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It is a pleasure and an honour to welcome this new edited book by Professor 
Ramdas Rupavath, who takes academic leadership seriously and has encour-
aged a large number of contributors to come together for this specific pub-
lication project on the politics of tribal education. Within this broad field, 
there are many sub-sections and specific agendas, but a common element is 
a focus on perspectives from below and concern for the educational uplift 
of India’s very many millions of tribal people, the largest tribal population 
of any country in the world.

India’s Constitution explicitly acknowledges the special position and 
needs of the country’s tribal populations, spread over 574 tribal groups. 
Both central and state support mechanisms remain important in the neces-
sarily local business of improving the nation’s educational indicators and 
reducing the educational barriers for tribal children. Thus, India as a huge 
federal republic recognized during the 1980s, and more so during the 1990s, 
that, in addition to central regulations and centrally sponsored schemes, 
the multiple processes of delivering appropriate educational structures and 
systems would need to be diversified and locally adjusted. Reflecting demo-
graphic realities, some Indian states and Union Territories have more work 
to do than others regarding tribal education, so that regional and local poli-
tics and practices of education would vary considerably across the country. 
Overall, while there are many important achievements, there are also signifi-
cant challenges that demand further thought and action.

The continuing scenario that many tribal people in India remain dou-
bly disadvantaged and that too many tribal children are still growing up 
without formal educational provisions renders a study of the present kind 
relevant for policymakers as well as educationists. Familiar problems per-
sist when official perceptions of tribal educational backwardness seem to 
overlook the undeniable presence of sophisticated forms of traditional 
knowledge that might well be activated and productively included within 
educational provisions. Aside from the familiar problem of language bar-
riers, the scarcity of suitably trained and committed teachers continues to 
cause concern. Increased emphasis on local community schools as a form of 

Foreword



Foreword  xv

private–public partnership is depicted as a promising asset. The low esteem 
traditionally given to vocational education has partly been tackled through 
industrial training institutes, but here, too, significant implementation gaps 
remain a reality.

As a German commentator on this scenario who, soon after the Second 
World War, grew up in a village and until the age of five did not know the 
national language, I speak from experience when I suggest that it is never 
too late to learn and to improve one’s skills. Basically, like the editor of this 
book, having moved through life in ways that take you further and further 
away from being grounded in nature and the lifeworld of the hamlet, I look 
back at an arduous but fruitful educational journey. In the mid-1950s, our 
village teacher struggled to convey the necessity to learn the national lan-
guage, using plenty of danda, which at that time was not politically incor-
rect as an educational method. Once I picked up this key skill, it became a 
habit to acquire other languages with considerable ease.

For many young children anywhere in the world, however, education is 
not something they appreciate and succeed in; hence they would not have 
the same positive experiences I was fortunate to relish in due course. Then it 
becomes a matter of at least ensuring basic numeracy and literacy to allow 
such individuals to navigate the challenges of life and the ability to defend 
themselves against all kinds of predators. That may well be sufficient for a 
good life, too, very different from any supposedly sophisticated urban expe-
rience. In the German context, for such groups of young people, a deter-
mined focus on apprenticeships and vocational education not only gave 
skilled labour a high social status, but also provided multiple sources of 
comfortable living.

This splendid new book identifies the continued need for special protective 
provisions for tribal children and community schools in Andhra Pradesh, 
Telangana, and many other parts of India. It discusses at length the scope 
for self-help within local communities and the problem that local, native 
languages are not accounted for. Educational specialists know very well 
that bilingualism or multilingualism is a precious asset, but if a child sits in 
a classroom where a language is used that the child does not understand, 
urgent remedial hands-on action needs to be taken, locally, in that specific 
scenario, so much is clear.

This book covers a lot of related issues, such as child labour. Again, from 
my perspective, looking back at the experience of milking cows before the 
arrival of machinery, documented in pictures when I was about six years 
old, did not cause me any harm. Of course, repressive forms of child labour 
that leave no space or time for the child’s education are certainly to be 
avoided. A lot depends on the vision and care of parents, but there is also 
a continued need for reservation policies and other affirmative action 
measures to encourage better education experiences for India’s rural chil-
dren, and tribal pupils in particular. Vocalization of education seems very 
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important, but would of course require specific teaching skills, and thus 
specific investments in teacher education. While it makes sense to focus on 
the politics of education, the real test comes in the practical application and 
the outcomes. I certainly commend this book to a wide readership within 
India and abroad.

Werner Menski
Emeritus Professor of South Asian Laws

SOAS, University of London, UK
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India is a pluralist nation with a rich and decent variety that has been 
reflected in the huge number of societies, religions, dialects, and racial 
stocks. The Indian populace incorporates various positions, networks, and 
social gatherings. The commonness of such pluralism has made the social 
texture stratified and various levelled. Accordingly, social and monetary 
open doors are differentially circulated on the lines of station and class 
affiliations. The section expresses that rural India is characterized by the 
absence of infrastructural offices and boundless neediness and obligation, 
which has prompted the propagation of layers of imbalances and incongrui-
ties at different levels. Therefore, not just have certain denied gatherings and 
segments of the populace not been able to partake during the time spent in 
advancement, the very pace of the nation’s procedure of financial improve-
ment has been hampered.

Rural India is characterized by the lack of infrastructural facilities and 
widespread poverty and indebtedness, which has led to the perpetuation 
of layers of inequalities and disparities at various levels. As a result, not 
only have certain deprived groups and sections of the population been made 
unable to participate in the process of development, but the very pace of 
the country’s process of socio-economic development has been hampered. 
This is particularly severe in the case of Scheduled Tribes (STs) as they not 
only live in hinterlands, bereft of basic amenities of modern life, but are also 
socially and economically marginalized. Their social deprivation is aptly 
reflected in their educational backwardness. In this context, it can be said 
that tribal India is the least developed area and the tribals are the worst suf-
ferers as they are doubly disadvantaged.

The preponderance of an elitist and discriminatory social order has ensured 
that certain segments of the population have remained disadvantaged. In 
course of time, the gap between them and others has further widened. This 
segmentation of the population, in terms of their access to social and eco-
nomic opportunities and their participation in the process of development, 
is based on two factors. The first is spatial differentiation, which refers to 
the viability of a region in terms of its geographical location. If a region is 
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well served by roadways, is near to areas of political, financial, industrial, 
or business and entrepreneurial importance, not hindered by natural bar-
riers, etc., it enjoys an advantage in terms of infrastructural development 
over other areas. The second factor is the characteristic of the population 
or, in other words, the social disposition of the inhabitants of the region. 
For example, in the Indian social system, it has invariably been the upper 
castes who have enjoyed the privileges due to their caste status. The domi-
nance of one category over others is based on the ascriptive strengths and is 
rooted in the social stratification system. This inequality and differentiation 
is ubiquitous in India, especially in the case of formal education. One such 
marginalized group is the Scheduled Tribes.

While the Scheduled Castes (SCs) have been at the lowest rung of the 
Hindu society, subjected to social discrimination, i.e., untouchability due to 
their lowly occupations, the Scheduled Tribes had suffered physical isola-
tion, remote from civilization, and have, therefore, maintained their cultural 
uniqueness. Consequently, both the groups lag far behind others, in terms 
of social and economic development. The Constitution of India had rightly 
recognized these two segments of the population as weaker sections of soci-
ety, based on their socio-economic backwardness and the age-old social dis-
crimination and physical isolation that they had been subjected to.

The Constitution of India, in Article 366, has defined the Scheduled 
Tribes as such of those tribes or tribal communities which have been so 
declared by the Constitutional Order under Article 342 for the purpose 
of the Constitution. There are 574 tribal groups who have been identified 
as Scheduled Tribes. They have been previously described as ‘aborigines’, 
‘aboriginals’, ‘primitives’, ‘adivasis’, ‘vana jatis’, etc. Special provisions have 
been made in Articles 46, 275, 330, 332, 335, 338, 340, etc. to safeguard 
the interests of Scheduled Tribes and to protect them from social injustice 
and exploitation.

India, with a population of 67.75 million (1991 Census), has the single 
largest tribal population in the world, constituting 8% of the total popu-
lation of the country. There are 574 individual tribal groups, who are at 
various levels of social and economic development, with different degrees 
of exposure to modernity and social change. One of their distinguishing 
features is that the majority of them live in scattered and small habitations 
located in remote and inaccessible settlements in hilly and forest areas of the 
country. Most of the tribal-concentrated areas lack basic facilities, such as 
roads, transport, communications, electricity, sanitation, and medical facili-
ties. The literacy rate among tribals is low, but also varies widely among 
different groups and regions. More importantly, a considerable portion of 
tribal children continues to be outside the school system.

Planning for education is very often norm-based. These norms, especially 
those pertaining to distance and population size, do not, and cannot, reflect 
the local specifics of requirements of tribal areas. This implies that planning 
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for tribal groups needs to be seen as a special case, rather than applying the 
norms applicable for the general population. The national and provincial 
governments in India have recognized these special features of tribal groups 
and adopted, at times, flexible approaches and norms for them.

However, it is now admitted that flexibility in norms alone does not help 
to universalize the access conditions for primary education. Hence, many 
innovative approaches are being tested in various provinces. One of the 
recent innovative strategies seen to yield benefits is that of establishing com-
munity schools called ‘Maabadi’ (meaning ‘our school’ in the local tribal 
language) in Andhra Pradesh, in place of government schools in small and 
scattered habitations, where formal schools according to the existing norms, 
even after relaxation of rules, are not possible.

Education is an effective instrument to bring about changes in the attitude 
and aspirations of people. According to Mahatma Gandhi, education means 
an all-round development that draws out the best in an individual – physi-
cally, mentally, and spiritually. In India, it has been recognized as a fun-
damental right as per the country’s Constitution. A special focus has been 
given to the education of the disadvantaged sections of the society. Articles 
46, 275, 330, 332, 335, 338, 340, etc. speak about special provisions for 
STs to safeguard their interest and to protect them from social injustice and 
exploitation. Education for tribals has been a key focus area of the educa-
tion policy since Independence. Article 366(25) defines Scheduled Tribes as 
‘such tribes or tribal communities or parts of groups within such tribes or 
tribal communities as are deemed under article 342 to be Scheduled Tribes 
for the purpose of this Constitution’.

Education policies framed as of now are not based on a citizen-centric 
principle. Rather, these appear to have been imposed on them. For exam-
ple, the education system in India does not take into account the native 
languages of the tribals. Thus, it is leading to incomplete development of 
the tribals. It, however, cannot be denied that education has brought about 
a degree of social mobility for the tribals. While it has allowed some indi-
viduals to grow, it has not engendered the development of the tribal society 
as a whole. For attaining education, many persons are being tempted to jet-
tison their traditional roles and occupations. Even today, the illiteracy rate 
of tribals is higher than that of any other community. Education forms an 
important component in the overall development of individuals, enabling 
them to attain greater awareness and a better comprehension of their social, 
political, and cultural environment, and also facilitating the improvement of 
their socio-economic conditions. The literacy rate of Scheduled Tribes has 
increased from 8.53% in 1961 to 58.93 in 2011. But still, the gap between 
the total population and Scheduled Tribes is high, as much as 14.03% as per 
government sources. The increase in literacy among the Scheduled Tribes is 
the result of the positive steps taken by various governments towards the 
educational development of the Scheduled Tribes.
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The effective literacy rate for India in Census 2011 works out to 74.04%. 
The corresponding figures for males and females are 82.14% and 65.46%, 
respectively. Thus, three-fourths of the population, aged seven years and 
above, are literate in the country. Four out of every five males and two out 
of every three females in the country are literate. The country has continued 
its march towards improving its literacy rate by recording a jump of 9.21 
percentage points during the period 2001–2011. The increase in literacy 
rates in males and females are of the order of 6.88 and 11.79 percentage 
points, respectively. Census 2011 highlights that 15 states and the Union 
Territories have more than 80% literacy rate.

The increase in the number of literates is remarkable in all the EAG states. 
Bihar (74.83%), Jharkhand (59.24%), and Uttar Pradesh (56.40%) have 
shown the highest rise. Rajasthan (40.68%) and Chhattisgarh (39.61%) are 
in the middle and Madhya Pradesh (38.73%), Uttarakhand (37.05%), and 
Orissa (36.68%) bring up the rear.

Likewise, the percentage increase in the number of literates in Dadra and 
Nagar Haveli (119.46%), Daman and Diu (75.63%), Arunachal Pradesh 
(62.95%), Meghalaya (56.99%), and Jammu and Kashmir (50.71%) is 
noteworthy.

Many students are unable to go to a traditional school/university setting. 
The Distance Education Learning System provides opportunities to such 
students to receive equal quality education, regardless of income status, area 
of residence, gender, race, age, or cost per student. Most of the academic 
research in tribal education has been conducted to look into the socio-eco-
nomic aspects. A few studies have focused on the impact and functioning 
of the education system in tribal areas. The main objective of most of the 
studies has been to see the interrelationship between socio-economic aspects 
and educational participation. Socio-economic aspects include parental edu-
cation, occupation, family income and size, and awareness and attitude of 
the parents and students. These studies have also discussed issues related 
to tribal education in general. Many studies have identified that issues like 
accessibility, cultural aspects, curriculum, teacher–pupil ratio, amenities in 
the class and hostels, teacher behaviour, poverty, etc. can play an important 
role in the education of tribal children. Some studies have focused on policy 
issues and reviewed the existing policies on education. Very few studies are 
available on the primary and higher education aspects, students’ perception 
of education, and the implementation pattern of the education policy.

This book is considered significant for various reasons. A number of edu-
cation policies and government initiatives have focused on improving the 
literacy rate of the tribal communities. It is important to examine the impact 
of such ventures. Even after 74 years of Independence, the tribal people are 
still lagging behind in development, especially in the field of education. The 
dropout and illiteracy rates are still quite high among the tribals in com-
parison with other communities. The reasons for this need to be identified. 
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In such a milieu, it is high time to find out why tribal communities are still 
lagging behind mainstream society, especially in the education sector. The 
present study has been undertaken with the following objectives:

• To examine the educational status of the tribal population.
• To critically examine the problems/challenges faced by tribal students 

in the education system.
• To ascertain the causes for the increasing number of dropouts from the 

primary to the secondary and higher education levels.
• To identify the various forms of discrimination that prevail in our edu-

cation system.
• To evaluate the functioning of institutions towards educational devel-

opment of the tribal population.

Education in India is provided by the public sector as well as the private 
sector with control and funding coming from three levels: central, state, and 
local. Under various articles of the Indian Constitution, free and compul-
sory education is provided as a fundamental right to children between the 
ages of 6 and 14. The Indian government lays emphasis on primary educa-
tion up to the age of 14 years, referred to as elementary education in India. 
The Indian government has also banned child labour in order to ensure that 
children do not enter unsafe working conditions. However, both free edu-
cation and the ban on child labour are difficult to enforce due to economic 
disparity and social conditions. Almost 80% of all recognized schools at the 
elementary stage are government run or supported, making it the largest 
provider of education in the country. Some vocational and private educa-
tional institutions have been established to meet the increased demand in 
the education sector.

To appreciate the efforts of the government in promoting education 
among the tribal communities by way of launching different educational 
and development programmes, both through its own initiatives and the ini-
tiatives of various NGOs. However, the policy reforms and programmes 
thus far have not tackled the deeper systemic issues – including both home 
and school factors. Despite significant increases in literacy and enrolment 
rates, the overall low average literacy level of the country, especially among 
the Scheduled Tribe population, still continues.

Now, in the contemporary context, special focus has been directed 
towards centrally sponsored schemes, such as Sarva Shiksha Abhiyan (SSA), 
Kasturba Gandhi Balika Vidyalayas, National Programme for Education of 
Girls at the Elementary Level (NPEGEL), Jawaharlal Navodaya Vidyalayas 
(JNVs), Kendriya Vidyalayas (KVs), Rashtriya Madhyamik Shiksha 
Abhiyan, Mid-Day Meal Scheme, and Scheduled Caste Sub Plan and Tribal 
Sub Plan (SCSP & TSP), which are aimed at raising the overall standard 
and morale of the marginalized tribal communities. These schemes were 
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launched with an aim to raise the health and educational standards of the 
tribal communities or the minority communities which have been mostly 
deprived and are thus less developed. The book also analyses such education 
schemes that are aimed to raise the educational standards of the minority 
communities. Inclusion of free education and providing merit cum means 
scholarships and other types of scholarships have been highlighted in the 
book with an aim to make an analysis of such schemes and their impact 
on the education of the tribal communities. The editor of the book justifies 
that reservation in private educational institutions, such as 25% reserva-
tion in unaided schools, has been one of the benefits of these educational 
reforms through the successful launching and implementation of the Right 
to Education Act.

In addition to that, various highlights about the benefits of various addi-
tional initiatives that have been launched to raise the literacy rate among the 
minorities, especially the most deprived ones, in which the inclusion of the 
AICTE’s Post Graduate Scholarship for GATE qualified ME/M.Tech stu-
dents, Remedial Coaching for SC/ST/OBC (Non-creamy Layer) & Minority 
Community Students, and Coaching for NET/SET for SC/ST/OBC (Non-
creamy Layer) & Minority Community Students are of immense use and 
help for transforming the society into a new, reformed one. The section 
also highlights the initiative of skill development programmes in which a 
host of industrial training institutes (ITIs) in every state cater to vocational 
education. Besides these, the section discusses about the vocationalization 
of secondary education, which has been revised to address the issues of 
low esteem of vocational education in the country; weak synergy with the 
industry in planning and execution; lack of vertical and horizontal mobil-
ity, induction courses, and curricula; and the paucity of trained vocational 
education teachers.

The prevalence of an elitist and biased social request has guaranteed that 
particular sections of the populace have stayed hindered. Gradually, the 
chasm between them and others has additionally enlarged. This division 
of the network, as far as their social and monetary improvement and their 
investment during the time spent advancement are concerned, depends on 
two variables. The first is spatial separation, which alludes to the feasibility 
of a locale as far as its land area.

In modern India, extraordinary focuses have been laid on the welfare and 
upliftment of Scheduled Castes and the conditions they have been subjected 
to being at the most minimal crosspiece of the Hindu society, exposed to 
social separation, i.e., distance because of their humble occupations and 
also on the physical seclusion of the Scheduled Tribes, who were remote 
from civilization, and have kept up their social uniqueness. The creator of 
the Indian constitution legitimizes this segregation and protects it through 
the extraordinary arrangements that have been incorporated in the Indian 
Constitution, which is focused on the fairness of everyone being equal. The 
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Directive Principles of State Policy (DPSP) likewise talk about the need to 
advance with unique consideration the instructive and financial interests of 
the more fragile categories of individuals, and, specifically, of the SCs/STs.

Notwithstanding that, different plans and activities by the state and local 
governments have been started that are intended to handle this issue. One 
apparatus, as indicated by the creator, is of education, and it is the one 
accessible item that will decontaminate each of the shameful acts from the 
general public. As per the creator, education is a valuable instrument which 
can realize changes in the demeanour and desire of individuals, and reminis-
cent of what Mahatma Gandhi had aptly said, – education implies an inside 
and out advancement that draws out the best in an individual – physically, 
rationally, and profoundly.

The education arrangements in India are not founded on the resident-
driven standard. Rather, these seem to have been forced on them. For 
instance, the training framework in India doesn’t consider the local dialects 
of the tribals. Consequently, it is prompting only deficient improvement of 
the tribals. It, in any case, can’t be denied that education has realized a cer-
tain level of social portability for the tribals. Employment of the National 
Policy on Education gives specific accentuation on the evacuation of incon-
sistencies and adjusting instructive open doors by taking care of the particu-
lar needs of the individuals who have been denied correspondence up until 
this point. The section, in a nutshell, is a composition of various centrally 
sponsored schemes and initiatives that are in place to tackle and minimize 
the gap between the elite and the downtrodden residing in diverse sections 
of society.

Introduction of Sections

Section I: This section studies and examines the critical aspects of the tribal 
communities ranging from tribal education to political participation of the 
tribals. The section focuses on the representation of the various Adivasi 
communities at different political and social levels. It highlights the vari-
ous difficulties that the tribal communities are suffering from, which range 
from challenges pertaining to their social backgrounds to political levels 
and from there to economic policies to their implementation. The section 
focuses especially on the various centrally sponsored schemes and tries to 
examine their role in changing the outlook of the tribal communities of the 
marginalized ones. The section studies the developmental issues of the vari-
ous tribal communities through the utilization of various theories in which 
the dominant focus has been on the tribal developmental issues. In this vein, 
the issues of unemployment, illiteracy, caste discrimination, and inequality 
have been highlighted in this section of the study.

Section II: Section II has been developed keeping in mind the various 
developmental issues which the tribal communities have been facing from 
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the very beginning. Malfunctioning of various welfare schemes, tribal illit-
eracy along with tribal attainment, democratic decentralizations, and com-
munity evolutions have been the main focus of this section. In addition to 
that, the section also focuses and throws light on equal opportunities and 
equal representations of the least developed communities in the tribal areas. 
The section also measures the loopholes in the development of various cen-
trally sponsored schemes.

