male Female 

General 75.52 70.44 

(60.61) 

84.95 

(39.39) 

76.59 72.65 

(47.90) 

80.62 

(52.10) 

SC 14.60 18.41 

(81.95) 

7.52 

(18.05) 

11.56 10.83 

(47.30) 

12.31 

(52.70) 

BC 7.24 7.43 

(66.67) 

6.90 

(33.33) 

6.38 7.41 

(58.65) 

5.33 

(41.35) 

OBC 2.63 3.72 

(91.67) 

 

0.63 

(8.33) 

5.47 9.12 

(84.21) 

1.74 

(15.79) 

Total 100.000 100.00 100.00 100.00 100.00 100.00 

Source: Same as that in Table 15:6 

Note: 1. Figures in parenthesis indicate intra-category percentage share. 

          2. SC - Scheduled Castes  

              BC - Backward Castes 

              OBC - Other Backward Castes 

  3. OBC is categorized on the basis of income, up to Rs. 2.50 lakh per household, per 

annum. 

 

Out of the male students, 70.44 percent came from the general category, 18.41 percent from 

the SCs, 7.43 percent from the BCs and 3.72 percent from the OBCs.  The percentage share of 

general category, SCs, BCs, and OBCs among the female students was 85, 8, 7 and less than 

one, respectively.  Evidently, the proportion of general category, male and female students is 

much higher than compared to the other castes.  It is significant to note that the proportion of 

SCs alone is nearly 33 percent of the total rural population in Punjab (Govt. of Punjab, 2009).  

The gender composition of rural students in liberal education, too, is much skewed, as is 

evident from Table 15:7. Out of the general category students, nearly 61 percent are male and 

40 percent are females.  In the case of SCs and OBCs, the degree of skewness is extremely 

high.  About 82 percent SCs and 92 percent OBCs are male students.  Among the BCs, the 

share of male and female students is 67 percent and 33 percent, respectively. Clearly, the 

proportion is relatively more unfavourable to the female students in the non-general category 

of students.  In other words, a very small proportion of girls from amongst the SCs, BCs, 

OBCs are entering into higher education in Punjab.  Even in the general category students, the 

proportion of female students is quite low compared to male students.  

Clearly, the rural parents do still not prefer to send their daughters to higher education.  

Such phenomenon is more pronounced among the SCs, BCs, and OBCs.  The low level of 

awareness, non-affordability of the costs and favourable treatment to sons, perhaps are the 
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main reasons for such a scenario.  Compared to it, the proportion of female students among 

the total students in higher education is 47 percent and among the rural students 34 percent 

(Table 15:2).  Interestingly, the sex ratio in Punjab is also much skewed, 874 females after 

1000 males, as per census 2001 (Directorate of Census Operations, Punjab, 2001).  

As regards the social composition in professional education, nearly 77 percent rural 

students are from general category households and about 12 percent from the SCs, 6 percent 

each from the BCs and OBCs (Table 15:7). Out of the male students, about 73 percent belong 

to the general category.  From the remaining male students, nearly 11 percent are from SCs, 

seven percent from BCs and nine percent from OBCs. 

Among the female students, about 81 percent belong to the general category, 12 percent 

to SCs, five percent to BCs and merely two percent to OBCs.  Evidently, the share of SCs and 

BCs students in higher education is much lower compared their proportion in population of 

Punjab. 

Interestingly, within the general category, the proportion of female students in 

professional education is higher (52 percent) as compared to the male students.  Almost 

similar is the situation in the case of SCs (Table 15:7).  The higher share of female students is 

mainly, due to a very higher share of rural girls in the B.Sc Nursing Courses.  However, the 

proportion of female students among the BCs is lower (41.35 percent) than the male students.  

In the case of OBCs, the proportion of female students is only 16 percent. 

VIII. Education Level of the Parents and Grandparents of Rural Students 

It is significant to note that a majority of the rural students, both in liberal and professional 

education, are coming from the educated parents.  As is evident from Table 15:8, nearly nine 

percent of fathers and 21 percent of mothers of the rural students in liberal education are 

illiterate.  Approximately 12 percent of fathers and 26 percent of mothers have an educational 

attainment only up to elementary level.  In the case of professional education, four percent of 

fathers and nine percent of mothers are illiterate.  Similarly six percent fathers and 18 percent 

mothers have up to an elementary level of education. 

 

Table 15:8.  Education Level of Parents and Grandparents of Rural Students in Liberal 

and Professional Higher Education in Punjab (Percentage Share) 

 

Education 

level 

Liberal Education Professional Education 

Father Mother Father Mother Grand-

Father 

Grand-

Mother 

Illiterate 8.78 20.97 4.14 8.84 51.01 77.65 

Elementary 11.64 25.79 6.48 17.59 12.09 12.94 

Secondary 

& Senior 

Secondary 

37.87 34.14 49.61 45.64 23.49 6.47 

Graduation 23.16 7.90 23.03 17.40 7.38 1.76 

Post-

Graduation 

5.38 1.87 10.27 4.49 2.68 0.00 

Professional 

Technical 

11.31 3.95 3.19 0.48 2.01 0.59 

Others 1.86 5.38 5.23 1.71 1.34 0.59 

Total 100.00 100.00 100.00 100.00 100.00 100.00 

Source: Same as that in Table 15:6 
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Nearly 38 percent of fathers and 34 percent of mothers have educational attainment of 

secondary and senior secondary levels in the case of liberal education.  The corresponding 

proportion of fathers and mothers of rural students in the professional education is 50 percent 

and 46 percent, respectively.  Again, 23 percent of fathers and 8 percent of mothers of rural 

students in liberal education are graduates.  In the case of professional education, 23 percent 

of fathers and 17 percent of mothers are graduates.  The proportion of fathers and mothers 

with a post-graduate degree is 5 percent and 2 percent in liberal education and 10 percent and 

4 percent in the case of professional education.  A microscopic minority of fathers and 

mothers of rural students, both in the liberal and professional education, have academic 

qualifications, other than those mentioned above. 

It is significant to note that about 69 percent of all the rural households do not have even 

one member with secondary level (tenth standard) of education.  Only 19 percent have one 

member, 9 percent with two members and 3 percent with three members with secondary level 

of education.  In the case of farm households, 51 percent do not have even one member with 

secondary level academic qualifications.  The proportion is 59 percent among non-farm 

households. It is disappointing to note that nearly 90 percent of the households do not have 

even one member with secondary level education.  Only 8 percent of such households have 

one member, 2 percent with two members and less than 1 percent with three members with 

secondary level education (Ghuman, Singh and Singh, 2007). 

It is clear from the foregoing discussion, that there is a high positive correlation between 

the entry of rural students in higher education and the education level of their parents, both 

father and mother.  Besides, the relatively more educated parents are sending their children to 

professional and technical education, as is evident from Table 15:8.  Nearly 83 percent of 

fathers and 68 percent of mothers of the rural students in professional education have 

education beyond secondary level.  The corresponding proportion of fathers and mothers in 

the liberal education is 66 percent and 44 percent, respectively.  Significantly, 33 percent 

fathers and 22 percent mothers of the rural students in professional education hold academic 

qualifications of graduation and above. The corresponding proportion of fathers and mothers 

of rural students in liberal education is 29 percent and ten percent, respectively.  Besides, it is 

an established fact that there is high positive relationship between level of educational 

attainment and the level of earnings.  This has enabled the parents of rural students to bear the 

cost of their higher level education.  

The educational transformation of rural people is also reflected by Table 15:8.  It is 

clear from the data that 51 percent grandfathers and 78 percent grandmothers were illiterate.  

In comparison, only 4 percent fathers and 9 percent mothers of such students are illiterates.  

Similarly, 23 percent grandfathers and 6 percent grandmothers of rural students in 

professional education were having qualification of secondary and senior secondary levels. 

The corresponding proportion of fathers and mothers of such students is 48 percent and 49 

percent.  Besides, only 10 percent grandfathers and 2 percent grandmothers have graduate and 

higher level of education. Compared to it, the proportion of fathers and mothers of rural 

students in professional education, with graduation and above level of educational attainment, 

is 33 percent and 22 percent.  Clearly, there is a transition from low level of education to 

higher levels of education, as we move from one generation to the next generation. As a 

matter of fact, education empowers the people both economically and socially.  This, in turn, 

makes them aware about the relevance and significance of education. 
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IX. Occupation and Income of the Parents of Rural Students 

Occupation and income of the parents are significant determinants of the education of their 

children.  A sizable majority of the parents of rural students in higher education are engaged 

in agriculture and service sector, as is displayed in Table 15:9.  In the case of students in the 

liberal education, about 44 percent of the fathers are agriculturists and 40 percent are in 

service.  Another 11 percent are in small business.  Thus, together, nearly 51 percent of 

fathers are in tertiary sector.  In the case of mothers, 82.43 percent are simply housewives and 

nearly 16 percent are in service.  It is significant to note that only 4.38 percent rural students 

are coming from labour-households. 

 

Table 15:9.  Occupation of the Parents and Grandparents of Rural Students in Liberal and 

Professional Higher Education in Punjab (Percentage Share) 

 

Occupation Liberal Education Professional Education 

Father Mother Father Mother Grand-

Father 

Grand-

Mother 

Agriculture 44.13 0.00 31.80 0.00 75.83 0.00 

Service, 

including 

Pensioners 

40.18 16.25 54.19 17.54 20.81 2.94 

Business/Shop/ 

Artisans 

11.31 1.32 12.51 0.14 3.36 0.00 

Unskilled 

labour 

4.38 0.00 1.50 0.05 0.00 0.00 

Housewife 0.00 82.43 0.00 82.27 0.00 97.06 

Total 100.00 100.00 100.00 100.00 100.00 100.00 

Source: Same as that in Table 15:6 

  

As regards professional education, about 32 percent rural students are coming from 

agricultural sector. The proportion of students, whose fathers are in service, is 54 percent.  

Another 13 percent belong to business, etc. Only 1.5 percent of rural students come from 

labour-households.  Clearly, 67 percent rural students are from the tertiary sector households 

(Table 15:9).  Interestingly, 17.54 percent of mothers of rural students are also in service, etc.  

However, the proportion of housewives is also 82 percent.  The proportion of housewives‘ 

mothers is almost the same in both liberal and professional education.  It is a further evident 

from Table 15:9, that the labour households are literally excluded from both the liberal and 

professional higher education whereas they account for a much higher share of rural 

households.  The proportion of rural agricultural labourers is 22 percent among all the rural 

workers.  Another 3 percent workers are in household industry and 43.4 percent are other 

workers (Directorate of Census Operations, 2002).  It is clear that rural students in higher 

education are mainly coming from the households who either have agricultural income and 

are in the service sector or have earnings, both from agriculture and service. 

The information about the occupation of grandparents of rural students helps us to 

observe the occupational transformation of rural households.  Compared to 32 percent of 

fathers of rural students in professional education, nearly 76 percent of their grandparents 

were engaged in agriculture.  Similarly, 67 percent of fathers are in tertiary sector whereas 

only 24 percent of grandfathers were in tertiary sector (Table 15:9).  This is compatible with 

the long-term dynamics of growth (Kuznets, 1965).  Clearly, occupational diversification 
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from agriculture to non-agricultural sectors has played a significant role in the higher 

education of future generations. 

Further, occupation and income of a household play a significant role in the access and 

affordability of the cost of higher education.  It is, however, clear from Table 15:10 that the 

majority of the families are having an annual income only up to Rs. 200 thousands.  In 

regards to the household income of the parents of rural students in liberal education, 44 

percent are having an annual income up to Rs. 100 thousands.  The corresponding proportion 

in the professional education is 25 percent.  

 

Table 15:10.  Income of the Parents of Rural Students in the Liberal and Professional 

Higher Education in Punjab 

 

House hold Income 

(Rs. Thousand) 

Liberal Education 

(percent of Households) 

Professional Education 

(percent of Families) 

Up to 100 44.15 24.99 

101-200 43.72 46.43 

201-300 6.92 18.85 

301 and above 5.21 9.73 

Source: Same as that in Table 15:6  

 

Nearly 44 percent of parents of the rural students in liberal education and 46 percent in 

professional education are having household income between Rs. 101 thousands and Rs. 200 

thousands.  About 19 percent of the parents of rural students in professional education have an 

annual income between Rs. 301 thousands and Rs. 300 thousands.  Such a proportion in the 

case of liberal education is about seven percent.  Approximately, ten percent parents of rural 

students in the professional education and five percent in liberal education have an annual 

household income above Rs. 300 thousands. 

It is evident from the foregoing discussion that about 29 percent of parents of rural 

students have an annual income above Rs. 201 thousands in the case of professional 

education. In the case of liberal education, their proportion is nearly 12 percent.  Clearly, the 

parents with relatively higher levels of income are sending their children to higher 

professional education.  The households with relatively lower levels of income are sending 

their children to mainly nursing and low-end-low-cost courses (Ghuman, Singh and Brar, 

2009).  In fact, more than 90 percent of the rural households in Punjab cannot afford to pay 

the cost of professional education in management, engineering and medical courses, 

particularly, MBBS and BDS courses (Ghuman, Singh and Brar, 2005).  

The income of about 88 percent of parents of the students in liberal education is up to 

Rs. 200 thousands, whereas, the corresponding proportion in professional education is 71 

percent.  In fact, the cost of professional education, particularly in the private institutions, is 

exorbitantly high and recently it has further registered a significant increase.  

X. Summing Up 

Education in general and higher education in particular is sine qua non for the holistic 

development of any society.  As such the availability and access to higher education at an 

affordable cost is imperative to empower the youth in the eligible age group. 

It is in this context that the state of Punjab would have to make conscious and long-

drawn efforts to raise the gross enrolment ratio (GER) in higher education.  Its GER is still 

hovering around nine percent against the national average of 12.4 percent.  Thus, human 
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capital is all the more important for Punjab in view of its land-locked location and 

decelerating agricultural growth rate.  The state needs to groom its human resources with a 

foremost priority.  

