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per cent teachers also agreed o
to this statement among whom v |R e}
86.4 per cent were private school % ®
teachers and 75.2 per cent were - S
government school teachers. A 0
To the response ‘Somewhat’ ¥ @ °
only 10 per cent pr.incipals 32 :&; g ol< o
responded, out of which 9.1 cdelal B |8 IR A e P
per cent were private and 11.1 4 g & g
per cent were government 2alel 3 ) N
o 0ol 8| © |z|a[B|x|v|o
principals. Among teachers, a So|e| O N ™
total of 15.8 per cent marked =3 g o
this response, out of which g: " g
11.1 per cent were private and w = ol S
21.9 per cent were government :«ig 8 § SIBIEAESES 2
teachers. Not a single private R g @]~ — |
school principal disagreed to g S E NN 0
the statement, but 3.7 per cent f_*' 8 218+ || *°|§
government principals disagreed © u *
. N 7] ‘a 00 *
to it. Whereas, a total of 0.8 per ~ 9 & « |7 g
cent teachers disagreed to the 9 g'ﬁ. ES! -
statement, among them 0.7 per s Yy & 3 0
. =o? () 0
cent were private and 1.0 per = " P
cent were government teachers. é’ 2 ®
Table 11 represents the above o o 8 1 Yo
o g = olRlo|l~|a||©O
data. o328 g B S
Table 12 shows the significant % 513 &
difference between the responses < E g B lzlo|o|alals
i o8| O N N
of private and government Q0o
school principals and teachers ° 2 a g
by using t-test. The mean score & n o 3
of p%*ivate school principals :E;% o | 8o olo 8
(2.9) is more than government 20 I A R Y R S
. . -~ -ﬂ > wn N[> .
school principals (2.66). The w B o O
obtained t-value of principals is B Az Qe | 1R BT
1.92, which is non-significant = " o'§
at 0.05 level of significance. The L %’ g g oS
mean score of private school a a < & o ) glg's
: > @ 8 & < 2l |1al8D
teachers (2.83) is more than &2 e 9 S 2 SS9
government school teachers E‘s % 2 g o Dé g g g%
(2.72). The t-value is found to ° Ay >lalz|z|=|= 5?13;2
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Table 13
Helps in sharpening the communicative skills
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be 3.5 which are significant at 0.05
level of significance. Therefore, it
indicates that in government schools
the curriculum gives emphasis to
personality development.

Table 13 finds out whether the
curriculum helps in sharpening the
communicative skills of the students
or not. A total of 85 per cent principals
agreed, among whom 87.9 per cent
were private and 81.5 per cent were
government school principals. In the
same way, a total of 80.2 per cent
teachers also agreed to it; out of which
84.2 per cent were private and 74.5 per
cent were government school teachers.
‘Somewhat’ was marked as a response
by 11.7 per cent principals among
whom 9.1 per cent were private school
principals and 14.8 per cent were
government school principals. A total
of 16.3 per cent teachers also marked
it as a response, out of which 13.4 per
cent were private and 20.3 per cent
were government school teachers.
Some principals disagreed to the
statement with a total of 3.3 per cent,
out of which 3 per cent were private
and 3.7 per cent were government
school principals. Similarly, a total of
1.6 per cent teachers disagreed to the
statement out of which 0.5 per cent
were private and 3.3 per cent were
government school teachers. able 13
represents the above data.

Table 14 shows the difference
between the responses of private
and government school principals
and teachers by using t-test. The
obtained t-value of principals is 0.57,
which is non-significant at 0.05 level
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of significance. It means that
private and government school
principals do not differ regarding
that the curriculum helps in
sharpening the communicative
skills of the students. Whereas
in case of teachers, the t-value
is found to be 3.61 which is
significant at 0.05 level of
significance. The mean score of
private school teachers (2.81) is
more than government school
teachers (2.67). So, it indicates
that according to the responses
of teachers in private schools the
curriculum helps in sharpening
the communicative skills of the
students more in comparison to
government school teachers.
Table 15 assesses whether
the curriculum helps in building
the confidence level of the
students or not. A total of 85
per cent principals agreed to the
statement, out of which 90.9 per
cent were private and 77.8 per
cent were government school
principals. Similarly, 81.5 per
cent teachers also agreed to the
statement among whom 86.4 per
cent were private and 74.8 per
cent were government teachers.
‘Somewhat’ as a response, was
marked by an aggregate of 11.7
per cent principals with 6.1 per
cent as private and 18.5 per cent
as government school principals.
15.3 per cent teachers also
marked it, out of which 11.1 per
cent were private and 21.2 per
cent were government school

t
df=729

0.56| 3.61*

Score
684
124

10
6
824
2.67

Teachers
N
228
62
10
6
306

S.D. |Government | S.D.

114 | 0.41

2.81

Private

N |[Score
358 | 1074
42511198

57
2
8

t
df=58

Table 14
Shows the difference between the responses of Principals and Teachers finding whether
0.50|0.57**

Score
66
8
1
75
2.77

Principal

N
22

0.44| 4

1
94
2.84

**Not significant at 0.05 level

*Significant at 0.05 level

N | Score
87
6

29
3
1
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the curriculum helps in sharpening the communicative skills of the students or not

Helps in
sharpening the
students
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teachers. A total of 3.3 per cent o

principals disagreed to the statement - X| 0|8 g S; §

with 3 per cent as private and 3.7 per 3 ST

cent as government school principals. & — | < ol =

In the same way, an aggregate of 0.7 SN IS R

per cent teachers disagreed to the

statement with 0.5 per cent private ¥ o]l

S|~ |~ | ©

and 1.0 per cent as government g ~[=|] ] =

school teachers. Table 15 represents w &

the above data. 2 o © N
Table 16 shows the difference - § S Z| 2 B2 o

between the responses of private and S e

government school principals and E REIIN

teachers by using t-test. The obtained 1) 3 Selelc|s|2

t-value of principals is 1.13, which 4 E

is non-significant at 0.05 level of < & e e P Ry e

significance. It means that private and :6_: o | T

government school principals do not g ~ o

differ regarding that the curriculum ° = X8| = g 2|3

helps in building the confidence level 5§| | s a

of the students. Whereas in case of @ E & lalolalol2

teachers, the t-value is found to be & = il ©

3.84 which is significant at 0.05 level & 2 -

of significance. The mean score of : g © E 2 NS

private school teachers (2.83) is more y - g Ol P

than government school teachers 5l & g

(2.70). Therefore, it indicates that ° g 2 =1 0|0~ ~

according to private school teachers % E o ~ N

the curriculum helps in building the @

confidence level of the students more ° ] © g Yle :] =

in comparison to government school i g Ol P

teachers. & _ -
Table 17 finds out if the Ala|S 7T

curriculum helps in the psychomotor a s

development of the students. An e

aggregate of 65 per cent principals 2 E§

agreed to the statement, among 3% E‘ @

whom 63.6 per cent were private % %% E é

and 66.7 per cent were government @ & 2 S a1 _

principals. A total of 78.1 per cent To° w| & ®lg

teachers agreed to the statement z 5 S|B|2] 2|8
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Table 18
Shows difference between the responses of Principals and Teachers finding whether

the curriculum helps students in their psychomotor development
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with 78.8 per cent and 77.1 per
cent as private and government
teachers respectively. ‘Somewhat’
was responded by a total of 21.7
per cent principals, out of which
21.2 per cent were private and
22.2 per cent government school
principals. Similarly, it was also
marked by 16.9 per cent teachers
out of which 16.7 per cent were
private and 17.3 per cent were
government school teachers. A
total of 3.3 per cent principals
disagreed to the statement, out
of which 3 per cent were private
and 3.7 per cent were government
school principals. In the same way,
0.9 per cent teachers out of which
0.7 per cent was private and 1.3
per cent was government school
teachers disagreed to it. Table 17
represents the above data.

Table 18 shows the difference
between the responses of principals
and teachers finding whether the
curriculumhelpsinthe psychomotor
development of the students or not.
The obtained t-value of private and
government school principals is
0.46 which is insignificant at 0.05
level of significance. Similarly, the
obtained t-value of private and
government school teachers is 0.70
which is also insignificant at 0.05
level of significance. Therefore, it
indicates that both the private and
government school principals and
teachers’ responses do not differ
regarding that the curriculum helps
in the psychomotor development of
the students.
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Table 19 assesses if the NN
curriculum helps in developing an - Xlow| S f 2 8
aesthetic sense among the students 3 e a
or not. A total of 61.7 per cent & olwv|lal«|=
principals supported the statement, Z1g12=|a|R
out of which 63.6 per cent were private
and 59.3 per cent were government ¥ S Bl Bl RCY ROUE=
school principals. Similarly, a total g IR || =
of 68.4 per cent teachers supported ® g
the statement, out of which 71.5 2 ¢ © ©
per cent were private and 64.0 8 8 z|o|&|®|2 3
per cent were government school =
teachers. ‘Somewhat’ as a response wlalalomlo
was supported by 30.3 per cent ° 8 B3 P IR
private and 29.6 per cent government a E
principals with a total of 30 per cent. 9 & 0 R B e
A total of 26.7 per cent teachers § ™| R
also supported this response, out 2 ~lo S
of which 24.2 per cent were private w = X|=|o i $ S
and 30.1 per cent were government & o ® e
school teachers. Not a single 8 g’ = - ol I e
private school principal disagreed 3 & i ©
to the statement while 3.7 per cent & 'E -
government principals disagreed to 3 8 o g § | < 8
the statement. Similarly, a total of gl o g IR R =
1.6 per cent teachers disagreed to the | & 5
statement, out of which 0.9 per cent % g 3 © ~
were private and 2.6 per cent were o E o Zl= @7V«
government teachers respectively.

Table 19 represents the above data. 8 © g g | S S

Table 20 shows the difference g O™ -
between the responses of principals E 2=l |«
and teachers finding whether the - ®
curriculum helps in developing an
aesthetic sense among the students 9
or not. The obtained t-value of private o g g - a
and government school principals is 0 .;-" ; :0 g - é
0.49, which is insignificant at 0.05 %‘E 5% g g
level of significance indicating that o gﬁm E‘&:’ S 2l _
the private and government school ° 2 g o Dé g
principals do not differ regarding la|z|z|&
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that the curriculum helps in
developing an aesthetic sense
among the students. While, the
obtained t-value of private and
government school teachers
is 2.04 which is significant at
0.05 level of significance. The
mean score of private school
teachers (2.67) is more than
government school teachers
(2.58) which indicate that in
private schools the curriculum
helps in developing an aesthetic
sense among the students more
in comparison to government
schools.

Table 21 shows the responses
of the principals and teachers
on the statement that CCE is
undertaken for understanding of
child’s knowledge or not. ‘Always’
as a response was marked by a
total of 80 per cent principals,
out of which 84.8 per cent were
private and 74.1 per cent were
government school principals.
Similarly, a total of 72.4 per cent
teachers marked this response
with 76.5 per cent private
and 66.7 per cent government
teachers. ‘Sometimes’ was
marked by a total of 6.7 per cent
principals, out of which 3.0 per
cent were private and 11.1 per
cent were government school
principals. A total of 21.3 per
cent teachers also marked this
response with 17.9 per cent as
private and 26.1 per cent as
government school teachers.
‘Never’ was marked by a total of

Table 22
Shows the difference between the responses of Principals and Teachers

finding if CCE is undertaken for understanding of child’s knowledge
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Table 23
Examination is required to promote the child
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10 per cent principals, with 9.1 per
cent as private and 11.1 per cent
as government school principals. In
the same way, a total of 1.5 per cent
teachers also marked it with 2.1 per
cent as private and 0.7 per cent as
government school teachers. Table 21
represents the above data.

Table 22 shows the difference
between the responses of private
and government school principals
and teachers by using t-test. The
obtained t-value of principals is 0.67,
which is insignificant at 0.05 level of
significance. It means that private
and government schools’ principals
do not differ regarding that the CCE
is undertaken for understanding
of child’s knowledge. In case of
teachers, the t-value is found to be
2.89 which is significant at 0.01
level of significance. The mean score
of private school teachers (2.70)
is more than government school
teachers (2.59). This score is favoring
towards private school teachers, so
it means that in private schools CCE
is undertaken for understanding of
child’s knowledge more in comparison
to government schools.