Section III: Societies from the very beginning have been dependent on var-
ious welfare schemes and centrally sponsored projects and there have been 
changes in them from time to time in their implementation and execution. 
Plenty of initiatives have been developed and launched in order to tackle 
these challenges. Among these initiatives, an active, transparent political 
system needs to be installed in the state for the welfare of these marginal-
ized communities. This section has been developed with an aim to study, 
examine, and analyze these issues which are always mainly responsible for 
their underdevelopment. This section focuses especially on political devel-
opment among the tribal communities with special emphasis on state and 
non-state actors. The section studies implementation of reservation perspec-
tives, educational modernization, and reforms like the Right to Information 
Act along with its implementation and successes, condition of tribal schools 
and their role in transforming the lives of tribal children, and challenges and 
opportunities in formal schooling.

Section IV: Studying tribal approaches theoretically and deriving their suc-
cess and implementation from the primary perspective is one of the crucial 
and main things. This section tries to explore the various issues of the tribal 
communities through different approaches besides studying various ideolo-
gies that are dominant in society while examining the role of these issues. 
The section studies the impact of decentralization through the approach 
that was favoured by B.R Ambedkar. In addition to that, the dominant issue 
of human rights abuses and violations has been studied and examined in 
this section with a special focus on feminism and gender decriminalization. 
The section also lays special emphasis on linguistic identities, caste disor-
ders, dowry, and other evils which have been directly or indirectly affecting 
the tribal communities from the primary perspectives. In addition to that, 
the section focuses on tribal issues and challenges besides exploring vari-
ous preventive measures that are aimed to tackle illiteracy among the tribal 
communities.

Tribal education has been focused not only at the primary level but also 
at the central government level and has been a hot, debatable topic in many 
societies and states of the world. Tribals have been the victims of the atroci-
ties inflicted on them and various mechanisms and laws have been there 
from time to time to deal with such injustices. The central government and 
the state governments have been from time to time focusing on various poli-
cies, programmes, and schemes for the upliftment of the tribal communities. 
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Imparting modern education and bringing the tribal people at par with the 
other state subjects has been the priority of the policymakers, governmental 
institutions, and bureaucrats. Education is the only available means which 
can remove all social evils from the society. However, issues related to tribal 
education have been a concern in India. School dropouts and lack of mod-
ern facilities in the schools have become core issues. As we all are aware 
that India is a land of a large variety of indigenous people. The ST popula-
tion represents one of the most economically impoverished and marginalized 
groups in India. Education is an input not only for the economic develop-
ment of tribes but also for the inner strength of the tribal communities which 
will help them in meeting the new and evolving challenges of life. High rates 
of migration and mobility of tribal women towards urban areas are noted 
while we look upon the issue of tribal upliftment. Teenage girls and young 
women belonging to marginalized communities often tend to migrate from 
their villages to cities in search of employment and other opportunities 
through placement agencies and religious institutions. The right to education 
is one of the latest tools meant for the upliftment of all sections of society 
and under its aegis free compulsory education is being provided to children.

The chapters conclude with policy implications for reshaping the future 
resettlement policy of the country to protect affected persons from becom-
ing impoverished, which is often caused by land acquisition for develop-
ment projects. For thousands of years, primitive tribes persisted in forests 
and hills without having more than casual contact with the population of 
the open plains and the centres of the civilization. Now and then, a military 
campaign extending for a short spell into the remoteness of the tribal areas 
brought the inhabitants temporarily to the notice of ruling class and to the 
interest of the anthropologists and ethnographers, but for a long period 
before that there was frictionless coexistence between the tribal folks and 
their urban counterparts.

Many studies have focused on finding the reasons for lower educational 
attainment among the tribal communities compared to others. But still, 
there is a need to focus on finding the reasons for the gap between theory, 
policy, and methods of implementation or practice.
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The changing face of Indian school education within the framework of decen-
tralization of educational management has emphasized the enhanced role of 
community in improving school processes. The education reforms, begun 
by either the government or the non-government sector, have all established 
the fact that the community is one of the most significant stakeholders for 
school improvement and transformation. Going back to the community for 
improving the school system can be associated with the process of decentral-
ization in recent times, but it has its roots in the long and chequered tradi-
tion of local-level institutions, private efforts, and community-led education 
in India. The post-Independence period witnessed an altogether different 
phenomenon on the ground. With the virtual control of primary educa-
tion by the state, schools became totally alienated from the community they 
served. Gradually, in response to mounting criticism against the failure of 
centralized structures and approaches of educational governance, various 
government reports and policies (National Policy on Education 1968, 1986; 
Programme of Action 1992) started advocating for an education system that 
was more responsive and accountable to the community. Therefore, com-
munity participation became a major agenda of discussion in the country in 
the mid-1980s when decentralization began to be recognized as an impor-
tant component of educational reform and change processes. Community 
participation in the Indian education system has currently been operational-
ized and studied through community-based formal structures, such as the 
Village Education Committees, parent–teacher associations, mother–teacher 
associations, school development management committees, etc., which are 
linked with the larger government policy of decentralization for encourag-
ing local governance and its impact on the education system for enabling 
school-based management. The present chapter charts the notion of com-
munity in the Indian scenario and explains how community participation 
has been viewed as a vehicle for universalization of education and bringing 
reforms in the school system. It also recounts experiences in various states 
with a shift in educational governance.
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Introduction

The link between school and community has been explored in many con-
texts, in terms of both the role of communities in the learning of children 
and management and supervision of schools and how the school impacts 
community processes. A sustained dialogue between the school and the 
community gives the latter a sense of school ownership and the school is 
less seen as something outside the community. Though these linkages run 
deep and wide, often they are denoted by the term ‘community participa-
tion’, which includes a host of ways of working together within formal or 
informal structures and processes.

Community participation as a whole has been considered as an impor-
tant vehicle for promoting education (UNICEF 1992), bringing together 
different stakeholders for problem-solving and decision-making (Talbot 
and Verrinder 2005, cited in Aref 2010), garnering support for educational 
planning and development (Cole 2007, cited in Aref 2010), and promoting 
quality of life (Putnam 2000). When school–community relationships are 
strong, problem-solving and educational innovation can emerge as a team 
effort, enhancing the chances for student success. These linkages are also 
found to support and uphold local culture, tradition, knowledge, and skill, 
and create pride among children in community heritage. The goal of any 
kind of activity that attempts to involve community and parents/families 
in education is to improve the educational delivery so that more children 
learn better and are well prepared for the changing world. Participation is 
also necessary to adapt education to the needs, problems, aspirations, and 
interests of all sections of the population, especially the weaker sections. 
Participation is a prerequisite for the democratization of education, espe-
cially in the perspective of achieving equal opportunity.

While school practices for building linkages with the community might 
have yielded desired results in the international contexts, the researches cited 
above point to limited success. In the Indian scenario, effective involvement 
of community still remains a moot question. One of the major recommen-
dations made by the National Policy on Education (NPE) 1986 was related 
to empowering communities for the management of educational institu-
tions at the local level. The NPE recommended the establishment of an 
appropriate institutional framework at the district and sub-district levels, 
such as the District Board of Education and Village Education Committee, 
in order to ensure that the community members play an important role 
in the management of primary education. The move towards decentraliza-
tion and empowerment of community got a further fillip with the 73rd 
and 74th constitutional amendments relating to Panchayati Raj institu-
tions. The National Policy on Education 1986 and Programme of Action 
1992 recommended not only promoting participation of the community in 
primary education but also a shift towards empowering the local community 
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to take major management decisions in this regard. In pursuance of the 
Policy and Programme of Action, the state governments had taken steps 
to set up structures for decentralized planning and management. It was 
envisaged that as part of the decentralization, local communities through 
appropriate bodies would get involved in the management and functioning 
of schools. The formation of the Village Education Committee (VEC) and 
various other participatory structures and their involvement in education 
is the result of constitutional commitment and policy recommendations. 
With greater emphasis on decentralization and community participation 
in the 1990s, the education sector at the national as well as the state lev-
els began to experiment with various approaches to involve the local bod-
ies and community. They started encouraging the delegation of power to 
schools, lower-level government offices, and elected bodies, thus providing 
opportunities for local citizens to participate in the management of schools. 
The shift from participation to engagement began in early 2000 and it 
was clearly articulated in the implementation framework of Sarva Shiksha 
Abhiyan (SSA) that the success of SSA will depend on the quality of the 
community-based planning process. Further impetus was given in the 
Right to Education Act (RTE) Act 2009 and RMSA guidelines that empha-
sized School Management Committees/School Development Management 
Committees need to be constituted in each school, which would be actively 
engaged in the planning, monitoring, and implementation of the school-
based activities. In this context, the chapter makes an attempt to trace the 
history of involvement of community participation in education and discuss 
the various programmes that have structured community participation in 
school education.

Notion of Community in India

Much of the educational literature in the Indian scenario defines ‘commu-
nity’ in the context of either a defined geographical area such as the vil-
lage, or in terms of persons who inhabit that area, such as parents and/
or community elders. The community is nowhere considered as a homo-
geneous entity, as it comprises individuals who have different affiliations, 
such as those based on caste–class differences. But they are usually found to 
uphold some common cultural beliefs, norms, and customs. In educational 
discourse, three categories of community membership can be found to be 
prominent – the ‘parents’, ‘the larger community’, and ‘elected representa-
tives’ (Noronha 2003) – and its involvement in matters of the school that is 
within the local surroundings is seen in multiple ways. The role played by 
parents and the larger community could be manifold: where parents can be 
involved in children’s education by supporting them at home; the commu-
nity could contribute by providing time and resources to the development 
of the school and help solve problems specific to the school; together they 
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could work as watchdogs by monitoring teacher attendance, utilization of 
school grants, and raising awareness for educational change (ibid.).

Community has also been described as ‘interest bonded’ (Kantha and 
Narain 2003). This new notion of community has come to arrive with the 
onset of developmental discourse, where there is a purposeful restructuring 
of the community for participating in the social sector, such as health or 
education. The meaning of community also differs when primary/elemen-
tary or secondary education is studied. As discussed, the community could 
mean an area which inhabits people of the neighbourhood where the school 
is located and could be a village, town, or city. In case the catchment area of 
the school covers multiple villages or townships, the inhabitants whose chil-
dren study in the school could also be taken to mean the local community. 
The notion of community would be different when we study the secondary 
schools, as the catchment area of post-elementary schools is spread over a 
larger geographical area. The scope of what we call the community would 
have to be defined accordingly. In many villages and towns, local non-gov-
ernmental organizations are also found to be active in the educational sec-
tor. Though all members of these organizations may not belong to the local 
community, their contribution to the school system can also be studied as 
part of the community.

Historical Perspective on Community 
Participation in India

India has a long tradition of local-level institutions, private effort, and com-
munities supporting education. In the pre-colonial period, facilities for mass 
education were available in madrasas, tools, and pathshalas. These institu-
tions were maintained locally, often by the landlord, with parents support-
ing the upkeep of the teacher by contributing whatever they produced-food 
grains, vegetables, etc. With the onset of Colonial rule and its evolving pol-
icy of supporting education through the medium of English, the system of 
mass education virtually disappeared although institutions such as pathsha-
las and madrasas continued to exist, particularly in rural areas.

In Gandhi’s scheme of education, a school or any kind of educational 
set-up was an integral part of the community. However, the post-independ-
ence years witnessed an altogether different phenomenon on the ground. 
With the virtual control of primary education by the state, schools became 
totally alienated from the community they served. In a hierarchically strati-
fied and unequal society like India, the dominant social groups have articu-
lated and legitimized their interests through state’s bureaucratic structure 
and arrangements which further excluded the disadvantaged groups, those 
that were traditionally deprived of education.

In response to mounting criticism against the failure of centralized struc-
tures and approaches of educational governance, the various government 
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reports and policies started advocating for an education system that is 
more responsive and accountable to the community. Therefore, community 
participation became a major agenda of discussion in the country in the 
mid-1980s when decentralization began to be recognized as an important 
component of educational reform and change processes.

Community Participation in the 
Framework of Decentralization

Community participation for management of elementary education has 
been conceived of as an important strategy for achieving universalization 
of elementary education in the Indian education system. The national-level 
education commissions and policies on education have viewed community 
participation within the framework of decentralization of school education, 
to which end they meant the gradual shifting of powers from the central 
authority to down below as well as strengthening of local self-governance 
(Govinda and Bandyopadhyay 2010). The Education Commission Report 
(1966) had recommended decentralization of educational governance, with 
an urge to associate communities with the school processes. However, the 
set-up of institutional mechanisms below the state and district level was 
more so for administrative convenience and streamlining of operations 
rather than real policy making and actual decision-making. However, the 
experiences of different states in the country were varied. For instance, in 
Karnataka, even financial powers were devolved to the local bodies, which 
then allocated these funds for educational purposes at sub-district level. 
Other states pioneering in decentralization of educational management 
were West Bengal, Gujarat and Maharashtra (Govinda and Bandyopadhyay 
2010).

One of the major recommendations made by the National Policy on 
Education (GoI 1986) was related to the empowering of communities for 
the management of educational institutions at the local level. It visualized 
direct community involvement in elementary schools in the form of the 
Village Education Committee (VEC) for management and improvement of 
schools. This was given further impetus in the Programme of Action (GoI 
1992) which also laid down guidelines regarding the constitution of Village 
Education Committees and articulating the accountability of school heads 
to the VEC (para 36). The VEC constituted of 15 members with representa-
tives from parents, panchayats, women, scheduled castes/scheduled tribes, 
minorities, and local development functionaries to oversee the management 
of all educational programmes in the village. Consequently, the Programme 
of Education (1992) also envisaged the role of the VECs as a decentral-
ized mechanism, also for operationalizing micro-planning and school-map-
ping exercises at the village level, involving the villagers and parents. Both 
parental and community involvement in educational management were thus 
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emphasized greatly by the National Policy of Education and Programme 
of Action. Since then a tremendous amount of experience in the field has 
accumulated with respect to involvement of the community in the manage-
ment of elementary education in different states of India. Much recently, 
the Sarva Shiksha Abhiyan (SSA) with its mission to achieve the target of 
universalization of elementary education found the involvement of com-
munity as a significant strategy, and this was followed by the enactment of 
the RTE Act 2009 that made it mandatory to establish School Management 
Committees in each school involving parents and other community mem-
bers for improving the quality in education.

The notion of ‘empowering’ the community and seeking their active par-
ticipation was enshrined in Article 40 of the Indian Constitution, which 
sought to enable local self-governance. This got further teeth with the 
73rd and 74th Amendment Act in 1992 which required the states to leg-
islate the three-tier structure at district, block, and village levels. The 73rd 
and 74th Amendment Acts provided for decentralization of powers and 
responsibilities to the Panchayati Raj1 institutions (Singh and Mor 2013). 
Within the broader policy framework for the strengthening of local self-
governance institutions and involvement of community, these Acts made 
mandatory the democratic election of local bodies at the village, block, and 
district levels. Through these Acts it became obligatory for state govern-
ments to adopt the decentralized structure of administration. These efforts 
were hailed as a landmark by many scholars who viewed the significance 
of decentralized structure of administration as altering the face of Indian 
democracy from being merely ‘representative’ to ‘participatory’ (Govinda 
and Bandyopadhyay 2010). Educational reforms in the Indian context have 
also endeavoured to bring the school closer to the community. This has 
been attempted through various programmes initiated in primary education 
which have banked on community participation as a means for improving 
school processes. These programmes have been designed within the frame-
work of decentralization; however, as various studies have pointed that the 
experience in different states ranges from delegation of authority to, in cer-
tain contexts, even devolution of financial powers to local self-government 
institutions (Govinda and Diwan 2003).

Community Participation under Various Projects

The inroads of community into the schooling process started before the 
decentralization process in India, with two major initiatives – the Shiksha-
Karmi project (SKP) (1987), funded by Swedish International Development 
Cooperation Agency (SIDA), and the Lok Jumbish project (1992) – both 
launched in Rajasthan. The Shiksha-Karmi project was engineered for 
reaching out to habitations that did not have primary schooling facili-
ties. Under this project, local youth from the community with some basic 
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education were trained to provide educational support to teach children 
in Shiksha-Karmi schools. The purpose was to involve the community in 
identification of candidates and their selection for serving as shiksha karmis 
(akin to para teachers) (Singh and Mor 2013). Important features of the 
SKP included being monitored by Village Education Committees (VEC) to 
bring mid-course correction, problem-solving, adopting a process-oriented 
approach, and involvement of NGOs (Ramachandran 2001).

Lok Jumbish (1992) was yet another path-breaking initiative by the 
Rajasthan state government, which established the Lok Jumbish Parishad, 
an autonomous body to look after primary education. It began as an experi-
ment in a few selected blocks of the state, where the blocks were empow-
ered for taking decisions. This was a unique initiative as there did not exist 
any mandated legislative actions to empower the local self-government 
bodies. Govinda (2003b) explains how Lok Jumbish was conceptualized 
as a ‘people’s movement’ where, instead of depending on external stimuli 
for introducing community mobilization and involvement, the thrust was 
on creating voluntary groups of people, especially women, into village 
teams for participating in the educational development of the villages. In 
a few instances, these voluntary groups also metamorphosed into Village 
Education Committees and therefore acquired a more formal nature.

Almost coterminous with the constitution of Panchayati Raj institu-
tions, the District Primary Education Programme (1994) was launched 
with district as the unit for initiating decentralized educational planning. 
It stressed the active role of the community in district-level planning by 
involving teachers, parents, and Village Education Committees (VECs). 
The goals of community mobilization in DPEP were two-fold: the long-
term goal included the creation of community-owned schools in which 
the responsibility of both the school and the schooling rested with the 
local community. The short-term goals included community participation 
in planning, management and school improvement, construction of school 
buildings and their maintenance, monitoring, and evaluation. The state 
government of Rajasthan had initiated policies and programmes in edu-
cation keeping in view the two sets of goals. The programme used par-
ticipatory planning as a tool for achieving universalization of elementary 
education through promoting enrolment, retention, and academic achieve-
ment. An evaluation of the programme by the Orissa Primary Education 
Programme Authority (2007) of the Kandhamal and Boudh districts of 
Orissa found that though the programme was successful, there were 
measures that failed to make a positive impact on school education. The 
reasons why community mobilization drives seemed to fail were dysfunc-
tional committees, absence of close rapport and interaction between the 
teachers and the community, and poor infrastructure of the school. These 
were some of the reasons that showed a clear indication of non-participa-
tion of the community in the affairs of the school. The idea of community 
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‘empowerment’ got another step-up with the nation-wide launch of Sarva 
Shiksha Abhiyan (SSA) in 2001, where ‘ownership’ by the community was 
seen as key to providing quality basic education to all at the elementary 
level. The SSA helped in the mobilization of the community to promote 
education, in the development of educational facilities, and oversee the 
functioning of schools. In fact, SSA focuses on the inclusion and partici-
pation of children from the scheduled castes/scheduled tribes, minority 
groups, urban deprived children, and children with special needs in the 
educational process and maintains that for this the representatives of these 
marginalized groups should also be given due representation in the School 
Management Committee.

The Right to Education Act (2009) has provided legal force to free and 
compulsory education of children belonging to the age group of 6–14 years. 
This Act has been instrumental in giving further impetus to local governance 
in school education in the form of School Management Committees (SMCs), 
wherein each government or government-aided school is mandated to estab-
lish such a committee, with representatives from local authority, parents 
or guardians of children admitted, and teachers. The maximum number of 
committee members would comprise parents/guardians, also those belong-
ing to disadvantaged groups. The committee would also have half repre-
sentation of women. The roles of this committee have been envisaged as 
monitoring the functioning of the school, preparing the school development 
plan, and monitoring the utilization of school grants, as essential.

These state-level and national-level initiatives have been attempted to 
build community participation into the educational process, both within the 
sphere of mandated school-based structures and the school’s association with 
community members outside the scope of formal structures. Community 
participation is an effective strategy to achieve a number of objectives such 
as enhancing the relevance and quality of education, improving access and 
coverage; identifying problems reflecting local priorities and developing 
relevant curriculum and learning materials; improving ownership, local 
accountability, and responsiveness, ensuring sustainability; reaching disad-
vantaged groups; mobilizing additional resources; and building institutional 
capacity (Paliwar and Mahajan 2005). There are several instances where 
local self-governance has impacted access and schooling participation of the 
children. Drawing from various practices across the country, Govinda and 
Bandyopadhyay (2010) highlighted the roles of different agencies like the 
Village Education Communities, parent–teacher associations, and mother–
teacher associations to improve quality of education. While discussing 
the role of motivator groups such as the Sahayoginis in Maharashtra and 
Mahila Samata in Andhra Pradesh in promoting women’s education, their 
study also pointed out that women’s representation and participation in 
panchayat and meetings of the Village Education Committees were found 
to be low.
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In many states, it was found that Village Education Committees were 
involved in a variety of activities ranging from VEC fairs, parental counsel-
ling, and community events for parental motivation. In some states, VECs 
were also responsible for mobilizing and utilizing funds available from the 
government as well as from other sources. Many NGOs and states have 
taken some initiatives, such as Chaduvula Panduga (festival of education) 
in Telangana and Janmabhumi Programme in Andhra Pradesh, for involv-
ing community members, parents, and teachers on a large scale. The study 
(Govinda and Bandyopadhyay 2010) described information and advocacy 
campaigns like in Madhya Pradesh and Assam that were implemented to 
promote local participation in school education. These initiatives led to a 
significant increase in enrolments and reduction in dropout rates in states 
which had earlier shown higher rates (ibid.).