The successive governments in Punjab have, however, been with drawing funding to 

education during the last more than three decades.  Consequently, the education sector has 

become the victim of resource-crunch and poor governance.  The school and college 

education, particularly in the rural area, has nearly suffered a collapse. Thousands of teaching 

posts have been lying vacant for decades. 

As a result, the marginalized sections, particularly the rural people are losing access and 

affordability to education.  The share of rural students in the liberal higher education is around 

four percent.  Their share in the professional higher education is merely 3.7 percent.  

Interestingly the proportion of rural population in Punjab is nearly 66 percent.  The rural 

students are, thus, getting excluded from the higher education.  The exclusion of rural 

students from higher education would hamper their transition and transformation towards 

vertical mobility. This would further enhance the existing rural-urban divide.  

The study has further revealed that a sizeable proportion of the rural students in higher 

education have passed their secondary and senior secondary examinations from the 

government schools as the cost of education in such schools is many times lower than that in 

privately managed schools.  It provides a rationale to strengthen the government schools.  

More than 75 percent of the rural students in higher education belong to general social 

category.  The proportion of scheduled caste students is nearly 15 percent against 33 percent 

share in rural population of Punjab. 

The gender composition of rural students in the liberal education is highly unfavourable 

to the females.  In the case of scheduled caste students it is even more unfavourable to the 

females.  Even in the general category, the proportion of female students is much lower than 

that of the male students.  Evidently, the rural parents still do not prefer to send their 

daughters to higher education.  

However, the proportion of rural female students in the professional education is higher 

than the male students.  This paradoxical situation is mainly attributed to the presence of a 

large number of rural girls in the nursing courses. 

The education level of parents is a key factor in the higher education of their wards. It is 

significant to note that a very high proportion of rural students, both in liberal and 

professional education, belong to relatively more educated parents.  

The occupation and income level of the parents are also the key determinants of the 

entry of rural students in higher education.  It has been found that between 80 to 86 percent of 

rural students in higher education (liberal and professional) came from the land owners and 

service households.  The labourer households‘ children have been almost excluded from 

higher education.  

A very sizeable majority of rural students, in the higher education came from the 

income bracket up to Rs. 200 thousands per annum.  The proportion of households with 

income level above Rs. 200 thousands per annum in the rural area is very small.  It has been 

observed that educated parents are very conscious about the education of their children and 

leave no stone unturned to mobilize resources to finance the education of their children. 

Nevertheless, adequate public funding of education has to be there to make education 

inclusive and more and more accessible and affordable.  The majority of the people cannot 

afford to pay the fee and funds of for-profit-private service providers.  This would result in 

further exclusion of weaker and rural students from higher education.  Consequently, the 

society shall be deprived of many meritorious human beings and eventually end up with 

mediocrity.  That would have very serious socio-economic and political implications.  The 
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measures to make higher education accessible, affordable and inclusive are, thus, very 

imperative.  Following are some of the policy recommendations in this context. 

XI. Policy Recommendations 

1. The vertical socio-economic mobility without education is beyond imagination.  

As such the marginalized sections of population need to have access and 

affordability to education.  To save them frm further marginalisation, the 

government must take immediate policy measures.  

2.      There is a strong organic link between all the three levels (primary, secondary and 

tertiary) of education.  As such, education at each level needs to be strengthened.  

In order to provide a level playing field for the rural students, there is a need to 

improve the quality of school education in the rural areas.  

3. Exclusion of rural students from higher education would have serious implications 

for the social, economic and political stability.  In order to reap the rich social and 

private returns of higher education, their inclusion in higher education should be 

the top most priority of the state. 

4. The negligible proportion of rural students in the liberal education in general and 

professional courses in particular is a cause of worry and needs immediate 

attention.  There is need for short term and long term strategies to tackle such a 

serious phenomenon.  In the short run, there is a need to create additional seats for 

ruralites, or even reserve a certain proportion of the existing seats for the rural 

students. 

5.       There is an urgent need is to expand the education base in the streams of science 

and commerce, particularly in rural areas.  This would go a long way to strengthen 

the science education at the university level. 

6. The establishment of neighbourhood campuses/regional centres in the rural areas 

by the universities would certainly make the higher education more cost effective 

and accessible to rural students.  The experiments of some universities in Punjab 

during the last couple of years are worth noticing. 

7. Education of ruralites is sine qua non for shifting the workforce form agriculture to 

non-agricultural sectors and for reaping the benefits/dividends of changing global 

economic scenario. As such, education sector in general and rural education in 

particular should not be left to the mercy and vagaries of the market forces alone.  

Public funding and policy intervention, along with public-private partnership (in 

an accountable and transparent manner), is of great necessity.  

8. Resource-crunch must not be used as an excuse to justify the withdrawing attitude 

towards public funding of education.  Rather, public funding of education needs to 

be enhanced by mobilizing additional resources as there is enough scope for 

additional resource mobilization.  Efficient tax compliance system and slashing 

down the size of black economy can raise enough resources for investment in 

social sectors. 

9. The higher education institutions must make efforts to mobilize resources from 

sources other than that of students as the present level of fees and funds in higher 

education is already very high.  The fee and funds being charged from students 

should not exceed 30 percent of the per capita income in the state, as 

recommended by U.R. Rao Committee. 



Ranjit Singh Ghuman 

229 

 

10. Earmark adequate funds to finance the education of weaker and meritorious 

students from the rural and marginalized sections.  Keeping in view the gains of 

education thus should not be a problem for the government.  

11.        Make governance in education sector completely transparent, responsive and 

accountable.  There should be zero tolerance for corruption and other malpractices 

in the education sector.  There is a need to fine tune, sensitize and enhance the 

efficiency of all the government departments dealing with the education sector. 

Sensitize political leadership, civil bureaucracy, policy makers, judiciary and all 

other stake holders about the relevance and importance of education at all the 

levels. 

12. The state and institutions in higher education sector must prepare themselves for 

the competition and challenges from foreign universities going to enter into India 

under General Agreement on Trade in Services (GATS).  These challenges would 

become more formidable with the passing of Foreign Educational Institutional 

Bill. 
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CHAPTER SIXTEEN 

EDUCATION FOR RURAL TRANSFORMATION  

Civil Society Initiatives in India 

K. Viswa Bhushan, Department of Social Work, Maharaja Post-graduate College, 

India, Affiliated to Andhra University, Vizianagaram, Andhra Pradesh 

“The future is not of ease or resting, but of incessant striving so that we may 

fulfill the pledge we have so often taken and the one we shall take today. The 

service of India means the service of the millions who suffer. It means the ending 

of poverty and ignorance and disease and inequality of opportunity. The ambition 

of the greatest man of our generation has been to wipe every fear from every eye. 

That may be beyond us. But as long as there are tears and suffering, so long our 

work may not be over” Pandit Jawaharlal Nehru (1947). 

I. Introduction 

We live in a world of shrinking borders and burgeoning needs where people faced by rapid 

social, economic and political change are seeking new ways of controlling their lives and the 

future of their communities.  Armed with more access to information than ever before, and 

backed by new technologies, people are banding together to find new means of articulating 

their needs and to ensure that government and business policies protect and promote their 

interests. 

Along with governments, the United Nations (UN) system, which believes that 

development must rest on people‘s needs, has not been immune to this unleashing of people 

power.  The UN as an institution has a history of opening its doors to organisations and 

institutions that represent the diverse interests of people.  In recent years, the UN family has 

made a special effort to broaden its collaboration and consultation with such organisations. 

The world of civil society is not uniform.  The role of civil society organisations (CSOs) 

in promoting ―public‖ interests may not always be clear.  The interests that motivate people to 

form associations may be public, but they may also be personal.  Associations may be formed 

to support kinship or narrow group interests that have little to do with wider public concerns.  

Civil society interests provide an important channel for understanding and reaching out to 

particular social groups but need not be oriented towards wider public good.  CSOs may 

reflect social, political and economic inequalities based on factors such as wealth, geography, 

religion and gender. 

The wide range of interests, combined with the possible existence of market or state 

links in civil society organisations, implies that even within civil society there may be 

competition and conflict over different values and interests.  Such debates and conflicts, if 

they are open and transparent, are essential for the development and implementation of 

socially acceptable and equitable policies.  Such contention can be constructive, especially 

when it is used to open channels of communication and negotiation around areas of real 

conflict, find mutually acceptable ways of resolving conflict and build social harmony. 

In the process of realizing the vision of democratic, egalitarian, welfare and 

development oriented glorious Indian Society; the contributions have come from all 
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disciplines, fields and sectors.  Social work and voluntary organisations, now popularly 

known as NGOs are not the exceptions.  Voluntary organisations promoting service to 

humanity have in the past their roots in religion.  As part of system charity under the feudal 

economy they have assumed an active role as contributors of the developing society under 

capitalistic and socialistic systems. 

II. Conceptualizing Civil Society 

Civil society has its roots in the word ‗civics‘, which comes from the Latin word ‗civis‘, 

meaning citizen.  Both the Romans and Greeks had equivalent terms meaning ‗political 

society‘ where citizens active in the political life of the state helped shape its institutions and 

policies.  Today, there is no universally accepted definition of civil society or organisations 

formed to represent civil society.   Even within Member States and the family of the UN, the 

definition and classification of civil society actors seems to vary.   Many use the term NGOs. 

Synonymously with CSOs. 

The common understanding is that civil society embraces the general public at large, 

representing the social domain that is not part of the state or the market.   Lacking the 

coercive or regulatory power of the state and the economic power of market actors, civil 

society provides the social power of its networks of people.   Its ideas, information, services 

and expertise are used to advance the interests of people by seeking to influence the state and 

the market.  It is a sphere where people combine for their collective interests to engage in 

activities with public consequence. 

The increasingly accepted understanding of the term CSOs is that of non-state, not-for-

profit, voluntary organisations formed by people within the social sphere of civil society.  

These organisations draw from community, neighbourhood, work, social and other 

connections.  CSOs have become an increasingly common channel through which people seek 

to exercise citizenship and contribute to social and economic change.  They cover a variety of 

organisational interests and forms, ranging from formal organisations registered with 

authorities to informal social movements coming together around a common cause. 

The term NGO is also commonly used to describe non-state, not-for-profit, voluntary 

organisations.  However, NGOs usually have a formal structure and are, in most cases, 

registered with national authorities.  WHO and other UN agencies use the term NGO in their 

formal and official language and policies. Civil society refers to the arena of un-coerced 

collective action around shared interests, purposes and values. In theory, its institutional forms 

are distinct from those of the state, family and market, though in practice, the boundaries 

between state, civil society, family and market are often complex, blurred and negotiable. 

Civil society commonly embraces a diversity of spaces, actors and institutional forms, varying 

in their degree of formality, autonomy and power.   

Social scientists have tried to classify civil society according to their typology and 

sectorial involvement and this has direct relevance to programming for development. The 

major classifications are: 

 

 Relief and Charity 

 Development 

 Mobilization and Organisation 

 Politics  

 Political Education 
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In his study ―From Relief To People‘s Movements‖ (1990), David Korten has classified the 

pattern of evaluation of civil society under four generations.  

 Relief and welfare 

 Community Development 

 Sustainable Development 

 People‘s Movements 

 

First generation strategies involve the NGO in the direct delivery of services to meet an 

immediate deficiency or shortage experienced by the beneficiary population, such as needs for 

food, health care or shelter. This generation‘s strategies grow out of a long history of 

international voluntary action aimed at assisting the victims of wars and that of village 

development in realizing its own potentials through education, organisation, and successful 

participation in activities, usually either a village or some subgroup within it, such as the 

women, or the landless agricultural workers. 

Recent conceptualization of the growing strength, visibility and importance of the 

NGOs engaged in promoting development have tended to create an impression that NGOs, 

voluntary organisations and development institutions are essentially representing the third 

sector. A series of studies, documents and proclamations have resulted in the emerging 

theorization of the growing importance of the third sector. 

Mr. Korten (1990) in his book entitled, ―Getting to the 21
st
 century; voluntary Action 

and the global agenda‖ has identified specific roles for NGOs. These four roles are: catalyzing 

the transformation of institutions, policies, and values; monitoring and protesting abuses of 

power; facilitating reconciliation; and providing essential community services.  Among the 

wide variety of roles that NGOs play, following six roles can be identified as important: (i) 

Development and Operation of Infrastructure, (ii) Supporting Innovation, (iii) Demonstration 

and Pilot Projects, (iv) Facilitating Communication, (v) Technical Assistance and Training, 

Research, Monitoring and Evaluation, (vi) Advocacy for and with the poor. 

The role of NGOs in poverty alleviation, delivery of healthcare, spread of education, 

development of human resource restoration and conservation of environment, and above all in 

protection of human rights has attained much significance.  The shifts in the thinking on the 

role of NGOs activities can be presented in many ways such as : (i) NGOs as a part of global 

movement towards global transformation (ii) NGOs as agents for strengthening civil society 

(iii) NGOs as agents of institutional change-social relations (vi) NGOs as agents local 

development : comparative advantage theory. Even the famous economist Mahbub-ul-Haq 

writes ―Societies everywhere had begun challenging governments‖ (Parvez, 1998).  NGOs are 

significant institutions of modern civil societies that can be more efficient and effective in the 

use of resources and can provide support directly to people and communities.  Above all, 

NGOs have an important collaborative role in the planning, implementation and evaluation of 

national social development programmes.  Therefore, a healthy growth of NGOs movement is 

rather a national necessity.  Besides other established factors, it requires trained personnel, 

adequate funding support and specific rules for establishing accountability.  

III. Civil Society and Social Transformation 

The civil society has been responsible for addressing both these issues. In reality, social 

development is not possible without social freedom. The issues of social justice and freedom 

could not go ahead without sacrifice and commitment. For this, people are required to develop 

a sense of service and sacrifice. So, self-service is a basic ingredient of social development 

activity. Likewise, in order to end the pervasive exploitation and suppression in the society, 
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social awareness and social mobilization should go hand in hand with volunteer attitude.  