Table 23 finds out the
responses of the principals and
teachers on the statement that
‘Examination is required to promote
the child for the next higher class.’
‘Always’ was responded by a total of
85 per cent principals, out of which
87.9 per cent were private and 81.5
per cent were government principals.
Similarly, an aggregate of 84.3 per
cent teachers also responded to it,



Assessment of the Implementation of RTE Act, 2009, in Context...

out of which 87.8 per cent
were private and 79.4 per cent
were government teachers.
‘Sometimes’ was responded by
a total of 10 per cent principals
with 3.0 per cent private and
18.5 per cent as government
school principals. In the same
way, a total of 10.5 per cent
teachers responded to it with
7.3 per cent as private and 15
as government school teachers.
‘Never’ was not marked by any
government school principal,
but was marked by 6.1 per
cent private school principals.
An aggregate of 1.8 per cent
teachers also marked it, out
of which 2.6 per cent were
private and 0.7 per cent were
government school teachers.
Table 24 represents the above
data.

Table 24  shows the
difference between the
responses of private and
government school principals
and teachers by using t-test.
The obtained t-value of
principals is 0.37, which is
insignificant at 0.05 level of
significance. It means that
the private and government
schools principals do not differ
regarding that the examination
is required to promote the child
for the next higher class. In case
of teachers, the t-value is found
to be 3.0 which is significant
at 0.01 level of significance.
The mean score of private

Table 24
Shows the difference between the responses of Principals and Teachers finding

if examination is required to promote the child
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school teachers (2.81) is more than
government school teachers (2.7).
This score is favoring towards private
school teachers so it means that in
private schools the examination is
required to promote the child for the
next higher class more in comparison
to government schools.

Table 25 assesses if the child is
awarded a certificate after completing
the elementary education or not.
‘Always’ was marked by a total of
88.3 per cent principals, out of which
90.9 per cent were private and 85.2
per cent were government school
principals. Similarly, an aggregate of
85.2 per cent teachers also responded
to it, out of which 87.8 per cent
were private and 81.7 per cent were
government teachers. ‘Sometimes’
as a response was marked by a total
of 5 per cent principals with 3 per
cent as private and 7.4 per cent as
government school principals. It was
also marked by 8.2 per cent teachers
out of which 7.5 per cent and 9.2 per
cent were private and government
school teachers respectively. ‘Never’
was not marked by any private and
government school principal but, it
was marked by a total of 1.4 per cent
teachers out of which 0.9 per cent
were private and 2.0 per cent were
government school teachers.

Table 26 shows the difference
between the responses of private
and government school principals
and teachers by using t-test. The
obtained t-value of principals is 0.41,
which is insignificant at 0.05 level of
significance. It means that private
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and government schools’ principals
do not differ regarding that the child is
awarded a certificate after completing
the elementary education. In case of
teachers, the t-value is found to be
2.7 which is significant at 0.05 level
of significance. The mean score of
private school teachers (2.83) is more
than government school teachers
(2.72). As this score is favoring
towards private school teachers, so
it means that in private schools the
child is awarded a certificate after
completing the elementary education
more in comparison to government
schools.

FINDINGS

Findings regarding the implementation
of RTE Act in context of curriculum
among private and government
elementary school Principals and
Teachers are given below:

1. The government schools follow
NCF (2005) more in comparison
to private schools according to the
responses of the principals. The
private and government school
teachers do not differ in following
the NCF (2005).

2. In government schools children
are taught in their mother tongue
more as compared to private
schools which can be seen from
the responses of private and
government school principals and
teachers.

3. The private and government school
principals and teachers’ responses
do not differ regarding that the
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curriculum helps to assess the
creativity of the students.

4. The private and government school

principals do not differ regarding
that the curriculum gives
importance to rote memorisation.
According to the responses of
teachers, the government schools
give more importance to rote
memorisation in comparison to
private schools.

. The private and government
school principals and teachers’
responses do not differ regarding
that the curriculum helps to
enhance intellect of the students.

.In government schools, the
curriculum gives emphasis
to personality development

according to the responses of
private and government school
principals and teachers.

private and government
schools principals do not differ
regarding that the curriculum

helps in sharpening the
communicative skills of the
students. According to the

responses of teachers, in private
schools the curriculum helps in
sharpening the communicative
skills of the students more in

comparison to government
schools.
. The private and government

schools principals do not differ
regarding that the curriculum
helps in building the confidence
level of the students. According
to the responses of teachers, in

10.

11.

12.
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private schools the curriculum
helps in building the confidence
level of the students more in

comparison to government
schools.
. The private and government

school principals and teachers’
responses do not differ regarding
that the curriculum helps in the
psychomotor development of the
students.

The private and government
school principals do not differ
regarding that the curriculum
helps in developing an aesthetic
sense among the students.
According to the responses of
teachers, in private schools the
curriculum helps in developing
an aesthetic sense among the
students more in comparison to
government schools.

The private and government
schools principals do not differ
regarding that the CCE is
undertaken for understanding
of child’s knowledge. According
to the responses of teachers, in
private schools CCE is undertaken
for understanding of child’s
knowledge more in comparison to
government schools.

The private and government
school principals do not differ
regarding that the examination is
required to promote the child for
the next higher class. According
to the responses of teachers, in
private schools the examination
is required to promote the child
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for the next higher class more
in comparison to government
schools.

13.The private and government
school principals do not differ
regarding that the child is awarded
a certificate after completing
the elementary education.
According to the responses of
teachers, in private schools the
child is awarded a certificate
after completing the elementary
education more in comparison to
government schools.

IMPLICATIONS

1. NCF (20095) is still not followed
in many government and private
schools. The present study
highlights the need of proper
monitoring and counseling of
the administrators and teachers
belonging to private schools more
in comparison to government
schools.

2. The private schools should be
encouraged more in comparison
to the government schools to
teach the students in their mother
tongue as already mentioned in
NCF (2005) and RTE Act- 2009.
The present study emphasises
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on the need of mother tongue for
effective school education.

3. School environment should be
made child friendly, which is
free of stress and fear that will
definitely enhance the creativity
and intellect in the students of
elementary school.

4. The present study elucidates that
all norms and provisions given
in the RTE Act-2009, regarding
curriculum should be properly
understood by the principals and
teachers so that these can be
effectively implemented by them.

CONCLUSIONS

The present paper has assessed the
implementation of the provisions
of the RTE Act-2009 in context
of curriculum by the private and
government elementary schools of the
western Uttar Pradesh. The responses
of the principals and teachers of the
private and government schools are
depicted by calculating percentages,
means and S.D., which are shown in
the tabular form. It clearly shows that
some of the provisions of RTE Act,
2009 in context of curriculum are
being implemented by all elementary
schools and some are not because of
many reasons.
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Research Trends in Nature of Science: Analysis and Implications

Study Curriculum (PSSC), Biological
Science Curriculum Study (BSCS)
showed enhanced understanding of
NOS in different studies by Crumb
(1961) and Yager and Wick (1966).
These curricula wused laboratory
centered approaches besides paying
specific attention to historical
development of major concepts and
principles in science. Aikenhead
(1979) developed a curriculum
titled “Science as a way of knowing”
that emphasised that the nature,
process and social aspect of science
through a variety of inquiry skills and
focus on science-technology-society
interactions. The curriculum showed
positive response with grade 11 and
12 students.

Not all studies however showed
the positive impact of curriculum
specifically designed to address
NOS. The studies by Troxel (1968)
and Jungwirth (1970) as cited in
Lederman (1992) showed that there is
no significant difference between the
pre-test and post-test scores used to
see the effectiveness of CHEM, CBA
and BSCS curricula respectively.

The influence of the teachers’
views on classroom practices or
student’s views was explored by
several studies in 1980s. There is
research supporting a direct influence
on classroom practice (Brickhouse,
1989, 1990; Gallagher, 1991) as
well as the position that there is
no influence (Duschl and Wright,
1989). The interaction with teachers’
showed that the administrative
constraints, infrastructure, level of
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students and various other factors
influence the translation of teachers’
belief into practice. Bell, Lederman,
and Abd-El-Khalick (2000) reported
the factors that mediate translation
of nature of science into practice as
articulated by the participants (pre-
service teachers) were (a) perceiving
the nature of science as less
significant than other outcomes, such
as science content and processes
(b) concern for students’ needs and
attitudes, and (c) preoccupation
with classroom management and
routine chores (d) discomfort with
understandings of the nature of
science (e) lack of resources and
experience for teaching and assessing
understandings of the nature of
science, and constraints specific to
student teaching. The result of the
investigation by Lederman (1999)
involving five high school biology
teachers showed that although the
teachers possessed informed views of
NOS, there classroom practices were
not directly affected by their views.
Their students did not learn NOS as
there was no explicit attempt to do
so. Therefore, one cannot assume
that an improved understanding of
NOS among teachers would influence
students’ understanding in a positive
manner.

With such studies there has been
a shift in the research involving more
explicit instructional approaches.
Palmquist and Finley (1997) reported
pre-service teachers understanding
of NOS in a teaching program using
contemporary teaching strategies,
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such as conceptual change and
co-operative learning. The direct
teaching about NOS aspects was very
little. Similar findings are reported
by Abd-El-Khalick (2001) in his
study on prospective teachers. The
use of explicit reflective approach
to teach NOS resulted in significant
improvement in the NOS aspects
including tentative, empirically based,
theory laden, inferential, imaginative
and creative characteristics of
scientific knowledge. Abell, Martini
and George (2001) targeted several
aspectsof NOSinamooninvestigation.
The students learnt that scientists
make observations and generate
patterns but they did not realise that
observation could precede or follow
the development of a theory. Students
were able to articulate the several
aspects of NOS but they did not see
the connection between what they
learned and the scientific community.

The researchers recognised the
importance of being explicit for
improving NOS understanding

among participants. Abd-El-Khalick
(2005) reported the positive impact
of Philosophy of Science Course
along with the methods course for
prospective science teachers whereas
Kim and Irving (2010) indicated
the positive impact of contextual
examples from history science while
teaching genetics on the targeted
aspects of NOS. The results of most
of these studies have shown positive
impact of explicit instruction about
NOS aspects. The focus is however
not on the traditional mode of citing
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examples from the history of science
but on the use of reflective inquiry-
oriented approaches.

CoNCLUSION

The earlier researches on NOS
focused on measuring NOS using
Likert scale type of items. These items
pertained to measuring the attitudes,
skills or interest in science but the
epistemological aspect of science
were often neglected. Many of these
instruments have been criticised
for poor validity. Another concern
with the use of these instruments
has been the inherent bias in the
interpretation of scores or the written
response. There have been significant
discrepancies between the written
responses of the students or teachers
on a particular test and the responses
that were given during interviews. The
instruments with more open-ended
items that helped to assess a deeper
understanding of NOS. Also, there
have been attempts to supplement
the quantitative assessment with
qualitative assessment so that more
valid conclusions about participants
understanding can be drawn. An
interest in developing instruments or
tools to assess NOS has led to more
clear articulation of nature of science.
For instance, most researchers now
agree to some common aspects such
as law vs. theory, social and cultural
influence, creativity and imagination.
Scientific method, etc., as important
dimensions of NOS. However, the
researchers have also mentioned the
flexibility in these aspects.
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Students and teachers at all levels
haveshownlackofNOSunderstanding
with respect to various dimensions
of NOS. Many of these instruments
were commonly used for students
and teachers and have indicated
similar results both for students and
teachers. A few researchers have also
indicated the influence of academic
qualification, experience and socio
-economic status of teachers on their
NOS wunderstanding. However, the
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correlation between understanding of
NOS and any of these factors is not
well established. Explicit curriculum
and instruction related to NOS helps
in developing better understanding
of NOS. However, the focus should
be on reflective, inquiry oriented,
conceptual change approaches
for NOS instruction rather than
merely citing examples from history
of science.
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Vocational Skill Interventions
Dropout Reduction and Employability

JEEBANLATA SALAM*

Abstract

Dropping out of school mid-way is a serious educational and social problem. By
leaving school mid-way, most dropouts have serious educational deficiencies
that severely limit their economic and social well-being throughout their adult
lives. Many school dropouts find it difficult to secure steady employment and an
adequate income. Overtime dropouts face bigger disadvantages because they
have fewer opportunities to obtain additional education and training needed
to remain relatively relevant and competent in the job market, especially in the
context of increased use of new technologies, and changes in the composition of
jobs in the economy that will require more educational skills. In the educational
hierarchy of school education, India registers disproportionate rate of drop
out at secondary level. Significantly, in the educational hierarchy, secondary
education is also an important transitory and preparatory stage for school going
adolescent youth for preparation of higher education and the world of work.
The study is primarily based on reviews of literature on vocational education,
dropout reduction or prevention and its effect on employability. Based on these
studies, we find that, when dropout programmes are designed, vocational
education strategy in school emerges as an effective tool in developing dropout
prevention, preparation of skilled workforce; geared towards sustainable
livelihood and productive in society. In conclusion, an effective vocational policy
intervention is very much in need of the hour in Indian context.