Across the country various forms of school–community collaborations are 
being experimented with. A few states like Rajasthan started a programme 
which focused on the active involvement of community in the school and 
educational activities. A few states like Karnataka established the parent–
teacher associations to connect with the parents. Community participation 
for management of primary education in the country has taken various forms 
in states, from devolution of powers in the case of Kerala’s People’s Planning 
Campaign where the state government devolved substantial portions of the 
state budget to the tune of about 40% to the local bodies, to the constitu-
tion of Village Education Committees in schools involving members of the 
community and the Panchayati Raj institutions, within the ambit of basic 
education projects as in the case of Bihar and Karnataka. In some instances, 
like in Madhya Pradesh, even teacher employment was delegated to the 
PRIs. The education guarantee scheme and the alternative school scheme in 
Madhya Pradesh saw a different approach to setting up of schools, where 
the local community demanded the opening of the schools and ensured that 
the schools followed minimum norms (Govinda 2003b). Hence, forms of 
community participation in education vary from the appointment of com-
munity members on bodies such as the Village Education Committees, par-
ent–teacher associations, mother–teacher associations, SMCs, and SDMCs 
(constituted for management within schools) to even complete ownership 
by community members as part of local bodies (Govinda and Diwan). Barik 
(2005) in his study on the role and functioning of school committees in 
improving elementary education in the Mayurbhanj district in Orissa found 
out that a few school committee members had a low level of educational 
attainment which adversely affected the efficient functioning of the school 
committee. The socio-economic condition of the family of the members also 
hampered the attendance in the committees’ meetings. It was also found that 
most of the members, including the president, were not aware of the role 
and the functions of the committee. Sharma (2014) observes that though the 
SMCs existed both in Morigaon, Assam, and Medak, Telangana, they were 
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not performing the functions assigned to them. Teachers blamed parents for 
not attending meetings and parents blamed teachers for lack of information 
about meeting times. The key reasons for the poor performance were cited 
as low member participation, corruption, cultural barriers such as the caste 
system, and political pressures.

Drawing parallels between the decentralization process in the larger policy 
framework and that in education, Vasavi (2008) argued that states which 
initiated best practices in implementing the Panchayati Raj institutions also 
exhibited good models for decentralizing elementary education. These states 
were Kerala, Himachal Pradesh, Haryana, Sikkim, and Uttaranchal, and 
they had operationalized structures and processes for people to directly 
engage with school maintenance and functioning.

There are also several initiatives by non-governmental organizations in 
this field, such as the work of Bodh Shiksha Samiti in Rajasthan and Action 
Aid and MV Foundation in Madhya Pradesh and Bihar as well as com-
munitization of public services in Nagaland that have sought to increase 
ownership of school, make teachers accountable to people, and make the 
schools more efficient in their functioning. Most of the initiatives mentioned 
above, which were community led, took the route of first engaging with 
multiple stakeholders around the need for education and then establish-
ing local structures for effective participation, and finally, for building their 
capacities to contribute effectively (Chakravarty 2006).

While there are debates on the extent of decentralization of powers 
to local management bodies for educational governance, there are also 
issues of capacity to use the decentralized/devolved power by the commu-
nity involved. The people within the community must possess the requi-
site skills and knowledge to execute the functions devolved. Some states 
do initiate capacity building programmes for community members as in 
Madhya Pradesh, where some token training is imparted to PTA office 
bearers and/or Sarpanch (head of the local village community), but not to 
all PTA members or other community members involved in education com-
mittees (Chakravarty 2006), and thus are not being able to ‘empower’ the 
community effectively. Though the policies on decentralization of power 
in the social sector, and particularly in the education system, have come 
to view participation of community as an end-all, many scholars argue 
that mere decentralization does not lead to ‘empowerment’ of the com-
munity (Govinda and Diwan 2003b; Chakravarty 2006). This is so because 
all these reforms may have facilitated the evolution of community mem-
bers from being mere participants to empowering themselves in shaping 
the education system, but how far these changes brought about reorder-
ing of hierarchical relations within the community remains a grey area. 
Did it all ensure the basic rights of the individuals or enabled sharing of 
power with the disadvantaged and those who had been traditionally out-
cast? There are existing power relations between the community members 



 Community Participation 27

and the villagers, where the school members may question the ability of the 
illiterate villagers to monitor them (Raina, in Govinda and Diwan, 2003). 
In a study by Narwana (2015), characterization of school and community 
relations revealed that there was existence of residential segregation based 
on social and economic strata, less or negligible participation of women, 
evident in VEC registers in the village. The social exclusion of females was 
also attributed to separate seating arrangements of boys and girls in dif-
ferent sections; however, in SMC meetings, the presence of mothers was 
higher as compared to male guardians There was also existence of social 
exclusionary practices by the teachers towards students as well as class dif-
ferences between teachers and community, thereby inhibiting community 
participation.

It was also found that capacity building of the community members is 
based on training programmes that are of a short duration and are not very 
useful (Narwana 2015). The trainings are carried out to cover the numbers 
rather than bring qualitative impact. Most of these formal structures have 
been put in place with the aim of placing the onus of school functioning on 
the community, so that the community becomes accountable and has a say 
in the planning and management of school. But there has been less focus on 
community engagement for the sake of children, plus the involvement of 
community is in issues that may be key to the school but not really key to 
the children’s learning at the core. This may seem alien to the community 
and its interests.

The above discussion reveals the changing face of Indian school educa-
tion within the framework of decentralization of educational management, 
and hence the enhanced role of the community in improving school pro-
cesses. Though there have also been many pace-setting initiatives by the 
non-governmental organizations, in empowering the local community they 
are few and exist in isolation. The education reforms, either begun by the 
government or non-government sector, have all established the fact that the 
community is one of the most significant stakeholders for school improve-
ment and transformation.

Implementation Gaps: Experiences from the Field

Community participation has been envisaged as a necessary precondition for 
improving the quality of education, and sustained efforts have been made to 
involve community in the planning and management of education. Formal 
structures have been created to ensure the participation of community in 
school functioning. But the weak alignment of the three Fs (funds, func-
tions, and functionaries) has hindered the creation of conditions required 
for accountable governance and community participation. For example, the 
School Management Committees have been entrusted with the responsibility 
of monitoring the attendance of the teachers, civil works, implementation of 
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schemes like mid-day meal and disbursement of scholarships, but they are 
not given the power to take any action for the irregularities observed.

On the basis of the field experiences gained during the last decade, it 
has been observed that the present community structures are not able to 
discharge the responsibility assigned to them in a systematic manner as the 
capacity of the members is not built and they are not aware of their role 
and functions. The majority of the gaps identified in the functioning of the 
SMCs/SDMCs are related to inappropriate organizational structures of the 
committees, lack of proper financial delegation and authority, and commu-
nication gaps as well as lack of coordination between school administration 
and representatives of the community organization.

Conclusion

Despite the tremendous quantitative expansion of the school system, quality 
in education is still a major concern for educational planners and adminis-
trators. One of the contributing factors of quality lag was found to be the 
centralized structures and application of the top–down approach, without 
taking cognizance of the local context. In response to this, various govern-
ment reports and policies started advocating for an education system that 
is more responsive and accountable to the community. Therefore, commu-
nity participation became a major agenda of discussion in the country in 
the mid-1980s when decentralization began to be recognized as an impor-
tant component of educational reform and change processes. The National 
Policy on Education (1986) and Programme of Action (1992) and the con-
stitutional revival of Panchayati Raj institutions (through the 73rd and 
74th constitutional amendments) created a context for reforming the school 
system by empowering the community to locally generate and implement 
institutional practices to support the school. It was emphasized in policy 
documents that the community needs to be empowered to be a partner in 
the decision-making process as it is one of the critical stakeholders whose 
interests are to be protected.

In the 1990s, a decade characterized by the government’s eagerness to 
introduce market reforms, the move towards decentralization seems to 
have been motivated by the utilitarian value of involving the community 
which could improve the efficiency and effectiveness of the school system. 
Therefore, the education sector at the national as well as state levels began 
to experiment with various approaches and mechanisms to involve the local 
bodies and community. By the end of the 1990s, it became evident that the 
participation of community was not yielding desired results and the quality 
of education in public schools remained questionable. This resulted in a pol-
icy shift from community participation to community engagement with the 
creation of structures like SMCs/SDMCs at the school level which would 
be responsible for the formulation and implementation of school-based 
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plans. Formation of these committees has been made mandatory under RTE 
2009 and RMSA but their effective functioning and their impact on school 
improvement is yet to be seen. The step in the direction of achieving mean-
ingful community participation for school management would be capacity 
building of community members.

Note
1 Panchayati Raj is a system of local self-governance with three tiers – the village, 

the block, and the district. It is called a panchayat at the village level. Village 
panchayat is a democratically elected self-governing body. The sub-district lev-
els are the block and then the village.
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The fulfilment of the country’s development objectives depends on the 
improvement of income and livelihood of the people living in poverty. The 
stark reality is that the proportion of such people is relatively high in the 
case of SCs and STs than that of the other social groups in the country. This 
is more so in the case of Primitive Tribal Groups (PTGs). There is one such 
PTG, Chenchu, a food gathering tribe living in Andhra Pradesh. Their live-
lihood is under threat after the declaration of their areas as a tiger reserve 
forest and due to the inroads of modern development. To compensate 
their loss meted out due to policies and the dwindling natural resources in 
their areas for livelihood, several welfare schemes have been implemented, 
particularly after the establishment of the Integrated Tribal Development 
Agency (ITDA) in the late 1980s. Market-based land distribution is the most 
prominent scheme and the financial assistance under this scheme is higher 
than that of other schemes for the exclusive benefit of individual landless 
households. Apart from the land, provisions were also made for promotion 
of agriculture in order to improve their livelihood. In this context, several 
questions are raised for a greater understanding of their livelihood security. 
How far are the land and other support measures contributing to the family 
income? What are the other livelihood options available to generate thresh-
old income for crossing the poverty line? The study is an attempt to under-
stand the livelihood security from land achieved and suggest appropriate 
policy. It is observed from the study that the Land Purchase Scheme (LPS) 
is made effective in improvement of livelihood and crossing the poverty line 
for about 10% of families and an additional income for about another 20% 
of families. However, a large majority of them could not translate their land 
into an income source due to various socio-economic and cultural barriers. 
Half of them could not even cultivate their lands as land purchased with 
inadequate budget from private party was of poor quality; delay or pend-
ing energization bore wells, and lack of small investment and plough bull-
ocks for cultivation. Thus, the ITDA has to provide better land of at least 
two acres with irrigation facility and timely supply of all inputs needed on 
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subsidy, including access to institutional credit for each family, particularly 
first-generation cultivators.

Introduction

The fulfilment of the country’s development objectives depends on the well-
being of the poorest of the poor or the people living under poverty. They 
have a right to benefit from the growth and development efforts of the gov-
ernment. But the high level of poverty that persists in some sections of the 
people reflects the denial of such rights. The stark reality is that the pro-
portion of such people is relatively high in the case of SCs and STs than 
that of the other social groups in the country (Balagopal, 2007). This is 
more so in the case of Primitive Tribal Groups (PTGs). There is one such 
PTG, Chenchu, a food gathering tribe living in Andhra Pradesh. However, 
after the declaration of their areas as tiger reserve forest, drain of natural 
resources in their areas, and the inroads of modern development with pub-
lic-private partnership (Deshpande, 2007), their livelihood is under serious 
threat. For them the government has distributed lands under Land Purchase 
Scheme (LPS) and implemented other schemes for the promotion of agri-
culture and allied activities in order to improve their livelihood. Thus, the 
intention of the government for intervention is to improve their livelihood 
and income through settled cultivation.

Sustainable agriculture in the context of individual farmers depends on 
access to economical size of land holding with irrigation facility. The First 
Five Year Plan itself suggested the concept of an economically viable land 
holding size, which was about two acres of irrigated land for self-cultiva-
tion. The Maharashtra law defined the economically viable holding as four 
permanently irrigated acres (Sankaran, 2000). However, majority of the 
states have not defined the economically viable land holding size due to vari-
ation in the quality of the soil and irrigation facility, seasonal and climate 
conditions that are required for the cropping pattern. In recent years, many 
states have concentrated more on distribution of vacant lands after exhaust-
ing the land distribution under land ceiling Laws due to disposal of such 
land is with the government. This has a significant contribution to Andhra 
Pradesh. A disquieting feature of land use has been a declined pastures and 
grazing lands in the country due to distribution of such lands to the land-
less particularly to the weaker sections of the society. But, the lands are not 
producing any surplus to the families for their sustenance. A study carried 
out by the NSSO (2003) reveals that nearly 40% of the farmer households 
disliked farming and wanted to give up the profession due to its unprofit-
able nature.

A significant proportion of the rural poor are living in backward areas 
that are challenged by difficult agro-climatic conditions, and inadequate 
infrastructure and support services. At the household level



 Livelihood Security through Land Distribution 33

It is likely to be harder to escape poverty, if the household lives in a 
persistently poor district; is a member of a scheduled tribe; relies on 
casual labour for a significant portion of its livelihood, possibly involv-
ing migration from a remote, especially forest area, and is illiterate and 
lacks kinship and other networks, and is large.

(Mehta & Andrew, 2006)

Thus, majority of Chenchus are faced with several such challenges and are 
vulnerable to poverty. In this context, several questions are raised for a 
greater understanding of their livelihood security. How far are the land and 
other support measures helpful in improvement of livelihood in terms of 
income? What are the other livelihood options available to generate thresh-
old income for crossing the poverty line? The present study is an attempt to 
understand the livelihood security achieved from land in terms of income to 
suggest appropriate policy measures.

The study is mainly based on the primary data collected from 322 sam-
ple families (proposed one-third, but it is 35%) out of 928 families who 
received lands and other inputs for the promotion of agriculture during the 
period 2000–2005. The data was collected from all the villages where LPS 
was implemented. One-third households were chosen from each study vil-
lage on the basis of a simple random sampling method. Data for the land 
use pattern, household occupations, and income was collected for the cross-
section year 2006–2007. Apart from this, secondary data was also been col-
lected from the Integrated Tribal Development Agency (ITDA) with regard 
to the expenditure on various schemes implemented for the development of 
Chenchus and village-wise data on LPS. The study is broadly divided into 
five sections after a brief introduction to the study: (1) Approaches and 
schemes for livelihood improvement of Chenchus; (2) Distribution of land 
under LPS and its utilization; (3) Contribution of livelihood from land and 
other options; (4) Level of poverty and shifting of families from below to 
above; and (5) Conclusion.

1.  Approaches and Schemes for Livelihood 
Improvement of Chenchus

The Chenchu tribe was declared as a Primitive Tribal Group (PTG) in the 
year 1975. A separate ITDA was established in the late eighties to look 
into the all-round development of the Chenchus. The total population of 
the Chenchus is 41,787 as per the records of ITDA Srisailam. The profile 
of Chenchus indicates that they are living in 338 gudems (villages) which 
are close to and within the forest boundaries. They live in 36 mandals all 
over the six districts. Their population in Prakasam district is substantially 
high at 13,321, followed by Mahbubnagar (10,406), Kurnool (7,915), 
Guntur (6,376), Ranga Reddy (2,700), and Nalgonda (1,069) districts. On 
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the whole, their population is more than 3,001 in five mandals; 1,001 to 
3,000 in nine mandals; 501 to 1,000 in four mandals; 301 to 500 in six 
mandals; and less than 300 in the remaining 12 mandals. The size of the 
family among the Chenchus is very small and mostly comprises three to 
four members. The total population of the 322 sample families consisted of 
1,121 members, of which 537 were male and 574 female.

The livelihood patterns of the Chenchus have been interwoven with forest 
resources for centuries. They consume fruits, roots and tubers, etc., besides 
animal meat procured from the forests, and also engage in the collection of 
minor forest products.

The Chenchus do not care much for money or material wealth. They 
have hardly developed any technique for preserving food. Their care for 
the future is marginal as they are used to living on a day-to-day basis. 
Though the tribal work as forest labor at times, they mostly prefer to 
fall back on their native skills to hunt and gather food.

(Sathya, 2004)

After the inroads of modern development, allotment of vast stretches of 
tribal lands for mining activity, construction of irrigation projects, dec-
laration of their area as a tiger reserve, and imposition of the Wild Life 
Protection Act, the tribals have lost their self-reliance.

Agriculture has been the secondary source of livelihood for them even 
after many years of Independence. It is observed that the proportion of 
Chenchu families depending on own cultivation is only 12%, which is far 
below the level of people in general (27.74%) and STs as a whole (41.19%) 
in Andhra Pradesh, according to the 1991 Census. The tribals living in for-
est areas in general have better access to the land than other social groups. 
But it is entirely different in the case of the Chenchu tribe as a large majority 
of them are landless. They are sparsely populated in separate villages with 
close proximity to forests and also to the non-tribals. But they depend on 
others only for wage employment from agriculture, which is seasonal for a 
few days. The situation has changed in recent years as the forest resources 
are dwindling in their areas. The time has now come to urgently find some 
alternative sources of income on a sustainable basis. Otherwise, their very 
lives would be under threat.

Of late, realizing their backwardness, a separate Integrated Tribal 
Development Agency (ITDA) was established in the late 1980s to look into 
their overall development. The welfare schemes implemented for the devel-
opment of the Chenchus can be broadly classified into four categories: (a) 
educational programmes; (b) creation of basic infrastructure facilities like 
drinking water, health, housing, road and bus facility, etc.; (c) the Economic 
Support Scheme (ESS); and (d) other development schemes like supply of 
daily requirements through Public Distribution System (PDS). These schemes 
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are being implemented with the funds made available to them under the 
Special Central Assistance scheme, special budget for PTG development, 
state Tribal Sub-Plan, and mobilization of institutional finance.

In the case of ESS, the more important schemes are the land-based schemes 
like land purchase, land development, irrigation; supply of plough bullocks; 
provision of modern agricultural implements; input supplies on free/subsi-
dized rates; promotion of dairy, sheep rearing, etc., besides youth develop-
ment through self-employment in the lines of industry, service, and business 
(ISB) sectors. The ITDA, Srisailam, had spent an amount of Rs. 100.32 
crore in a period of 17 years, i.e., from the year 1990–1991 to 2006–2007, 
for the benefit of the total population (41,787 people) or about 12,000 
households. The amount spent on each family on average was Rs. 83,630 
over 17 years. In spite of all the schemes, the problem of poverty is still no 
less predominant and persistent among them. Realizing this, all Chenchu 
families were issued Antyodaya Anna Yojana (AAY) ration cards. They get 
35 kg of rice per family per month. Apart from these, they also get red gram, 
cooking oil, kerosene on subsidy and other essentials on wholesale prices 
from the Daily Requirement Depots (DRDs). This would at least take care 
of their cereals requirement. Apart from this, the ITDA has implemented 
Land Purchase and allied schemes for the promotion of agriculture as a 
permanent solution to their food insecurity and for livelihood improvement. 
How far these objectives have been fulfilled under the LPS is discussed in the 
following sections.

2.  Distribution of Land under LPS and Its Utilization

The traditionally held view is that ownership of agricultural land in rural 
areas has a bearing on the family in various socio-economic spheres of rural 
setting – land ownership ensures family with income, food, and livelihood 
security; social status in the village, community, and society at large; and 
credit worthiness. In the modern context, it also facilitates to avail other 
benefits from the government for setting up irrigation facility and take up 
other activities like horticulture, animal husbandry, and dairy. Thus, the 
Land Purchase Scheme is being implemented by the ITDA, Srisailam, since 
2000. About 1,850 acres of land was purchased for the benefit of 1,149 
families in the districts of Kurnool, Prakasam, Mahbubnagar, and Guntur 
during 2000–2007. The total expenditure incurred during the period was 
475.766 lakhs. This shows that the beneficiaries have received, on an aver-
age, about 1.61 acres each with an average cost of Rs. 25,692 per acre. In the 
process, the government has spent an amount of Rs. 41,407 per beneficiary. 
However, there were no year-wise targets as such for the scheme. It was 
observed that land was not purchased during 2003–2004 and 2004–2005. 
This may be due to either lack of budget for the scheme or non-availability 
of lands for sale from landowners.
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It was also observed from the data that a major portion of the land was 
purchased by the ITDA, Srisailam, under the Andhra Pradesh Participatory 
Tribal Development Project (APPTDP) programme during 1999–2003. 
More specifically, half of the total expenditure on the scheme was incurred 
in one financial year, i.e., 2002–2003. This could be due to the availability 
of funds for the ITDA in the closing year (2003) of the project APPTDP. For 
details, see Table 3.1.