Social activeness is another requirement in the social development sector. Similarly, 

committed, trained, and progressive human resources are imminent to let the area of social 

development go ahead with a clear vision, aim and programme. Also, experts are required in 

this area. So, as it is necessary for it to be a social movement to push the social development 

issues, similarly it should be pro-awareness and change-oriented. Looking at the history of 

social service, we find that social development activity is always message-oriented. 

Therefore, social responsibilities of NGOs have become important for transforming society 

(Pradhan 2003). 

Civil societies engaged in social development have now been actively involving 

themselves in relief packages and development along with other activities like resource 

mobilization, social mobilization, awareness, skill development and rehabilitation. Besides, 

the activities of social development have gradually been moving ahead in different projects 

like drinking water in villages, small hydropower, forest conservation, human rights, 

education, and economic development sectors. So, it is difficult to confine the working areas 

of social developments. However, in the present context, studying the impacts and areas of 

social movement, it can be divided into the following categories.  

 Area linked with relief and welfare (humanitarian aid)  

 Area linked with society and reform  

 Area linked with economic development and self-dependency (human resource 

development)  

 Village reconstruction area, etc. (Pradhan 2003)  

 

The area of relief and welfare issues are mainly concerned with humanitarian services and 

assistance. Especially, people affected by raging conflict or natural disaster need immediate 

humanitarian aid. Medicine, clothes, food, accommodation, psychological assistance, among 

others, are included in such services. The NGOs have work to minimize disaster by collecting, 

transporting, and distributing relief materials.  Another important area of social development 

is the management of victims, meaning necessary relief, socialization and reform for children, 

women and men victimized by different exploitation, discrimination, disaster, punishment, 

and criminal acts.  For this purpose, efforts are on for the required psychosocial consultation 

on different matters and social reunification.  For people involved in addictions and crime, 

these organisations provide psychological consultations, socialization and reform 

opportunities.  

Civil society will increasingly have to become active where the government does not 

reach and where the forces of the market leave unwanted results.  It is conventional wisdom 

that the forces of the market are socially blind.  They may produce untenable social 

inequality, even injustice. In the case of corruption, they may become overwhelming and 

destructive when they go unchecked by ethical standards and legally enforceable rules.  

When, to give an example, public construction contracts are in huge demand while both 

internal and external control mechanisms are in poor supply, even strong ethical values may 

not be able to prevent corruption.  It is possible that under such conditions appeals to ethical 

standards will fail to achieve their purpose they may even prove counter-productive if 

perceived to be hypocritical or grossly mismatching reality. 

Towards the government, civil society will have to play the roles of critic, catalyst and 

advocate of those interests unrepresented or underrepresented.  Where the government fails - 

because it is too weak or because problems cannot be solved through central planning or from 

above - civil society comes in.  It can mobilize the people and it is needed to reach the hearts 

and minds of ordinary citizens who may find it hard to believe that their governments are 

making a genuine effort to tackle corruption.  And, above all, it is essential to raise public 
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awareness, to awaken society to the disastrous effects of corruption and to get across the 

message that fighting it is possible. 

Civil society also is a guarantor that the interests of those people governments claim to 

represent are not being neglected.  It is the manifold groups making up civil society which can 

remind governments and ensure that corruption has to be fought in the interest of those that 

can least afford to defend themselves against its brutal attacks: the poor, the uneducated, the 

illiterate, the unorganized and the weak.  Finally, civil society is the watchdog, the 

whistleblower, and the vanguard to warrant that the government, and to a lesser extent the 

private sector, respect their borders.  

Civil society will indeed be needed everywhere.  It is the key for access to cultural 

diversity. Governments and the private sector will need the support and involvement of civil 

society everywhere to mobilize people, and to link the reform measures and integrity systems 

with the interests and experience of local people.  Also, it has proven to be impossible for the 

government to take over the role of civil society and replace its inherent strengths and 

capabilities.  More than everywhere else, this is true for the fight against corruption. 

IV. Rethinking Rural Transformation 

Goals set globally and by individual nations for education and development in the 21st 

century cannot be realized without giving special attention to the situation of rural populations 

in developing countries. 

In spite of the rapid pace of urbanization, three billion or 60 percent of all the people in 

developing countries and half of the people of the world still live in rural areas. Three quarters 

of the world's poor, those subsisting on less than a dollar a day, are often not reported, which 

is a sign of neglect of the problem. But it can be safely assumed that non-attendance in school, 

early dropout of students, adult illiteracy and gender inequality in education are 

disproportionately high in rural areas – paralleling concentration of poverty in villages. Urban 

- rural disparity in educational investments and in the quality of teaching and learning is 

widespread and persistent. 

One out of five children in developing countries still do not attend primary school 

according to The Dakar World Education forum in 2000.  Taking stock of progress in the 

1990s has set new targets for making basic education truly universal. World leaders at the 

Millennium Meeting of the United Nations, echoing international consensus that emerged in 

the previous decade, have envisioned a new future for humanity in the 21
st
 century.  They 

have pledged their support to goals for reducing poverty, pursuing the path of sustainable 

development, and promoting human dignity without discrimination. 

A vital component in achieving these objectives will be enhancing people‘s capacities 

and expanding their choices in life through education.  Education can hardly serve this critical 

role if rural people, and all those deprived educationally remain so deprived.  Separate 

educational policies and programmes for rural areas are not necessarily the answer. Rural 

areas are diverse and in a state of transition. The paramount need, largely neglected so far, is 

to adapt, adjust and redirect national educational priorities, strategies and resources to the 

specific conditions of diverse and changing rural communities.  Educational programmes 

have to become a vital part of this transformation through committed partnership of the 

government, communities, businesses, and civil society as a whole.  The aim of the present 

report is to initiate a dialogue and help develop a framework for policy and action to make 

education the vehicle for rural transformation. 

A legitimate question would be why the emphasis is on rural transformation and how it 

is different from the commonly used term rural development.  The term rural transformation, 
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for the present report, does not denote a new concept of social change and national 

development.   Nor does it represent a radical departure from the core ideas of rural 

development concerned with improving the well-being of rural people by enhancing their 

productive capacities, and improving public policies that discriminate against rural poor.  

Keeping those points in mind, an in-depth study was conducted with the following objectives: 

 To understand the role of civil society for social development. 

 To study the level of participation of civil societies for rural transformation. 

 To examine the contribution of NGOs for rural transformation. 

V. Research Context 

This study was conducted in Vizianagaram, Andhra Pradesh.  Andhra Pradesh ranks 6th out 

of the 15 major states in India in per capita income, it is below average on the other 

indicators. There have been some debates on the poverty measurements, and alternate 

estimates put the percentage of people below the poverty line is closer to the all India average 

of around 26 percent.  It is one among the north circars in Coastal Andhra with 34 Revenue 

Mandals, 12 Towns, 1524 Villages and 22,45,103 population. 

A sample of 45 civil societies were randomly selected from the registered organisations 

under society‘s registration act for the study.  Questionnaires for NGOs were prepared by the 

researcher to study the structure and function, and contributions for social development of the 

organisations.  The researcher also visited these NGOs for participant observation and 

conducted interviews with the functionaries. 

VI. Major Findings 

The following are the major findings of the study. 

 

Table 16:1.  Tasks Assigned to the Functionaries 

 

Nature of work 

assignment 

Frequency 

N=45 

Percentage (%) 

Income generation/ 

Supplementation 

Vocational guidance 

12 26.67 

Legal aids 05 11.11 

Personal Development 12 26.67 

Land related 03 06.67 

Human rights 06 13.33 

Health related issues 07 15.57 

  

The above table and graphical presentation narrates the facts about the types of task 

assignments of the functionaries of the NGOs. The prominent task assignments of the 

functionaries of the NGOs are health related issues (15.57 percent), Income generation and 
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vocational guidance (26.66 percent), Legal aids (11.11 percent), Personality development 

(26.67 percent), Land related (6.67 percent), and  human rights (13.33 percent). 

 

Table 16:2.  Distribution of NGOs by Coverage of Revenue Mandals in Vizianagaram 

District 

 

Sr. No.  No. of mandals covered Frequency N=45 Percentage (%) 

1 < 5 22 48.89 

2 5-10 18 40 

3 >10 05 11.12 

  

From the above table it was found that very few NGOs (11.12 percent) are working in more 

than 10 revenue mandals whereas most of the NGOs (88 percent) are working in below 10 

revenue manadals. 

 

Table 16:3.  Distribution of Civil Societies by Category 

 

Sr. No. Categories No. of civil 

societies 

Percentage 

(%t) 

1 Charity 4 9 

2 Empowerment 25 56 

3 Development 10 22 

4 Welfare 6 13 

 Total 45 100 

 

Figure 16:1.  Distribution of Civil Societies by Category 
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The above table and graph show the categories of the civil societies. The majority (56 

percent) of civil societies are working on empowerment where as 22 percent are for 

development and the remaining 15 percent for welfare and 8 percent for charity.  So it is 

found that the civil societies are focusing on empowerment which is essential. 

 

Table 16:4.  Distribution of Civil Societies by the Priority Given to Services 

 

Sr. No. Services Percentage (%) Rank 

1 Health 16 3 

2 Education 26 1 

3 Income 22 2 

4 Human Rights 10 6 

5 Awareness 

Programme 

12 5 

6 Child and women 

welfare 

14 4 

 Total 100  

 

 

Figure 16:2.  Distribution of Civil Societies by the Priority Given to Services 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

The above table and graph explain the priority of service taken by the civil societies for 

transformation. The majority (26 percent) of civil societies have taken education as a main 

activity. Whereas 22 percent have taken income generating programmes, 16 percent for 

health, 14 percent for child and women welfare, 12 percent for awareness programmes, and 

the remaining 10 percent for human rights.  It is emphasized that education is the tool for 

development and transformation, which promotes awareness and empowerment. 

  

Percentage

Rank
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Table 16:5.  Focus Area and Type of Activities  

 

Sr. No. Focus area  Type of activities 

1 Education  

 

Special schools Training, 

Counseling Distribution of free educational materials, Human 

rights and empowerment activities 

2 Health 

 

AIDS awareness programme 

Health awareness camps 

3 Environment 

 

Environment awareness programme 

Modern agriculture training 

Vegetable cultivation 

4 Economy 

 

Income Generation Activities. 

Dairy forming 

Vermin culture 

Petty Shops 

Gen cuttings 

Dairy farming 

Vermin culture 

Petty shops 

Gen cuttings 

 

 

When asked about the major focus of the activities of the organisations, it was found that the 

activities geared around various dimensions like education, environment, economy, and 

health.  Health programmes concentrated on the awareness of HIV aids, health and hygiene 

and family welfare programs.  Economic activities were organized to help villagers boost 

their financial status.  The activities helped villagers in areas like dairy farming, and vermin.  

The educational activities concentrated on special schools training, counseling, and 

distribution of free educational materials. For conducting the various activities the fund was 

arranged from centrally sponsored scheme, state government and in some cases from 

international agencies shown in Table 16:2. It can be seen from the table that the number of 

trained employees in the NGOs were less than 50 percent of the untrained staff.  

 

Table 16:6. Distribution of Civil Societies by the Response of the Chief Functionaries 

towards Transformation and Development 

 

Sr. No. Response Chief towards Percentage (%)  

1 State 12 27 

2 Slow 21 47 

3 Partial 8 18 

4 Better 4 8 

 Total 45 100 

  

 



ERT and Civil Society Initiatives in India 

 

242 

 

Figure 16:3. Distribution of Civil Societies by the Response of the Chief 

Functionaries towards Transformation and Development 

  
 

The above table and graph show the response of chief functionaries toward development and 

transformation. The majority (47 percent) of chief functionaries expressed that transformation 

and development is slow where as 27 percent expressed that it is static. 18 percent expressed 

it is partial and the remaining 8 percent expressed that it is better.  It is found that 

thetransformation and development are slow and static. 

 

Table 16:7.  Distribution of NGOs by their Opinions towards Key Achievements 

 

Sr. No.  Key Achievement Ranking as per 

their opinion 

1 Economic Sustainability 1 

2 Self Efficacy 2 

3 Improved Health Conditions 3 

4 Capacity Building 4 

5 Cultural Change 5 

6 Improve in Literacy Rate 6 

7 Participation in Development 

Activities 

7 

8 Women Empowerment 8 

9 Environmental Development 9 

10 Advocacy 10 

Number of Chief functinaries

Percentage
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From the table above it was found that the NGOs opinion with respect to their major 

contribution for social development was economic sustainability, self-efficacy and improved 

health conditions. However, areas like capacity building, cultural change, and improved 

literacy rate were also found significant in terms of NGOs contribution.  

 

VII. Suggestions 

It is important to invest in civil society and civic engagement by facilitating and enabling an 

environment for civil society and revitalizing the capacity to engage with a fuller range of 

civil society actors. 

 Promote citizen action for participatory democracy and development by supporting 

collective citizen action for greater accountability. 

 Activity involves a range of non-state actors for outward looking multilateralism that 

reinforces civic engagement and human development for transformation. 

 Improve and expand social services including provision for education as well an 

improvement of physical infrastructure such as roads, electricity water supply and 

sanitation leading to change in the quality of life in rural areas. 

 Diversify economic activities and employment opportunities in rural areas. 

 Promote a progressive shift from farming to non-farming activities, including small 

scale manufacturing, trading, and other rural services. 

 Invest in irrigation, seeds, fertilizer, and agricultural research and extension, aiming 

for increase in productivity and income of rural people engaged in farming and 

recognizing that agriculture remains the engine of rural growth and the means of 

ensuring peoples food security. 

 Modernize production technology and methods both in farming and non-farming 

activities. 

 Promote appropriate rural-urban linkages and partnership in the framework of a 

regional development approach that includes urban and peri-urban areas and their rural 

hinter lands. 

 Mobilization, through a combination of debt relief and increased aid, of additional 

necessary resources for the least developed and other poor countries. 

 Redesign and promote civil societies to meet the resources requirements for education, 

including directing resources to improving quality, and overcoming disparities in rural 

areas. 

 Strengthening national poverty reduction strategies, including equitable allocation, 

management of budgets, and greater accountability and participation of civil society 

organisations. 