*  Assistant Professor, School of Social Sciences, National Institute of Advanced Studies, IISc Campus,
Bengaluru.
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INTRODUCTION

Vocational education aims at
increasing the employment potential
of young people by imparting
appropriate skills and training in
specific trades, occupations and
crafts. Through preparation for
specific competencies in different
trades, vocational education helps
individuals to be more productive
by developing skills, abilities, work

habits, employment opportunity
and geared towards sustainable
livelihoods. Vocational education

stream in India has more than 100
courses in various areas of trades
and crafts (World Bank Report, 2006.
When relevant vocational skill is
imparted in schools, it can promote
a meaningful pedagogy—improve
educational  access; completion
of meaningful level of learning;
skilling by doing, enhance skills for
individuals to be self-reliant and
positive contributions to society.

EpucatioN PoOLICIES
A Brier HISTORICAL

VOCATIONAL
IN INDIA:
BACKGROUND

Vocational education was integral to
Indian education system that can be
traced to Epic and Vedic period when
numerous skills such as carpentry,
smithy, foundry, and weaving
formed an integral part of traditional
education system (Vedalankar,
2002). The works of various scholars
including those of Altekar (1954),
Chatterjee and Mitali (1999), and
Rashtriya (2008) reveal that ancient
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Indian literature refers to various
trades—agriculture, weaving, dyeing,
spinning, art of tanning leather,
manufacture of boats and chariots,
jewels making, implements and
equipment, dance, music, building
houses, sculpture, medical and
veterinary sciences, manufacture of
perfumes and a host of other trades.
Most students earned their livelihood
by taking up various occupations.
Even a student aiming to achieve
the highest philosophical knowledge
was duty bound to do some manual
labour daily. Craft education was not
ignored during the Buddhist system
of education too. The monks in the
monasteries learnt architecture to
enable them build new monasteries
or repair old ones, apart from training
in different types of vocation to earn
their livelihood such as spinning,
weaving, printing of clothes, tailoring,
sketching, accountancy, medicines,
surgery and coinage that formed
an integral component of Buddhist
education system. Scholar such as
Vedalankar (2002) is of the of the
opinion that such an education system
operated on similar modus operandi
such as the present education
experiment—basic education, Vishwa
Bharti, Aurobindo Ashram, Gurukula
Kangri Vishwavidyala and Banasthali
Vidyapeeth. During medieval India,
vocational skill reached great heights
as it is evident from the findings
of the numerous archaeological
remains of the period. With the
introduction of western formal
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education, the traditional system of
vocational and technical education
lost its importance. The colonial
administration established a
number of vocational centers, with
the primary objective of facilitating
colonial administration by creating
technical persons for construction
and maintenance of public buildings,
roads, canals, ports, harbors, railways
and other services such as artisans
and craftsmen in the maintenance
of instruments and equipment for
Army and Navy. For example, the
British administration established
a survey school at Madras in 1794
to train Indians in modern land
survey for assisting them. Later, the
first industrial school in India was
established at Guindy in Madras in
1842. It was attached to the local Gun
Carriage Factory (Sen, 1989).In 1844,
a school for the training of overseers
was opened at Poona (Rashtriya,
2008). Since then, the major initiative
of starting new centres for technical
education began. Setting up of these
centres was a response to facilitate
British administration.

The colonial agenda of vocational
education gained a momentum
through the Woods Despatch Act
(1854), that first highlighted the need
for the introduction of occupational
education for many students by
introducing vocational education at
the secondary education level. With
this, vocational education as integral
to modern education system was
formalised in India. Since then, several
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Committees and Commissions were
appointed from time to time by the
colonial state to examine educational
problems in India. In this direction,

the Hunter Commission (1882);
Indian Education Policy (1902);
the Government Resolution on

Educational Policy (1913); the Hartog
Committee (1929); and the Sergeant
Commission (1944) are of special
significance.

During the freedom struggle
movement, Mahatma Gandhi
redefined the meaning of vocational
education, seeking to integrate
theoretical cognition and productive
labour. In his book ‘Gandhiji’s
Experiments in Education’ (1960),
Avinash ilingam discusses about how
Gandhi’s experience at the Tolstoy
farm in South Africa made him
realise the great educational value
of manual labour as Gandhi stated
on his experimental journey, “The
weak became stronger in the Tolstoy
farm and the labour proved to be a
tonic for all” ( 19:1960). In his book,
‘The Problem of Education in India’
(1962), Gandhi observed, in India,
where more than 80 per cent of the
population was involved in agriculture
and another 10 per cent in industry;
it was a crime to make education
merely literary and to make boys and
girls incapable of engaging in manual
labour. Gandhi insisted that manual
work must find a place in in the
school curriculum and it should be
sufficiently productive. The idea was
further developed in his discourse
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on the ideals of national system
of education during the education
ministers’ conference in 1937.
Under the leadership of Gandhi, the
resolution of free and compulsory and
craft-centric education for every child
from the age of 7 to 14 was passed.
The first model school was set up
at Sevagram to run the programme
on experimental basis. The success
of the programme could be noticed
from the overwhelming response
from every part of the country.
Gandhi promoted mass education
that inspired cooperative life through
pedagogic practice of ‘learning by
doing’ in an atmosphere of freedom
which enabled young people to earn
freedom, a sense of self-respect, life
skills and sustainable livelihood.
Gandhi’s education project could not
be sustained after its short glorious
journey, as it was poorly and falsely
perceived as a system meant for the
rural folk by the political masters
and elites, whose sole aspiration was
to promote English education as an
escape route for their children.

DEVELOPMENTS IN THE Post 1947

During the post-independence period,
extensive policy attempts to reform
vocational education were framed.
Several policy documents such as the
Radhakrishnan Commission (1948),
the Mudaliar Commission (1952),
the Kothari Commission (1964),
and the Ishawarbhai Committee
(1977) emphasised the importance
of vocational skill education. There
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were renewed policy commitments
in the National Policy of Education
Resolution (1968), the National
Education Policy (1986), the National
Knowledge commission (2006), and
the policy of Vocationalisation of
Secondary and Higher Education
(2012). Taking a cue from the Kothari
Commission report, the National
Education Policy (1986) provided a
well-planned strategic programme
of vocational education to make it a
distinct stream to prepare students
for identified occupations. The
policy also envisaged that vocational
courses to be imparted to students
after Class VIII instead of Class XII as
recommended in the previous policies.
The NPE set a target to cover 10 per
cent of higher secondary students
under vocational courses by 1990 and
25 per cent by the end of 1995. As a
consequence of NEPrecommendation,
a centrally sponsored scheme, such
as vocationalisation of secondary
education  scheme, 1988 was
introduced.

DEVELOPMENTS IN THE Post 2000s

Currently, India stands at the
threshold of demographic dividend
and is set to become one of the
youngest countries in the world by
2020 (Mehrotra, 2014). To address
India’s challenges of population
dividend and skills gaps through
comprehensive efforts, at various
levels, catering to different needs of
the society and industry, National
Skill Development Policy was formed
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in 2009, with the aim to create 500
million skilled workforces by 2022,
and 15 million workforce every year
to meet the requirement of both
organised and unorganised sector.
The Eleventh Five Year Plan provided
a roadmap for skill development in
India, with the aim of forming skill
development missions, both at the
state and national level. To create
such an institutional base for Skill
Development in India at the national
level, a ‘Coordinated Action on
Skill Development’ with three-tier
institutional structure consisting of
the Prime Minister’s National Council
on Skill Development, the National

Skill Development Coordination
Board (NSDCB) and the National
Skill Development Corporation

(NSDC) was created in 2008. To
make vocational education attractive
and facilitate skill mobility and
interaction between vocational and
general education, Government of
India, through National Policy on Skill
Development launched an integrated

qualification framework, National
Skills Qualification Framework
(NSQF). NSQF promotes multiple

pathways of horizontal and vertical
mobility both within vocational and
general education, by linking one
level of learning to another higher
level; and allow multiple pathways
between vocational education, skills,
general education and job markets.
Further more, to formally integrate
vocational education with its
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current general educational streams
across school and higher education
(Institute of Applied Manpower
Research, 2012), the Government of
India formed the National Vocational
Education Qualification Framework
(NVEQF). According to MHRD, GOI
(2012), NVEQF is a framework that
organises qualifications according to
a series of levels of knowledge along
with skills. These levels are defined
in terms of learning outcomes, i.e.,
the competencies which the learners
must possess regardless of formal,
non-formal or informal education
and training the learners have
acquired. Qualifications are made
up of occupational standards for
specific areas of learning units. It
is, therefore, a nationally integrated
education and competency based
skill framework that will provide
for multiple pathways both within
vocational education and between
general and vocational education to
link one level of learning to another
higher level, and enable learners to
progress to higher levels from any
starting point in the education or skill
system. It further stated that the key
elements of the NVEQF are to provide
national principles for providing VE
leading to international equivalency,
multiple entry and exit between VE,
general education and job markets,
progression within VE, transfer
between VE and general education,
and partnership with industry or
employers.
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Table 1
Architecture of NVEQF
Case 1 Case 11
Level | Certificate | Equivalence | Equivalence Certifying Body
10 NCC 8 Degree Doctorate University and SSC
9 NCC7 PG Diploma Master’s University and SSC
8 NCCo6 Degree
7 NCC5 Advanced Bachelor’s Board of Technical Education
6 NCC4 Diploma Degree and SSC, University and SSC
5 NCC3 Grade XII Board of Technical Education
4 NCC2 Diploma and SSC, School Board and
3 NCC*1 Grade XI SSC
2 NCWP2 Grade X Grade X School Board and SSC
1 NCWP*1 Grade IX Grade IX School Board and SSC
RPL* RPL2 GradeVIII Grade VIII NIOS/State Open schools and
Grade V SSC
RPL1 Grade V NIOS/State Open Schools and
SSC*