The data on land prices indicate that the per-acre price of the land was 
Rs. 26,621 during 2000–2001; this continued more or less even in the next 
year. However, during 2002–2003, it steeply fell to Rs. 22,643. This could 
be due to the three-year drought period that ended in 2003. Subsequently, 
the prices of the lands increased more steeply and reached Rs. 28,533 during 
2005–2006 and rose to Rs. 35,407 during 2006–2007 due to better mon-
soon conditions and introduction of new irrigation projects.

2.1  Extent of Farming Activity among the Beneficiaries of the Land

The land was distributed mostly in the name of women and their families 
were mostly (97%) landless prior to the distribution of land under LPS. 
How far the land distribution programme has helped to bring them in the 
fold of the self-cultivating category is a moot point. It is observed that about 
127 beneficiaries out of the 322 (about 39.4%) have taken up own cultiva-
tion, about 46.9% have not cultivated, and 13.7% have leased out their 
land. The utilization of land is relatively better in the Kurnool district where 
the number of beneficiaries not cultivated is only 9.4% and the remaining 
have at least leased out their land, if not taken up own cultivation. The num-
ber of beneficiaries who did not take up own cultivation is quite high (about 
60%) in other districts. For district-wise details, see Table 3.2.

The quality of the lands distributed to them is more crucial for analysis 
before the assessment of lands utilized. It was observed from the field as well 
as from discussions with the beneficiaries on the quality of lands distributed 
under LPS that 21% of the land was not cultivable, of which 8% was not 

Table 3.1  Expenditure and Extent of Land Purchased from 2000–2001 to 2006–2007

Year Beneficiaries Extent of Area 
in Acres 

Expenditure 
(in Rs.)

Per Acre Land 
Cost (in Rs.)

2000–2001 117 140.63 37,43,800 26,621
2001–2002 95 124.53 33,09,249 26,574
2002–2003 556 1,052.95 2,38,41,887 22,643
2005–2006 251 322.07 91,89,800 28,533
2006–2007 130 211.59 74,91,890 35,407
Total 1,149 1,851.77 4,75,76,620 25,692

Source: ITDA Office, Srisailam (2001).
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even fit for land development. It means the lands are occupied with big 
boulders, rocks, and contiguous rock structures. Of the remaining, 13% is 
cultivable if taken up for land development in terms of shrimp clearance and 
soil conservation work, which necessitate more investment. Again, the soil 
is not of good quality.

There are instances that the ITDA had provided alternative land after 
their rejection due to poor quality of soil or not fit for cultivation. Why the 
ITDA had purchased the land not fit for cultivation without the approval 
of the farmers? It is observed that the sellers have disposed their lands by 
adopted lobbying methods with the ITDA officials. Generally, the benefi-
ciaries would expect a good quality of the land with irrigation facility from 
the ITDA. Such lands could not come up for sale from the land owners. 
Even if they come for sale, the offered price for the land from the land own-
ers would be high which is beyond the eligible limit of the ITDA under LPS 
as expressed by the ITDA officials. Thus, proper utilization of land can be 
expected from the Chenchus if factors like good-quality soils, availability of 
irrigation, access to crop loans from formal financial institutions, and sup-
ply of other inputs on subsidized prices are ensured. Otherwise, it would be 
difficult to achieve good results by the Chenchus from the lands.

2.2  Utilization of Lands and Cropping Pattern

It is clearly observed that own cultivation is observed mainly in villages 
where the soil is good and land has some irrigation facility, and also the 
farmers have past experience as agriculture labour in their vicinity. The 
extent of area irrigated out of the total land purchased was 5.4%. It shows 
that most of the area purchased was not irrigated. Subsequently, the ITDA 
has drilled the bore wells who ever asked to provide irrigation depending on 
ground water feasibility. But more than 60% of the lands are yet to receive 
either bore wells or other sources of irrigation. It is interesting to note that 
the bore wells drilled were also not energized. Majority of them are waiting 

Table 3.2  Number of Beneficiaries Who Have Taken Up Own Cultivation

S. 
No.

District No. of Beneficiaries

Own Cultivation Not
Cultivated

Leased Out Total Sample

1 Kurnool 48 (56.5) 8 (9.4) 29 (34.1) 85 (100)
2 Guntur 16 (31.4) 32 (62.7) 3 (5.9) 51 (100)
3 Prakasam 25 (28.7) 62 (60.9) 9 (10.3) 87 (100)
4 Mahbubnagar 38 (38.4) 58 (58.6) 3 (3.0) 99 (1000)

Total 127 (39.4) 151 (46.9) 44 (13.7) 322 (100)

Source: Field data (2001).
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for power supply for more than three years even after installation of sub-
mergible pumpsets. On the whole, the extent of area cultivated by the sam-
ple beneficiaries including land leased out is 290.11 acres out of the total 
land of 582.68 acres, which constitutes about 49.77% of the area purchased 
to them. For details of area and yield per acre, see Table 3.3.

The crops grown by the beneficiaries were paddy, maize, turmeric, mirchi, 
groundnut, cotton, etc., under the source of bore well and tank irrigation. 
The other crops grown were red gram, jowar, sun flower, castor, horse 
gram, green gram, etc. as rain-fed crops The area under each crop indicate 
that red gram was the predominant crop grown by them in 129.46 acres, 
followed by maize (41 acres), sunflower (33.95 acres), paddy (29.50 acres), 
jowar (22.2 acres), castor (15 acres), and cotton (7 acres). The remaining 
area under each crop like mirchi, ragi, groundnut, bajra, green gram, horse 
gram, turmeric, korra, black gram, etc. was cultivated in less than three 
acres. The average yield per acre is much less in most of the beneficiaries for 
lack of adequate experience in crop cultivation. Despite this, about ten ben-
eficiaries have been practising modern methods of cultivation and their yield 
levels are also relatively better. It is important to note that the beneficiaries 
who studied up to the upper primary and high school level are utilizing the 
land relatively better than the illiterate. For instance, in the Mittameedapalle 
of Guntur District, the leader of the group studied up to high school; she 
is utilizing the land more productively, cultivating commercial crops like 
mirchi. She produced about 10 to 15 quintals of mirchi per acre of land. 
Though the land was neither distributed to the individual beneficiaries nor 
provided irrigation facility by the ITDA, the beneficiaries informally shared 
the land among themselves, purchased water from the landlords and culti-
vated their lands. This is a classic example that education has made them 
utilize the lands more productively, and proves that education, especially of 

Table 3.3  District-Wise Area and Yield Distribution under Different Crops

S. No. Type of Crop 
Grown

Area Yield (in Quintals)

In Acres Per Cent Total Per Acre 

1. Red gram 129.46 44.62 229.00 1.77
2. Maize 41.00 14.13 151.00 3.68
3. Sunflower 33.45 11.53 107.00 3.20
4. Paddy 27.50 9.48 158.00 5.75
5. Jowar 21.20 7.31 62.00 2.92
6. Castor 15.00 5.17 31.00 2.07
7. Cotton 7.00 2.41 15.00 2.14
8. Mirchi 3.00 1.03 12.00 4.00
9. Turmeric 1.50 0.52 20.00 13.33
10. Others 11.00 3.79 12.00 1.09
Total 290.11 100.00 79.70 2.75

 Source: Field data (2001).
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the younger generation, is important for bringing about a change in living 
patterns and lifestyles.

It is observed that value of the lands has greatly increased in recent years 
in most of the villages, due to the newly planned irrigation projects and 
canals in their vicinity and various other reasons. In fact, the land prices 
were doubled in some of the villages, while they increased by up to 75% 
in many villages and many times more in a few places (Samarthan). For 
example, lands purchased for up to Rs. 20,000 per acre increased to  
Rs. 15 lakhs per acre in Amangal Mandal of Mahabubnagar district due to 
the land’s proximity to Outer Ring Road and the boom in real estate market 
in Hyderabad. At present, one of the beneficiaries is using the land for brick 
manufacturing.

2.3  Reasons for Non-cultivation and Leasing Practice

It is observed that about 60% of the beneficiaries are not take up own cul-
tivation. The main reasons for non-cultivation of land as expressed by the 
beneficiaries of the LPS include land was not partitioned to the individual 
beneficiaries after registration; no irrigation facility to the land; no plough 
bullocks; crop loss in the previous year; no credit facilities; chronic health 
problems for one of the family members; and dispute among the co-benefi-
ciaries after partisan the land. In most cases, the beneficiaries have expressed 
multiple reasons for non-cultivation of their land. The reasons for leasing 
out land are also similar to those of non-cultivation other than the reasons 
like non-partisan of land to individual beneficiaries and the land is not fit 
for cultivation. Land can be leased out if there is good demand. Leasing out 
land to others for cultivation is always a better option than leaving the land 
fallow, provided good tenants are available in their areas. The beneficiary 
would get some income in the process, even if it is less. The leasing income 
for land ranged from Rs. 400 to Rs. 1,000 per acre in case of dry lands, 
which can be used for the cultivation of rain-fed crops, where the scope for 
irrigation is nil. There is another category that land can also be cultivated 
with irrigated crops depending on the availability of irrigation in their vicin-
ity, if water is provided for a price. Such cases were seen in the case of a 
few beneficiaries in two to three villages where the annual lease income vary 
from Rs. 2000 to Rs. 4000 per acre.

The land was leased out mostly to non-tribals. The tenants mostly utilized 
the land to cultivate irrigated crops such as paddy, maize, sunflower, and 
groundnut. After observing the benefits their tenants derive through cultiva-
tion, the beneficiaries take over the land for own cultivation in a few cases. 
The crops like paddy, turmeric, and mirchi cultivation have also been prac-
tised by Chenchus mainly due to demonstration effect, though it is meagre 
area by very few. This shows that they are under transition to take up own 
cultivation in the near future. Hence it is observed that the tenant builds 
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the capacity of the beneficiaries or owners of the land, and the owner of 
the land gains experience through the investment of the tenant by working 
as wage labour under him. More importantly, the beneficiaries personally 
oversee the type of crops grown, the extent of yield extracted from the land, 
and the cost involved for each crop. There is no scope for land alienation or 
selling land to the tenant as the beneficiaries of LPS have no legal right to 
sell the land to others. Moreover, as the land is registered in the name of the 
women beneficiaries, who are more concerned about their family, the scope 
for alienation of land is considerably less.

3.  Contribution of Livelihood from Land and Other Options

The yield from the crop was nil or less than the value of the cost of cultiva-
tion in case of 19.0% of the beneficiaries out of the total land cultivated 
by them. It shows that they have lost their hard earned money due to the 
cultivation of the crops, which excludes the loss of their own labour. The 
total loss in terms of the paid-out cost was varied from Rs. 500 to Rs. 3,000 
per beneficiary. The loss incurred to them is mainly due to lack of adequate 
rains and continuation of a long dry spell in the rainy season. In some of 
the cases, the seed was also not germinated and in some cases, the tender 
crop was withered away. The loss incurred to the few have a negative effect 
on cultivation of crops in the subsequent years, particularly rain-fed crops. 
They are not affordable to take such risks. They are not aware of the crop 
insurance schemes. Even if they have awareness, it is difficult to get claims 
due to cumbersome procedures, which is even difficult for developed and 
educated farmers. The farmers’ suicides can be minimized, if the insurance 
policy is consumer friendly. The poor Chenchus have not ventured into 
own cultivation based on previous experiences. Non-cultivation of land by 
majority of the beneficiaries (56%) itself reflects the risks involved in culti-
vation of crops. Despite this, 44% of the beneficiaries have generated a little 
income either from own cultivation or leasing out their land. The farmers 
with little income from own cultivation are about 32%, they are mostly cov-
ering the opportunity cost of their labour and a little surplus from land. The 
income generated anything more than Rs. 5,000 is really achievement for 
them. This would cover at least opportunity cost their labour. Such families 
constitute about 10% out of the total families cultivated their land. About 
11% are generating between Rs. 3,001 and Rs. 5,000. The remaining not 
even generating opportunity cost of their labour.

3.1  Other Livelihood Options

The livelihood options prior to land available for food security and income 
were agriculture labour, collection of minor forest produce (MFP), non-
agriculture labour, own cultivation, migration, firewood selling, coal 
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preparation and selling, cattle rearing, etc. All these activities are continuing 
by them even after receiving land depending on the need and survival strat-
egy of the family. Prior to land distribution, the extent of average income 
generated from own agriculture was Rs. 4,333 per year for 3 families, while 
it was Rs. 4,008 for 103 families and another 44 families had income from 
lease of land. It shows that while own agriculture was one of the livelihood 
activities for just 1% of the families previously, it increased to 46% after 
the land distribution; the remaining (54%) did not have any income from 
agriculture.

MFP collection is also one of the important livelihoods for generation of 
income to 66% of the families. Mostly, they engage in collection of minor 
forest produce like gum, honey, tendu leaves, mohua flower, soap nuts, tam-
arind, etc. and sell these items either to the Girijan Cooperative Corporation 
Limited or in the private market. Similarly, non-agricultural labour is one of 
the activities for 45% of the families prior to the land, which has increased 
to 49% after land distribution. It shows that majority of them are depend-
ing on multiple activities for their livelihood. Among all the activities, minor 
forest produce is the main source of income for them. Each family generated 
an average income of Rs. 6,953 prior to the land, which declined to Rs. 
6,773 after the land. It is also important to note that MFP collection is not 
available for about half of the households.

The income from agriculture labour is next in the order of highest aver-
age income generated to them. The extent of average annual income was at 
Rs. 5,302 per family for 89% of the families prior to the land, which was 
Rs. 5,022 per family for 92% of the families after the land. It shows that 
agricultural labour and MFP collection are the most important sources of 
income. For details of average income generated by a family under different 
sources, see Table 3.4.

It is important to note that the distribution of land has created serious-
ness and confidence among them to improve their livelihood depending on 
multiple activities. This can be observed that the families depending on agri-
culture labour, MFP collection and other activities have increased even after 
land distribution.

3.2  Improvement of Total Family Income after Land

It would be appropriate to analyze the income levels of the beneficiary fami-
lies before and after land based on the classification of the families into 
different sizes of income. The incomes generated before and after land are 
comparable, because majority of the beneficiaries received lands in the year 
2003–2004. The change in the prices of food items and living patterns 
within a period of two to three years is much less. The ITDA has also been 
implementing various welfare schemes including supply of food items under 
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the Public Distribution System. The income before land was less than Rs. 
12,000 per year in 55.6% of the families, which declined to 36% after land.

On the other hand, the annual income was above Rs. 12,000 per fam-
ily in 44.4% of the families before land increased to 64% of the families 
after land. It shows that 20% of the families improved their level of income 
from below to above Rs. 12,000 per year. It shows that there was not much 
improvement in the level of income in the case of the other 80% of the fami-
lies even after land. This may be perhaps due to non-cultivation of land by 
a majority and the income generated by a few was very limited. For details, 
see Table 3.5.

4.  Level of Poverty and Shifting of 
Families from Below to Above

The poverty line was defined in the country that a person needs an intake 
of food which is required to generate 2,400 calories of energy in rural areas 
and 2,100 calories in urban areas. Apart from the food needs, every fam-
ily expects a minimum income to meet other basic needs like cloth, shelter, 
health, children’s education, etc., besides the cost of transport and recrea-
tion. If a family is not able to generate income sufficient to meet these basic 
needs, then the family can be treated as living below the poverty line (BPL). 
The requirement of such income varies from place to place, and family to 
family depending on their socio-economic background, educational level 
and living patterns. The Planning Commission (2005) has been defining pov-
erty line periodically for the population in rural and urban areas separately 
for both the country based on monthly per capita expenditure data col-
lected by National Sample Survey Organization (NSSO). Similar estimates 
are prepared for the states based on the subsidies available for food and 
other basic needs, cost of living, etc.; according to this, a person needs a per 
capita monthly expenditure of Rs. 356 in rural and Rs. 538.6 in urban areas 

Table 3.5  Improvement of Family Annual Income before and after Land

Level of Family
Income (Rs.)

Before Land After Land

Nos. Per Cent Nos. Per Cent

Up to 6,000 14 4.3 2 0.6
6,001–9,000 58 18.0 38 11.8
9,001–12,000 107 33.2 76 23.6
12,001–15,000 79 24.5 103 32.0
15,001–18,000 46 14.3 72 22.4
18001+ 18 5.6 31 9.6
Total 322 100.0 322 100.0

 Source: Field data (2001).
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in the country for the year 2004–2005. Such figures for the state of Andhra 
Pradesh were Rs. 292.95 in rural and Rs. 542.89 in urban areas for the year 
2004–2005. Thus, if anybody in the family either individually or collectively 
is not able to generate such income can be treated as living under absolute 
poverty. It shows that the required income to cross the poverty line is much 
less in the state of Andhra Pradesh compared to the country as a whole.

According to this, a family needs a per ‘capita’ income of Rs. 3,515 per 
year to cross the poverty line in the rural areas, which is applicable for tribal 
areas. If the family is not generated such income can be treated as living 
in below poverty. It is observed from the study that the per capita income 
of the family was up to Rs. 3,515 in the case of 47.5% of the families 
before land declined to 36% after land. It shows that 47.5% of the families 
were lived below the poverty line before land declined to 36% after land. It 
shows that 11.5% of the families crossed the poverty line after land and the 
other 36% of the families are still living under poverty even after land. The 
remaining families are living above the poverty line both before and after 
the land (Table 3.6).

4.1  Type of Families Improved from Below to Above Poverty Line

It is important to analyze the families’ movement of income from below to 
above poverty or above to below poverty or living in the same income sta-
tus. It was observed from the data that the level of annual per capita income 
was less than Rs. 2,000 in 30 families before land, of which 30% of families 
remained in the same income level. Of the remaining, 54% were shifted to 
the next level of income from 2,001 to 3,515 and 16% were crossed the 
poverty line after land. Similarly, 123 families were lived in an income level 
of 2,001 to 3,515. Among them, 70% were remaining in the same level of 
income without any change, 29% were crossed the poverty lines and one 

Table 3.6  Families Crossed the Poverty Line after Land

Per Capita Family
Income (Rs.)

Before Land After Land

Nos. Per Cent Nos. Per Cent

Up to 2,000 30 9.3 11 3.4
2,001–3,515 123 38.2 105 32.6
Sub-total 153 47.5 116 36.0
3,516–4,000 53 16.5 54 16.8
4,001–5,000 55 17.1 64 19.9
5,001+ 61 18.9 88 27.3
Sub-total 169 52.5 206 64.0
Grand Total 322 100.0 322 100.0

 Source: Computed based on field data (2001).
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family or 1% declined their income level prior to the land level. The other 
169 families were above the poverty line prior to the land also. Among 
them, 53 families were in the per capita income of Rs. 3,516 to 4,000, of 
which 62% remained in the same income level, 34% improved their income 
level and the other 3% fell back into poverty. Similarly, 55 families were 
in the income range of Rs. 4,001 to 5,000, of which 69% were in the same 
income level without any change, 27% improved their income to the next 
level and the other 4% again fell back into poverty. The remaining 61 fami-
lies were in the income level of above 5,001 without any change (Table 3.7).

On the whole 116 families or 35% of the families are still living in pov-
erty even after land. The remaining (65%) were above the poverty line prior 
to land distribution. Of which, 7% slipped below the poverty line due to 
crop loss. About 31 families or 10% of the families actually crossed the 
poverty line after land and made them improve their income in 61 families 
(20%) out of the total.

4.2  Poverty Assessment Based on the Family Consumption

The family expenditure data has been collected from the sample households 
and per capita family expenditure is computed for the purpose of assessing 
the poverty level among the Chenchus. According to this, the per capita 
annual expenditure of the family was below Rs. 3,515 in 27% of the fami-
lies (Planning Commission, 2012). Thus, the poverty level according to the 
expenditure method is 12 percentage points lower than the income method. 
It shows that they may be mobilizing loans for meeting the basic needs 
of the family or may be reported an under estimate of the family income. 
Whatever may be the reason, 27% of the families are still living under abso-
lute poverty even after distribution of the land as per the family expendi-
ture method. The per capita monthly expenditure requirement to cross the 
poverty line according to the revised estimate of poverty for rural areas 
(Tendulkar Committee) is Rs. 694 and it is Rs. 8,328 per annum for the year 
2009–2010. The per capita expenditure is collected for the year 2006–2007. 
Based on the revised estimate, the sample families living PBL are more than 
50% at any rate, if it is revised according to the price index for the year 
2006–2007. Their proportion in the total population varies from region to 
region depending on the livelihood options available to them. It is important 
to note that a large majority of the Chenchus are landless. Thus, the govern-
ment is providing wage employment under MNREGP for each family at the 
rate of Rs.2,000 per month to protect them from the poverty. Thus, there 
is need to build assets under MNREGP works for sustainable livelihood.

5.  Conclusion

Majority of the Chenchus are landless though they are living close to forest 
areas where the demand for land is relatively less. Land Purchase Scheme 



46 L. Reddeppa 

Ta
bl

e 
3.