 National governments reviewing priorities in public  and making a greater effort to 

mobilize domestic resources, applying criteria of equality. 

 Reinforce action oriented programmes to meeting the learning needs of disadvantaged 

groups such as children with special needs, migrants, minorities and the rural/urban 

poor. 

 Expand and improve early childhood care and education services, especially in rural 

areas. 
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 Adopt measures to meet the learning needs of all in order to improve  the quality and 

outcomes of education especially by developing learner centered curricula, and 

appropriate teacher professional development.  

 Provide safe and caring school environments that allow students to become healthy, 

alert, and secure in order to learn effectively and fully participate in all educational 

activities. 

 Recognize that ICTs are only a means and not an end in themselves. Their application 

in all fields of basic education, especially to reach the unreached and provide for 

acquisition of additional skills, shall be accorded greater attention and encouragement. 

 

VIII. Conclusion 

There has been an explosion of civil society actors in recent years.  Competing interests and 

rapid change have created a more complex environment but have also contributed positively 

to improving human health and development.  Harnessing the energy of these diverse voices 

to improve is a challenge and an opportunity for transformation.  A better understanding of 

civil society puts the organisation in a clearer and more strategic position to build more 

inclusive alliances for global and local public health goals.  

India is a representative rather than a participatory democracy.  Once the elections are 

over, the politicians who run the federal and state governments do not really need to go back 

to the electorate for every major decision and there is no tradition of referendums in India as 

there is in Switzerland or Denmark.  So in the five years between one election and another, 

the NGOs and parts of the media, to some extent are often the only means available to the 

citizens to voice their opinions on any decision taken by a government.  

In a large developing country like India, there are numerous gaps left by the government 

in the development process-sometimes by intention, sometimes due to lack of funds, and 

sometimes due to lack awareness.  These are the gaps that many civil societies try to fill in 

modern India.  Some of them may work in areas that the government does not want to get into 

like fighting discrimination on the basis of caste. Most Indian politicians do not really want to 

upset the existing caste hierarchy in his or her constituency, because the politician is 

dependent for votes on the dominant castes of that particular constituency. In the process, 

laws prohibiting discrimination on the basis of caste are often ignored unless there are civil 

societies working in the area that is willing to take up the cause of those being discriminated 

against. 

The success of development and participatory governance depends on both a robust 

state and an active civil society with healthy levels of civic engagement.  Civic engagement is 

key to the work and strengthening of responsive governing institutions and practices-

accountability, good governance, democratization of development cooperation, and the 

quality and relevance of official development programmes.  Civil society also has an 

important role to play in development and aid effectiveness.  Many civil society organisations 

(CSOs) have a proven capacity for broad based mobilization and creating a bottom-up 

demand that fosters responsive governance.  Civil society advocacy can facilitate the 

participation of poor and vulnerable populations in the design and implementation of 

development policies and programmes.  This can enhance the delivery of basic social services 

such as health and education.  Civil society organisations also play a critical watchdog role in 

public life.  Last but not least members of civil society organisations volunteer their time, 

skills and expertise to development. 
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CHAPTER SEVENTEEN 

EDUCATION FOR RURAL TRANSFORMATION  

Policies and Programmes for Rural India 

Meera Balakrishnan, Saju Vargheese and Sejal Dave, Centre of Advanced Study in 

Education (CASE), Faculty of Education and Psychology, The Maharaja Sayajirao 

University of Baroda, India 

I. Introduction 

During the decade of the 1960s, much effort was expended to improve education scenarios of 

rural areas in many developing countries.  A further impetus was provided at the Jomtien 

Conference in 1990 when a call for mobilizing resources in this direction was made by the 

international community.  But the fact remains, that the scene today is still not very 

promising.  The slow pace of progress towards universal basic education is largely due to the 

persistence of low enrolment rates in rural areas.  This is obviously overlooked.  The 

breakdown of numbers for rural areas on education indicators are often not reported – a sign 

of clear neglect.  But it can be safely assumed that non-attendance in school, early dropout of 

students, adult illiteracy and gender inequality in education are disproportionately high in 

rural areas – paralleling concentration of poverty in villages.    

Almost three decades ago, the introduction to a study on education for rural 

development, sponsored by the World Bank, noted a conviction among development experts 

that ―greater emphasis should henceforth be given to developing the rural areas of poor 

nations and that this would require, fresh approaches to meeting the educational needs of rural 

populations‖.  An estimated 1.2 billion people are classified as poor.  Over 70 percent of the 

poor are living in developing countries.  They are unable to access the services and 

opportunities that improve their conditions.  The key to unlocking the doors of poverty are: 

education, employment, adequate nutrition, infrastructure and communication.  Education and 

training are the two important factors which will help against poverty, rural development and 

transformation.  Dakar Framework for Action, adopted by 164 governments in 2000, is one of 

the most comprehensive, wide-ranging and ambitious of all commitments undertaken by the 

international community.  It pledges to expand learning opportunities for every youth, adult 

and child – and to achieve specific targets in key areas by 2015.  

This paper focuses on the links between education and rural transformation, and seeks 

to illuminate the forces of change rural communities face.  An educated populace equipped 

with appropriate knowledge, skills, and information will have expanded opportunities and the 

confidence to pursue them.  Education is the key instrument for fulfilling the goal of rural 

transformation. 

II. Context of Rural Transformation 

Access to education and the content and purposes of education are or should be a key element 

of promoting the concept and practice of human development.  The Millennium Goals assert 

faith in human development.  The Millennium Goals are pertinent to the objectives of rural 

transformation as well as the educational activities serving these objectives.  The policies and 
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priorities of education have to be seen in a new perspective for rural transformation.  The 

content and organisation of the rural priorities needs new emphases and flexibility of 

educational programmes.  Separate systems of rural education to the conventional formal 

system should be formulated. 

The Universal Declaration of Human Rights, adopted in 1948, proclaimed the right to 

education for all (Article 26) treaties and declarations on various aspects of the right to 

education.  It also ensures the right of the child to education ―progressively and on the basis of 

equal opportunity‖.  The human rights perspective of education is particularly relevant in the 

context of educational deprivation and disparity in rural areas. 

III. Relevant Educational Policies and Programmes for Rural 

Transformation 

Responding to the diversity of rural situations is the measure in making education 'relevant to 

rural transformation‘.  The critical concern is to link educational activities to diverse needs of 

building skills and improving livelihood and enhancing the quality of life.  An educational 

programme should combine the curricular content and locally developed supplementary 

content to form a core content.  When the content and pedagogy utilizes the knowledge and 

wisdom derived from the local culture and tradition and utilizes local artisans, craftsman and 

folk performers in the classroom, then an effective and relevant educational programme can 

be formulated.  This type of an educational programme enriched by an understanding and 

commitment will bring about rural transformation.  Educational programmes should be based 

on learning a system of profound knowledge and taking actions based on that knowledge. 

The Government of India has formulated many policies and programmes for the 

education some the rural people.  The following are the policies and programmes: 
1. 1950 – Free and compulsory education (Directive Principles of State Policy). 
2. 1956 - 61 – The establishment of Rural Institutes. 
3. 1968 – First National Policy on Education (NPE). 
4. 1976 – ―Education‖ from being a ―State‖ subject to a ―Concurrent‖ one 

(Constitution amended). 
5. 1994 – District Primary Education Programme (DPEP) (universalize primary 

education in selected districts). 
6. 1995 – Centrally-assisted Mid-Day Meal scheme. 
7. 2001 – Sarva Shiksha Abhiyan (SSA). 

– Education of girls. 
– Improving the condition and the infrastructure of the rural schools. 
– Vocationalisation at the secondary stage will be initiated in selected 

villages and programmes for that will be implemented. 
– Emphasis for non-formal education in the rural sector. 
– Eradication of adult illiteracy. 
– Universalization of secondary education up to class X. 
– Setting of secondary schools within 5 kilometers of any habitation and 

to provide a higher secondary school within a distance of 7-8 
kilometers of any habitation.  

– Use ICT- based pedagogy and learning aids, provide broadband 
connectivity to all the Government and Government-aided secondary 
schools. 
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IV. Education for All 

Access to relevant and high quality education, information and skill training for all as a right 

is part of the globally defined vision for the future in the 21st century.  It is also recognized 

that access to education has a vital role in fulfilling other components of the vision for 

humanity's future.  Guidelines on these lines were given by the Dakar summit. 

 

Dakar Goals: 

 

1. Expanding and improving comprehensive early childhood care and education, 

especially for the most vulnerable and disadvantaged children. 

2. Ensuring that by 2015 all children, particularly girls, children in difficult 

circumstances and those belonging to ethnic minorities, have access to and complete 

free and compulsory primary education of good quality. 

3. Ensuring that the learning needs of all young people and adults are met through 

equitable access to appropriate learning and life skills programmes. 

4. Achieving a 50 percent improvement in levels of adult literacy by 2015, especially for 

women, and equitable access to basic and continuing education for all adults. 

5. Eliminating gender disparities in primary and secondary education by 2005 and 

achieving gender equality in education by 2015, with a focus on ensuring girls‘ full 

and equal access to and achievement in basic education of good quality. 

6. Improving every aspect of the quality of education, and ensuring their excellence so 

that recognized and measurable learning outcomes are achieved by all, especially in 

literacy, numeracy and essential life skills. 

V. Sarva Siksha Abhiyan 

Sarva Shiksha Abhiyan (SSA) is Government of India's flagship programme for achievement 

of Universalization of Elementary Education (UEE) in a time bound manner, as mandated by 

86th amendment to the Constitution of India making free and compulsory Education to the 

Children of 6-14 years age group, a Fundamental Right. 

SSA is being implemented in partnership with State Governments to cover the entire 

country and address the needs of 192 million children in 1.1 million habitations. 

Highlights of the Programme 

1. The programme seeks to open new schools in those habitations which do not have 

schooling facilities and strengthen existing school infrastructure through provision of 

additional class rooms, toilets, drinking water, maintenance grant and school improvement 

grants. 

2. Existing schools with inadequate teacher strength are provided with additional 

teachers, while the capacity of existing teachers is being strengthened by extensive training, 

grants for developing teaching-learning materials and strengthening of the academic support 

structure at a cluster, block and district level. 

3. SSA seeks to provide quality elementary education including life skills.  SSA has a 

special focus on girl's education and children with special needs.  SSA also seeks to provide 

computer education to bridge the digital divide. 
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Though India has implemented Education for All, still about 30 percent of the 

population of India is not having the basic education.  How are we to achieve this by 2015?  

India lives in villages.  Rural transformation is one of the most important factors for the 

growth of Indian economy.  The people and the policy makers need to understand what is 

needed for rural transformation and bring about changes in the educational curriculum. 

 The task of visualizing rural transformation as a central component of national 

development and defining, designing, and implementing the role of education in this effort 

has to be undertaken primarily in each state.   In today's global village, however, there is a 

national dimension to every significant national endeavour. 

Keeping in view the development of the rural people who are the backbone of the 

nation, Government of India has planned and executed several programmes as follows: 

 

1. INTRODUCTION OF BHARAT NIRMAN – It was a time bound business plan for 

rural infrastructure within four years action in the areas like (I) Rural Housing (II) Rural 

Roads (III) Rural Water Supply (IV) Rural Electrification (V) Rural Communication 

Connectivity etc. 

2. PROVISION OF URBAN AMENITIES IN RURAL AREA (PURA) propagated by 

the former president of India Dr. A.P.J Abdul Kalam in vision 2020 argues (I) Economic 

Connectivity (II) Physical Connectivity (III) Knowledge Connectivity (IV) Societal 

Connectivity and (V) Electronic Connectivity for the cluster of villages. 

3. RURAL DEVELOPMENT PLANS BY PANCHYATS  

I) Economic Aspect like (a) Agricultural Productivity (b) Land Improvement (c) Minor 

Irrigation (d) Animal Husbandry (e) Fisheries (f) Minor Forest Product. 

II) Social Aspect like (a) Rural Housing, Drinking Water (b) Rural Electrification (c) 

Education (d) Technical and Vocational Education (e) Adult and Non-formal Education (f) 

Family Welfare (g) Women and Child Development. 

III) Spatial Aspects like (a) Transport and Communication (b) Small Scale Industries 

(c) Village and Cotton Industries etc. 

4. RURAL BUILDING CENTRES AND INDUSTRIAL EXTENSION SERVICES 

(1988) established in Rural Areas with the goals and objectives of Technology Transfer from 

Lab to Land by Cost Effective and Environment Friendly (CEEF) Construction work force 

and Building Activities. 

 Besides, various schemes and programmes like Minimum Needs Program (MNP), 

Integrated Rural  Development program (IRDP), National Rural Program (NREF), Rural 

Landless Employment Generation Program (RLEGP), Jawahar Rojgar Yojana (JRY), 

Drought Prone Area Development (DPAP) etc., that were introduced to alleviated rural 

poverty, ignorance, diseases and inequality of opportunities, and providing better and higher 

quality of life for the rural population.  

VI. Issues and Challenges for Rural Transformation  

Education plays a key role in the rural transformation.  Government of India through various 

policies and programmes has already initiated the process of rural transformation through 

education.  Sarva Shiksha Abhyan has been addressing the primary education.  But the 

national ad international data on education in rural India still is far from the Millennium Goals 

of education for all.  Some of the issues and challenges in this regard have been given below: 
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VII. Enrolment and Dropout Rates 

Though there is a marked improvement in the number of elementary schools, teachers, and 

enrolment in the primary education India has not reached the 100 percent literacy rate.  The 

table below shows the data from the independent India to this day. 

 

Table 17:1.  Progress in Education Since 1950 Indicators 

 

 Sources: GOI, Selected Educational Statistics: 2003-04 and 2004-05  

 Source: MHRD, New Delhi; and GOI, Education in India, MHRD, New Delhi 

 

The high incidence of poverty, the rural population, gender discrimination, and economic 

conditions supercedes the educational opportunities.  A serious problem that is encountered in 

achieving the goal of universalisation of elementary education is the high dropout rate of 

children from different classes.  In particular, the dropout rate at primary level is quite high in 

a number of states. 