RPL*: Recognition of Prior Learning

NCWP*: National Certification for Work Participation

NCC*: National Competency Certificate
SSC*: Sector Skill Council

Source: Ministry of Human Resource Development. Gout. of India 2012

Table 1 reveals different Levels such as
1-10 corresponding to different Levels
of national competency certification,
vocational degrees with its equivalent
academic qualifications. For example,
when a person has been provided skill
training as Level 10, its vocational
qualification is termed as Degree,
whichis equivalent todoctorate degree
and the level of national competency
certification is 8. Level 10 requires a
person to acquire highly specialised
skilled knowledge in a particular
area including problem solving skills
to provide original contribution to
knowledge through research. The
job skills in such profile needed are

ability to take strategic decisions
especially in unpredictable complex
situations of work or study. Level
8 and 9 are equivalent with Post-
Graduate in Diploma, and its general
academic qualification is equivalent
with Masters Degree. The national
competency certificates of Level 8 and
9 are 6 and 7 respectively. At this
level, a person is trained to acquire
critical understanding of a particular
subject, demonstrating mastery and
innovation, completion of substantial
research, etc. Similarly,the vocational
degree of Level 6 and 7 is Advanced
Diploma that is equivalent with
Honours degree with its national
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competency certificate Level 4 and
5. The vocational skill needed in
these Levels include wide range of
specialised technical skill, clarity
of knowledge and practice in broad
range of activity involving standard
and non-standard practices,
knowledge command over wide
ranging specialised theoretical and
practical skills, etc. Levels 3, 4 and
S correspond to national competency
certificate 1, 2 and 3 respectively.
Its vocational degree equivalence is
Diploma, while the academic degree
for Level 5 is Class XII, it’s Class XI for
Levels 3 and 4. Job profiles of Level
S is that of a supervisory role that
includes having knowledge of facts,
procedures, and concepts in a field
that requires cognitive and practical
skills in order to accomplish problem
solving tasks, etc. Job profile of Level
4 is that of a skilled worker whose job
role requires practical skill, routine
and repetitive in narrow range of
application, using appropriate rule
and tool. The position of Level 3
is assigned to semi-skilled worker
whose job role requires limited
range of activities that are routine
and predictable. Levels 1 and 2
correspond to national certificate
of work preparation whose job roles
demand limited service skill used
in limited context such as selection
and application of tools, assist
in professional works, safety and
security measures, etc. The vocational
and educational qualification of Level
RPL2 and RPL are grade viii and
grade V. The knowledge required in
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RPL1 and RPL2 are not much of a
difference. The knowledge profession
of both the profiles requires making
oneself acquainted with common
tools, equipment, process, basic
numeracy skills and literacy skills,
etc. In addition, the framework
allows industries to interface with
training and education centres,
while there is also the provision of
accumulation and transfer of credits
and accreditation of skill knowledge,
assessment, certification and quality
assurance can be provided. The new
policy development is an initiative to
re-organise the existing vocational
education system by taking stock of
the given realities of India’s rapidly
changing economic landscape; youth
aspirations for employment and
global skill competency challenges.
National Skill Development and
Entrepreneurship Policy envision the
integration of 25 per cent of schools
withtheskilldevelopmentprogrammes
by 2022. To achieve the goal, the
National Policy on Education (2016)
has taken up policy measures as part
of its initiative for vocationalisation of
secondary education in the country.
The policy of vocationalisation of
secondary and higher secondary
education scheme aims at integrating
vocational education as an integral
component of general education
system. The main thrust of the
policy is to enhance employability
of youth through demand driven
competency based vocational
skills by employing  nationally
and state designed frameworks to
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implement vocational education,
linking vocational education and
employment in various skill sectors
by involving key stakeholders on
public-private mission mode. The
scheme of vocationalisation of

secondary and higher secondary
education was subsumed under
Rashtriya Madhyamik Shiksha

Abhiyan introduced in 2009. The new
policy seeks to integrate vocational
education with general education,
mainly to enhance employability
of youth through demand driven
competency based modular vocational
courses. Its component includes
introduction of vocational education
from Class IX onwards in government
schools, aided recognised and un-
aided private schools. Vocational
modules are offered as additional
or compulsory subject at secondary
stage and compulsory (elective) at
higher secondary stage. The policy is
implemented on sharing mode between
center and states on 75:25 bases.
For effective policy implementation,
NSDC considers the involvement
of local community at the time of
skilling individual students trades
and schools located in special focus
districts, educationally backward
blocks, and violence affected districts
and districts with high dropout rates
at the secondary level.

VocarTioNALISM AND DroPoUT
REDUCTION

Over the past two decades, India
launched multiple education
schemes, programmes and strategies
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leading to school expansion and
increase in enrolment for all children
across all social groups. Through
the Right to Education Act (2009),
all children under the age of 14 are
able to access elementary (Grade 8)
school. For smooth transition from
elementary to secondary education,
India introduced Rashtriya
Madhyamic Shiksa Abhiyan in
2009, to achieve universal access to
quality secondary education for all
children in the age group of 14-18.
With these educational schemes
and programmes, India has made
significant improvement in school
expansion and enrolment of children.
However, on the downside, these
policies have not translated to
successful educational inclusion for
all the children. According to the
Unified District Information System for
Education (2015-16), NUEPA, MHRD,
Govt. of India, the gross enrolment
rate at primary level during the period
2014-15 and 2015-16 were 100.08
and 99.21. During the same period,
the corresponding figures were 96.89
and 96.91 for elementary level, 78.51
and 80.01 for secondary level and
54.21 and 56.16 for higher secondary
level. The data reveals that in spite of
impressive enrolment rate at primary
and elementary level, the same could
not be retained and high proportion
of dropout among students could
be noticed from secondary stage in
which the rate becomes severe at
higher secondary level. This further
indicates that an overwhelming
proportion of secondary students
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leave school before the completion
of higher secondary stage. Table 2
indicates annual school dropout rate
among children at different stages of
learning. The drop rate at secondary
stage is disproportionately high when
compared with the dropout rate at
other levels of learning.

Table 2
Annual Average Dropout by

Educational level (2014-15)

Grades Year- 2014-2015
Males | Females | Total
Primary 4.36 3.88 3.49
Upper primary| 3.49 4.60 4.03
Elementary 4.07 4.13 4.10
Secondary 17.21| 16.88 |17.06
Class XI-XII 0.25 - -

Source: U-DISE, NUEPA, MHRD, Gout. of India,
2015-16

The drop rate at secondary stage
is disproportionately high when
compared with the dropout rate at
otherlevels oflearning. In the following
year, i.e., 2015-2016, as shown at
Table 3, the number of students who
continued to at secondary and senior
secondary level is also alarming.

Table 3
Level-wise Enrolment in School and
Senior Secondary Education
(In thousand) (2015-2016)

Learners by | Males | Females| Total
Grades

Upper Primary | 34720 | 32874 |67594

(VI-VIII)

Secondary 20547 | 18598 |39145

(IX-X)
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Senior 13002| 11733 |24735

Secondary
(X1-X11)

Source: Educational Statistics at a Glance, MHRD,
Deptt. of Education and Literacy, Gout. of India
(2018)

Table 3 indicates that the
proportion of enrolment among
older children is much lesser when
compared with children of lower age
groups as shown in case of upper
primary level. The enrollment figure
at the secondary level IX-X is quite
alarming as almost half of the children
who are in the upper primary level
could not complete the upper primary
cycle and continue at secondary
level. (Govinda and Bandyopadhyay’s
study (2008) reveal that boys at
higher class are likely to drop out in
order to support household income
while girls are more likely to drop out
in order to carry out domestic chores,
in addition to other socio-cultural
factors. The study further reveals
that there are also children who
continue to be enrolled at school, but
who are at risk of dropping out. These
children are often silently excluded
from schools; despite of their physical
presence and gaining little cognitive
benefit from the experience. These
children are generally first generation
learners and many of them live in
an environment that does not have
academic support for children.

Dropping out of school mid-way
is a serious educational and social
problem. By leaving school mid-
way, most dropouts have serious
educational deficiencies that severely
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limit their economic and social well-
being throughout their adult lives.
Research studies (R.W. Russell,
1987) reveal that the most immediate
consequence of dropping out of school
is a low level of academic skills.
Because of low levels of academic
skills, many school dropouts find it
difficult to secure steady employment
and an adequate income. Overtime
dropouts face bigger disadvantages
because they have fewer opportunities
to obtain additional education and
training needed to remain relatively
relevant and competent in the job
market, especially in the context of
increased use of new technologies,
and changes in the composition of jobs
in the economy that will require more
educational skills. The consequences
of students’ dropping out of school
are costly to both the individual and
society. For example, dropouts have
fewer options for employment and are
usually employed in low skilled, low
paying positions. School dropouts
are likely to engage in anti-social
activities, incapable of realisation
of their potential self and become
productive in society.

Dropout is a process of
disengagement from school owing
to school or familial related factors
or a combination of both factors
that culminate in the final act of
leaving school. There are several
school factors that include a lack
of provisioning of quality education

including inefficient school
management and administration,
unsuitable curriculum, poor
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pedagogical organisation, etc.,
(Banerjee, 1997 and Varghese,

1995), while home factors include
poor socio-economic status such as
low educational and occupational
attainment levels of  parents,
absence of learning opportunities
at home, compulsion to work to
financially help families or looking
for employment, etc., (Chugh, 2011,
Sekher and Sateesh, 2014, Horner
et al, 2015). Absenteeism, individual
behavioural and frequent discipline
referrals and disinterest in academic
could be other problems leading to
dropout. Furthermore, rather than
an impulsive action, dropping out of
school is a cumulative process that
requires targeted interventions.
Literature surveys suggest that
when dropout programmes are
designed, vocational education
strategy emerges as an effective tool
in developing dropout prevention
(Pittman, 1981). The broadest
conception of vocationalism is the view
that schools are primarily devoted
to preparing students for different
occupations (Grubb, 1985). Quoting
studies done by Toles, Rumberger
Schulz and Rice, found that many
high schools in the Chicago region
had much lower dropout owing to
vocational programs interventions.
Alan Weisberg (1983) argues that in
the USA system, vocational education
programs keep youths in school
longer by citing the case of lower
dropout rate for students in business
programs than for those in general
curriculum. The author further claims
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that vocational education is a logical,
effective way of integrating those at
the bottom of the economic into the

mainstream; vocational education
helps solve national economic
problems by somehow matching

workers to jobs, thus overcoming
employment bottlenecks by
increasing worker productivity. Such
intense policy interest in vocational
education in the USA began as early
as the 60s and 70s (Grubb 1985), by
examining the vocational education
policy trajectories in advanced, and
developing countries argues that there
has been substantial convergence
of vocationalism in the educational
systems of many countries across the
globe. Vocational education systems
have been promoted as a solution to
many problems, especially as rising
youth unemployment has challenged
the school to be more relevant.
Countries recording high-skilled
labourers indicate that in these
countries there is high proportion of
vocational education component in
the mainstream general education.
Forexample, Word Bank Report (2006)
reveals that secondary enrolment
ratio in vocational-technical courses
at secondary stage is as high as 93 in
Korea, followed by Russia (88), Chile
(70), South Africa (77), Malayasia
(59) and China (52). Bishop and
Ferran’ study (2003) reveals that
there is also strong evidence that
vocationalism in schools by providing
diversified courses enable youth to
stay in school longer than they might
have if they had the choice of an
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academic curriculum. Their study
further reveals that Organisation
for Economic Co-operation and
Development (OECD) countries
provides clinching evidence of the
positive trend on the relationship
between vocationalism in schools and
low dropout rates. The study reports
that a 100 per cent increase in the
share of upper secondary students
in vocational and pre-vocational
programs is associated with 2.6 per
cent increase in the secondary school
graduation rate and a 1.9 per cent
increase in the proportion of 15-19
years old in school. This observation
depicts that access to secondary and
tertiary education becomes important
as does access to technical and
vocational education (Adams, 2012).

Industrialised countries such as
Germany, Japan, Korea, and China
supported vocational education at the
school level on a large scale since the
decade of 1970s. Further, the World
Bank (2006) report shares some of the
key practices followed by international
communities. For example, Korean
vocational education system focuses
on equipping students with basic
knowledge and skills and providing
them with a foundation which will
enable them tolearn further, inclusion
of extensive elements of general
education in vocational education,
active partnership between private-
public sectors in bearing financial
resources, such as in the form of
tuition entrance, etc., and linking
up vocational schools with specific
industries to ensure curriculum and
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Figure 1: Education and Vocational Training System around the World

Source: The Vocational and Training System (World Bank), 2006

industry requirements match. In the
Japanese system, with its simplest
design, students after completing
basic education enroll in general
secondary education from where,
they enter firms that provide entry
level training or move to tertiary
level education. The French system
is based on streaming students into
vocational course at the secondary
level and these students are prepared
for entry into labour market, while
those in humanities are prepared
for higher education. The German
system is based on a long tradition of
apprenticeships where dual system
such as general instruction and firm-
based occupation specific-training
exist. The dual system regulated by

the guilds has a set for qualifications
that provides broad equivalence
between graduates of the academic
and the dual subsystems, while the
Australian system allows transitions
between the vocational and tertiary
education systems. In the Australian
system, employers play a key role in
the management of the vocational
system. Of late, Latin American
countries have been able to respond
successfully tothe pressingchallenges
of skilling youth based on a variety
of skills development policies (Servo,
2012). In the past two decades,many
skill development initiatives were
implemented by focusing on post-
primary formal education; and
technical and vocational training
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(pased on traditional Vocational
Training Institutions; and youth
entrepreneurship. The successful
model of the Latin American

experience is attributed mainly to the
management structure of a broader
and diversified set of stakeholders.
There are thus different traditions and
strategies adopted by international
communities according to their
suitability and requirements.