7 
 Sh

ift
 o

f P
er

 C
ap

ita
 In

co
m

e 
be

fo
re

 t
o 

af
te

r 
La

nd
 a

m
on

g 
th

e 
Fa

m
ili

es

Pe
r 

Ca
pi

ta
 In

co
m

e 
be

fo
re

 L
an

d
Pe

r 
Ca

pi
ta

 In
co

m
e 

af
te

r 
La

nd
 (R

s.
)

U
p 

to
 2

,0
00

 2
,0

01
–3

,5
15

 3
,5

16
–4

,0
00

 4
,0

01
–5

,0
00

5,
00

1+
To

ta
l

U
p 

to
 2

,0
00

9 
(3

0)
16

 (
54

)
1 

(3
)

3(
10

)
1 

(3
)

30
 (

10
0)

2,
00

1–
3,

51
5

1 
(1

)
86

 (
70

)
20

 (
16

)
7 

( 
6)

9 
(7

)
12

3 
(1

00
)

3,
51

6–
4,

00
0

1 
(1

)
1 

(2
)

33
 (

62
)

16
(3

0)
2 

(4
)

53
 (

10
0)

4,
00

1–
5,

00
0

–
2 

(4
)

–
38

(6
9)

15
 (

27
)

55
 (

10
0)

5,
00

0+
 

–
–

–
 –

61
 (

10
0)

61
 (

10
0)

T
o

ta
l

11
 (

3)
10

5 
(3

2)
54

 1
7)

64
 (

20
)

88
 (

27
)

32
2 

(1
00

)

So
ur

ce
: C

om
pu

te
d 

ba
se

d 
on

 fi
el

d 
da

ta
 (

20
01

).



 Livelihood Security through Land Distribution 47

(LPS) is an alternative to becoming owners of the land. The results show 
that LPS is made effective in improvement of livelihood and crossing the 
poverty line for about 10% of the families and an additional income for 
about another 20% of the families. However, the land has not brought 
about any significant changes in food, income and livelihood security for 
majority of the Chenchus that they have not utilized land properly due to 
their sociocultural barriers, lack of small investments for land development 
and irrigation facility. Apart from these, the LPS beset with problems, such 
as purchase of poor quality land from private party for lack of adequate 
budget, issues related to delay and dispute in partisan to the individual ben-
eficiaries. Energization is pending for most of the beneficiaries for the bore 
wells drilled and installed submersible pumpsets for more than three years 
ago. However, there is no alternative other than the land for livelihood 
improvement of the PTGs due to their living in remote and backward areas 
with mass illiteracy, thinly spread population with no or little infrastructure 
and also no or little network of formal financial institutions where the scope 
for promotion of non-farm sector growth is limited. It is observed from the 
study that the land is a capital asset and its value is increasing even in tribal 
areas, and it has potential for improvement of livelihood, if provided with a 
minimum size of two acres and allocation of higher budget. Thus, distribu-
tion of good quality land with viable size, irrigation facility and supply other 
inputs on subsidy is most essential to achieve productive results, particularly 
to the PTGs and first-generation cultivators.
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The Constitution of India recognize tribal communities as the Scheduled 
Tribes, who constitute nearly 8.8% of the total population of the country. 
With a population of more than 10.2 crore, the tribal communities have 
their own languages (which is different from the language spoken in the state 
in which they reside) and belong to the most economically impoverished 
and marginalized sections of the country. These communities are geographi-
cally isolated from the mainstream civilization and live in small groups in 
forests, hills, or rough terrains formulating their own way of life through 
unique cultures and practices. This isolation results in the hindrance to their 
participation in the economic, political, and social spheres of a developing 
society since their location of residence is not easily accessible. Education 
is regarded as an important agent in social change and many a time also 
acts as a cooperative force in achieving social change and transformation 
towards development. It is more than seven decades that India resorted to 
altering the elitist form of education assumed during the colonial rule to a 
form of education which is based on the notion of equality and social jus-
tice. This chapter would seek to analyze the implementation, realization, 
and achievement of such notions in different regions with special reference 
to the state of affairs of the tribal communities. Based on a critical analysis 
of different case studies on tribal education, the chapter would appraise 
the prevailing norms towards achieving literacy keeping in mind the other 
sociocultural and economic factors which impact their lives, thereby result-
ing in their marginalization and neglect of the pursuit of learning among 
tribal communities.

The Right of Children to Free and Compulsory Education Act enacted 
in 2009 provides children with the right to free and compulsory education 
till completion of elementary learning for the age group of 6–14 years. It 
further lays down the norms and standards relating inter alia to duties of 
parents and the government (both the union and the state governments) 
towards educating their children, protection of their rights, responsibility of 
the schools and teachers in imparting quality education, building up chil-
dren’s knowledge, potentiality, talent and ensuring all-round development, 
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Education among Indian Tribes

reservation for economically weaker sections in taking admission to pri-
vate unaided schools, etc., which help in the achievement of literacy in a 
region. Education, as has been regarded by Amartya Sen, is an important 
parameter for any inclusive growth in an economy (Shah, 1979). It is only 
through education that the position of the Scheduled Tribes can be uplifted. 
Education results in liberation and develops strength among the marginal-
ized. However, despite the fact that policies have been ensured for achieving 
universal education throughout the nation, it has been observed that the 
tribal children have very low levels of participation (Government of India, 
2009). The reason for this can be attributed to numerous factors.

The context of education should not be viewed in isolation since there are 
different barriers and constraints which undermine the same. Education is 
closely co-related to the agrarian class structure and caste status among the 
tribal communities that reside in rural villages. The existing school system 
is not designed to cater to the need of the marginalized sections. Time and 
again, it has been proved that the educational facilities have been appropri-
ated by the caste which enjoys a higher status on the social scale. The lower 
strata of the villages perceive education to be synonymous with the ‘babu 
culture’ since the inception of modern English education and believe the 
upper castes to be against the idea of educating the tribes. Some even view 
the education system as a process to provide jobs to the unemployed youth 
belonging to the upper and middle classes rather than the primary aim of 
achieving literacy. Not only has the upper caste reaped the benefits of the 
expansion of educational facilities by educating their children but they have 
also appropriated the expenditure provided by the state for the develop-
ment of the same. The school management committee largely consists of 
the dominant classes who are reticent towards imparting education to tribal 
children. The teachers are selected from the upper and middle strata and are 
hence unable to bridge the gap, thereby resulting in the non-participation 
of the tribes. The expansion of the educational facilities thus leads to an 
increase in the social divide in the rural areas rather than minimizing it 
(Sahu, 2014).

Child labour has been a major determinant in thwarting attempts to reach 
education among children. The dominant classes believe that the labour 
relations would be deteriorated if the tribes attain education. Moreover, 
parents also play an important role in the employment of their children. 
Grounds such as poverty and necessity for the children to work for the fam-
ily lead to cases of child labour. The policies adopted by the government fail 
to address the complex realities of the tribal population. Tribal people are 
the victims of getting trapped in intergenerational debt as well.

Role of the government towards augmenting child labour: The Tribal 
Welfare Department deals with the development issues (including educa-
tion) at the local level whereas the Education Department is authorized 
to frame the educational policies throughout the state (NUEPA, 2015). 
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However, the Tribal Welfare Department lacks expertise in educational 
planning, monitoring, and academic supervision. The policies are adopted 
in isolation without addressing the complexities of tribal life. The tribes usu-
ally resort to agricultural work such as shifting cultivation or terrace farm-
ing where the children contribute importantly to the process, or involve in 
household work such as cattle grazing or fuel and fodder collection. There 
is an opportunity cost involved which often results in non-participation in 
schools. Thus, mere banning of child labour by the state would not prohibit 
the same and there lies a need for an alternative policy formulation which 
ensures the enrolment of children in schools after effectively taking them 
out of employment. The system of dual administration in the case of tribal 
education leads to difficulty in coordination and the top-down approach of 
policy formulation hinders the process of preparing policies based on local 
requirements which would suit their conditions. School schedules and cur-
riculum (including the medium of instruction) must be prepared as per local 
requirements. The neglect of the use of local language develops an inherent 
fear among tribal children due to the lack of communication between the 
teacher and the students.

Role of parents towards intensifying child labour: Despite a large number 
of parents becoming conscious about the need for education, it is hardly 
reflected in their behaviour and practices. Factors such as alcoholism and 
the lack of adequate budget to support child education (even considering the 
expense involved in buying pens, notebooks, pencils, and slates) contribute 
to the issue of child employment. Moreover, when the parents face difficul-
ties in taking care of the child, they send them off to work. This has led to 
child trafficking where children are taken to larger areas barring any kind of 
contact with their parents. These children face severe corporal punishments 
and are sexually abused, left aside their education being prioritized. There is 
also an internal contradiction among the parents who send their children to 
work (Acharya, 1985). While children are usually employed at lower wage 
rates, the parents fail to understand that if child labour is withdrawn from 
the economy it would lead to a greater demand for adult labourers who will 
ultimately be employed at a higher wage rate than that of what the adult 
labourers presently get.

Role of the upper castes towards compelling child labour: It has been 
observed that the dominant classes are reluctant towards education of the 
tribes which ultimately gets reflected in the policies adopted by the state. 
The state, according to Marx, is an instrument which caters to the interests 
of the dominant class (or classes in the Indian context) (Sujatha, 2014). 
Philip Foster rightly pointed out that substantial problems arise when the 
privileged groups ‘capture’ the educational system and use it as an instru-
ment to maintain the existing status differentiation. There is a fear that the 
education of tribes would deprive the upper castes of the easy supply of 
child labour. Attainment of education by the marginalized sections would 
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lead them to demand higher wages at work which would ultimately deterio-
rate labour relations for the upper strata of the society.

It is important to realize that children have their own rights and impor-
tance rather than always being viewed to be driven by adult decisions. 
The design of curriculum and allocation of resources by the state should 
be determined based on local parameters and taking into consideration 
the accessibility to the stakeholders. The top-down model of supply has, 
in most cases, led to non-utilization, under-utilization, or misutilization of 
resources, and therefore it is not desirable to resort to a fixed national norm 
while addressing the matter of tribal welfare and education. Formulation 
of uniform policies throughout the state hardly addresses the issues faced 
by the tribal communities. The school calendar in the non-tribal context is 
designed in a form which caters to the formal school set-up, thereby neglect-
ing tribal specificities. Schools refrain from providing holidays during tribal 
festivals taking place in their villages, which often leads to absenteeism. The 
non-participation of tribal children in education should not be viewed as 
a mere statistic since there is a complex process involved including factors 
affecting the personal life of the child and the family.

Pre-school education lays a solid foundation for children and helps them 
grasp knowledge easily in the later stages of school and higher education. 
It offers an enriched environment, academic simulation, and socialization 
opportunities for children belonging to the same age group and plays an 
important role in preparing them socially, mentally, physically, and emo-
tionally for higher education and proper understanding of different sub-
jects. The Government of India launched the Integrated Child Development 
Services (ICDS) scheme in 1975 which sought to provide healthcare facilities 
and supplementary nutritional support, and improve children’s communica-
tion and cognitive skills as a preparation for entry into primary school. The 
Sarva Shiksha Abhiyan (SSA) envisages the provisions of pre-school educa-
tion in convergence with the ICDS programme. Thus, the process of learn-
ing starts well before the formal entry of children into schools, and hence 
the importance lies in pursuing a well-monitored scheme of pre-school edu-
cation alongside the development of formal educational facilities.

Improvement of literacy among the indigenous people cannot be per-
ceived without taking into consideration the social and economic factors 
and the gender discourse. Tribal girls face multiple discriminations com-
pared to their male counterparts (Acharya, 1985). Schools, when posited at 
a distance from the places of residence, often discourage the girl children to 
attend since they are not allowed to travel distant routes alone and go out 
of the village for schooling. Moreover, non-availability of good roads often 
adds to the non-enrolment as well. Tribal communities often encounter 
health problems and are also seen to migrate from one place to the other in 
order to sustain themselves. Draughts, exploitation of forest resources, poor 
presence of local governance, exploitative implementation mechanisms such 
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as limitation of the employment guarantee schemes to the middle class, land 
alienation due to exploitation by the MNCs, and poor functioning of health 
leading to mortality are some of the factors that lead to migration of the 
tribal population.

Regardless of the implementation of various initiatives such as the District 
Primary Education Programme (DPEP), National Literacy Campaigns 
(NLC), Sarva Shiksha Abhiyan (SSA), and Operation Blackboard (OBB), 
the schools remain an unattractive space for the tribal children. The tribal 
children, more often than not, require special remedial classes to cope with 
the rest. Special remedial classes tend to demotivate and demoralize them 
in the long run and a system of special emphasis in class is the need of the 
hour so that they do not require remedial classes anymore. Moreover, very 
few among the tribal children agree to attend the remedial classes other than 
those who have a special interest in learning. Various studies have estab-
lished the fact that the teachers have a discriminatory attitude towards the 
tribal children and consider them to be unfit for schooling. They perceive 
them to be ‘unintelligent’, ‘unclean’, ‘slow’, and ‘uncivilized’ who should be 
restricted to perform their traditional ‘menial’ jobs (neo-Marxists). In such 
a scenario, the schools continue to remain a hostile space for them which 
further widens the gap between education and enrolment.

The recent decades have witnessed intervention and engagement by dif-
ferent NGOs and business groups unlike the earlier period where public 
schooling was limited to the responsibility of the government. Interventions 
by the NGOs have made the tribes more aware of their rights and institu-
tions more aware of their duties. The NGOs, private houses, and the gov-
ernment are treated as three different functional bodies and there is a need 
for these bodies to come together to a common ground in a complementary 
and coordinated fashion in order to resolve the issues plaguing tribal wel-
fare and education.

Education does not carry the same meaning for the native people as it 
does for the upper or middle classes. The perception of education among 
the tribes is governed by the idea of economic returns rather than being 
viewed as an opportunity for self-realization and development of personal-
ity (Ghosh, 2007). This is evident from the fact that a large number of drop-
outs take place among tribal children during middle school or high school 
stages. Despite the presence of various laws and mechanisms to ensure free 
and compulsory education for all, major impediments continue to persist 
(Rao, 2016). The shortage of teachers, dual roles of teachers in adminis-
tration, unavailability of electric connections, insufficiency of the budget 
in paying off electricity bills for schools, lack of toilets, playground, and 
water facilities act as major deterrents towards the fulfilment of goals. Also, 
the unwillingness on part of the governments to invest towards the fulfil-
ment of provisions such as the Comprehensive and Continuous Education 
(CCE) under the RTE Act and human, financial, and physical inabilities 
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towards achievement of provisions such as ‘special training’ meant to bring 
children who have dropped out of the system back to the mainstream fet-
ters the achievement of quality education (Govinda, 2016). Achievement 
of literacy among the tribes requires an emphasis on various factors which 
affect their daily living. In order to encourage education among tribes, the 
curriculum should include aspects of tribal life and culture (Shah, 1979). 
The syllabus must emphasize on the contribution of the tribes in the Indian 
freedom struggle and the enrichment of sociocultural diversity. It can only 
be perceived when policies are formulated contemplating the local realities 
of the marginalized people.

Therefore, we can conclude by saying that education is the harbinger 
of social revolution. It is the biggest weapon for the emancipation and 
empowerment of tribes. However, in order to be effective and inclusive, 
education must take into consideration the special requirements of the tribal 
communities.
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India achieved about 70% of literacy according to the latest survey reports. 
Though the progress could have been better, considering several constraints, 
it is not a mean achievement. However, the rate of literacy among the mar-
ginalized sections in particular, Scheduled Caste, Scheduled Tribe, Other 
Backward Classes, and Minorities is much lower when compared with the 
non-SC, ST, and forward sections. Further, the type of education provided 
to these sections of children is quite conventional. Even after seven decades 
of Independence, steps are not properly initiated to provide purposeful and 
meaningful education to these sections of children. Education of these children 
should incorporate their socio-economic and cultural genius. They should be 
sensitized with their rich cultural heritage. The present chapter is an attempt 
to examine the problems associated with the education of ST children, their 
culture-specific curricular, pedagogic aspects, monitoring of their learning in 
schools, learning materials, multilingual education, and sociocultural aspects 
in tribal education. The chapter is an attempt to focus on the current needs of 
Adivasi children at all stages of school education. The specific aims and objec-
tives of the chapter, however, are to identify the gaps and problems affecting 
the education of Adivasi children, provide a road map to bridge the gaps in 
order to provide better and quality education to these children, and focus on 
the educational issues relating educational development of Adivasi children, 
their access to schools, quality, availability, grievances, governance, and sys-
temic reforms in school education. It is expected that the present chapter 
will help policymakers, government authorities, teachers, teacher educators, 
researchers, and apex educational organizations to plan and organize effec-
tive, qualitative educational programmes for the overall development of ST 
children in general and their specific educational needs in particular.

Educational Development of Scheduled Tribe 
Children: Opportunities and Challenges

Article 366(25) of the Indian Constitution refers to Scheduled Tribes as those 
communities who are scheduled in accordance with Article 342. Owing to 
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Educational Development of Scheduled Tribe 
Children

a plethora of reasons they have been reduced to minorities in their own 
home-lands. This process has acquired precarious dimensions in the post-
Independence era. Scheduled tribes (STs) constitute about 9% of India’s 
population. Each of the 705 Scheduled Tribes has its own language, which 
differs from the one mostly spoken in the state where they reside. Tribals are 
not a homogenous group. To look into tribal development issues, Integrated 
Tribal Development Projects were conceived during Fifth Five Year Plan. 
During the Sixth Plan, Modified Area Development Approach (MADA) 
was adopted to cover smaller areas of tribal concentration and during the 
Seventh Plan, the Tribal Sub-Plan (TSP) strategy was extended further to 
cover even smaller areas of tribal concentration and subsequently clusters of 
tribal habitat locations were identified. In order to give more focused atten-
tion to the development of Scheduled Tribes, a separate ministry carved out 
of the Ministry of Social Justice and Empowerment, known as the Ministry 
of Tribal Affairs, was constituted in October 1999.

Tribal education has recently witnessed a rapid transformation, particu-
larly in the areas of access, pedagogic reform, and community participation 
in tribal areas. But recent studies on school management practices throw 
light on many grey areas in the realm of education of tribal children across 
the country. Inclusion of children in border areas and tribal/forest areas 
remains weak even today. Transition rates from primary to upper primary 
and secondary show significant dropout rates and there are significant 
gender differences too. Serious issues of pedagogical problems have been 
reported by studies and gaps in educational administration are still plaguing 
the goal of unhindered growth of tribal children and students.

Systemic issues like discrimination, lack of schooling facilities, poor infra-
structure, defective teaching-learning material (TLM), etc. are brought to 
the notice of policy makers. The problem is more pronounced in the case 
of Nomadic, Semi-Nomadic, Denotified Tribes, and Particularly Vulnerable 
Tribal Group (NT/SNT/DNT/PVTG) communities. The stigma of criminal-
ity is still one of the major impediments in the smooth run of educational 
progress of children and youth. Tribal children often faced a kind of social 
alienation in most walks of social life. Social alienation particularly in young 
age hampers the growth of psycho-social faculties of children. Although 
school coverage has increased, STs continue to lag far behind the rest of the 
population.

Full implementation of legislative measures like the Forest Dwellers Act 
(FRA) 2006, the Panchayats (Extension to Scheduled Areas) Act 1996 
(PESA), and Non-Timber Forest Product (NTFP) should be taken up 
on priority. STs face problems in securing the benefit of reservation due 
to inclusion of certain non-tribal communities in the list of STs, leaving 
scope for non-tribals to pass off as STs. Tribal autonomy can be pro-
moted better by bringing all tribal areas under the Sixth Schedule. Dilip 
Singh Bhuria Commission’s report (1995) in this regard has not received 
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practical attention. It is imperative that more philanthropic investment be 
made in building community cultural wealth outside classroom too. This 
would provide a solid foundation that leverages these assets and develops 
stronger individual potential that can transcend the barriers experienced by 
STs today. The current effort intends to focus on the educational problems 
of Scheduled Tribe children. It tries to analyze certain issues like problems 
faced by the Adivasi children in school education scenario; constitutional 
goals and aspirations; effective tribal education system; barriers that prevent 
tribal groups from taking advantage of schools; issues relating to language; 
residential schools; culture-specific curriculum; teachers; tribal ethos; life 
skills; home, school, and community relations.

The Problems of Education of Scheduled Tribe Children

Scheduled Tribes (STs), once proud masters of their traditional territory, 
have been reduced to minorities in their own homelands. This is a historical 
process that has been going on for centuries and has acquired precarious 
dimensions in the post-Independence era. This process has become virulent 
in recent times, when the mineral wealth of tribal land has become much 
more valuable. The lands that still remain with them are poorly developed, 
rarely irrigated, and poorly integrated with the market, leaving the field 
open to middlemen from outside. Irrigation projects that have been under-
taken by governments in tribal areas are typically programmes for build-
ing dams, submerging tribal lands, scattering their settlements and people, 
and taking water to non-tribals outside the tribal areas. Public expenditures 
incurred on such projects are gratuitously shown as part of the Tribal Sub-
Plan. No wonder increasing numbers of STs are forced into wage-labour 
and the proportion of STs among agricultural wage labourers has increased 
in recent decades. Traditional tribal rights in forests which they have been 
enjoying through traditional symbiotic relationship with forests were uni-
laterally abrogated by the colonial government, making STs dependent on 
others for their elementary requirements and very survival.