 

Table 17:2.  Enrolment Statistics 

 

  I to II  II to III III to 

IV 

IV to V I to V II to V 

2000-01 to 

 2001-02 

PR  78.3 90.8 90.2 95.4 61.2 78.1 

DR  21.7 9.2 9.8 4.6 38.8 21.9 

2001-02 to 

 2002-03 

PR  85.8 97.9 97.9 97.1 79.8 93.1 

DR  14.2 2.1 2.1 2.9 20.2 6.9 

Source: enrolment statistics published by MHRD, progression rates (PR) and apparent 

dropout rates (DR) 

 

Actually dropping out from class I is a serious matter since those who drop out from class III 

onward, acquire some learning but not those who drop out from class I or II.  Some 

educationists even feel that we should treat class II as the starting point and determine dropout 

Table 17:1: Progress in 

Education Since 1950 

Indicators  

1950-  

1951  

2000-  

2001  

2001-2002  2002-

2003  

2004-  

2005  

No. of Elementary 

Schools  

223600  845007  883667  897109  1042251  

No. of Teachers in 

Elementary Schools (in 

millions)  

.624  3.22  3.39  3.49  3.75  

Enrolment in Primary 

Schools (in millions)  

19.20  113.83  113.90  122.4  130.8  

Enrolment in Upper 

Primary Schools (in 

millions)  

3.00  42.81  44.80  46.9  51.2  

Enrolment in Elementary 

School Stage (in 

millions)  

22.20  156.64  158.70  169.3  182.0  
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rate only in relation to enrolment in class II, since only in class II some teaching learning 

takes place for the first time.  

 

Table 17:3.  Drop Out Rates for Boys and Girls 

 

 

 Source: Selected Educational Statistics, 2004-05 

 

From the table above the dropout rates in general have decreased over the years.  The dropout 

rates of girls are less than the dropout rates of boys.  Still the overall dropout rate is high 

therefore India is unable to achieve the goal of education for all. 

VIII. Gender Discrimination 

Women today have marched from slavery to freedom but their majority, especially in the rural 

areas still lives within the confinement of their homes.  The talk of woman's rights and 

liberation to them is meaningless.  As required of them by the customs and traditions they 

perform their duties to look after their home and family.  They accept their fate as if it is 

decreed by God.  They continue to toil even if they suffer the ill-treatment by the opposite 

sex.  Women as such, can be dubbed as a population at risk because of their limited access to 

resources and opportunities and their systematic exclusion from the position of decision-

making.  What is more important is that the process of exclusion tends to start at the grass 

root, the family level.  The fundamental issues that influence rural women‘s education – low 

status, survival tasks and poverty – are essentially outside the educational domain and yet 

education may be the critical factor that could help rural women break out of their 

predicament. 

Education seems to be the key factor, which only can initiate a chain of advantages to 

females.  However, the access to education is differently perceived for male and female.  Key 

indicators such as literacy, enrolment and years spent in school explain the situation in the 

access to education and each of these indicators reveal that the level of female education in 

India is still low and lagging far behind their male counterpart. 

The graph below suggests that the male literacy levels improved considerably over the 

decade.  It is also noteworthy from the graph that the difference between the male-female 

literacy rates has gone down slowly from 1991-2001, even if by a small fraction (~ 3 percent 

all over India).  Chandigarh, Bihar and Andhra Pradesh have had the highest drop in this 

gender gap.  However, in terms of absolute numbers, female literacy still lags male literacy 

levels by more than 20 percent.  It is evident in the graph above that the female literacy levels 

are as poorer than 50 percent in some of the states like Rajasthan, Bihar, Arunachal Pradesh, 

Uttar Pradesh and Jharkhand.  The increase in female literacy rates is commendable in Orissa. 

Drop Out Rates in 

General at Primary 

Education Year  

Primary (I-V)  

Boys  Girls  Tota

l  

1990-91  40.1  46.0  42.6  

1995-96  41.4  43.0  42.1  

2001-02*  38.4  39.9  39.0  

2002-03*  35.9  33.7  34.9  

2003-04*  33.7  28.6  31.5  

2004-05*  31.8  25.4  28.4

9  
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Figure 17:1.  State Wise Female Literacy Rate 

 

 
 Source: Census Report 2001 Government of India  

  

Economic benefits of education and the costs involved in undertaking such educational 

attainment have been perceived differently for men and women.  Parents who bear the private 

costs of investing in schooling for girls and women fail to receive the full benefit of their 

investment.  This is largely true because much of the payoff in educating women is broadly 

social in nature rather than economic.  This endures the gender differentials.  This clearly 

outlines the pattern of gender inequality in access to education, which seems to be deepening 

as we move from lower to higher educational attainment and from urban to rural and to 

disadvantaged group in the society. 

IX. Access to Schools 

Eighty-seven percent of the schools in India are in the country‘s villages.  Government 

statistics and independent surveys have revealed that over 90 percent of the rural schools at 

the elementary level are run by the government.  Only in Uttar Pradesh and Tamil Nadu does 

that share drop to 73 and 74 percent (Mehrotra, 2006).  At the secondary and higher 

secondary levels majority of students are in government schools (55 percent), a large 

proportion are in private schools aided by the government (35 percent) with un-aided private 

schools accounting for the remaining 10 percent of places (World Bank, 2003).  

But the schools are either far away from the reach of the students or they are not 

equipped completely.  Most of the rural schools lack the infrastructure facilities and they are 

not student friendly.  The environmental and seasonal changes make it impossible to reach the 

schools.  Most of what we know about the status of elementary education infrastructure in 

India comes from the District Information System for Education (DISE) data collected 

annually across all states (581 districts are currently covered) and collated, analyzed, and 

reported on by NUEPA.  As indicated above, 90 percent of the rural schools are government 
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schools.  DISE also tells us that the percentage distributions of rural elementary schools by 

type of building are fully constructed (71 percent); partially constructed (9 percent), badly 

shaped (2 percent), tent (0.11 percent) and multiple type 9 percent.  The average rural 

elementary school has three or less permanent classrooms (with 21 percent of schools having 

one or no classrooms).  65 percent are in good condition; 24 percent are in need of minor 

repair; and 11 percent are in need of major repair.  Despite the significant resources that are 

being deployed annually by the government for rural elementary education, most critics point 

to the lack of infrastructure and incompetent teachers are being largely responsible for the 

poor state of schooling in India, particularly in the countryside. 

X. Quality of Teachers 

In 2005, 48 percent of India‘s rural elementary schools had no more than two teachers and 

only 25 percent had five or more.  Half of the rural schools having two or more teachers had 

no female teachers.  These small rural schools with one or two mostly male teachers and three 

or less permanent classrooms have on average between 1 and 100 students (78 percent of 

schools have enrolments within this range) and 35 percent of the schools have less than 50 

students.  Several different age groups (often the whole school) are combined in one class and 

multi-grade teaching is the norm in such circumstances.  The average student to classroom 

ratio in rural areas is 45. The average teacher to classroom ratio is 1.12 which indicates that a 

large proportion of teachers are teaching their students in classrooms shared with another 

class.  Rural schools are not having educated and competent teachers.  Moreover the low 

remuneration to teachers has pushed the education in rural areas to an unrecognized level.  So 

the rural children are deprived of learner centered pedagogy and active learning methods.  

XI. Economy and Employment 

Rural transformation is about human development and is not limited to the development of 

things.  The rural economy will continue to be a principal tool for the development and 

sustainability.  A feature of India‘s rural transformation: those in agriculture are falling behind 

but the rural economy is becoming less agricultural.   Heavy investments are needed for 

inclusive, sustainable and diversified rural development to occur.  Need for the right 

governance systems, institutions and policy processes.  Rural households in these emerging 

economies play a key role in the management of millions of hectares of land and forest.  They 

are one of the world‘s largest producers of food and are a key contributor to the global 

economy.  Yet they represent about one third of the world‘s poor and almost half of the 

world‘s rural poor, and experience some of the lowest levels of human development.  The 

ongoing national and global economic and social transformation is deepening old gaps and 

opening new ones.  The pace and nature of the transformation processes are not well-balanced 

across the countries‘ regions.  There exists marked spatial inequalities whereby certain rural 

areas prosper economically, in some cases reducing social inequality, whereas others 

experience deepening poverty and economic stagnation.  Under globalisation, polarisation 

seems to be growing between rural territories that win and those that lose.  Those which 

succeed innovate and integrate economically in socially inclusive and environmentally 

sustainable ways. 

 

Employment in rural India: 

 Rural India constitutes 71 percent of India‘s Population 80 percent of the poor. 
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 Growth rate of agricultural employment (1.1 percent) lower than that of total rural 

employment (1.6 percent) and total employment (1.9 percent), 1983 to 2004-05. 

 But 72.6 percent workers in rural India dependent on agriculture for employment. 

 60.4 percent rural workers are self-employed, principally farmers. 

 Agriculture continues to dominate the employment landscape in India. 

 Informal sector – 92 percent in rural areas – most of these workers are in agriculture.  

 

The above given factual picture is partially responsible for the migration of rural folks 

towards the urban side in search of better prospect.  And those who migrate often happen to 

be the young and energetic – thereby leaving behind the aged population to stick to farming 

and agriculture related activities.  So unemployment prevails in the rural areas.  
1. 1973-1974 – Drought Prone Area Development (DPAP)  
2. 1974 – Minimum Needs Programme (MNP)  
3. 1973-1974 – Training of Rural Youth for Self Employment (TRYSEM)  
4. 1980 – Integrated Rural Development Programme (IRDP) 
5. 1980 – the Development of Women and Children in Rural Areas (DWCRA)  
6. 1983 – Rural Landless Employment Generation Program (RLEGP) 
7. 1985-1986 – Indira Awas Yojana (IAY)   
8. 1988 – RBuilding Centres and Industrial Extension Services – (RBCIES) 
9. 1992 – the Supply of Improved Tool-Kits to Rural Artisans (SITRA) – 1992  
10. 1996-1999 – the Ganga Kalyan Yojana (GKY)    
11. 1999 – Swarnjayanti Gram Swarozgar Yojana (SGSY)  
12. 1999-2000 – Rural Housing (RH) – Pradhan Mantri Gram  
13. 2000 – Sadak Yojana, (PMGSY)  
14. 2001 – Sampoorna Gramin Rozgar Yojana (SGRY) 
15. 2005 – Bharat Nirman  
16. 2010 – Provision of Urban Amenities in Rural Area (PURA)    

 
Employment 
 

1. The Third Five-Year Plan (FY 1961-65) aimed at a substantial rise in national and 
per capita   income while expanding the industrial base and rectifying the neglect 
of agriculture in the previous plan.  

2. Revamped Rural Employment Programme.  
3. 1973-1974 – Training of Rural Youth for Self Employment (Trysem) 

Employment Assurance Scheme (EAS). 
4. 1983 – Rural Landless Employment Generation Program (RLEGP).  
5. 1989 – Jawahar Rozgar Yojana (JRY). 
6. 1985-1986 – Indira Awaas Yojana (IAY).  
7. Million Wells Scheme (MWS). 

 
 

These are some of the policies and programmes implemented in India for improving the 

economic conditions and employment opportunities in Rural India. 

XII. Health 

The issues of development, environment and health are closely entwined, reflecting the 

complex links between the social, economic, ecological and political factors that determine 

standards of living and other aspects of social well–being that influence human health.  A 

healthy population and safe environment are important pre – conditions for sustainable 

development.  However, the education of many children and young people around the world 
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is compromised by conditions and behaviours that undermine the physical and emotional 

well– being that makes learning possible.  Hunger, malnutrition, malaria, polio and intestinal 

infections, drug and alcohol abuse, violence and injury, unplanned pregnancy, HIV/AIDS and 

other sexually transmitted infections are just some of the problems that have enormous 

implications for health (UNESCO).  After significant progress from 1990 to 2000, the 

reduction of the under-five mortality rate was slow during the period 2000 to 2008: in 2006 

and 2007 the rate of 27 deaths per 1,000 live births was the same as in 1990.  In 2008, WHO 

documented a rate of 28.2 deaths per 1,000 indicating a regression in child mortality figures.  

The lack of progress during the reporting period, coupled with this deterioration, reflects 

declining health conditions. 

XIII. Strategies for Education for Rural Transformation 

For the past several decades education has been recognized as a key factor for social and 

economical change and development which in turn transforms the rural areas.  Therefore, 

there is a need for change in the education system by understanding the rural issues and 

challenges in a different framework and evolve different strategies that suit the local needs 

and demands.  To transform the mindset of people, individuals, and then the society the 

application of the knowledge gained through education is needed.  The following are the 

strategies through which rural transformation can be achieved. 

XIV. Learning Needs of Rural People 

Education for rural transformation becomes realistic when the learning needs of the people are 

fulfilled.  Education is the catalyst factor, which leads to human resource development 

comprising better health, nutrition, improved-socio-economic opportunities and more 

congenial and beneficial environment for all.  Basic education is needed for the children, 

youth and adults. 

XV. Basic Education 

Basic education refers to a whole range of educational activities that take place in different 

settings and that aim to meet basic learning needs as defined in the World Declaration on 

Education for All.  It thus comprises both formal (primary and lower secondary) as well as 

wide variety of non-formal and informal public and private educational activities offered to 

meet the needs of people of all ages.  Rural children still have less opportunity to attend and 

complete primary school due to various factors, such as: 

 Access to primary schooling in rural areas is deficient. 

 Economic and social obstacles. 

 The content of the primary school curriculum 

 The quality of primary school inputs 

 The home environment. 