By international standards, India
is still far behind in introducing
new and innovative trades and skill
trainings at the school level and
attracts young students to vocational
stream. According to Planning
Commission (2017), currently, India
doesn’t have more than 8 per cent
of all senior secondary schools that
impart vocational education with
considerable state level variation.
Further more, reports such as
Apeejay Stya Education Research
Foundation, quoting data from CRY,
NGO Global March Against Child
Labour, and UNICEF, (UNICEF-
India-Statistics (2004), (Report of
the Committee on India Vision 2020,
Planning Commission, 2002) reveals
that in India every year 5.5 million
students pass out of Class X, of which
3.3 million go to Class XI, leaving
2.2 million out of the education
stream. Hence those who dropout
after Class VIII are young population
without being equipped of skills of
any kind. Reports by Federation
of Indian Chambers of Commerce
and Industry (2010), India Brand
Equity Foundation (2013), National
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Policy for Skill Development and
Entrepreneurship (2015) indicate
that about 63 per cent of school
students dropout at different stages
before reaching Class X. Quoting
World Bank Report, 2006, country
wise labour force data indicates that
population in the age group of 20-24
years that had undergone formal
vocational training varies from 5 per
cent in India to 60 to 96 per cent of
industrialised countries. The scenario
calls for urgent appropriate policy
interventions to prepare for India’s
millions of youth into skilled force.
Recently, the Government of India
has launched several vocational
skill schemes to empower youth
population, while the challenges
are complex and manifold. As these
complexities and challenges remain
unresolved, the status of vocational
education in the new skilled based
policy framework remains vague,
while some of its significant policy
prerogatives are misplaced. The new
policy framework outlines the need
to increase flexibility of vocational

education within mainstream
education, introduction of new
innovative methods of training,

building strong linkages between
vocational stream education, school
and higher education, strategic
partnership  between  concerned
departments of central, state and
district level, accreditation and
certification, etc. The new skill
policy must be inclusive by bringing
all new entrants to labour and
vulnerable groups such as women,
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scheduled castes, scheduled tribes,
disadvantaged rural youth, informal
workforce and dropouts. It is however
in the schools that vocationalisation
effort has to take off in a big way by
utilising high enrolment of children
in schools. Studies (Ramaswamy,
2015, Pilz, 2016) point out that
vocationalism in schools can create
newer opportunities for students from
early on in life by facilitating school-

to-work  transition programmes.
Substantial convergence of vocational
skill interventions with school

education will not only address
the goal of inclusive growth; but
also produce skilled workforce and
geared for sustainable livelihoods
especially for those who would have
opted out of school for want of such
opportunities while they are in school.
Vocationalisation means learning
a skill that is related to readily
suitable for a given job, as vocational
education has the very definite object-
which general education has not—of
preparing young men and women
for work in specified occupations or
groups of related occupations (Abbot,
1939). With the right vocational skill,
a trained person is better equipped
for employment in the long run.
Hence, from early school onward if
students from rural and urban, class
and caste are given the opportunity
for vocational skill in various crafts
and trades, the learnability of
various skills at the early stage is
far higher with better career options.
Alternatively, if these young students
opt to discontinue higher education,
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by that time, they would have picked
up certain skills by which they would
be able to acquire decent employment.
Secondly, vocational skills consist
of numerous trades and crafts that
cut across rural and urban, caste
and class divide and involve both
cognition and manual labour.

Youth population constitutes
a major resource for a nation’s
development.  Harnessing young
potential, however, remains a
national challenge. In the world,
India has one of the most extensive
network systems for education. It
is only with the use of this system
that can put vocational education

programme wider reach, effective
and make vocational education
a national aspiration. Vocational

programmes are likely to be much
more successful and attractive when
delivered with quality enriched and
flexibility options by interfacing with
local potential resources such as
geographic presence of industries,
bio-resources, local skills and human
economic activities. Skill policy
interventions in this way will help
children to organically connect with
their immediate environment, longer
stay in schools; delay in dropping
out of school, and much likely to be
successful in imparting vocational
skills of different trades, crafts;
become self-reliant and productive in
society.

CoONCLUSION

With the establishment of the new
Ministry of Skill Development and
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Entrepreneurship, the vocationa-
lisation of secondary education policy
has received renewed commitment.
The policies envision that along
with academic education, imparting
the right kind of vocational skill to
adolescent youth is a larger effort of
holistic and all-round development
of individual potential.The effective
implementation of these policies at
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school level will improve access,
quality of education and retention of
student upto a desired level oflearning
by preventing dropout mid-way. For
this to happen, there is a need for
speedy re-organisation of ecosystem
of education by integrating vocational
skills in school as an important site
of innovative and new pedagogies of
learning.
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Decentralised School System through
Community Participation
From Expectation to Implementation

PrakasH BHUE* TATTwAMASI PALTA SINGH* *

Abstract

Decentralisation plays a vital role in school management. It makes local
community involved in planning and decision making in school affairs at
grassroot level. After the commencement of Right of Children to Free and
Compulsory Education Act (RTE), 2009 the importance of School Management
Committee (SMC) was seriously taken into consideration, though the community
participation had earlier existed with different nomenclature. The emphasis on
SMC at the school level has been laid to actualise the goal of Universalisation
of Elementary Education (UEE). Despite growing emphasis on SMC, there
is a gap between the planning and implementation process of community
participation in real sense. The paper makes an attempt to examine the nature
of challenges confronted by the SMC members from two broad perspectives;
(i) set of external issues which are beyond the margin of members and (ii) set
of internal issues which exist among them. In the last section, based on some
empirical evidences the paper suggests some measures with policy implications
for effective functioning of SMCs.

INTRODUCTION interests of its citizens. To actualise
Indiais the largest democraticcountry the vision of democracy and to
in the world with provision of some promote equality, accountability,
fundamental rights to safeguard the transparency and efficiency among
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the people the governance system has
been decentralised. Post-independent
scenario in the country is confronted
with a number of challenges like
illiteracy, hunger, unemployment,
communal conflict. The then policy
makers and great leaders of the
country had realised that the real
freedom was not achieved, and it
was realised that education is one
of the important means through
which the developmental process
can be accelerated. Hence, in
the post-independent period, the
major concern of the states and
central government has been the
development of education sector.
Decades of policies and plans like
National Policy on Education,
(NPE) 1968, NPE, 1986; NPE, 1986
(Programme of Action, 1992), District
Primary Education Programme
(DPEP),1994; Sarva Shiksha Abhiyan
(SSA), 2002 and Right of Children to
Free and Compulsory Education Act
(RTE), 2009 have been implemented
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to achieve the goal of Universalisation
of Elementary Education (UEE).
These policies and plans have
brought many positive changes in
elementary education, consequently
impacting upon secondary and
higher education. In the last decades
many schools have developed their
school infrastructures, decreased
dropout rates, increased enrolment
and retention. The total literacy
rate of the country has considerably
increased from 1951 to 2011 (see
Table 1). Though there is a gap
between literacy rate among male
and female population, the literacy
rate of females has been increasing
in both rural and urban areas since
independence. But issues like quality
of education, shortage of teachers,
social exclusion on the basis of
caste, class and gender, corruption
and lack of adequate infrastructure
are still lying within the education
system. After the steady implantation
of plans and programs, the progress

Table 1
Literacy Rates in India (Different Census Years)

Year Rural (%) Urban (%) Combined (%)

F M Total F M Total F M Total
1951 4.87 19.2 12.1| 22.33 45.6| 34.59 8.86| 27.15| 18.32
1961 10.1 34.3 22.5 40.5 66 54.4| 15.35 40.4 | 28.31
1971 15.5 48.6 27.9 48.8 69.8 60.2| 21.97| 45.96| 34.45
1981 21.7 49.6 36 56.3 76.7 67.2| 29.76 | 56.38| 43.57
1991 | 30.17| 56.96 36 64.5 81.9 67.2| 39.29| 64.13| 52.21
2001 46.7 71.4 59.4 73.2 86.7 80.3| 53.67| 75.26| 64.83
2011 58.75| 78.57 67.8| 79.92| 89.67 84.1| 65.46| 82.14 74.4

Source: Ministry of Statistics and Programme Implementation, 2016
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in education was not found to be
satisfactory as per the expectation.
The Government of India has enacted
RTE Act in the year 2009, with some
strict guidelines to ensure free and
compulsory education to all the
children between 6 to 14 years in a
safe and conducive environment.
To monitor the overall activities of
the school and to make the school
management decentralised the Act
has made a provision in Section 21
to constitute School Management
Committee (SMC) in every government
and government aided schools.
The members of the committee are
elected representatives of parents
or guardians, members of the
Panchayati Raj Institutions (PRIs),
Health Worker, Anganwadi Worker,
school teachers and students.

The SMC plays a very vital
role in bringing positive reform in
elementary schools. It identifies
out of school children and enrols
them in schools. It monitors overall
activities of the school and assist
the school management for effective
implementation of RTE Act. In many
states of India SMCs have developed
school infrastructure, involved out
of school children in mainstream
education, narrowed students and
teacher’s absenteeism, monitored
Mid-Day Meal Schemes (MDMS) and
checked quality of foods, appointed
voluntary teachers to solve the
problem of unavailability of teachers
in schools (Ramchandran and
Naorem, 2013, Paltasingh, 2014,
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Reddy and Devi, 2015, Chand and
Kuril, 2018). The census data of
India from 1951-2011 reflects that
the total literacy rate of its population
has increased over the last decades
(Table 1). SMC may not take the
exclusive credit for improvement
in literacy rate, enrolment or
infrastructure  development, but
certainly has played a significant
role in overall school development
and bridged the school-community
association.

ScHooL MANAGEMENT COMMITTEE: A
BRIEF OVERVIEW

Decentralisation is one of the
important forms of democracy. It is a
process by which powers, roles and
responsibilities are shared among
the people. School is considered as
a little democracy. Decentralised
management system is promoted
thorough community participation.
The demand for decentralisation
of school education had started
during 1950s. After the emergence
of Pancchayati Raj and Gram
Swaraj, people wanted to devolve
the power from top to bottom. It was
realised that school and community
must come together for mutual
development. In 1966, the Kothari
Commission recommended greater
control of local communities over
school education. During 1970-
1980s, through the recommendation
of NPE (National Policy on Education),
1986 the central government ordered
the states to establish the Village
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Education Councils (VECs) to look
after the primary education. In
1993 the Central Advisory Board of
Education (CABE) setup a committee
to frame the strategies to decentralise
the education system in the line of
the 73rd Constitutional Amendment.
It made VECs at the lowest level
to enhance the quality of primary
education. To make education
more accessible, transparent and
accountable, the Sarva Shiksha
Abhiyan (SSA), a centrally sponsored
government scheme was initiated in
2002. It involved Village Education
Committees (VECs) and Parent-
Teachers Associations (PTAs) to
monitor the overall activities (Pandey,
et al., 2010). But when it was realised
that the goal of universalisation of
elementary education is yet to be
achieved, the government of India
made education as a fundamental
right through the RTE Act. The Act
had received the president’s consent
on August 04, 2009 and came in to
force from April 1, 2010 and was
implemented throughout country
except Jammu and Kashmir. It
ensured to provide eight years of
free and compulsory education to
the children of six to fourteen years.
But mere declaration of the Act is
not sufficient and it needs proper
monitoring and implementation. To
safeguard the rights of the children
as well as to monitor school activities
through community participation,
the RTE Act has made a provision in
Section 21 to form SMC.
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Process and Formation of the SMC

Community participation has
become an important part of the
development process. It identifies the
felt needs of the people, develops a
sense of ownership among them and
mobilises resources for development
of a community (Sharma et al.,
2016). School and community are
interlinked with each other (Dayaram,
2011). School fulfil the needs of the
community providing education,
while community helps the school
for its development. Keeping this in
view Section 21 of the RTE Act, 2009
mandated the formation of SMC in
all the government and government
aided schools (Government of India,
2009). It is the local democracy where
parents, guardians, teachers and
local people are the members. The
main idea behind the constitution of
SMC is to decentralise the education
system for bringing accountability,
transparency and effective delivery
of education. The other purpose is to
involve local people in school affairs
to achieve the goal of Universal
Elementary Education (UEE),
implementing the norms of RTE in an
inclusive manner with representation
from members of the disadvantaged
sections like Scheduled Caste (SC),
Scheduled Tribe (ST) and Women. The
Act has also mandated to include 75
per cent of the parents or guardians
and 25 per cent of local authorities
to constitute SMC. Total 19 members
are elected to the committee, of
them 12 members are the parents (6
males and 6 females), remaining 07
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members include member of the PRIs,
school principal, a class teacher, one
Asha Karmi or Health worker, an
anganwadi worker and two students
members, i.e., head of the student
cabinet and head of the Meena Manch
(MHRD, 2014).