The term ‘Scheduled Tribes’ first appeared in the Constitution of India. 
Article 366 (25) refers to Scheduled Tribes as those communities who are 
scheduled in accordance with Article 342 of the Constitution. According 
to Article 342 of the Constitution, ‘the Scheduled Tribes are the tribes or 
tribal communities or part of or groups within these tribes and tribal com-
munities which have been declared as such by the President through a public 
notification’. In pursuance of these provisions, the list of Scheduled Tribes 
was notified for each state or Union Territory with the proviso that it was 
valid only within the jurisdiction of that state or Union Territory and not 
outside. In other words, the list of Scheduled Tribes is state/UT specific and 
a community declared as a Scheduled Tribe in a state need not be so in 
another state. The inclusion of a community as a Scheduled Tribe is an 
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ongoing process. The essential characteristics, first laid down by the Lokur 
Committee (1965), are indications of primitive traits, distinctive culture, 
shyness of contact with the community at large, geographical isolation, and 
backwardness. These characteristics are not spelt out in the Constitution but 
have become important referral points as they subsume the definitions con-
tained in the 1931 Census, reports of first Backward Classes Commission 
1955, Advisory Committee (Kalelkar) on Revision of SC/ST Lists (Lokur 
Committee 1965), and the Joint Committee of Parliament on the Scheduled 
Castes and Scheduled Tribes Orders (Amendment) Bill 1967.

Development of Scheduled Tribes: An Overview

Tribals are not a homogenous group. Different tribes, even if living in the 
same village, maintain exclusive identities. Socialization is generally endoga-
mous and they identify more with people belonging to their own tribe than 
to those living in the same village or area. The recent history of tribals is 
filled with stories of forced displacement, land alienation and increasing 
marginalization, eruption of violence, and counter-violence by the state. 
Going by any parameters of development, tribals always figure at the tail 
end. The situation of communities that have been pastoral or nomadic is still 
worse. Tribal communities continue to face economic deprivation and lack 
of access to basic services, including education. Due to the absence of reha-
bilitation in post-Independence era, tribals are dispersed across the country 
and live away from urbanization. Even though industrialization and urbani-
zation flourish, basic infrastructure such as roads, water, electricity are not 
reaching tribal localities. Reduced accessibility and connection have further 
deprived tribals of improving their lives. Adivasis often migrate to cities in 
search of a job within the mainstream for their survival. However, they are 
often unable to find a place in city slums due to various reasons. Realizing 
the need to improve the overall status of tribals, their education has emerged 
at the forefront of recent development efforts. Acknowledging that tribals 
comprise the most deprived and marginalized groups with respect to educa-
tion, a host of programmes and measures have been initiated since India’s 
independence.

The tribal situation in the country presents a varied picture. Some areas 
have high tribal concentration while in other areas tribals form only a small 
portion of the total population. There are some tribal groups which are still 
in the food gathering stage, some others practise shifting cultivation and yet 
some others are pursuing primitive forms of agriculture. The Constitution 
of India provides for a comprehensive framework for the socio-economic 
development of Scheduled Tribes and for preventing their exploitation by 
other groups of society. A detailed and comprehensive review of tribal prob-
lems was taken on the eve of the Fifth Five Year Plan and the Tribal Sub-Plan 
strategy took note of the fact that an integrated approach to tribal problems 
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was necessary in terms of their geographic and demographic concentration. 
Accordingly, tribal areas in the country were classified under three broad 
categories: (a) states and Union Territories having a majority Scheduled 
Tribe population; (b) states and Union Territories having substantial tribal 
population but majority tribal population in particular administrative units, 
such as block and tehsils; and (c) states and Union Territories having dis-
persed tribal population.

It was decided that tribal-majority states like Arunachal Pradesh, 
Meghalaya, Mizoram, Nagaland and UTs of Lakshadweep and Dadra & 
Nagar Haveli may not need a Tribal Sub-Plan, as the entire plan of these 
states/Union Territories was primarily meant for ST population constituting 
the majority. For the second category of states and Union Territories, the 
Tribal Sub-Plan approach was adopted after delineating areas of tribal con-
centration. A similar approach was also adopted in case of states and Union 
Territories having dispersed tribal population by paying special attention 
to pockets of tribal concentrations. To look after tribal population coming 
within the new Tribal Sub-Plan strategy in a coordinated manner, Integrated 
Tribal Development Projects were conceived during the Fifth Five Year Plan 
and these have been continued since then. During the Sixth Plan, Modified 
Area Development Approach (MADA) was adopted to cover smaller areas 
of tribal concentration, and during the Seventh Plan, the TSP strategy was 
extended further to cover even smaller areas of tribal concentration and 
subsequently clusters of tribal concentration were identified.

At the time of delineation of project areas under the Tribal Sub-Plan 
strategy, it was observed that ITDPs/ITDAs are not coterminous. Scheduled 
Areas as per the constitutional orders have been declared in eight states, 
viz. Andhra Pradesh (AP) (the erstwhile combined state), Bihar, Gujarat, 
Himachal Pradesh (HP), Maharashtra, Madhya Pradesh, Odisha, and 
Rajasthan. As per the provisions contained in the Fifth Schedule of the 
Constitution, various enactments in the form of Acts and Regulations have 
been promulgated in the above states for the welfare of Scheduled Tribes 
and their protection from exploitation. Since the TSP strategy also has twin 
objectives, namely socio-economic development of Schedule Tribes and 
protection of tribals against exploitation, the Government of India (August 
1976) had decided to make the boundaries of Scheduled Areas coterminous 
with TSP areas (ITDP/ITDA only) so that the protective measures available 
to Scheduled Tribes in Scheduled Areas could be uniformly applied to the 
TSP areas for the effective implementation of development programmes in 
these areas. Accordingly, the TSP areas have been made coterminous with 
Scheduled Areas in the states of Bihar, Gujarat, HP, Maharashtra, Madhya 
Pradesh, Odisha, and Rajasthan. The state of AP where the TSP areas are 
not coterminous with Scheduled Areas has also furnished a proposal to this 
effect which is under examination.
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The ITDP/ITDAs (Integrated Tribal Development Projects/Agencies) are 
generally contiguous areas of the size of a tehsil or block or more in which 
the ST population is 50% or more of the total. On account of demographic 
reasons, however, ITDPs in Assam, Karnataka, Tamil Nadu, and West 
Bengal may be smaller or not contiguous. Andhra Pradesh and Odisha have 
opted for an agency model under the Registration of Societies Act and the 
ITDPs there are known as ITDAs. There are now 194 Integrated Tribal 
Development Projects (ITDPs) in the country spread across the states of 
Andhra Pradesh (Telangana and AP put together), Assam, Bihar, Gujarat, 
Himachal Pradesh, Karnataka, Kerala, Madhya Pradesh, Maharashtra, 
Manipur, Odisha, Rajasthan, Sikkim, Tamil Nadu, Tripura, Uttar Pradesh, 
West Bengal, and the Union Territories of Andaman & Nicobar Island and 
Daman & Diu where ST population is more than 50% of the total popu-
lation of the blocks or groups of block. In eight states having Scheduled 
Areas, ITDPs/ITDAs are generally coterminous with TSP areas. ITDPs/
ITDAs are headed by Project Officers though they may be designated Project 
Administrators or Project Directors.

During the Sixth Plan, pockets outside ITDP areas having a total popu-
lation of 10,000 with at least 5,000 tribals were covered under the Tribal 
Sub-Plan under Modified Area Development Approach (MADA). So far 
259 MADA pockets have been identified in various TSP states of the coun-
try. Generally, MADA pockets do not have separate administrative struc-
tures to implement development programmes. Departments of the respective 
state governments are expected to implement development programmes in 
MADA pockets under the overall control of district authorities. Clusters 
(of tribal population) are no separate administrative structures like MADA. 
So far 82 clusters have been identified in various TSP states of the coun-
try. Primitive Tribal Groups (PTGs) are tribal communities among the STs 
who live in near isolation in inaccessible habitats. They are characterized 
by a low rate of growth of population, pre-agricultural level of technology, 
and extremely low levels of literacy. So far 75 PTGs have been identified. 
The Ministry of Tribal Affairs supports and supplements the efforts of state 
governments/UT administrations and the various central ministries/depart-
ments for the holistic development of these communities.

Education of Scheduled Tribe Children

With education viewed as a crucial input for total development of tribal 
communities, elementary education has been made a priority area in the 
tribal sub-plans since the Fifth Five Year Plan (1974–1979). As a result, there 
have been marked improvements in access, and to some extent in quality of 
primary education in tribal areas. Emphasis has been on improving access to 
elementary education through the schemes of alternative education, training 
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of teachers, appointment of local teachers, adapting curriculum to their 
needs, and providing locally relevant teaching-learning materials to schools.

Owing to determined efforts of government, the Gross Enrolment Ratio 
(GER) of ST children has increased considerably at elementary levels of 
education, even more as compared to their non-tribal counterparts. The 
GER of ST children at primary stage is 137 as against 116 of their non-tribal 
counterparts. Participation of these children is now more or less in propor-
tion to their share in population at the elementary school level. Dropouts, 
though declining over years, are significantly large at this level: the dropout 
rate of ST children at primary school level is 35.6% as against 27% of their 
non-tribal counterparts. The corresponding figures for elementary school 
stage are 55% as against 40.06. General factors responsible for the high rate 
of dropout among ST children are teacher absenteeism, lack of adequate 
teaching-learning materials in schools, irregular supply of mid-day meal, 
lack of participation of Village Education Committees/School Monitoring 
Committees (VEC/SMC) in school programmes, poverty, and illiteracy of 
parents. These findings have significant implications for designing curricu-
lum of tribal children in the Tribal Sub-Plan (TSP) regions of the country. 
Most of the students having come from socio-economically disadvantaged 
communities are scared of teachers and do not find anything interesting to 
hold them on to schools and thus gradually they start withdrawing.

Education continued to receive high priority in the Eleventh Plan to facili-
tate educational development among STs by providing educational facili-
ties, incentives, and support especially focusing on ST girls. Some special 
schemes for the development of education among STs are Post-Matric 
Scholarship (a centrally sponsored scheme providing financial assistance 
to Scheduled Tribe students pursuing higher education beyond matricula-
tion levels); hostels for ST girls/boys (to facilitate ST students to continue 
their studies at distant places by extending hostel facilities); upgradation 
of merit of ST students (to upgrade the merit of Scheduled Tribe students 
in classes IX–XII by providing them with facilities for all-round develop-
ment through education in residential schools); free coaching for STs (in 
operation since the Sixth Five Year Plan and provides free coaching to ST 
students to enhance their competitive capabilities to face various competi-
tive examinations); scholarship scheme of Top Class Education (launched 
in 2007–2008 with the aim of promoting quality education among ST stu-
dents); Ashram schools (cover 22 states and 2 Union Territories and the 
objective is to promote and extend educational facilities to Scheduled Tribe 
students including PVTGs in tune with their social and cultural milieu); 
strengthening education among ST girls (Scheme of Educational Complexes 
in Low Literacy Pockets was revised in 2008–2009 and renamed as 
Strengthening Education among ST Girls in Low Literacy Districts); Rajiv 
Gandhi National Fellowships (launched in 2005–2006 as a special incentive 
to extend scholarships to ST students to pursue higher studies and research); 
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National Overseas Scholarship (launched in 1954–1955 providing financial 
assistance to meritorious ST students for pursuing higher education abroad 
at the level of master’s and PhD); and Tribal Research Institutes. (There are 
17 Tribal Research Institutes located in various states and UTs conducting 
relevant research, student surveys, and training.)

A number of development projects viz. industrial, power, or irrigation 
facilities are setup in tribal areas during the 12th Five Year Plan period. 
Though these projects offer tremendous opportunities for the economic 
advancement of tribal people living in these areas, very little of the benefits 
actually accrue to tribals due to the lack of adequate and eligible candidates 
for the jobs created. Tribal youth must be equipped with necessary educa-
tion and skills to take advantage of job opportunities in their areas and 
elsewhere. Otherwise, opportunities will go in favour of outsiders, leaving a 
feeling of deprivation and discontent among tribal youth.

The current focus is to review educational needs of Scheduled Tribe chil-
dren in schools. Provision of quality education for these children through 
improvised pedagogy, mother tongue instruction, types of action plans for 
implementing multilingual education, contextualization of the content of 
school textbooks and classroom transactions, required support materials, 
provision for support materials in tribal dialects, integration of life skills 
with the curriculum, overall need for modification of pedagogic routines 
in the tribal context, in-service teacher-training programmes, etc. are some 
of the emerging issues that need urgent action in India. Various studies on 
education of tribal children (from the perspective of social inclusion) throw 
light on the poor state of affairs. A recent study on school management 
practices under SSA supported by European Union states in its report that 
the prescribed curriculum and related teaching-learning material (TLM) 
are top-down in nature; do not create opportunities or the administrative 
space and scope for need-based development of material and need-based 
planning at the school level; and inclusion of children in border areas and 
tribal/forest areas remains weak. Similarly, transition rates from primary 
to upper primary and secondary show significant dropout rates in case of 
marginalized sections and minority religions, and there are significant gen-
der differences.

Literacy rates among ST children still lag behind in many states. Though 
decentralized community mobilization efforts have improved enrolment, 
this cannot be said for inclusion of the most deprived communities or social 
groups. The Constitution of India prohibits discrimination on grounds of 
race, religion, caste, sex, or place of birth. It stands for equity and equality 
of opportunity in matters of public employment. Inequitable circumstances 
leading to socio-economic and educational deprivations have created imbal-
ances in society. The Constitution has made provisions for certain safeguards 
(social, economic, educational, cultural, political, service) and protective 
measures to ensure all-round development of the weaker and disadvantaged 
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sections. It also provides that states will promote educational and economic 
interests of the weaker sections of society, in particular Scheduled Castes 
and Tribes.

The National Policy on Education (1986, 1992) and its Programme 
of Action (1992), have identified special measures for fulfilling the con-
stitutional commitments to Scheduled Tribes which include opening of 
primary schools, Anganwadis, non-formal and adult education centres, 
construction of school buildings in tribal areas, development of curricula 
and instructional materials in tribal languages so as to enable tribal stu-
dents to switch over to regional languages in course of time. The priorities 
also include establishment of residential schools, formulation of incentive 
schemes and scholarships for higher education and designing curriculum 
at all stages to create awareness about the rich cultural heritage of tribal 
people and their enormous creative talent. Various short-term and long-
term measures as indicated in the Programme of Action on National Policy 
of Education (1992) have been identified for this purpose. A number of 
welfare, administrative, and educational provisions have been made to 
improve the situation in respect of Scheduled Tribe communities. Funds 
have also been earmarked for the educational uplift of this group under 
various sub-plans. The major programmes of elementary education, viz. 
District Primary Educational Programme, Sarva Siksha Abhiyan, Lok 
Jumbish, Shiksha Karmi, Education Guarantee Scheme, Alternative and 
Innovative Education, and the National Programme for Nutritional Support 
to Primary Education have accorded priority to areas with concentration of 
Scheduled Tribes.

Scheduled tribes deserve a high priority in all programmes of education 
and the main reason is that a large majority of tribal children who are not 
part of the formal system of education come from this group. The Working 
Group Report on Education of the disadvantaged sections during Tenth Five 
Year Plan (2002–2007) brought out by the Ministry of Human Resource 
Development in November 2001 has mentioned that

despite the fact that there has been an increase in the literacy rate of 
the STs since independence, the present position is still far from satis-
factory. The overall increase in the literacy rate in the country during 
the period 1961-91 was 28.19% against which increase in literacy rate 
for Scheduled Castes and Scheduled tribes during the same period was 
21.07 respectively.

The situation in respect of these sections of people is still far from satisfac-
tory and greater efforts are required to bring them on par with the general 
population.

The Tenth Five Year plan has also recognized the need for increasing 
retention and reducing dropout rate among STs as one of the measures to 
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empower them. Therefore, there is a need to identify issues, which need 
to be addressed through carefully devised methodology of teaching these 
children so that they are in a position to derive full benefit from the educa-
tion system. The National Curriculum Frame Work for school Education 
(NCF 2000, 2005) recognized the need to respond to the specific educa-
tional needs of learners from various sections of society by integrating socio-
cultural perspectives in educational programmes, partly by showing concern 
for linguistic and pedagogical requirement of socially disadvantaged groups. 
This is more relevant to Scheduled Tribes as they exhibit different culture 
and use different languages. Some of the languages do not have their own 
script and use scripts of other languages. India is a multicultural and multi-
lingual society. Tribal population constituting around 9% of the total popu-
lation comprises different social systems and dialects. Contextualization of 
curriculum and incorporation of fundamental rights of the disadvantaged 
groups are the right kind of steps to be taken for promoting respect for all 
cultures, equity, and democratic values.

Subject matter and pedagogy form important components of tribal educa-
tion. Tribal children bring with them rich experiences and perspectives of 
different cultures, which are different from other groups. This diversity is at 
times confused with multiculturalism. While diversity refers to individuals/
people that exemplify all cultural and congenial differences, multicultur-
alism means inclusion of theory, fact, values, and beliefs of all cultures. 
Therefore, the pedagogical strategies used for teaching in the tribal context 
are ought to be different. There needs to be synchronization between school 
activities and lives of students.

A uniform teacher-training package is being used for teachers of both 
tribal and non-tribal areas. There is almost no emphasis on understanding 
psychology of children from tribal areas, their specific sociocultural milieu, 
learning environment, and the indigenous learning styles at home and com-
munity. Some of the training packages include a small module on tribal 
education, which often deals with macro issues mainly due to the paucity 
of time and space. The composition of Indian society calls for specific peda-
gogical inputs in teaching tribal communities. This requirement is also sup-
ported by the recommendations of NCFCE 2000 and NCF 2005 which 
state that internationally, pedagogy is perceived not merely as a science of 
instruction but as a culture or as a set of sub-cultures as well which reflect 
different contexts and different teaching behaviours inside and outside the 
classrooms. The issues related to development of pedagogy of tribal educa-
tion can be divided into six categories, viz. (a) medium of instruction; (b) 
contextualizing textbook content and preparation of material; (c) contextu-
alizing curricular transaction; (d) integrating life skills and entrepreneurship 
skills, information technology with curriculum; (e) changing timings and 
holidays of tribal area schools; and (f) improving organizational climate in 
residential schools.
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Pedagogical Requirements

Education through mother tongue has been emphasized both in the Kothari 
Commission Report (1964–1966) and the National Policy on Education 
(1986, 1992) and its Programme of Action (1992). Various cognitive pro-
cesses like perception, comprehension, responses, and creative expression 
are maximally developed through the medium of mother tongue. The 
medium of instruction, therefore, ought to be the mother tongue of chil-
dren enrolled in schools. Smooth transition from students’ operations in the 
mother tongue to those in the regional language is to be ensured. The tran-
sition from mother tongue to regional language is very crucial to language 
learning. There is a need to take up studies on use of mother tongue as the 
medium of instruction in schools serving tribal population.

In most of the states in India, tribal children have to learn from those text 
books, which are being used for non-tribal children of the state as a whole. 
The contents of these books deal with subject’s/topics unknown to tribal 
children. They, who live in isolated and remote villages, may not be able 
to identify themselves with these text books because of their urban-based 
non-tribal contents. Besides the illustrations used in these text books are 
also from the world alien to tribal children. There is an imperative need that 
these text books are revised on a state-to-state and district-to-district basis 
so that necessary changes in them could be made to suit the sociocultural 
and linguistic requirements of children from various tribal communities. At 
present, there is a dearth of learning materials in tribal dialects which is a 
strong factor contributing to high dropout rate of tribal children. Even the 
text books written in regional languages do not permit the child to identify 
him with the content and its context. Besides the difference between home 
language and school language, non-inclusion of folk literature and culture-
specific stories, dialogues, etc. also hamper the interest of tribal children in 
learning.

There is a need to revise the prescribed text books on a state-to-state 
basis, which needs to be supplemented by the development of culture-spe-
cific material through District Institutes of Education and Training in col-
laboration with voluntary agencies working in tribal areas. There is a need 
to develop specific support materials at the district and grassroots level to 
support learning by tribal children in their own mother tongue. Some con-
crete steps in this direction have been taken by states under the SSA pro-
gramme. Culture-specific teaching-learning materials have been prepared by 
state governments such as Gujarat, Himachal Pradesh, Maharashtra, Tamil 
Nadu, Uttar Pradesh, West Bengal, Bihar, Karnataka, and Andhra Pradesh. 
This includes language books, glossaries, supplementary reading materials, 
bridge inventories, learning kits, etc. The Ananda Lahari developed by the 
state of Andhra Pradesh under the Janasala programme is an example in 
this regard.
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Formal schools often emphasize on discipline, routine norms, and teacher-
centred instruction. This is a contradiction and poses problems to the free 
environment of tribal culture. This has led to a sharp difference in the sur-
rounding social environment of home and school. This difference in the 
two environments is to a great extent responsible for the high dropout rate 
of tribal children from school. This can be solved by the use of alterna-
tive teaching methods taking into account the capacity of tribal children, 
availability of resources in tribal schools and the physical environment in 
schools. Teachers working in tribal schools are expected to know cultural 
values, practices, traditions and communication styles of tribal children as 
well as the factors affecting their achievements in schools and learning dif-
ficulties. Adivasis lay a great emphasis on learning by memory because of 
their oral traditions. They are very much fond of riddles and narrative per-
sonal indulgences. All these issues are essential not only for a contextualized 
teaching-learning transaction but also for adopting appropriate evaluation 
procedures for the continuous and comprehensive evaluation of tribal chil-
dren in their environment.