 

Some preschool activities and a variety of non-formal education provide education to children 

with useful transformation and support informal learning.  Organized learning through non-

formal education such as religious instruction, storytelling, various indigenous traditional 

learning provided by families and communities, help out of school children to form a basic 

education. 
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Figure 17:2.  Sources of Competencies in Rural Communities  

 

 

 

 

 

 

 
 

 

 

    

Source: Inspired by Easton et al., 1998 (Schema 6) 

 

XVI. Creating Learning Community 

Living itself is learning.  No individual, or for that matter, no society survives without 

constantly learning new things.  Lifelong learning, therefore, is an essential part of human 

existence.  The concept of lifelong learning and the goal of a learning community mean in the 

context of a rural village providing every individual with the conditions for continuous 

learning for improving them.  Depending upon where one is positioned in the ladder of 

learning, it may mean different things to different individuals.  It would mean functional 

literacy combined with a series of learning programmes that would help him or her improve 

awareness, capability, skills, confidence and participation in development.  It would mean 

acquisition of farm management techniques to a farmer.  For a semi-literate, rural woman who 

has been ―pushed out‖ at the primary education stage, it may mean the facility to learn a new 

skill that would enable her to enhance the level of living of her family or it may mean 

attending a short-term course.  The idea of a learning society can become a reality only when 

every village becomes a true learning community.  
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XVII.  Adult Literacy and Continuing Education 

Adult education has been considered to be part of the whole package of basic education.  It 

covers the multi-dimensional needs of human beings through a package of educational 

support services.  Among the objectives of educational support services in adult education are 

the endeavour to increase people‘s access to information for the improvement of their quality 

of life, creating the scope for occupational skills development, and the development of 

management skills, leadership and entrepreneurial abilities. 

From the beginning of five year plans, the Government of India gave importance to 

adult education.  It has launched a country–wide program of adult literacy drive as a part of 

social education in 1950 under the Community development programme.  Its success was 

limited because of many socio–economic reasons.  There was less motivation for adults 

towards the programme and local resources and voluntary organisations did not become 

involved fully. 

For this, first the NGOs or the organisations involved in the Adult Education plan must 

feel enthusiastic for their work and education counselors should provide a motivational 

incentive whenever required to the adult people, so that their level of motivation does not go 

down.  For example, a person with good performance will get job or will get vocational 

training or can work as supervisor etc., in the industry established in village.  

XVIII.  Rural Vocational Training 

The philosophy of Vocational Education is laid out on the foundations of Indian thoughts and 

traditions, with emphasis on ‗sustainable development‘ and ‗decent living‘.  The philosophy 

suits the agrarian economy, keeping in view the needs of the technologically advancing world, 

globalisation, market competitiveness and knowledge-based society.  Vocational education in 

India aims to develop skilled manpower through diversified courses to meet the requirements 

of the mainly unorganized sector and to instill self-employment skills in people through a 

large number of self-employment oriented courses.  Every aspect of timeless learning is of 

vital importance, perhaps none is more so than the area of creating additional income 

generation opportunities.  Every community learning centre has to put in place an ongoing 

programme addressing the skill needs of earning members of the community.  In order to do 

this, surveys must be conducted enabling motivators to assess the existing levels and 

categories of skills and also the demands of local and neighboring markets.  Then a 

programme must be designed in such a way that it teaches fresh skills on the one hand, and on 

the other – helps the rural community to link with new, evolving markets in surrounding 

urban agglomerations.  For this, learning centers need to bring in trained instructors who 

impart hands-on instructions of sufficient duration and levels of sophistication.  

Simultaneously, sufficient quantities of raw materials and sets of machinery and tools will 

have to be provided.  The programmes themselves should not remain static but must 

dynamically evolve so as to cater to emerging requirements.  Some of the states in India like 

Assam have more success stories of the vocational education and training centers. 

XIX. Focus on Non-Formal and Lifelong Education 

All of the components of the learning community identified above, with the important 

exception of formal primary schools, generally fall within the rubric of non-formal education.  

The term non-formal education (NFE) denotes a particular approach to education rather than a 
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specific educational domain, system or sub-system.  The definition outlined by Philip Coombs 

and his associates in 1973 has found wide acceptance: ―…. any organized educational activity 

outside the established formal system – whether operating separately or as an important 

feature of some broader activity – that is intended to serve identifiable clienteles and learning 

objectives‖.  Non-formal education can be of two categories namely = Non-formal Education 

for pre-school and out-of-school children and youth; Non-formal continuing education 

programmes for older youth and adults.  

This can be achieved with the strong support of Non-Government Organisations (NGO).  

NGOs themselves are of various kinds and defy simple categorization.  At the international 

level, NGOs such as World Education, Action Aid, Oxfam, Save the Children Alliance and 

others have developed their own programmes, methodologies, delivery systems and outreach 

mechanisms.  Operating in many developing countries, they have imparted innovation and 

harnessed human and capital resources from successful grassroots projects. 

Non-formal Education (NFE) is conceptualized as an organized educational activity 

occurring in the traditional framework of formal education system.  Formal education is 

highly structured and rigid one.  The NFE includes lots of flexibilities in terms of 

organisation, timing and duration of teaching learning, clientele groups, and age groups of 

learners, condensed methodologies of instruction and evaluation procedures.  All these 

features made NFE a critical mode for reaching out to the hardest to reach groups of children 

and youth, both rural and urban India.  The content of the curriculum should be in such a way 

that it provides the basic education and improves the youth and adults in the technology in 

agriculture, farming, poultry, fishing, and artistic work. 

XX. Information and Communication Technology 

Information and communication technology is a special category that already has changed 

lives of people in unforeseen and far-reaching way all over the world.  It has helped 

handicapped people who have failed to seize new opportunities in the globalised market to 

achieve their goals.  The advantages of ICT have to be brought to rural people in order to help 

bridge the already existing division and to reverse the prospects of an even wider gap. 

The educational system, formal, non-formal and lifelong – has to provide the knowledge 

and skills to enable rural people to make use of the new technologies for improving their 

productivity, enhancing the quality of their lives and empowering themselves by being better-

informed and better-organized.  ICT opens up new possibilities of extending the accessibility 

of educational programmes and enriching the content and quality of learning.  All these things 

can happen with pro-active policy and dedicated effort to bring ICT to rural people. 

Further, it is observed that most of the teachers and headmasters are aware of the 

possibilities of integrating technology into teaching, research and extension services, but very 

few of them are capable of integrating ICT for the same.  This integration is very negligible in 

rural settings than that of urban areas.  The technology aware group can be easily motivated to 

integrate technology to teaching and other activities of the school through appropriate 

orientation, training and short term courses.  The technology unaware group needs developing 

strong motivation, counseling and intensive training in ICT.  

India has made giant leaps in the field of telecommunication and technology.  There is 

hardly any village in India which is left out from this excitement.  This technology has not 

touched the education system to provide 'remote teaching' facilities or online knowledge 

sharing.   

Socially Relevant Space Applications can be a powerful enabler; which provides a route 

for holistic rural transformation.  Space based services have been started in many states in 
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India. Village Resource Centre (VRC) concept providing key technological solutions for rural 

transformation have been successfully implemented by the state of Tamil Nadu.  The same 

can be followed in other places for urbanizing the rural areas. 

XXI. Teacher Quality and Role of Schools 

Dr. S. Radhakrishnan the former President of India, has aptly remarked, ―Teachers place in 

society is of vital importance; he acts as the point of the transmission of intellectual tradition 

and technical skills from generation to generation and helps to keep the lamp of civilization 

burning‖.  Holistic development of children can be achieved with the help of capable and 

committed teachers, because education, whether formal, informal and non-formal is a process 

of transformation of the individual as well as the society for all round development.  Teachers 

act as an agent of transmission through his capacities and cherished values for social 

reconstruction.  

 One has to adopt different training programmes for teachers, so that they are equipped 

to teach the rural people, combining the formal and non-formal education.  

 Teachers are to be motivated to teach in rural areas by providing them with facilities 

and incentives.  

 The onus should be on recruiting and allocating teachers equitably, and training 

teachers from the marginalized groups.  

 Special orientation programmes for teachers of remote areas should be organized on 

subjects like literacy development, environment protection, land and water literacy, 

resource mapping and mobilization, village infrastructure and health and their 

potentialities should be dedicated and invested for development. 

 Each teacher/headmaster should have to serve in rural areas at least for five years.  

This should be mandatory.  

 Senior and promising teachers while getting a promotion to headmaster should be 

posted in the rural school first – they should be given all sorts of facilities like urban 

areas. 

 Provision of rural allowance and medical facilities is to be made for teachers/ 

headmasters of remote rural schools where communication and connectivity are still 

dreams.  They should be giving responsibilities for developmental work for the people 

along with their normal work. 

 The schools must point out to every citizen that it is their duty to continue education 

and the schools must stand as leaders to help them for the same 

 The schools have trained personnel to teach and administer primary and adult 

education and various programmes – both vocational and theoretical.  

 They have proper infrastructure which should be utilized to optimum levels for rural 

transformation. 

 Schools should ensure that education is the best investment and a greater security for 

the future of citizens. 

XXII. Information Data Base 

There are many commissions and agencies like Planning Commission, Ministry of Human 

Resource Development and its subordinate offices like the Directorate of Adult Education, the 

autonomous organisations created by the Ministry – Research Councils, Academies, National 

University of Educational Planning and Administrations (NUEPA), the National Council of 
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Educational Research and Training (NCERT) and so on.  There are also various National 

Advisory Boards of which the most important is the Central Advisory Boards of which the 

most important is the Central Advisory Board of Education.  All these commissions and 

boards collect and maintain statistical data needed for review and implication of rural 

development. 

1. It is necessary to look at information and data needs, especially at the local and 

sub-national levels, from the point of view of ERT objectives and strategies in 

developing or assessing educational programmes. 

2. Particular attention is needed to consider capacities and mechanisms for 

consolidating, analyzing, reporting and making use of data at the local levels in the 

context of greater decentralisation of educational provisions. 

XXIII. Minimizing Urban Rural Gap 

Growing disparities within countries, particularly a persistent urban/rural gap, can be 

minimized through education. 

 Living conditions of the people to be improved. 

 Basic education to be given. 

 Culture and ethos of the rural people to be maintained. 

 More facilities to be provided. 

 Opportunities of employment to be increased. 

 The local artisans and their work to be improved through newer technologies. 

 The youth club members, as peer educators should organize capacity building 

programmes for the youth.  

 Celebrities can certainly help to bringing social issues to the fore and thus 

contribute in minimizing the gap between rural and urban populations.  

 Organisations like the UNICEF can help in minimizing the urban rural disparities 

by organizing programmes. 

 Under Education for All focus needs to be employable education.  It is essential to 

provide international and state–of–the–art exposure to people living in the rural areas.  

Education for All can help achieve urbanization of rural. 

XXIV. Policies of Gender Gap Against Girls to be Revamped 

The literacy gap between males and females should be reduced so that there will be a sense of 

equality in terms of education in society. 

A study conducted by the Centre Science and Environment (CSE), Delhi in Himalayan village 

in Chamoli, UP unfolds that women spend 59 percent, children 36 percent and men 15 percent 

work hours every year confirming back breaking work load on rural womenfolk.  These are 

perhaps the alarming indicators about the Indian rural women, whose work is filled with 

drudgery and hardship – leading to feminization of poverty, thus, in real sense excluding them 

from full participation in development efforts to eliminate poverty.  Though rural women 

produce up to 80 percent of food in the developing countries, yet, studies include they have 

little to only a fraction of farmland, and access to just 10 percent of credit and 5 percent of 

extension advice (Agrawal, 2005). 

If women are given an opportunity to plan what kind of education they want, the 

enthusiasm generated in such an exercise will invariably strengthen the education 

components.  For this, women from villages should be given educational and vocational 
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training.  Also, they have to be given job opportunities in their villages so that they can take 

care of their family, children, and can earn money too.  For example, small scale business, 

dairy products, handicrafts, etc.  They can also become the broker or the agent who can help 

their village women sell their products to different parts of the world so that they will get 

money for their hard work. 

Government and NGOs to bring about the advancement, development and 

empowerment of women have formulated policies and programs. Specifically, the objectives 

of these policy & programs include:  

 Creating an environment through positive economic and social policies for full 

development of women to enable them to realize their full potential. 

 The de-jure and de-facto enjoyment of all human rights and fundamental freedom by 

women on equal basis with men in all spheres – political, economic, social, cultural 

and civil. 

 Equal access to participation and decision-making of women in social, political and 

economic life of the nation. 

 Equal access to women for health care, quality education at all levels, career and 

vocational guidance, employment, equal remuneration, occupational health and safety, 

social security and public office etc. 

 Strengthening legal systems aimed at the elimination of all forms of discrimination 

against women. 

 Changing societal attitudes and community practices by active participation and 

involvement of both men and women. 

 Mainstreaming a gender perspective in the development process. 

 Elimination of discrimination and all forms of violence against women and the girl 

child; and  

 Building and strengthening partnerships with civil society, particularly women‘s 

organisations. 

XXV. Broad Participation of Community and Local Leadership in 

Management and Delivery of Education 

Community participation is a stepping stone to building an empowered community.  Many 

people from different walks of life can be involved in such community activities.  The 

involvement and responsibilities of the people with special talents and interest should be 

managed by the leadership of the organizing community.  Power and responsibility should be 

decentralized.  The community involvement and developmental programs can be strengthened 

by the three pillars – namely Trust, Faith and Acceptance.  These three pillars will pave as a 

bridge to reduce the Rural-Urban divide.  Then, it is possible to create a participating 

community in the rural area.  Once a community is developed, educating the rural people is 

not a difficult task.  Both non-formal and adult education can be managed through this 

community.  

The actual participation requires a participatory decision-making process that enhances 

the role of local people in the decision and management of community matters of 

development.  Thus, participatory community development has been critically important in 

the pace of rural community development.  
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XXVI.   Developing a Relevant Curriculum 

Poverty reduction in villages and rural sectors is possible only through the education which is 

relevant and universal.  But the present education is not at all productive, as such; it is unable 

to reduce hunger and poverty.  Education has to be productive  

Villages are basically sustained on agriculture and other guilds.  Our education is 

needed to be linked to this aspect rather than merely catering to the bookish and liberal 

education.  It has to be vocational.  There is a strong need to change the traditional working 

modalities which is in the form of common core curriculum, but rather it is made rural-based.  

These changes have to be based on Indian ethos and culture. 