Expectation from SMC

The RTE Act has clearly outlined
certain roles for the SMC to perform
for school development. Members
of SMCs have a role in planning
and developing neighbourhood
schools. With the support from
school authority, they are expected
to ensure the enrolment of never
enrolled children through enrolment
drive and their retention in school
till the completion of elementary
education (Gol, 2009). SMC should
be monitoring the regular attendance
of teachers and students in schools
and should be in touch with the
parents, in case of absenteeism. The
committee is expected to facilitate
the cleanliness and beautification
of school environment, review
and monitor the school health
programme, organise Sikshya Mela
(educational fair) and some school
based competitions among children.
Members of SMC are likely to ensure
adequate infrastructure like drinking
water, separate toilets for boys and
girls, playground and so on (MHRD,
2014).

In a generic sense many parents
and other stakeholders think that
SMC is like a magic wand which can
solve all school related issues. When
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RTE Act was implemented, parents
thought that quality of education
would increase all of a sudden and
the country would achieve universal
elementary education. It was also
expected that SMC would play
crucial role in fulfilling minimum
infrastructure norms in all the
elementary schools of the country.
School teachers thought that they
would get some relaxation from the
burden of school management. But
practically such instances may not
be possible. SMC has been given
limited power to work within certain
guidelines. The members cannot
do everything they want as most of
the activities are rooted through a
democratic process, which takes time
and channelised through specified
process to work out the plan.
Research studies have revealed that
school teachers are over-burdened
with non-academic works as parent
members included in SMC are not
cooperating with them in monitoring
and facilitating school activities. Many
of them are not aware of the school
activities as they are not attending
SMC meetings (Kumar, 2018).

EXTERNAL ISSUES: BEYOND THE MARGIN
oF ScHooL MANAGEMENT

Implementation of RTE Act can
be positively viewed in terms of
increasing enrolment, attendance
and developing infrastructure. SMC
has no doubt contributed in school

development and decentralisation
process has brought productive
partnership between the school
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and the community. Still, there
are many issues that need to be
resolved. Despite these positive
changes contributed by SMC, there
are growing dissatisfaction among
the teachers and other stakeholders
regarding the school management
(Rao, 2009). There are glaring gaps in
planning and implementation of the
Act across the Indian states (Magbool
and Rajaguru, 2015). Mere passing
of an Act does not meet the objectives
unless it is implemented in true spirit.
The enactment of RTE Act has passed
more than one decade but many of
the commitments related to the Act
are yet to be achieved. SMCs and
schools are confronted with number
of challenges in school management.
These challenges include—growing
preference for private schools,
insufficient budget allocation, poor
infrastructure, enrolment difficulties
in age appropriate classrooms,
diversities in school system shortage
of teachers and related issues. Many
of these are external issues and are
not under the direct control of the
school teachers or the member of the
SMCs.

Growing preference for Private
Schools

In the last few years there is a growing
tendency among the parents to send
their children to private schools. They
are not even regretting to spend huge
amount of money as they assume that
government schools are no longer
providing quality education. On the
other hand RTE promises to provide
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free education, but stakeholders are
not interested to take the benefit.
Consequently, enrolment of students
has increased considerably in
private schools and decreased in
government schools. According to
the data released by the MHRD, the
students’ enrolment in government
school has decreased from 19.9 crore
in 2011-12 to 18.9 crore in 2016-
17. Surprisingly, majority of the
students who have opted for private
schools are from underdeveloped
states like Bihar, Jharkhand and
Odisha (Sharma, 2019).

The permanent government school
teachers get regular salaries and
are not scared of losing jobs, which
often affect the teaching-learning
process (PROBE, 1999). Privatisation
of education has become a serious
issue in the contemporary scenario.
As per RTE norm the school should
enrol minimum number of students.
Many neighbourhood schools having
less than 30 students are about to
close down due to the opening up of
new private schools in the vicinity.
Teachers in the government schools
are appointed through a proper
process having suitable qualifications,
but as far as teaching-learning
process is concerned, they need to be
more committed (Goyal and Pandey,
2012). The growing interest towards
private education does not mean
that quality of education is better in
such schools as there are number of
unregulated private schools operating
in different parts of the country. But
privatisation is affecting the students’
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enrolment in Government schools
(Goyal and Pandey, 2012).

Insufficient Budget Allocation for
Education Sector

Like health and economy; education
is one of the important determinants
which plays a vital role in country’s
development. That is why proper
attention towards education sector
is necessary and need of the hour.
Better school infrastructure and
school environment contributes to
teaching-learning process, which is
possible through adequate financial
provisions. The need of sufficient
financial allocation in education
sector had been felt more than half
century ago. As per the report of
Kothari Commission (1968), the
country should try to allocate the
largest share of gross mnational
product (GNP) for educational
development. The committee during
that time had recommended to have
6 per cent Gross Domestic Product
(GDP) allocated to education. The
share of spending in education as
per allocation in Union budget has
decreased from 4.6 per cent in 2014
15 to 3.5 per cent in interim budget
of 2019-20 (Agha, 2019). Low budget
allocation poses serious challenges in
school development.

Poor Infrastructure

There is a positive correlation
between school infrastructure and
students’ academic performance.
That is why the RTE Act promotes
that the school should be all-weather
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friendly and there should be office-
cum store for head teacher, teacher’s
common rooms, and separate toilets
for boys and girls, separate kitchen
shed, drinking water facilities, a
library and a playground. Section
18 of the RTE Act lays down that
no private school should establish
or can function without obtaining a
certificate of recognition, and that
such certificate of recognition would
be issued to schools that fulfil the
prescribed norms and standards. But
the Act does not have such provisions
for recognition of Government
schools. In many states, Government
schools do not have adequate rooms,
toilets, drinking water and other
basic facilities; there is shortage of
teachers due to vacancies. Therefore,
the requirement of the recognition of
schools should also be applicable to
all Government schools. That is why
TSR Subramanian committee, is of the
view that Government should in fact
set an example by providing required
facilities to all the schools before it
takes punitive action against private
schools for not doing so (Ministry
of Human Resource Development,
2016).

Enrolment difficulties in
Appropriate Class Rooms

As per the RTE Act, the children
above six years, who have never
been admitted to any school, or
even if they are admitted have not
completed elementary education and
have dropped out, they have the right
to be admitted to school in a class

Age
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appropriate to his or her age. The Act
also states to give special training to
the children admitted on the basis of
age appropriate class to enable them
to be at par with other children. But
this only has become a provision
in several instances. Neither head
teacher nor other teachers of the
school are aware of the special
training in many school of India
(Ojha, 2013).

Diversities in School System

India is a country where government
learns from the failures most of the
time. That is why large varieties
of government schools have been
setup on experiment basis since
independence. Currently, we have
Model Schools, Central Schools,
Navodaya Schools and other schools
run by the state. There are also
private schools, Saraswati Sishu
Vidya Mandir, Aurobindo Schools
across the Indian states. All these
schools do not have a common
syllabus and common infrastructure
facilities. So the quality of education
throughout the country differs and
creates a huge gap between different
types of schools.

Shortage of Teachers

Lack of sufficient teachers in
elementary school is one of the
main challenge. According to RTE
students-teachers ratio norm must
be followed and this is more crucial
at elementary level. But till date the
requirement of the teachers have
not been fulfilled. In India, primary
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schools are managed with limited
number of teachers. There are more
than 80 lakhs teachers in elementary
schools. About 59 per cent teachers
are in government schools, and yet
around 8 per cent of all elementary
schools in the country are single
teacher schools (Ministry of Human
Resource Development, 2016). It has
been observed that the single teacher
schools are facing a lot of challenges
for providing quality education. The
single teacher alone cannot teach
all the subjects and handle the
children from different standards
at a time. Consequently, she or he
takes combined classes and the
attention gets diverted. Again due to
the unavailability of subject teachers
in schools the quality of teaching gets
hampered. Sometimes, the science
teachers cannot teach language
appropriately and the language
teachers maynotbecompetentenough
to teach science and mathematics.
They take classes only because they
do not have any alternatives. As long
as the teachers’ vacancies are not
filled; problem will continue. Though
the SMCs play a role in appointing
voluntary teachers; in many schools
they are not appointed due to lack of
human resources in the locality. As
the recruitment of teachers is decided
by the state government, SMC has
very little or almost no control over it.

CHALLENGES CONFRONTED BY SMC
MEMBERS

Therearemanyplansand policeswhich
has been formulated for the welfare



158 Journal of Indian Education

of the people by the Government of
India. Since independence a number
of good initiatives have been taken
to bring reform in education sector.
Being the second largest populous
country in the world and with its
diversity and complexity, -effective
implementations remains a challenge.
SMC members themselves confront a
number of challenges, which question
their efficiency to handle the school
related issues.

Level of Education among SMC
Members

Education plays a vital role in
individual’s life. It enables individuals
to take crucial decisions in both
personal and professional life. Hence,
the level of education of the SMC
members determines the effectiveness
of the committee. It has been observed
that in many schools even illiterate
persons are elected as members as
their children study there. Due to
their ignorance they cannot take part
in crucial matter of school effectively.
They only play the role of a silent
observer and feel hesitant to give
their opinions. Consequently, other
members who are literate and highly
qualified play dominant role and take
important decisions. Often, teachers
or principals select illiterate persons
to the committee deliberately who
only may attend meeting without
raising their voice. In such instances
teachers take all the decisions
regarding school development as per
their choices. They conduct meeting,
take crucial decisions, write minutes
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and send it to the other members
for signatures (Rao, 2009). The
grassroot democracy is affected due
to such practices. SMC members
with less education may not actively
contribute to school development and
play a minor role in decisions making
process.

Poor socio-economic Background

Many of the members of the SMC
are from poor socio-economic
background. The schooling system
does not offer them anything nor does
it make any promises to its members.
The roles and responsibilities are
purely voluntary in nature. People
join in the committee to be a part
of their children’s development as
well as for the development of their
community. The school does not
provide any financial incentive to its
members. Several research studies
have revealed that poverty is one of
the main reasons of low involvement
of the members in SMC meeting.
Particularly, members who are
economically not well off and work
as daily wage labourer do not attend
meeting in spite of several reminders
by the school teachers because every
day they have to earn a livelihood to
feed the family. They do not have time
to think about school development
(Sharma, et al., 2016).

Conflict among Teachers and SMC
members

Most of the developmental work of
schools is half-done today because
of the conflict of interest among



Decentralised School System through Community Participation...

the members and school teachers.
In many instances teachers are
playing dominant role in taking
decisions related to finance and not
disclosing to SMC members which
has been responsible for growing
dissatisfaction among them. In
some other cases parent members
and local authorities are demanding
share of the money which are
being received for infrastructure
development (Sharma, 2014). If the
teachers refuse to provide the said
money, member are not allowing any
kind of activities to be done. That is
why in some occasions teachers the
members away from school related
activities and from the decision keep
making process.