One of the objectives of education for life is development of life skills rel-
evant to the target group and their local contexts. These skills are basically 
local-specific. These life skills are important for individuals to face challenges 
in their life. These life skills can be classified into four broad categories: (a) 
universal life skills, (b) teacher-oriented life skills, (c) student-oriented life 
skills, and (d) subject-oriented life skills. Student-oriented skills need to be 
addressed in the specific sociocultural context of Adivasi children. Schools 
in tribal areas, due to their geographical isolation are deprived of emerging 
educational support systems. Education has to address both globalization 
and localization so that a balanced personality is developed. This task is 
more difficult in the tribal context where information technology facilities 
are very limited. It has also been advocated by many scholars and research 
studies that along with academic studies, vocational training courses should 
also be a part of the education system and curricular practices of Adivasi 
children. At least a few hours in a day may be allocated for vocational train-
ing of Adivasi children in their schools.

In tribal areas there is a vast networking system of residential, welfare 
and ashram types of schools which have been established and functioning 
for the overall development of Adivasi children. These schools are under the 
management, supervision, and control of tribal welfare departments and 
integrated tribal development agency organizations. Reports on function-
ing of these schools across the country reveal mixed stories. While some 
schools are effectively functioning, other schools have not exhibited satis-
factory results due to a variety of reasons. Insensitive nature of supervision, 
lack of an effective monitoring system, teacher absenteeism, poor motivat-
ing factors, and poor residential conditions in these schools have a poten-
tial bearing on the sociocultural practices of Adivasis. Teachers working 
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in tribal schools are generally not mentally geared towards serving tribal 
children. They perform sensitive activities like teaching in a routine man-
ner. It is important to develop a specific training component for teachers 
and wardens who work in tribal schools. Moreover, teachers need periodic 
motivational training and field placement to become familiar with home 
environment of children and also their psychology. Experts and field func-
tionaries suggested a few measures for the betterment of the existing situa-
tions: a few more schools may be established and should be provided with 
necessary infrastructural facilities; free coaching centres should be opened 
in tribal villages for the educated and unemployed youth, physical education 
should be improved, and special training facilities should be provided to 
groom them to become national- and state-level players; universalization of 
ICDS with secured Anganwadi workers; compulsory elementary education 
for PTG and hill tribes’ children; reduction of dropout rate among PTG chil-
dren; availability of upper primary and high schools in hilly tribal villages; 
girl-child-friendly toilets in tribal schools; strengthening of District Institutes 
of Teacher Education (DIETs) to ensure availability of local teachers able 
to teach in mother tongue; following the Nagaland model for strengthen-
ing the system of governance in tribal schools; for migrant workers among 
Adivasis alternative schools/tent schools/mobile schools; Kasturba Gandhi 
Balika Vidyalayas for tribal girls and effective skill development norms for 
girl children’s education in tribal villages; child survival and health issues 
affecting tribal children under the age of 18 need remedial action; tack-
ling of high levels of malnutrition in tribal villages; access to public services 
(health, PDS etc.) to be improvised, etc.

Systemic Issues

Children coming from ST groups sometimes do not access government 
schools on par with others. There are state-wise variations with regard to 
this issue. The attendance rates among these sections of children are une-
ven. There is a gap between attendance reported in school records and the 
number of children present on all working days in the schools. Children 
from extremely poor families, landless daily wage labourers, and seasonal 
migrants among STs tend to miss school more often. Most importantly, 
girls from poor families were irregular and many children from such fam-
ily’s reach school very late. Adivasi children are often ridiculed and ignored 
by teachers. The poor, first-generation school goers, local circumstances, 
and compelling reasons are often ignored. Tapping of their full energies 
in the schools is not taking place. Like in the case of scheduled caste chil-
dren, it is observed that children from ST communities regularly participate 
in the tasks that were assigned to them by teachers in government institu-
tions. Teachers decide the roles and tasks to be performed by ST students 
both in classroom and around the school. These include routine duties like 
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sweeping playgrounds, classrooms, toilets, and the place where mid-day 
meal is served. Children of Adivasi families drop out of schools in large 
numbers as compared to the children of forward sections. Their experi-
ences in schools are not very positive and encouraging as they come from a 
diverse social and poor background. The educational institutions are mostly 
government run schools. It is an established fact that the quality provided 
in these schools is anything but satisfactory. There are significant variations 
in education among ST children. In the states like Assam and Odisha the 
habitations/villages/blocks where children of Adivasi groups reside are quite 
far. Their children cannot attend school due to the barriers of distance from 
their school to home. For example, Bodos, Karbis, Mishings, and Chakmas 
in Assam live in remote areas where it is always difficult for children to 
commute the distance to school. As these communities live in distant habita-
tions/villages, their children often go to schools that are fairly homogenous. 
Social norms in Indian society with regard to the treatment of Adivasis are 
by and large discriminatory. Even availability of school buildings, toilets, 
bore well, or hand pumps is not enough to ensure easy access for ST chil-
dren. The status of working of such facilities needs to be identified. There 
is a huge gap existing between the availability of such infrastructure facili-
ties and the conditions of its usage and usability. Building infrastructure in 
ST schools needs to be upgraded. Ashram/tribal welfare/residential/KBGV/
madrassa schools should be modernized.

Adivasi communities have started playing a significant role in politics due 
to social mobilization in the last two to three decades. Educational attain-
ments and status of some of the Adivasi groups are better when compared 
to the OBC groups/forward sections where community participation, asser-
tive political movements, social mobilization, urban proximity are better. 
There are, however, two constraints. Intense activity is confined to pockets 
where density of tribal population is high (like in Madhya Pradesh where 
land rights movement of tribal families under the auspices of Ekta Parishad 
is of great contemporary relevance). When compared to SCs and their 
assertive social movements, tribal social activism is at a lower ebb still.

Systemic Reforms

SC/ST/OBC children often face coercive conditions in schools. Teachers 
make use of them for different purposes like fetching water, roll call sheets, 
attendance register, and for personal purposes. These conditions often 
retard the interests of ST children in schools. In some schools, the scholar-
ships these children get will be rebuked by teachers in the school assembly 
and classrooms. Schools should have the ability to tap the energies of ST 
children.

Infrastructure facilities are another important concern in SC/ST/Minority 
schools. The infrastructure facilities that are available in these schools are 
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poor in almost all the states. There are inadequate classrooms for children. 
Usable toilets are almost absent. In fact, toilets are available in majority of 
the schools but their usage is very little. Serious attention should be paid to 
ensure that they should be brought into serviceable conditions with running 
water facilities and cleaned regularly. Toilets should be girl-child friendly. 
Girls from poor sections mostly are asked to clean the toilets.

Teachers working in tribal schools are not well versed in local languages. 
Among the problems of education of tribal children language is an impor-
tant barrier. Medium of instruction is an important indicator for education 
of ST students. This needs to be explored in detail since a large number of 
studies have focused on this issue. For instance, in Assam the main medium 
of instruction is very different from the mother tongue of tea garden work-
ers or of workers who come from Hindi speaking areas of the country. 
Similarly, in the border areas of Andhra Pradesh, the medium of instruc-
tion is different from the mother tongue of Adivasi children. In Rajasthan, 
local dialects vary in each district and children may not be familiar with the 
standardized Hindi used in schools.

Discriminatory practices are seen in vogue in many schools where ST 
children are either assigned less important and menial tasks in the schools 
or used for personal errands of school teachers. Social discrimination is con-
spicuous by its presence in matters of fetching water and cleaning toilets. 
These are often assigned to children from ST or SC categories whereas kids 
of forward castes will get refined school routines like conduct of assembly, 
reading prayers, and speaking on chosen subjects. It is a case of intellectual 
dishonesty and negation of knowledge-acquisition where learning tasks are 
often given to upper caste children that are denied to others. This social 
denial results in psychological aberrations and makes the children from 
those social rungs of society other than upper ones prone to developing 
introverted thinking. In some states most of the schools allow forward-caste 
children to eat, drink water, and wash mid-day meal plates first (Rajasthan). 
Another humiliating example is a case where students from ST/SC catego-
ries are given water, but not allowed to take water. In addition, there is 
overwhelming evidence of gender as well as caste-based discrimination in 
practices around cleaning toilets. Wherever toilets are being used, children 
clean them using water from the hand pump or tap.

There are no sporting facilities for children in the ST schools. Culture-
specific sports are not a priority in ST schools and children were seen play-
ing with their friends. Their culture-specific sports, games are losing sheen. 
Like sports facilities, libraries also are absent. Even if schools had books, 
they were not given to children. Library books are never allowed for ST chil-
dren. Teachers do not allow children to take home library books because 
they are considered low caste people and they are likely to spoil the books.

ST students regularly complain of punishment in schools. Children are 
prone to verbal abuse. Often ST children are being abused. Teachers often 
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complain about the ban of all forms of corporal punishments. They feel 
that this ban is the main reason for the lack of discipline among ST children 
in schools. It is generally observed that ST children are slapped in schools. 
In many places children report that physical punishment is very common. 
Disciplinary measures thrust upon ST children are severe and complex. The 
RTE Act notwithstanding, teachers and parents were quite vocal about the 
need for punishment. Verbal abuse using caste/community identity is sensi-
tive to STs in several schools. Attitude towards girl ST students and the kind 
of punishment meted out to them is very severe. After puberty touching the 
girls is taboo and a few schools report sexual violence on girls.

The Mid-Day Meal (MDM) is one area which needs special attention. 
Social and community prejudices invariably surfaced in recent time. The 
cooks appointed in Adivasi schools are mostly from other caste categories 
where there is every possibility that their performance is too poor. The seat-
ing arrangements for eating food and access to water for cleaning plates 
are poor. In almost all the states ST children are attracted towards mid-day 
meals. Children from forward sections generally go home for lunch. The 
food items in ST schools are prepared and served by non-ST staff. Therefore, 
ST children do not prefer to take mid-day meals (for example, Gondi and 
Sugali communities). Adolescent girls due to several constraints are not able 
to eat mid-day meals. ST children are observed sitting in their own com-
munity groups. Children are separated based on gender, caste, sect, and 
community.

In schools at least three seating arrangements are practised. The brightest/
most active/disciplined students are allowed to sit in front rows. Academic 
performance of children matters much. They get their roll numbers accord-
ing to academic performance. Normally ST students are asked to sit at the 
back. Children from forward sections, even if their performance is found 
defective, will be allowed to sit in front rows. In most of classroom activi-
ties, it is observed by researchers that teachers attribute poor performance 
of ST children to lack of interest towards the education. Majority of upper 
caste teachers exhibit a strong bias towards ST students and brand them 
underachievers/poor performers. Only a few teachers encourage ST children 
to develop academically and perform equally with other category children. 
Majority of teachers are of the opinion that ST children’s parents are not 
educated and they eventually drag their children out of school and do not 
ensure regular attendance. In most of instances, parents are by and large 
unaware of what is happening inside schools and the conditions of their 
children. Parents have nothing to say about what their children learn and 
do in school. They believe that everything is quite alright. Awareness levels 
with regard to the benefits of education are very little. They do not expect 
much to happen in schools due to their constant fight for survival. There 
is a common perception that ST children do not perform better in schools. 
Interestingly school records in some places reveal that academically these 
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children perform better than many others. There is a distinction between 
teachers’ perception and reality. Teachers have their own prejudices and 
traditional stereotypes about the academic achievements and attainments 
of ST children.

Ensuring teacher regularity in ST schools needs a mention and attention 
of those concerned. One of the biggest challenges that needs to be tackled 
is the availability of adequate number of teachers to cater to various needs 
of ST children. There is an acute shortage of teachers at all levels. Majority 
of teachers are not present in schools on every working day and do not 
come to school even though they are appointed on a permanent basis. In 
some schools, contract teachers are being appointed who do not show seri-
ous interest in the quality education of children. Para teachers, contract 
teachers are not paid regularly. Community participation in ST schools 
is an important concern for promoting quality education for ST children. 
The functioning of School Management Committees (SMCs) or Village 
Education Committees has not been very effective to ensure involvement 
of parents, especially from the most backward communities. Majority of 
them admit that their voices are rarely heard and have no opportunity to 
participate regularly in school-level committee meetings. Both RTI and 
RTE should be linked to ST schools as RTI will strengthen RTE. The quali-
fication norms of teachers should be adhered to RTE norms for ST schools.

There is a need to study, understand, and identify good school practices 
towards ST children with regard to their education. Some schools are fol-
lowing inclusive and positive practices in their classrooms. But these inclu-
sive practices are very few and need further elaboration. There are a few 
initiatives launched by central and state governments for SCs like Tola 
Sewak (a volunteer in a village or habitation can take the responsibilities 
of getting children to school and interacting with them in school) and the 
Hunar programme for promoting and encouraging education for poor and 
marginalized sections. Such programmes need more attention and further 
extension to cover ST children.

It is important that specific needs of special needy children among ST 
groups need separate focus. In majority of the cases such children are not 
included in school system. The SSA framework clearly mentions that chil-
dren with special needs should be provided education in an appropriate 
environment. They should not be left out of the education system. Child-
friendly infrastructure, positive and supportive attitude of teachers and stu-
dents, providing ramps and child-friendly toilets comprise some important 
and immediate concerns.

Education of children of Nomadic, Semi-Nomadic and Denotified Tribes 
(NT/SNT/DNT) is a very important concern of the government. Despite 
provision for local habitation schools and mid-day meal, attendance is still 
not satisfactory and cherished results have not been achieved in the stand-
ards of education. Educational problems concerning these children should 
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be tackled by apex educational organizations as a part of their extension 
programmes. There is a need to study educational patterns available to these 
children with a view to improving achievement levels. The main focus should 
be to examine to what extent education has spread among these tribes in 
India. There is a strong objection raised regarding the pathetic conditions of 
education and educational institutions prevailing in the settlement schools. 
There are social and behavioural changes taking place among the members 
of NT/SNT/DNT settlement areas in India. These settlements in various 
states in the country constitute a major segment of the total Scheduled Tribe 
population in the country. In all these settlements, NT/SNT/DNT communi-
ties form a major part of population. Some of the settlers still suffer from 
problems of crime and illiteracy. One of the main problems identified by 
field experiences and field surveys is about the social treatment meted out 
to the families of these tribes. For generations together, families and their 
members have been labelled as criminals and suffered dishonour and social 
negligence. Reasons are not far to seek given the background of socially 
despicable avocation as practised by some of the people belonging to these 
tribes. Children and women, in particular, have suffered ignominy from 
mainstream society.

The stigma of criminality is still one of the major impediments to the 
smooth running of the educational progress of children and youth. Children 
often faced a kind of social alienation in most walks of social life. Social 
alienation particularly at young age hampers the growth of psycho-social 
faculties of children. Social practices of the mainstream society have denied 
opportunities for children coming from the so-called criminal families 
residing in the settlement areas. Approaches of the government often times 
remain impersonal and lack a human element. The school or the process of 
schooling in settlement areas or settlement schools may be used as instru-
ments or tools to impart social culture, feelings of common fraternity, 
community approach, adjustment mentality, atmosphere of working and 
learning together, and finally moral dynamics of social and cultural behav-
iour. The schools in settlement areas are to be treated or perceived from a 
different angle where they are expected to combine the role of an instructor, 
and change agents. There is a need to conduct several qualitative and quan-
titative research studies in ST schools to capture the reality of conditions 
persisting in schools: gender equality, social equity dimensions, practices 
of social discrimination within schools, classrooms, and daily experiences. 
Modernization of these institutions with culture-specific education is an 
urgent task. Any violation of the rights of ST children is a violation of their 
rights to equality, social justice, and right against all forms of discrimina-
tion. Quality education should be provided to teachers working with ST 
children to attend to the needs of such children. Pedagogical and curricular 
issues need specific focus and attention so as to address the emerging issues 
in their proper social and cultural context.
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Conclusion

Although school coverage has increased, STs continue to lag far behind the 
rest of the population. To deal with low levels of literacy among tribals and 
to bridge the gap in dropout rates between tribals and non-tribals, there 
is a need to focus on elementary education. There is also a need to start a 
scheme of Pre-Matric Scholarship for all ST children across the country. 
Objectives of the proposed scheme are to support parents of ST children so 
that incidence of dropout would be reduced. There are strong recommenda-
tions for the scheme’s continuance in the 12th Five Year Plan. Some impor-
tant recommendations are rates of scholarship and income ceiling should be 
revised at regular intervals in line with the price index; possibility of paying 
college fees directly should be explored; scholarships to students (day schol-
ars or hostellers) should be paid on a monthly basis; it would be desirable 
that 100% grant-in-aid be given for establishment of Ashram schools and 
hostels for ST boys even in the non-Naxal areas; qualified teachers belong-
ing to the local tribal communities should be trained and placed in position 
as teachers in Ashram schools; increase in the number of scholarships from 
667 to 1,000 under Rajiv Gandhi National Fellowship Scheme; number of 
scholarship awards may be enhanced under National Overseas Scholarship 
(NOS), etc.

Education is the single most important means by which individuals and 
society can improve personal endowments, build capacity levels, overcome 
barriers, and expand opportunities for a sustained improvement in their life. 
In the context of education of ST children, finding a balance between preserv-
ing their cultural identity and mainstreaming for economic prosperity seems 
crucial. Recognizing that the education system is currently designed for the 
dominant group, there needs to be investment in creating support mecha-
nisms that supplement integration of marginalized children into the formal 
education system. Some of the contemplated measures in this regard include 
using both tribal and state languages during pre-primary and primary levels; 
creating supplementary learning materials relevant to ST children; introduc-
ing monetary/non-monetary incentives for teachers in tribal areas; addressing 
health and nutritional needs of children; improving community participation 
by training teachers and youth as peer educators; establishing and strength-
ening transitional education centres which focus on mainstreaming mar-
ginalized children; and creating seasonal hostels and residential schools for 
children of migratory parents. These support mechanisms are expected to 
address some of the issues facing these children inside classrooms. However, 
it is evident that there needs to be a more philanthropic investment in building 
community cultural wealth outside the classroom too. This would provide a 
solid foundation that leverages these assets and develops stronger individual 
potential that can transcend the barriers experienced by the marginalized 
today.
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India has the single largest tribal population in the world, constituting 8.6% 
of the total population of the country (more than 10.2 crore) (Census of 
India, 2011). Education plays an important role in the empowerment of an 
individual. The Constitution of India, in Article 46, commands that ‘State 
shall promote the educational interests of the weaker sections of the peo-
ple with special care, particularly SC/STs’. However, the literacy rate of 
Scheduled Tribes (STs) in India is still below the expected levels. According 
to the 2011 Census, the gap in literacy rates between India’s total popula-
tion (72.99%) and ST population (58.96%) is as high as 14.3%. However, 
the target-based approach of the government for the tribal population has 
not yielded minimum results. It is imperative to examine the reasons for 
educational backwardness of tribal population and discuss the issues of 
access and equality to STs from a policy perspective. The analysis is based 
on secondary data. The chapter attempts to find out the role of the state in 
the provision of education to STs, analyze various plans and policies for 
their educational development, and examine challenges to the attainment of 
educational goals for STs.

Introduction

India is a country with the single largest tribal population in the world. 
Tribal people constitute 8.6% of the country’s population with more than 
10.2 crore population. They are far behind other marginalized sections of 
the society. They are 20 years behind the general population in terms of 
poverty (World Bank, 2011, p. 29). The India Human Development Survey 
reports a high incidence of poverty among the STs (49.6%). Even after 
74 years of Independence, their Human Development Index (HDI) has not 
improved as desired.

Education is the most important lever for socio-economic and politi-
cal transformation. It is a catalyst of social change, for it strengthens 
democracy by imparting to citizens the tools needed to fully participate 
in governance. An educated person can defend against discrimination by 
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overcoming the traditional inequalities of caste, class, gender, and liter-
acy. The high literacy rate and educational achievements of disadvantaged 
groups enhance their ability to resist oppression, organize politically and 
get a fairer deal in negotiating (Dreze & Sen, 2005). Needless to say, edu-
cation is a basic entitlement that has to be guaranteed to the individu-
als by the state. However, this entitlement is far from a reality to many 
Scheduled Tribes (STs) in India. If we look at statistics, the literacy rate of 
the tribal population in 1951 was only 3.46%. There is a yawning gap in 
literacy rates between India’s total population (72.99%) and ST popula-
tion (58.96%), which is as high as 14.3% (Census of India, 2011).