There is a need to invoke specialization at the earliest stage.  For example, after 7
th

 or 

8
th

 standards and pupils should be diverted towards productive bread-winning, creative and 

socially useful – productive courses.  Only very few students should be encouraged for 

bookish, library study.  The number of subjects should be restricted to four or five and that too 

should be on the choice-based method (choice-based credit system).  This will sharpen their 

skills, attitude, aptitude and proficiency by the time they become adult or attain 17-18 years of 

their age.  It will save their time and energy which is otherwise wasted in pursuing other 

courses – unnecessarily made compulsory and which prove to be the stumbling blocks in their 

progress.  Thus, there has to be considerable freedom and elasticity in the selection procedure 

or grouping of the subjects. 

XXVII.    Facilitating Intercultural and Bilingual Education 

Use the languages of children as a resource for teaching-learning of languages and other 

content subjects (NCF –2005).  Adopting the multilingualism as strategy for learning of 

languages and other subjects will help the rural learner finding their contexts and connecting 

their life outside the school with happenings of the classroom. 

XXVIII.   Developing Poverty Reduction Strategies 

Poverty and illiteracy remain overwhelmingly rural phenomena.  Poverty in rural areas is 

closely linked to illiteracy.  In many poor countries, rural areas have seen little or no 

economic development and population pressure now constitutes a threat to agricultural 

resources and the natural environment.  Government of India formulated many programs and 

policies to reduce poverty in the rural areas.  The gap between practice and pronouncement 

widened due to faulty implementation.  Government officials then thought of making people 

self-reliant rather than depending on government policies.  By developing the skills in 

individuals through education, rural people can be made self-reliant.  This will help them lead 

a productive life as an individual and as a member of society. 

XXIX.   Conclusion 

In spite of facts from world sources, India through its policies and programs has achieved a 

certain progress in the intended rural transformation. 

The milestones are:  
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1. 1950 – Free and compulsory education. 
2. 1951 – Decennial Census yields a Literacy Rate (5+) of 18.3 percent (overall), 

8.9 percent (female). 
3. 1952 – Organising Balwadis for Preschoolers. 
4. 1961 – Establiment of NCERT. 
5. 1968 – First National Policy on Education (NPE). 
6. 1973 – Establishment of Agricultural Research and Education institutes. 
7. 1975 – Integrated Child Development Services (ICDS). 
8. 1987-1988 – Many centrally-assisted schemes like ―Operation Blackboard‖, 

―Educational Technology‖, ―Vocationalization of Secondary Education‖.  
9. 1986 – All India Council of Technical Education (AICTE). 
10. 1994 – District Primary Education Program (DPEP). 
11. 1995 – Centrally-assisted Mid-Day Meal scheme. 
12. 2001 – Sarva Shiksha Abhiyan (SSA). 
13. 2007– Self Help Groups formed by mothers to be given the task of preparing 

mid-day meals. 
14. 2007 – A different testing standards to evaluate children according to their 

norms.  
 

Rural transformation is not an impossible task.  It only needs leadership and proper 

management of an educational system.  Educational programmes have to become a vital part 

of the transformation through committed partnerships of the government, communities, 

business and civil society as a whole.  A framework for policy and action is to be created for 

education to become the vehicle for rural transformation.  If educational curriculum is thus 

remolded and reshuffled, it will lead to success.  Curriculum at the school level, especially 

in rural areas should include subjects such as value-education, ploughing, cattle-rearing, trade 

and commerce, which are mostly family trades and agriculture, horticulture, food-

preservation, military, armed force-training, defense training, and other professions which  are 

service-oriented ones like pottery,  first-aid treatment, nursing etc.  If this kind of 

reformulation in curriculum is made, then only total transformation of the rural will take place 

on positive side and they will become economically independent and viable, more peaceful 

and prosperous. 

Hence, what we feel is we do not lack ideas, money, men or material.  What we need is 

action and action immediately.  Augment the resources at rural locales, plan along with them, 

start implementing them, involve one and all, and make efforts to avoid middle order 

functionaries.  Devoted each to his own duty, man attains perfection – qualitative excellence.  

All those rural skills need encouragement, further employment oriented and production-

oriented training.  Let us do and do it with mind and heart for the benefit of all. 
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CHAPTER EIGHTEEN 

TECHNOLOGY FOR TRANSFORMATION  

ICT Initiatives for Rural Transformation in India 

Anjali Khirwadkar and Praful Mogera, The Maharaja Sayajirao University of 

Baroda, India 

I. Introduction 

The term ‗rural‘ has been interpreted differently depending on the context.  As per INRULED 

(International Research and training Centre for rural education) (2001), ‗rural communities‘ 

contain more dispersed people and economic activities than urban areas, where livelihood is 

largely dependent on growing and extracting primary products.  Rural communities also 

suffer from limited access to basic social services. 

The rural community of India comprises almost 73 percent of the total population.  

Governments must ensure that rural communities have access to natural and man-made 

resources to lead to the highest life standards possible.  The ‗development‘ has been linked 

with ‗human development‘, the focus of educational policies, and programmes empowering 

rural communities.  Education should offer new skills and capacities to improve livelihood, 

and help in reduction of poverty and diseases.  This calls for improved governance systems, 

redesigning policies, considering Millennium Development Goals (MDG), and modifying and 

enriching existing programmes taking into account rapid scientific and technological 

advancements. 

As Information and Communication Technology (ICT) has immense potential to 

disseminate information and knowledge instantly and simply by following hyperlinks, the 

process of rural transformation can be accelerated by the concerted, genuine, and sincere 

effort to bring ICT to rural people.  The paper is based on the following.  

 ICT literacy and access to ICT tools will raise information literacy without 

contamination of data and communication loss.  

 ICT will bridge the gap between urban and rural populations specifically with respect 

to access to education and basic amenities.  

 Practical application of ICT by rural communities will build their capacities and 

improve their quality of life. 

 A more educated population will facilitate the achievement of MDG goals.  

 

Thus, the focus of this paper is to suggest strategies for bringing rural transformation to rural 

communities by using ICT and its potential to provide quality education, trade, agriculture, 

and health in rural areas. 
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II. Various ICT Initiatives in India for Development – Hopeful Way 

Towards Rural Transformation with Regard to MDGs 

IT Curriculum Framework 

NCERT had published an IT curriculum framework with required competencies for teachers 

in the year 2000 in line with recommendation of national policy (1992) and National 

Curriculum Framework 2000.  This will help in making computer more than just a subject of 

study. 

National Curriculum Framework 2005 

NCF 2005 stressed the use of computers in school education.  This will help in retaining 

student‘s interest in learning and motivating them for further learning.  

Government of India’s (GoI) Provision Under SSA(2005) 

The GoI provides Rs. 50 lakhs to each district for computer aided learning in schools.  This 

includes support from e-learning material in local languages, training of teachers in using 

computers, and providing computer laboratories (Overview of Computer Aided Learning 

(CAL) Under Sarva Shiksha (http//ssa.nic.in/quality-of-education/CAL-07.pdf). 

11th Five Year Plan (2007-2012) 

The 11th Five Year Plan (2007-2012) offers provision of scheme- ICT for Schools, GoI aims 

to promote the usage of ICT especially at the Secondary and Higher Secondary Education 

level especially in rural areas.  The total amount of Rs. 24160 Crore has been allocated for 

equipping 181,520 schools with ICT facilities across the India.  

National ICT Policy 

The need for improved computer connectivity in villages was timely recognized by the central 

government in 1998 and a draft of National ICT Policy (discussion document 2008-09) was 

prepared.  Following this, several state governments set up Statewide Area Networks 

(SWAN).  The national Policy on ICT in school education clearly emphasizes the need to 

integrate ICT into agriculture based education and e-health care facilities to increase the 

information and opportunities available to rural habitants thus reducing the need for migration 

to urban areas.  Even government schools were given funds for establishing computer labs in 

schools at the primary and secondary level (http://www.csdms.in/gesci/ICT-Policy-

Everonn_percent20paper_susha.asp). 

The Government has also tried to bring change to its education policy from time to time 

to keep pace with developments.  The introduction of computers into the education system, 

and the practice of providing computers in schools and training teachers in ICT skills has had 

a significant effect.  Table 18:1 explains the various ICT initiatives in Education to increase 

educational access to all. 

  

http://www.csdms.in/gesci/ICT-Policy-Everonn_%20paper_susha.asp
http://www.csdms.in/gesci/ICT-Policy-Everonn_%20paper_susha.asp
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Table 18:1.  Broadcast Technologies and Digital ICT Application in India 

 

Project Project partners Outcome Remarks 

Country 

Wide 

Classroom 

UGC-CEC 10,000+ Programs 

Are Producted 

And Telescated 

By Doordarshan 

From 1984 

www.consortiumeducomm.org 

School 

Television 

In India 

Central and State 

Institute Of 

Educational 

Technology 

Programs For 

School Children 

And Teacher S 

From 1984 

www.ciet.nic.in 

Gyan 

Darshan 

MHRD And IGNOU Programs Runs 

For 24 Hours For 

Open Schools 

www.ignou.ac.in 

Project 

Shiksha 

Computer 

Literacy 

Microsoft And State 

Education Department 

Training Of 

Teachers Students 

And Quality 

Education 

www.vjti.edu.shiksha.htm 

Project 

Vidya 

MHRD And Intel ICT As A Tool 

For Education 

www.ipan.com 

 

 

Over and above this, there are several other programmes on use of technology in rural India 

for economically enhancing communities, and providing e-services in the area of agriculture, 

health and sanitation, microfinance, market condition etc.  The projects include: 

 Gyandoot project: provides access to information such as land records, registration, 

mandi prises.(MHRD and state government of M.P. India) 

 Baatchit for information access and communication, address community needs (Jiva 

Institute and Media Lab Asia) 

 ICT for tribal communities for access to medical, education, agri-forest (Pan Asia 

Networking ICT and R & D grands) 

 Infothela Mobile centre mobile PCO with basic health services, weather conditions 

(Media Lab Asia, UP, India) 

Ground Realities 

There has been significant improvement over the years regarding the access to computer 

facilities in schools for educational purposes.  The percentage of Schools Equipped with 

Computer, and Electricity is shown below. 

The results of the DISE (District Information System for Education) survey in the year 

2007-08 puts ICT integration initiatives into school education especially in rural area back 

foot as only 4.71 percent schools in rural area have been equipped with computer facility.  

This does not mean that computer have been linked with the Internet.  Besides, it is still in 

question how school personnel as such have utilized the computers - merely as a show case 

property, for administrative work, or occasional usage or actively used by teachers. 
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Table 18:2. Percentage of Schools Having Computers: 2007-08 

 

School Category Percentage 

 Rural Areas Urban Areas 

Primary 4.71 19.24 

Primary with Upper 

Primary 

19.20 44.35 

Primary with Upper 

Primary Sec. and 

High Secondary 

50.03 76.37 

Upper Primary  11.70 36.58 

Upper Primary with 

Sec / High sec. 

51.04 71.56 

All schools  10.87 37.96 

Source: Mehta A.C. (2010) Elementary Education in India Progress towards UEE, 

Analytical  Report 2007-08, NUEPA, New Delhi 

 

 

Figure 18:1.  Percentage of Schools Having Computer Facility Rural and Urban 

 

 
 

 

The percentage of schools with electricity connection is increasing.  Urban areas accounted 

for 72 percent while 28 percent were in rural area.  Only 16 states had electricity connection 

in more than 50 percent of their total number of schools.  It was also reported that primary 

schools attached to upper primary and secondary and higher secondary have much higher 

connectivity.  In addition to that, following are the critical problems faced by government 

schools: 

 Inadequate access for students - 45 minutes per week 

 High cost of hardware and software maintenance   

All Schools  

Rural

Urban
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 Limited internet access for schools with extremely poor internet speeds e.g. even in 

Kendriya and Navodaya Vidyalaya category of schools in India 

 Computers in the labs are being used only to learn basic computer literacy such as use 

of Word, Paint, creating documents etc.  

 Subject matter teachers are not trained in using ICTs 

 

Table 18:3. Percentage Distribution of Schools Having Electricity Connection 

 

Year All schools 

2005-06 30.39 

  

2006-07 33.23 

  

2007-08 33.31 

  

Source: Mehta A.C. (2010) Elementary Education in India Progress towards UEE, 

Analytical  Report 2007-08, NUEPA, New Delhi 

 

III. Internet Penetration in India and its Usage in Rural India 

India shares 13 percent of Internet users in Asia and 7.36 percent that of the world.  Only 5.3 

percent of people in India use the Internet.  A good sign however, is that 70 percent of people 

who are familiar with computers have used the Internet 

(www.internetworldsstats.com/stats.htm). 

As per the I-cube 2008, rural India contributes almost 10 percent (3.3 Million) of the 

total Internet users of India.  The total Internet users of India are 36 Million.  As per the 

report, there was an increase in Internet penetration in 2009 in rural India from 0.97 percent to 

1.13 percent.  It further mentions that the number of active rural Internet users rose to 4.2 

Million in 2009 from 3.3 Million in 2008, almost a 27 percent rise.  This shows that rural 

India has been using the Internet more regularly than in earlier days. 

Active Internet users are those who have used Internet at least once in last one month, 

while claimed Internet users are those users who have used Internet, but not recently.  The 

estimated rise for active Internet users in 2010 is almost 30 percent in rural India which is a 

positive sign. 

Major hurdles reported for Internet usage in rural India are language, lack of local 

content, lack of online applications that matter individual in daily lives, untouched rural 

market, and people‘s ignorance of the fact that the Internet would affect their lives positively.  

This is clear from Figure 18:3, which shows the purpose of Internet use in rural India.  Hence, 

awareness, access, content and technology are the four areas in which India needs to work in 

order for the rural mass to convert claimed Internet users to active Internet users. 