Lack of Training for Capacity
Building

Training provides knowledge regarding
the roles and responsibilities and
enables SMC members to work
effectively. But in most of the
Indian schools, training of the SMC
members are not given importance.
A large number of SMC members
across the country are untrained
and not aware of their roles and
responsibilities. In 2006 a survey
was carried out in Karnataka,
Madhya Pradesh and Uttar Pradesh
to measure the students’ learning
achievement, teachers’ efforts and
community participation. The survey
had revealed that a large number
of committee members in all three
states had not received any training
on their role and responsibilities. In
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all these states, head teacher was the
only person who was informed about
the roles and responsibilities of the
SMC (Pandey, et al., 2010).

Gender Related Issues

Indian society is patriarchal in
nature and men play a dominant
role in society. Women are socialised
in such a way that they cannot
understand the status of their
subordination and accept it as a way
of life. In many schools in different
states women who are the members
of SMC are not known as members
rather their husbands are identified
as the same. Women also depute
their husbands to attend the SMC
meeting (Sharma, et al., 2016).
Gender related discriminations have
also kept the females away from the
various decision making process. In
the real sense men are taking the
opportunity to take part in school
affairs actively. Women are just
playing the role of passive observers.
Their names are in the committee
just in pen and paper. Record of the
SMC and registers reveal that women
are generally absent in the meetings.
In Haryana, the females put veil on
their heads and do not speak in front
of their elders. This system hinders
the women members to take part
in crucial decisions of the schools
(Narwana, 2015).

Caste Issues

Caste discrimination is one of the
important factors which have become
a barrier in implementing many
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programs and policies in India. For
many decades it has been alienating
some groups from the mainstream
of society. The caste system has
also affected the education system
of the country. In many schools
teachers from lower caste are being
humiliated by the upper caste
teachers, and students of lower class
are being asked to clean the school
campus. Particularly, the caste based
discrimination is being noticed during
serving of Mid-Day Meal (MDM).
In many schools villagers are not
allowing lower caste people to cook
and distribute food during school
lunch. If the cook happens to be from
lower caste, the MDM attendance is
severely affected. In such situations
SMC members are reluctant to
intervene and they do not raise their
voice (Narwana, 2015).

SUGGESTIONS AND PoLicy
IMPLICATIONS FOR STRENGTHENING

SMCs

The smooth functioning of SMC
can facilitate school development. It
depends upon a number of factors.
Bridging school-community linkage
can be possible through different
strategies.

Monitoring mechanism — Every plans
and policies needs proper monitoring
for its effective implementation.
Research studies have noted that
some of the SMCs are functioning
only in pen and papers. Hence,
the overall activities should be
monitored by the school authorities
or external members from the district
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administration. The SMC also can
monitor the activities of the schools.
It should ensure that the school is
functioning as per the guidelines
of RTE Act. If the SMC can notice
any kind of issues that are violating
children’s right, it may be immediately
reported to the standing committee.

Diversity in School System— Due
to the diversities in Indian social
system, the schools also experience
certain amount of multiplicities.
There are varieties of schools in
the country and follow differences
including the syllabus, pattern of
examinations, teaching methods,
infrastructure, and teachers’
strength, etc., which vary from one
another. It is very difficult to measure
the quality of education among all
children in a single yardstick. Hence,
the Government should take care to
provide minimum common facilities
in all the schools as much possible.

Transparency in Schools—It has
been observed that the principals
of the schools and other SMC
members hesitate to disclose the
information regarding utilisation
and receiving of funds before public.
In many schools SMC, members are
not aware of the received grants and
their utilisation. The head teachers
and other teachers spend it on
their own ways without consulting
the SMC, and take the signatures
of the members in minutes and in
other documents. Hence, to bring
accountability and transparency
in the school system the minutes
and reports of the SMC should be
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publicly available through websites
or in notice board of the schools.

Education of the Members—
Education plays a significant role in
decision making process and expands
the horizon and make individuals to
think from diverse ways. The role of
education in community development
has widely been  recognised.
lliterate rural women in local self-
government are ignorant about the
manipulation by elder males and
relatives (Chatopadhyay and Duflo,
2004). They are also unaware of
many developmental schemes and
the financial procedures. The lower
educational achievement in local
self-government is the result of 73
constitutional amendment which
has made reservation of one third
seats for women and included no
educational entry point barriers at all.
The same rule is also largely applied
in selecting SMC, members and
illiteracy among the SMC members
is one of the important barriers to
implement the RTE norms. Illiterate
members in local government
unintentionally involve themselves
in corrupt activities (Kudva, 2003).
Particularly, to encourage women’s
participation in school development
a provision has been made in RTE
Act to include 50 per cent women
in SMC (Sharma, et al., 2016). But
lack of education may restrict their
true participation in school activities.
Parental education affects children’s
educational outcomes in several ways
(Dreeze and Kingdon, 2001; Chudgar
and Shafiq, 2010). As 75 per cent of
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the members of SMC are guardians or
parents of the children, care should
be taken to include literate members
during the formation of SMC.
Provision for Capacity Building—
It has been observed that in some of
the schools, SMC members as well as
school teachers are not aware of roles,
responsibilities and power extended
to SMCs. Hence, there should be a
compulsory provision for relevant
training so that they may be able to
make effective school development
plans and the implementation in a
time-bound period. The trainings
should be imparted in simple
language and made interesting for
better participation, which can help
in meeting the practical requirement
of the school.

CoNcLUSION
To bring reform in country’s
education, government of India

has initiated a number of plans
and policies since independence.
Decentralisation of  elementary
education with the involvement local
community is one of the noble steps.
Involvement of communities or local
groups in school affairs has benefited
Indian schools in several ways. It
has ensured enrolment, retention
and regular attendance of teachers
and students. It has been playing a
crucial role in school infrastructure
development, monitoring mid-day
meal scheme and quality education.
As discussed above, effective school
management through SMC can be
linked with school related issues
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which are inbuilt within the school
system. The responsibilities include
monitoring the regular attendance
of teachers and students, facilitating
the cleanliness and beautification
of school environment, reviewing
and monitoring the school health
programme and MDM, organising
educational fair and some school
based competitions and overall
creating a child-friendly atmosphere.
The policy as per RTE envisages that
the local communities would directly
be involved with the affairs of primary
education and can solve many of
the school related problems. But it
again depends on a large number
of external factors like, the growing
preference for private schools,
insufficient budget allocation for
education sector, poor infrastructure
and many related matters. Such
challenges confronted by the school
as well as by the SMCs can be
addressed at the policy level, but not
at the school or community level. So
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SMCs cannot be accountable or held
responsible for any inconveniences
or limitations within a specific school
or a community. The issues related
to diversities in Indian schools can
also influence the local schools and
this again can be addressed in a
larger context. Shortage of teachers
in schools for instance is a state
level query, which can affect the
quality education at the same time
schools and SMCs have very little
role to address such questions. Those
apart, SMC members themselves are
confronting a number of challenges
due to their poor socio-economic
background, struggle for survival to
meet the daily requirements, lack of
education and training for capacity
building, caste and gender based
hierarchy. Community participation
should be focused in the specific
context and for effective school
management through SMCs—both
external as well as internal matters
need to be taken into consideration.
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Growth and Development of Higher

Education in Uttarakhand
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Abstract

Higher education institutions are the centers that provide opportunities to
the youth to empower themselves through higher knowledge, attitude and
skills, which are crucial for the progress of any nation or the society. Such
empowerment is not only the basis of the development but is also responsible
for ensuring better quality of life, progress and happiness. In the era of cut-
throat competition, survival of any nation depends upon its higher education
system, therefore, higher education is considered as key determinant of
national growth. After independence, higher education sector in India has
also witnessed manifold growth. Uttarakhand as new born state has also
witnessed rapid changes in its higher education system in the recent past.
Numbers of institutions including universities and colleges have also grown
rapidly. The need therefore is to assess the status of higher education system
in Uttarakhand as detailed in the present paper.

INTRODUCTION

Education is the basic need of every
society. A better education system
can enhance the social, scientific,
and technological improvement of a
country. Education is one of the most
powerful instrument for reducing

*

poverty and inequality in a country.
Education is equally key to enhance
India’s competitiveness in the global
economy. Therefore, providing quality
education for all is central to the
economic and social development of
India (Ponnavaikko, 2015). It provides
skills and competencies for economic

Guest Faculty, Department of Education, H N B Garhwal University, Srinagar, Garhwal.

**  Professor and Head, Department of Education, H N B Garhwal University, Srinagar, Garhwal.



166 Journal of Indian Education

well-being. It also strengthens
democracy by imparting to citizen the
tools needed to fully participate in the
governance process.

In the same way, higher education
plays a vital role in nation building.
Any nation of the world cannot
survive in the race of development and
progress without strengthening their
higher education system. Therefore,
higher education is being considered
as a key element to serve the purpose
of national growth.

Todayhighereducationis expected
to match the unprecedented period
of globalisation and its ‘knowledge
economy’, forcing people to venture
into different world and cultures. The
role of higher education institutions
in development is vital, but it is
also complex, fluid and dynamic.
Higher education institutions exhibit
numerous capabilities and scope and
can affect the process of development,
both directly and indirectly through
teaching, research, and service.

At present, higher education
is passing through a transitional
phase because contemporary society
has high expectation from higher
educational institutions to make
changes in the life of people. The
society also creates pressure on
various stakeholders of education to
make the higher education system
more responsible and relevant for the
development of the economy. Higher
education is a powerful instrument
for national development and it
can act as an instrument of social
change based on the principles of
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justice, equality, liberty and dignity
(Jeyabalan, 2015). Today, each
country of the world is trying to
make their people well qualified and
well equipped knowledge workers
with skilled practical knowledge.
Today’s economy is knowledge-
based economy, that’s why higher
education plays a predominant role
in providing top-level manpower to all
sectors of the society. Realising this
fact, government of India established
the University Grants Commission
(UGC) led by late Shri Maulana Abul
Kalam Azad, the then Minister of
Education, Natural Resources and
Scientific Research, on 28 December,
1953. The UGC, however, was
formally established in November
1956 as a statutory body of the
Government of India through an Act
of Parliament for the coordination,
determination, and maintenance of
standards of university education
in India (UGC, Genesis). Thereafter,
state governments and the
Government of India established so
many higher educational institutions
which led the expansion of higher
education in almost all states of
India. Uttarakhand as a newly born
state also witnessed such type of
expansion. However, even after sixty-
three years of establishment of UGC,
coordination, determination and
maintenance of standards in higher
education haven’t reached the grass
root level. Meanwhile, the higher
education system has undergone
remarkable structural changes, due
to liberalisation. It has increased
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capacity with the entry of private
players. The entry of private institutions
in the higher education sector resulted
in dynamism of the higher education
system.

HicHER EDUCATION

Higher education generally means
the education provided at the college
or university level. It starts after
the higher secondary or 10+2 level.
Higher education sector refers to
undergraduate and postgraduate
courses, i.e., B.A., B.Sc., and B.
Com, and professional courses like
B. Tech., B.C.A., B. Arch., B. Design,
etc., which comprised of four to five
years duration. These courses run in
various types of higher educational
institutions, which can be classified
in various categories such as
Central Universities, Deemed to be
Universities, Institutes of National
Importance, State Public Universities,
State Private Universities, Stand-
alone institutions, Government
Colleges and Private Colleges.

HicHER EpucATiON IN UTTARAKHAND:
AN OVERVIEW

Uttarakhand as a separate state was
created on the 9™ of November 2000,
as the 27" State of Republic of India.
Administratively, with a total of 13
districts the state is divided into two
divisions, Garhwal and Kumaon.
According to 2011 Census report,
the total population of Uttarakhand
was 10,086,292, of which male and
female population was 5,137,773
and 4,948,519 respectively. The
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Gross Enrolment Ratio (GER) for
Higher Education in 2017-18 was
36.3 per cent (AISHE Report, 2017-
18). Uttarakhand has a long history
of higher education since it was a
part of the undivided state of Uttar
Pradesh. Dayanand Anglo Vedic Post
Graduate (D.A.V.) College, Dehradun
is one of the oldest college in the
state, which was founded in the year
1948. Uttarakhand’s first engineering
college was established in the year
1949 at Roorkee and first Government
Degree College was established in
1951 at Nainital. Thereafter, many
higher  educational  institutions
came into existence in the state.
From the year 1948 till 2000, 42
higher educational institutions were
established in the state. After one
year of the formation of the new state,
the Directorate of Higher Education

came into existence at Haldwani
(Nainital) in 2001 (Directorate of
Higher Education Uttarakhand,

Progress Report).

INSTITUTIONAL GROWTH OF HIGHER
EpucaTioN IN UTTARAKHAND

Universities, university-level
institutions, and degree colleges
play a very important role to
make a vibrant society, making
every individual, independent,
responsible citizen, qualified expert,
and specialist in a particular field.
Without such institution, a nation
could not progress economically,
socially, culturally and politically.
Higher education of Uttarakhand
has undergone many transformations
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in the recent past. Large number
of higher educational institutions
were established during the last
two decades. Presently, there are 1
Central University, 1 Deemed to be
University (Government), 1 Deemed
to be University (Aided), 1 Deemed to
be University (Private), 3 Institutions
of National Importance, 15 State
Private Universities, 10 State Public
Universities and 607 all types of
colleges running in the state (AISHE
Report 2017-18).
Dayanand Anglo
Graduate College,

Vedic Post
Dehradun is
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one of the oldest government aided
postgraduate college of Uttarakhand
State. The establishment of
public sectors higher educational
institutions in Uttarakhand
started in early 1950s within the
erstwhile Uttar Pradesh. After that,
continuation of the establishment
of higher educational institutions is
going on at large scale and till the
year 2015, there were 17 government
aided college and 94 government
colleges established in the state
(Directorate of Higher Education,
Uttarakhand).

== Govt. Colleges

Aided Colleges

94

Figure 1: Growth of Government and Aided Colleges in Uttarakhand
Source: Directorate of Higher Education Uttarakhand (April 2019)

India’s first agricultural
university, and Uttarakhand’s first
state university was Govind Ballabh
Pant University of Agriculture and
Technology established in Pantnagar
(then in Uttar Pradesh) Uttarakhand.
It was inaugurated by the first Prime
Minister of India Pt. Jawaharlal
Nehru on 17 November 1960. After

that from the year 1960 to 1972 there
was no single university established
in the state. In the year 1973 state
government decided to establish one
public university in each division of
the state. Presently Uttarakhand has
11 state public universities. Plan
wise growth of higher educational
institutions in the state is shown in
Figure 2.
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Figure 2: Growth of State Public Universities
Source: Directorate of Higher Education Uttarakhand (April 2019)

Figure 3 shows the growth of
universities within the state of
Uttarakhand. As depicted in the
figure, first public university was
established in the year 1960. After

that, the process of establishment of
various types of universities is going
on consistently, and till 2015, 29
universities were established during
the last six decades.
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Figure 3: Growth of All Types of Universities in Uttarakhand
Source: Directorate of Higher Education Uttarakhand 2019)
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Table 1
Growth of Universities during last 8 years
Year 2010-11{2011-12]2012-13(2013-14[2014-15|2015-16(2016-17|2017-18
No. of 18 20 22 24 26 28 28 33
Universities
Source: All India Survey on Higher Education (2018)
Table 2
Type-wise Universities during last 8 years
Deemed to Deemed Deemed Institute State State
. Central . . to be to be . . .
Session . .. | be University - . - ., | of National | Private Public
University Government University | University Importance | University | Universit
Aided Private p y y
2017-18 1 1 1 1 3 15 10
2016-17 1 1 1 1 3 11 9
2015-16 1 1 1 1 3 11 9
2014-15 1 1 1 1 3 10 8
2013-14 1 1 1 2 3 7 8
2012-13 1 1 1 2 2 6 8
2011-12 1 1 1 2 2 6 6
2010-11 1 1 0 3 2 ) S

Source: All India Survey on Higher Education (2018)

Table 2 shows the growth of
various types of universities during
the last 8 years. Data clearly reveals
that there is a single central university
existing in the state of Uttarakhand.
Earlier, this wuniversity had the
status of state wuniversity till the
year 2008. In the year 2009, it was
upgraded from state university into
central university, through an act of

parliament. Uttarakhand has three
deemed to be Universities: 1 deemed
to be University (Government), 1
deemed to be university (aided) and
1 deemed to be university (private).
There are 3 Institutions of National
importance also existing in the state.
Therefore, the rate of establishment
of private universities is increasing
faster as compared to the state public
funded universities.
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Stand-Alone
Institutions

Affiliated Colleges
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Constituent
Colleges
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Institutions
Recognised by the
University

PG/Off-Campus
Centres

Figure 4: Type-wise Number of Colleges/ Institutions in 2017-18
Source: All India Survey on Higher Education (2018)

On the basis of organisational
structure, educational institutions
have been categorised in various
categories by the governing authority.
Table 4 represents the various types
of educational institutions existing

in Uttarakhand state. The detail
description of these educational
institutions, according to AISHE

report 2017-18 is as under:

e Affiliated Colleges: These are
institutions which can run
degree programmes but are not
empowered to provide degree on
their own and are required to
be attached with a University/
University level institution for the
purpose of awarding the degree.
By the year 2017-18, there were
422 affiliated colleges within the
state.

e Stand-Alone Institutions: There
are several institutions which

are outside the purview of the
University and College. These
Institutions generally run Diploma
or PG Diploma level programmes
for which they require recognition
from one or other statutory
bodies. By the year 2017-18, there
were 153 stand-alone institutions
in the state.

Constituent Colleges: A college
maintained by the University.
In the year 2017-18, there were
26 constituent college within the
state.

Institutions Recognised by
the University: These are the
institutions attached with the
University for the purpose of
awarding degree in respect of
programmes being run in these
institutions, e.g., Army Cadet
College Wing, Indian Military
Academy, Dehradun is not
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affiliated with any University,

but the degree in respect of

programmes run in the institute
are awarded by Jawaharlal

Nehru University. By the year

2017-18, there were 3 recognised

institutions within the state.

e PG/Off-Campus Centre: A centre
of the University established by it,
outside the main campus (within
or outside the state) operated and
maintained as its constituent
unit, having the university’s
compliment of facilities, faculty
and staff. Teaching departments
of the wuniversity, where post
graduation level courses are
offered should not be treated as
PG centre. By the year 2017-18,

e there were 3 PG/Off-campus
centre within the state (AISHE
2017-18).

Table 3 reveals that the highest
percentage of general category
students enrolled in the year 2011—
12 and in the subsequent year, this
percentage is going down slowly.
Conversely, the percentage of OBC
category students’ enrolment is
very low mainly in years 2011-12
to 2013-14 as compared to their
existing percentage population
in Uttarakhand state. Enrolment
of ST category students is highly
satisfactory in all years, whereas,
enrolment of SC category students
is dissatisfactory in all years in
context to total percentage existing
in Uttarakhand state. One more
important thing has been seen
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in the above table that female
student’s enrolment is almost
equal to male counterparts. It may
be due to the fact that parents are
equally aware of higher education
of their girl child and as such, do
not appear to be discriminating
among their girl and boy child with
regards to imparting education.

Gross Enrolment Ratio (GER) in
Higher Education

Gross Enrolment Ratio in Higher
Education in India is calculated from
18-23 years age group of students.
When data on Gross Enrolment
Ratio (GER) in higher education in
Uttarakhand is analysed, it was
observed that in the year 2010-11
GER for state average was 27.8 per
cent, whereas GER for Schedule
Castes (SC) and Schedule Tribes (ST)
categories was 17.7 per cent and 44.2
per cent respectively. On the basis of
GER table (Table 4), it can be analysed
that GER for ST category students is
very high in 2010-11 and subsequent
years. However, GER for all categories
in higher education registered a
gradual increase in consecutive years
and it reached the level of 36.3 per
cent in the year 2017-18. Therefore,
Uttarakhand has reached 7th position
after Chandigarh (56.4), Tamil Nadu
(48.6), Delhi (46.3), Puducherry
(45.4), Himachal Pradesh (37.9) and
Sikkim (37.4). Conversely, 29 states
and union territories have low GER as
compared to Uttarakhand. Whereas
in hilly states, Uttarakhand has third
position after Himachal Pradesh (37.9)
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Table 4
Gross Enrolment Ratio in Higher Education in Uttarakhand during the last
eight years

Session All sC ST

Male | Female | Total | Male | Female | Total | Male | Female | Total
2017-18 | 36.3 36.3 36.3 | 26.4 26.7 26.6 | 42.1 42.5 42.3
2016-17 | 33.8 33.0 33.4 | 24.1 23.7 33.9 1399 | 404 40.2
2015-16| 33.6 32.9 33.3 | 23.8 23.2 23.5 | 40.3 36.8 38.6
2014-15| 34.9 32.8 33.9 | 22.5 20.3 21.4 | 39.2 | 42.7 41.2
2013-14 | 32.7 34.9 33.8 | 23.2 23.7 23.532.5| 334 33.0
2012-13 | 32.7 34.9 33.3 | 23.2 23.7 23.5 | 32.5| 33.4 33.0
2011-12 | 30.1 32.3 31.1 | 17.1 17.2 17.2 1 39.1 41.4 40.2
2010-11 | 26.1 29.6 27.8 | 17.5 18.0 17.7 | 42.2 | 46.3 44.2
Source: All India Survey on Higher Education (2018)
and Sikkim (37.4). The GER of the People-teacher ratio for PG

national average in the year 2017-18
has registered only 25.8 percent. It is
again an indication that Uttarakhand
has registered an wunprecedented
growth in GER of higher education
(AISHE Report 2017-18, T-19).

People Teacher Ratio in Higher
Education

People-teacher ratio is a major
important aspect for maintaining
quality in any educational institution.
Viewing this concept in mind UGC
has constituted a committee under
the chairmanship of Professor J A K
Tareen, a former member of the UGC
and Vice Chancellor of Puducherry
University for various disciplines and
programs. The committee has set
uniform norms for the people-teacher
ratio which is given as under:

programs in Universities to have
at least one teacher for every 10
students for science, media and mass
communication, and one teacher for
every 15 students for humanities,
social sciences, commerce, and
management. For the Undergraduate
Programmes universities and colleges
need to have at least one teacher
for every 15 students in the media
and mass communication programs,
while the people-teacher ratio should
be 1:30 for social sciences and 1:25
for the science stream (PIB Gol 2011).
On the other hand, the committee
did not take any kind of attention on

B.Ed. and M.Ed. programmes,
because these programmes come
under the purview of NCTE

guideline. Therefore, according to
NCTE Regulation 2014, one teacher
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is required for every 10 students in
M.Ed. programme, and one teacher
for every 13 B.Ed. students (NCTE
Regulation 2014). If Table 5 data
is analysed, it can be concluded
that the maximum numbers of
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educational institutions are not
completing UGC norms of people
teacher ratio. However, regular mode
institutions are slightly in better
position as compared to regular and
distance mode.

Table 5
Pupil Teacher Ratio during the last seven years
cr s University and University and Its

All Institutions Colleges Constituents Unit
Session Regular Regular Regular Regular | Regular & | Regular

and Mode and Mode Distance Mode

Distance Distance Mode
Mode Mode

2017-18 28 24 46 40 33 22
2016-17 26 24 28 25 33 23
2015-16 22 20 23 22 24 18
2014-15 23 22 25 23 26 19
2013-14 30 28 32 29 33 23
2012-13 29 27 31 29 34 23
2011-12 31 30 33 31 29 21

Source: All India Survey on Higher Education (201

CoNCLUSION

The higher education system of
Uttarakhand has undergone massive
expansion in the recent past. At the
time of formation of the state, there
were 5 universities or university level
institutions, which have gone up to 33
in the year 2017-18. The number of
colleges and college level institutions
has gone up from 37 to 607 during the
same period. In the academic session,
2010-11, GER for the state was

8)

27.8 per cent, whereas for Schedule
Caste (SC) and Schedule Tribe (ST)
categories, it was 17.7 and 44.2 per
cent respectively. Conversely, in the
academic session, 2017-18, GER for
state average has reached with a high
surge of 36.3 per cent. However, GER
for schedule castes has reached 26.6
per cent only, whereas, it was 42.3
per cent for schedule tribes, which
is the highest percentage among
various social categories.
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