 

 

 

 

http://www.internetworldsstats.com/stats.htm
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Figure 18:2.  Internet Penetration Estimates from 2008 – 2010 

 

 
 

 

Figure 18:3. Purpose of Accessing Internet Among Rural Users in 2009. Internet 

from Rural India 2009 August 2010 IAMAI IMRB E- Tech 

 

 

 
 

IV. Projecting ICT as a Lever to Transform Rural India 

The entirety of India is divided into two major classes with regard to economic standards, 

such as haves and have nots, based on poverty, and illiteracy.  Poverty hinders one in getting 

proper food, education, and adds them in the list of illiterate.  Traditional forms of literacy 

make it difficult and almost impossible to use ICT.  On one hand the rich elite class in India is 

trying to get their steps with the developed countries, while the other class below the poverty 
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line is still struggling to get bread and fresh water daily.  This situation is pathetic, making the 

task of social reformers, generous politicians, and educators difficult in bridging the gap 

between both groups.  It is observed that knowledge explosion, and spread of technology has 

further added inequality.  The need of ICT was rightly echoed by Yunus‘s remark (cited by 

Nanda and Arunachalam, 2010), that ‗ignoring ICT will only lead to further excluding poor 

countries from the circuit of power and prosperity‘.  INRULED (2001) suggests that ICT 

should be brought to rural people to bridge the already existing division and to reverse the 

prospects of an even wider gap.  Looking to cost, and geographical disparities, the majority 

will reply that it is not possible to use ICT, and focus should be on the basic needs.  The 

primary focus should be on the basic needs followed by electrification and infrastructural 

facilities.  ICT in rural transformation does not mean to set up IT industry and abolish the 

natural beauty of rural India rather it means offering eye opening wider vistas to look at the 

outer world, and to raise their standard of living by using ICT.  ICT for rural transformation 

means joining alienated rural communities to the rest of the world.  In short, ICT should be 

employed as a catalyst to boost the rural transformation needed for the 21
st
 century.  

Framework for Integrating ICT for Rural Transformation 

Figure 18:4. The Proposed Framework for Integrating ICT into the National Level is as 

Follows: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Therefore proposed local specific framework for integrating ICTs in the education mission for 

transforming rural India can be seen in two ways. 

ICT in School Education to bring FUNCTIONAL 

LITERACY – 4 Rs – Reading, Writing, Arithmetic, 

and Info savvy skills  

Launching Short terms courses to make rural 

community self-reliant, courses related to local 

specific livelihood practices. 

Gender specific need based strategy & 

Specific Tribal area based strategy  

 

Campaign to motivate the adults of rural India to 

enroll their children to school, and exposing them the 

benefits of various GoI, and State Govt. schemes for 

education 

 

Rural Transformation 

Structural Change in Governance by ICT 

Infrastructure  

Functional Change in delivering better, fast, and 

relevant information to rural community 
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Introduction of e-governance,  

e-health,  

e-agriculture portals 

e-education 

Outcome – Development of 

4 Rs-Reading, writing, 

arithmetic, and info-savvy 

skills  

A founding step towards 

bridging the digital divide 

Making them aware of their 

rights, and better services. 

An apparent step to bridge 

the digital divide,  

Increasing the access to 

information by ICT, 

Implementing the right to 

information act Empowerment 

by capacity buiding approach 

 

ICT integration at School Education 

Adult education centers  

 

Figure 18:5.  Strategies for ICT Enabled Practices for Transforming Rural India 

 
 

 

 

  

 

 

 

           

                                                                                                

 

 

 

 

 

 

 

 

Depending on the wide area of India, multiplicity of language, and due to socio-economic 

inequality, there is need to plan, design and implement strategies to bring social change using 

ICTs for entire nation.  The following paragraph discusses the various strategies for rural 

upliftment using ICT. 

 Conducting a situational Analysis and specific needs by active collaboration 

among District Authority, DIET, Gram Panchayats and NGOs  

According to McNamara (2003), the foremost step for deploying ICTs as an agent of 

positive change in a given country is to develop a clear picture of developmental challenges 

and a scope of ICTs in a sustainable fashion.  Hence, one should not start from what a 

Mission: ICT for rural Transformation 

Based on data on  

 ED index,  

ICT index for school,  

ICT infrastructure survey in Govt. offices 

Targeting the rural communities who share 
less than 50% enrollment rate in school, 
40% literacy rate 

Targeting the rural communities who has 
enrollment rate higher than 50%, and 60% 
literacy rate 
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particular country lacks in ICTs, but by analyzing the situation deeply and looking at ways to 

make country more sustainably prosperous.  Therefore, establishing a telecenter in every 

village is at best misleading, and at worst, a bad policy.  This clearly leads us to analyze the 

local situation, needs, and problems in terms of magnitude.  Hence, socio-cultural analysis, 

including profiles of people depicting their caste, typical cultural practices followed, festivals 

celebrated, customs, practices adopted for curing child, marriage ceremony should be carried 

out.  This process of rigorous screening would also involve assessing specific needs and their 

traditional way of getting information, and its use.  It further investigates the scope of 

supplementing additional information and enriches existing knowledge.  Thereafter, such 

classification will help to implement the policy effectively to transform and develop rural 

areas for the 21
st
 century.  

 Empowering the Gram-Panchayat to Disseminate Information to Rural Areas 

The main function of Gram-panchayat is to provide better amenities to rural people and 

establish links between villages and the state.  Faster, better, and more innovative services are 

the hallmarks of 21
st
 century.  E-governance hence needs to be implemented by Gram 

Panchayat for smoothly notifying the rural community of floods, shortage of rain, and heavy 

rainfall in a timely manner.  The personnel of Gram panchayat should be well ICT trained to 

handle ICT tools. 

The Gram-Panchayat should be empowered to use the ICT, and should be linked with 

state and national level agencies working in agriculture to guide rural communities in 

adopting sustainable agricultural practices.  That involves using less harmful pesticides, and 

germicides, using successful agricultural research, to find a way to use drip-irrigation systems, 

and water harvesting.  As per the Mahatma Gandhi National Rural Employment Guarantee 

Act in 2006, the government of India has launched a scheme to provide labour work.  Such a 

scheme should be used by Gram-panchayat to deal with unemployment using ICT (G o I ,  

M in i s t r y o f  R ur a l  D ev e l op ment ,  http://www.nrega.nic.in/netnrega/home.aspx). 

 Developing and Implementing Non-Formal Education Programs to Empower Rural 

Communities  

As India is a country of vast geographical disparities, with various pockets of cultures 

and tribes who use good number of languages and dialects, it is very strange to feed all the 

people of India with the same yardstick of common curriculum.  The curriculum somehow 

fails to respond the needs of rural population in context of local environment.  Some rural 

communities face problems, in achieving the MDGs.  By continuously supplying the latest 

and local specific information and knowledge required for their livelihood, standard of living 

will improve, and such hurdles can be conquered as well.  

Goals of non-formal education for rural communities should be to make them aware of 

their rights, and offer them broader access to the vast fund of knowledge required for their 

livelihood practices.  The capacity building of community to work with the ICT tools should 

be the characteristic feature of non-formal education programmes.  The core components of 

ICT powered non-formal education should answer the local needs.  

 Basic ICT literacy – effective use of mobile phones, and working with computers 

and Internet. 

 Using Agriculture information services (e.g. Danger to use genetically modified 

hybrid seeds). 

 Provision for providing weather forecast service to farmers, and habitants to avoid 

any loss due to natural calamity. 

 Research in agriculture, dairy industry, fisheries, and animal care and how to use 

it. 

 Governmental schemes for the rural improvement. 

 Right to information act. 
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 Effective use of drip irrigation system. 

 Success stories of rural initiatives / Information on water harvesting, setting up 

bio-gas plants, and solar cell powered energy production units.  

 Educating mothers for good practices of child rearing. 

 Importance of health and sanitation, generating awareness to curb the diseases like 

AIDS, jaundice, and malaria. 

 Empowering women – making them aware of basic human rights and legal 

benefits, preparing to uproot potential social evils like dowry, feticides. 

 

This can be undertaken with the active collaboration with NGOs.  Life skills centered 

modules should be taught using the ICT, and rural communities should be encouraged to 

respond to problems and queries using ICT resources at non-formal education centres. NGOs 

should be promoted to use digital technology to educate women.   

Programmes organized for the community should satisfy their expectations.  Such 

programmes should be experience based and providing information about technology and its 

applications which are useful specifically to them. 

The success story described by Wattegama (2005) fuels our effort to incorporate ICT 

for rural transformation.  As per Wattegama, e-Choupal services reached more than one 

million farmers in nearly 11,000 villages by mid-2003.  The farmers began using computers 

to access daily closing prices on local mandis, as well as to tracking global price trends and 

find information about new farming techniques.  The Life Tools project rendering service to 

farmers and rural communities of remote areas regarding adequate information of livelihood, 

since December 2008 covering five districts of Maharashtra.  SMSONE, a locally based SMS 

newsletter of total 160 character local news stories was begun by ravi Ghate.  This service 

provides employment opportunities to unemployed citizens. 

The e-SEVA centres of Andhra Pradesh have launched to self-help groups for the 

economic uplifting of the poorest women of India since year 2002.  The centres reached the 

number more than 200 in small villages.  Each centre is equipped with internet access, 

scanners, webcams, photocopiers that are used in issuing birth certificates.  Internet use assists 

with searches, paying bills, telemedicines, teleagricultures, online auctions, and complaints.  

These centres fetch the savings of .10 dollars on average per citizen, and $1.4 million per year 

at district level. 

A chain should always be continued to cover the unprivileged portion of the society.  

Once ICT informed, the educated, and empowered people in a particular area should be 

motivated to disseminate the information, and knowledge to other reluctant and people having 

dogma towards digital technology.  Such empowered people should also be motivated to 

share their experiences and success in their field so that digital literacy will further gradually 

expand in manifold.  

As large-scale experiment is not feasible and financial constraints still keep things at a 

standstill. Therefore, mobile vans can be used by NGOs, and Gram Panchayat to empower the 

rural people.  The hierarchical functionaries working at the grassroots level of SSA, should be 

trained in ICT skills so that they can provide training, and maintain a watch over the non-

formal education based on ICT.  Hence, non-formal education incorporating ICT should 

become the joint venture of governments, NGOs, and ICT literate teachers and community 

members. 

 Building and using ICT Help Centres for Rural transformation  

The government of India has taken significant steps towards dissemination of 

information through a number of e-Learning projects for rural students as well as for the 

community at large.  They are social development projects and community information 

services project.  
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Social development projects like Akshaya, Aqua Choupal, Gramin Gnan Kendra 

(Village Knowledge Centre) focus on generating a network of information centres, 

employment, and investment opportunities in rural areas along with providing informal IT 

training to the rural illiterate mass. 

Community information services are for people who have minimum knowledge and for 

school-based curriculum projects imparting computer education to students or rural area.  

Such e-Choupal and PlantersNet provide information on rural farm-gate price realisation, cut 

transaction costs, supply of high quality farm inputs etc.  The E-Suvidha project was 

accomplished to provide services like birth registration, death registration, marriage 

certificates, category certificates, etc.  They also provide information about agricultural prices 

and educational and employment opportunities.  

Such noteworthy examples are the joint venture of Wipro and Intel to offer i-shiksha, a 

low-cost solution and technology project to meet the needs of education sector in India.  

Another example is ‗Project Shiksha‘ by the Microsoft Corporation India Pvt Ltd, which will 

be implemented in phases in ten states across the country in a phased manner. 

Such project benefits should be made available to the rural community.  With the large 

rural population, there is still a need to set up more help centres using ICT for rapid 

dissemination of information.  The use of mobile technology has dissolved all the boundaries 

that keep people from outer sources of knowledge.  The foremost need to harness the benefits 

of ICT is to connect the rural area wirelessly.  Mobile service providers should be asked to 

provide toll-free numbers to know such status.  This work can be assigned to Gram-panchayat 

to find out, and report to the government.  

V. Challenges Ahead for Researchers 

Rural transformation geared by ICT is in its infancy stage.  Following initiatives are required 

from the educators, social reformers, philanthropists, IT industry, and NGOs.  Development 

and testing of ICT media, non-formal education programmes for small pockets of tribe is 

necessary.   

 Surveying e-governance (at Gram Panchayat) from the perspectives of service 

providers, technology providers, outsider agency to evaluate the programme, and 

consumers at several intervals.  The data gathered should be analyzed to bring further 

innovation. 

 Studying the cost effectiveness of the incorporation of ICT to rural transformation 

with respect to output of the agricultural products, enhanced efficiency of the 

manpower, time, occupational efficiency and its coupled impact in the achievement of 

MDGs in a long run. 

 Redesigning ICT enabled e-material and related applications for in-service teachers to 

teach disciplinary subjects along with rendering training to design various learning 

experiences for life skills and achieving the millennium development goals, wherever 

applicable. 

 Developing the basic ICT competencies required for teachers at all levels of education. 

 On the basis of sound evidence from developmental research using the case study 

approach and community participation, researchers should pave a path for the 

incorporation of ICT for rural transformation. 
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VI. Summing Up 

Incorporating ICT is more than simply using e-mail, setting up the ICT – rural development 

portal, and providing broadband and wireless networking.  Incorporating ICT for rural 

transformation means to move towards the creation of ICT/digital literate rural community to 

use the new knowledge required for their livelihood practices.  In short, ICT in rural 

transformation means moving from technology for just the elite, educated, and corporate class 

to the common rural population.  Such ardent and sincere efforts to use ICT to release 

catalytic effect on livelihood practices will definitely bring social change, and transform the 

present rural scenario of India.  

Incorporation of ICT for rural transformation faces big hurdles, and seems to be a 

mirage but it is only a challenge, and is the best option to transform rural areas for 21
st
 

century.  Sam Pitroda, the chairman of the Knowledge Commission started a revolution in 

India‘s telecommunication, and made it possible to interlink village to village, and city to 

village and state.  Hence, drawing inspiration from such efforts, we educators and 

policymakers must begin to find novel and appropriate ways of using ICT for the welfare of 

rural communities.   Since knowledge is recognized as a key force for India to emerge as a 

globally competitive player, generational changes must occur with the transformation in order 

to address the concerns of the entire nation‘s knowledge resources. 
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