The Government of India’s attempts to mainstream STs seem to have 
yielded minimum results. Their backwardness in literacy levels is a cause 
of concern for policy makers and education planners. It is imperative to 
examine the reasons for the educational backwardness of tribal population. 
Based on the secondary data, this chapter attempts to analyze various poli-
cies and plans for the educational development of STs in India with refer-
ence to Rajasthan; examine challenges to the attainment of their education 
goals; and discuss the issues of access and equality from a policy perspective. 
The analysis is confined to primary education, since it forms the basis of 
entry into secondary and tertiary education levels.

Education Policy for Tribal Children

The Constitution Review Commission observed that ‘primary education is 
basic need for every child irrespective of caste or creed. Every child must be 
carefully nourished so that our country may progress and flourish’. Article 
46 of Constitution of India enjoined upon the state to promote the educa-
tional interests of SC/STs (Basu, 2013). It took about six decades to trans-
late this constitutional goal into a right, i.e., Right to Education (RTE). The 
RTE Act 2009 makes it obligatory for the state to ensure that no child from 
weaker sections or disadvantaged groups (including STs) is discriminated 
against, in any manner or prevented from pursuing and completing elemen-
tary education. The Act mandates free and compulsory education for all 
children between 6 to 14 years. In case a child is not enrolled in a school, 
she/he should be admitted to any school. If any child is a dropout, that child 
should be readmitted into the school.

Children belonging to weaker sections and disadvantaged groups are also 
entitled to get admission in class I for free and compulsory education in pri-
vate and unaided school, located in the neighbourhood. One-fourth of seats 
in a class are reserved for them and school fees for the admitted children are 
paid by the government. These children are not pooled together in a sepa-
rate section or afternoon shift. It makes a substantial proportion of children 
of weaker sections feel at home, as segregation or indifferent treatment is 
not meted out. This will serve the purpose of providing quality education 
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to poor and disadvantaged. Besides, this will keep children of all sections of 
society together for eight years in order to narrow down the caste-, class-, 
and gender-based divisions in our society. Thus, principles of equity and 
non-discrimination, free from fear, stress, and anxiety, have been promised 
by the state.

Committees on Tribal Education

The Government of India (GoI) constituted two commissions to look into 
the issues pertaining to tribal development. Firstly, Scheduled Areas and 
Scheduled Tribes Commission was appointed under the Chairmanship 
of UN Dhebarin 1960. This commission critically examined the reasons 
for the educational backwardness of STs, and found that the problems of 
access, absenteeism, stagnation, and dropout were far greater among the 
tribal population than that of other social groups. In lesser than five years, 
another commission named Indian Education Commission (1964–1966) 
was appointed. It recommended that ‘intensive efforts’ have to be made to 
provide five years of early education to all tribal children by 1975–1976. 
The Commission sought the support of simultaneous intensive parental edu-
cation to achieve this goal. However, this goal has not been fulfilled until 
now.

Evidence shows that primary education among tribal grew at a slow pace 
since three decades of independence (1951–1981). A UNICEF-sponsored 
study in South Asia depicts that economic and socio-cultural factors are rea-
sons behind the educational backwardness of ST students (UNICEF, 2014). 
There was a wide gap between the literacy rate of the tribal and that of 
the general population. Moreover, there was a high dropout rate which is 
chronic in nature (GoI, 2014). Table 6.1 captures the yawning gap between 
the literacy among STs vis-à-vis other population groups in the country.

The National Policy on Education 1986 underscores that government 
should adopt micro planning to understand the problems faced by STs, 
such as lack of infrastructure, low motivation among the parents of the STs 
to send their children to school, and the increasing school dropout rates 
(GoI, 1986). Towards the end of the 1990s, the development and protec-
tion of interests of tribal population received the attention of policymakers 

Table 6.1  Scheduled Tribe Literacy Rate and Gap, 1961–2011

Category/Census Year 1961 1971 1981 1991 2001 2011

Total Population 28.3 34.45 43.57 52.21 64.84 72.99
ST 8.53 11.3 16.35 29.6 47.1 58.96
Gap 19.77 18.15 19.88 22.61 18.28 14.03

Source: Author’s calculation from Census of India, various years.
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through the establishment of institutional mechanisms. For instance, the 
government under the Tribal Division (1990–1991) established Ashram 
schools from the primary to secondary levels under Tribal Sub-Plan (TSP). 
The Ministry of Tribal Affairs has introduced several schemes for the pro-
motion of literacy among the ST children, such as pre-matric as well as 
post-matric scholarship, vocational training, a centrally sponsored scheme 
of hostels for ST boys and ST girls, National Overseas Scholarships for ST 
students, and Rajiv Gandhi National Fellowship.

Since 1997–1998, it has been decided to utilize a part of the funds 
under Article 275(1) of the Constitution for the setting up of 100 Model 
Residential Schools (named Eklavya Vidyalaya) from classes VI to X in 
states and Union Territories for tribal students. Since the beginning 164 
Eklavya Vidyalayas were sanctioned to 22 states by end of March 2014 and 
120 schools have become functional as of now. For this purpose, Rupees 
150 crore was earmarked during the Ninth Five Year Plan out of the funds. 
The objective of setting up the Eklavya Vidyalayas is to provide quality edu-
cation to the tribal students. These schools are equipped with special facili-
ties for preserving local art and culture, besides providing training in sports 
and skill development. In spite of all the efforts made by central and state 
governments, including provision of scholarships, etc., the state of tribal 
education is far from satisfactory.

The GoI has allocated 2,150 crore rupees in 2018–2019 budgets for dif-
ferent schemes of educational development. More than 1,900 crore rupees 
were allocated for scholarships for students belonging to ST (Ministry 
of Tribal Affairs, 2019). Let’s look at the status of education of STs in 
Rajasthan.

Status of Education in Rajasthan

Rajasthan is the largest state of India in terms of geographical area. It is 
characterized by differences in terms of livelihood patterns of settlement 
and social identity. The divide between rural and urban is also high in terms 
of the accessibility of basic services. Rajasthan is lagging behind in terms 
of poor availability of basic services like health, education, nutrition and 
also low Human Development Index (HDI) compared to the other states. 
Rajasthan is seen as a backward state in elementary education compared to 
other states.

As per Census 2011, Rajasthan has a tribal population of 92.38 lakh, 
which is 13.47% of the total population of the state. The tribal populations 
in the state are of varied ethnic composition and cultural patterns compris-
ing the Bhil, Damor, Meena, Garasia, Kathodi, and Saharia communities. 
Among these, the Bhil, Damor, and Meena tribes are concentrated mainly in 
Banswara, Dungarpur, the southern half of the Udaipur district, and parts 
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of Pratapgarh; the Garasia in Sirohi district; Kathodi tribe is concentrated 
in the districts of Kotra, Jharol, and in Udaipur; and the Saharia in parts of 
Baran district. Among all, the Saharia is the most Vulnerable Tribal Group 
(VTG) of the state. In the southern part of Rajasthan, 27 blocks have been 
declared as Scheduled Areas. These districts constitute more than 50% of 
the tribal population in Rajasthan. The government of Rajasthan has dis-
tinguished the geography according to the spread of tribal communities into 
Tribal Sub-Plan (TSP) and Non-Tribal Sub-Plan (Non-TSP) areas.1 The TSP 
areas are now separately represented in allocation of fund for the educa-
tion sector and jobs are allocated to cent per cent native tribal populations 
(Times of India, 2016).

STs in Rajasthan have the problem of inadequate representation on the 
socio-economic front. In the post-Independence period, the expansion of 
education in Rajasthan was underpinned by the constitutional clause to 
achieve universal education, as defined in the Directive Principles of State 
Policy in the Constitution of India. However, the education level among the 
tribal communities was low for a long period, even low than the national 
average, i.e., 58.96%. Rajasthan is ranked 34th (52.8%) among all 35 
states and Union Territories. Lower literacy rates are found mostly among 
women in Rajasthan.

According to the 2011 Census survey report, Rajasthan’s literacy rate is 
67.06% which is below the country’s average literacy rate of 74.04%. The 
state’s ST literacy rates (52.8%) are lower than the country average (58.9%) 
(Census of India, 2011). At this juncture, it is imperative to understand the 
history of primary education in Rajasthan. In the pre-independence period, 
education was a matter of the elite class, and the mass literacy rate was 
very low. Education was mainly controlled and entitled to the kings and 
their administration. Modern education, as defined in Lord Macaulay’s 
Committee, started in Rajasthan in the mid-19th century. The tradition of 
public education dates back to the medieval period, but it was imparted 
exclusively to the upper castes and members of royal families. The English 
medium and modern schools were first introduced in Alwar and Bharatpur 
in 1842, in 1844 in Jaipur, in 1863 in Udaipur, and in 1875 in Ajmer-
Merwada (Verma, 1986).

In the early 20th century, primary education started to expand in dis-
tricts, smaller towns, and villages. This resulted from a combination of 
three factors: philanthropy, national movement, and socio-religious reform 
movements such as Arya Samaj. The increased number of charitable trusts, 
mainly sponsored by members of the trading and merchant communities, 
such as the Birla and Jains, and pioneered by philanthropists, resulted in 
the opening of added schools for rural children. In the Shekhawati region, 
where several national movements occurred between 1917 and 1940, many 
schools were established and open to all by the business community and 
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panchayats. This was the result of the resolutions passed during their meet-
ings to send all children to school (Government of Jaipur, 1933). However, 
the southern region which was home territory of the tribal population 
lagged behind in terms of education and literacy.

In 1999, the government of Rajasthan started Rajeev Gandhi Swarna 
Jayanti Pathsala (RGSJP) programme, for educating the children of econom-
ically backward, Schedule Caste, and Tribe communities in remote areas on 
the demand of Gram Panchayat. The RGSJPs were primarily opened in the 
tribal and desert areas like Chittorgarh, Rajsamand, Banswara, Jalore, and 
Barmer. These schools were primarily maintained by the Gram Panchayat 
and teachers were directly recruited by the local regions by local authority. 
The RGSJPs filled disparities of education between the rural, tribal commu-
nities and the urban, mainstream sections of society and helped to cover the 
universal literacy mission (Kumar and Jain, 2013).

Low growth of literacy and high dropout were due to lack of quality edu-
cation in government schools. As a result, parents have less motivation to 
send their children to government school. Besides, the poor people are not 
able to access private schools. Thus, most of the children are out of school 
resulting in lower enrolment in elementary education. Sarva Siksha Abhiyan 
data (2013) shows that about 119.70 lakh children in the age group of 6–14 
years were out of school in Rajasthan.

A survey conducted by the Indian Council of Social Sciences Research 
(ICSSR), in its in 1000 villages of districts of Rajasthan, deplored the poor 
condition of tribal children in elementary education. The study revealed that 
over 75% tribal children are dropouts in classes IV and V. The children are 
involved in traditional work. Most parents were found to lack orientation 
towards education. Many girls in many tribal-dominated areas are never 
enrolled in school.2 The report underscores the failure of the state to address 
the structural barriers to completing elementary education.

A study carried out on Sarva Shiksha Abhiyan (SSA) during 2011–2012 in 
six states reports that the Rajasthan society is highly stratified in terms of 
social and community identities. There has been explicit caste-based dis-
crimination in schools in Rajasthan (Ramachandran and Naorem, 2013). 
The study draws attention to the prevalence of exclusionary practices in 
schools in Rajasthan. One of the overarching insights from this study is the 
need to view inclusion and exclusion from different vantage points: from 
outside (who goes to what kind of school); from the inside (what happens 
inside the school); and in society (who is visible and who is not visible; for 
example, seasonal or new migrants are often invisible in data on out-of-
school children).

According to the Statistics of School Education (2010–2011), in the case 
of tribal population across India, dropout rates are still very high – 35.6% 
in classes I to V; 55% in classes I to VIII; and 70.9% in classes I to X 
in 2010–2011.3 ASER Survey Report of Rajasthan noted that very few ST 
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students (studying in class II and IV) were present in schools (36.6% and 
42.1%, respectively) against other categories (Bhattacharjea et al, 2011).

According to Census 2011, it was found that the literacy rate among the 
tribal communities compared to other communities was lower and there 
was a large gap of 13.3% and still it is sustained. This gap in literacy was 
increased to 14.8% in the case of girl education. According to the analysis 
based on different tribal communities, it was found that the Garasia com-
munity has the lowest literacy rate, at only 25.4%, followed by the Kathodi, 
Katkari, Dhor Kathodi, Dhor Katkari, Son Kathodi, and Son Katkari with 
a mean literacy rate of 27.5%.

According to the Census of 2011, there is variation in the literacy rate 
among STs in different districts of Rajasthan (Ministry of Tribal Affairs, 
2019).

State/District Literacy Rate

Overall (%) Male (%) Female (%)

Rajasthan State 52.8 67.6 37.3
Sirohi 32.9 47.2 18.2
Jalore 33.4 46.9 18.7
Barmer 38.1 53.0 21.4
Jaisalmer 42.1 57.3 24.9
Chittaurgarh 39.2 53.0 25.2
Pali 41.0 55.1 26.1
Rajsamand 42.0 57.8 26.2
Bhilwara 43.6 58.2 28.4
Pratapgarh 44.7 58.4 31.0
Udaipur 46.9 61.2 32.2
Ajmer 49.0 63.9 33.6

Source: Census Report (2011).

The above mentioned data shows low literacy rate in different districts. On 
physical map, these districts are situated in hilly terrain and desert areas 
where tribal communities live in remote areas and the connection with gov-
ernment machinery is lacking that has a critical impact on the education 
policy as well.

Issues and Challenges

One can find that significant barriers to realizing the goals of education for 
tribal population are pan Indian, which can be seen in Rajasthan very prom-
inently. A study suggested that the existing education system is somehow 
unable to make the reach of primary education to disadvantaged sections, 
namely the Scheduled Tribes, Scheduled Castes, women, and communities 
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residing in the remote areas. The alternative systems could fill this gap. In 
terms of the quality of education provided, the state of Rajasthan stands sec-
ond to regular schools. There is a consistent financial constraint being faced 
in the state of Rajasthan and stretches to the problem that the functioning 
of schools in the remote and backward areas is not ensured. The lack of 
finance is discouraging for the alternative policies and schemes for ensuring 
functional schools in backward and remote areas.

Structural Constraints

In an interventionist study, Gautam (2003) underscored that pedagogy in 
tribal schools does not match the social milieu of the tribal children. The 
educational system of the dominant non-tribal population is of very limited 
value in the tribal cultural milieu because it does not match with the lifestyle 
and the needs of the tribal community. Gautam further highlighted that the 
programme of schooling should pay attention to the ecological, cultural, 
and psychological characteristics of tribal children.

Learning outcomes, to a large extent, depend on attendance of students 
in the schools. Poor attendance of ST students in schools raises the concern 
of access and opportunities provided to them by the government. Ministry 
of Human Resource Development in its Draft of National Education Policy 
(2016) recognized the low education level of tribal children as a matter of 
grave concern. The policy reiterated that serious issues, such as low literacy 
rates, poor enrolment rates, high dropouts, and high infant mortality of 
tribal children, need to be addressed. The alarming dropout rate among ST 
students (82%) (studying in classes I to X) during the years 2005–2006 is a 
case in point.

Non-availability of teachers to work in tribal areas has been mainly respon-
sible for low educational development of the tribal children. Language and 
communication is also a problem for non-tribal teachers who are working in 
tribal areas.

Content and Curriculum

A report by Sahu (2014) suggested that there are issues related to the con-
tent and curriculum which are posing some relative challenges for the edu-
cation policy implementation in the tribal zone. Language or medium is one 
of the important constraints for tribal children, which prevents their access 
to education because most tribal groups have their indigenous languages, 
dialects, and scripts. The physical location of the tribal groups being some-
where in the remote areas is also a factor of hindrance to the education 
policy and spread of literacy. The content of the syllabus is somehow lack-
ing the element of the indigenous facts and cultural values as part of cur-
riculum. The missing interaction link among the teachers, tribal students, 
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and their parents is a serious challenge ahead to the education policy among 
tribal communities.

The existing curriculum, content, and school organization being geared 
towards the urban middleclass are not really suitable for the disadvantaged 
groups like the STs. The school is not reflecting the inclusive cultural ethos. 
In fact, negative stereotypes of all disadvantaged groups have been a major 
problem in text material as well. It is encouraging to note that lately there 
have been attempts to free the text material from this bias, although more 
time and efforts will be required to modify teachers’ attitude. An additional 
constraint in remote areas, especially for female teachers who are unable 
to travel long distance, is the lack of teachers’ residence. This element adds 
to the problem of teacher absenteeism, which could be addressed to some 
extent by providing adequate residential facilities.

Socio-economic Constraints

Sujatha (2002) highlights the impact of socio-economic pattern of tribal 
people on their education and literacy. The tribes usually, speaking in a 
broad sense, have indigenous socio-economic and cultural factors, which 
highlights their economic conditions, social customs, and cultural ethos. 
The encroachment of formal education in pre-developed and established 
indigenous culture seems to be difficult and challenging. The existing educa-
tion policies seem to have neglected the tribal socio-economic and cultural 
issues like conflict and gap between the home and school and role of the 
children in family income, which are possible reasons to treat education 
as not profitable for their financial purpose. Education does not lead to 
any visible and immediate benefit to tribal communities. So they do not see 
beyond their present state and thus the participation of tribal children in 
education also becomes limited. Even though the contribution of children in 
household economy is indirect, they certainly facilitate the participation of 
parents in economic activity.

Budgetary Constraints

Generally speaking, budgetary allocation for the weaker sections has been 
too low in India. For instance, the budgetary allocation to STs is partial and 
reflected in every Five Year Plan. For instance, the total percentage of funds 
allocated to STs in the government expenditure is appalling. 

It can be observed that except during the Eighth Five Year Plan, budget-
ary allocation to STs did not exceed 5%. Allocation of meagre amounts 
for the development of tribal population is also to be noted. The National 
Campaign for Dalit and Human Rights (NCDHR), an organization 
working for Dalits and Adivasis, argues that the percentage of budgetary 



84 Cheruku Jeevan Kumar 

allocation for these groups in Annual Budget 2016–2017 was curbed by 
55% (Table 6.2). If funds are inadequate, one cannot expect better imple-
mentation of developmental policies in tribal areas.

There is a lack of data on budgetary allocation to education in refer-
ence to Schedule Tribes. There are some schemes initiated by the govern-
ment of Rajasthan. The Anuprati Scheme was launched in 2005 with an aim 
of providing financial incentives of up to 1 lakh rupees to prepare for the 
competition exams for students from the Scheduled Tribes. To make edu-
cation more viable, government of Rajasthan has allocated 273 crore and 
50 lakh rupees for pre- and post-matric scholarship in budget 2018–2019. 
For promotion of higher education among tribal people, the government 
of Rajasthan established a separate tribal university for facilitating the stu-
dents from tribal community in 2012. In budget 2018–2019, the govern-
ment of Rajasthan allocated a budget of 8 crore rupees for hostel facilities 
of residential education (GoR, 2018).

Concluding Remarks

The Scheduled Tribe community constitutes the most economically impov-
erished and socially and politically marginalized group in India. Since 
Independence, various committees and policies have been constituted and 
formulated by governments at both central and state levels to address a 
number of issues like land alienation, forced migration, cultural sifting and 
extinction, poverty and indebtedness, health and nutrition, and education 
among tribal communities. The issue of illiteracy among tribal communities 
is chronic and has become more serious in course of time. Education as a 
crucial input leads to economic wellness of tribal communities as it helps to 
grow awareness and meet new challenges. To educate tribal communities 
is an Herculean task for the government. There were different approaches 
and concepts of interventions discussed in the education policies for making 

Table 6.2 Budgetary Allocation

Five Year Plan Percentage of Allocation

First (1951–1956) 1.04
Second (1956–1961) 0.96
Third (1961–1966) 0.75
Fourth (1969–1974) 0.5
Fifth (1974–1979) 3
Sixth (1980–1985) 3.7
Seventh (1985–1990) 3.8
Eighth (1992–1997) 5.2

Source: Xaxa (2012).
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education more sustainable and appealing for tribal communities and their 
children. The tribal education was significantly highlighted in education 
policies at different times in which the policies had a separate package of 
recommendations on different issues like language, content, and curricu-
lum. This chapter has critically analyzed the different types of constraints 
in the implementation and execution of different policies for education 
among the tribal communities in India with a focus on Rajasthan. Unless 
and until the pedagogy, curriculum, and content are made contextualizing 
to the special needs of the students of ST community, one cannot expect the 
educational development of tribal population in India.

Notes
1 To provide a more focused approach on the integrated socio-economic devel-

opment of the STs, the Government of India has set up the Ministry of Tribal 
Affairs in 1999 by bifurcating the Ministry of Social Justice and Empowerment. 
The ministry is the nodal agency of overall policy, planning, and coordination 
of programmes for development of STs. Similarly, the National Commission 
for Scheduled Tribes (NCST) was established in 2004 after bifurcation of the 
erstwhile National Commission for SC/STs.

2 The Times of India, Jaipur, February 16, 2014, p. 2.
3 https://www .livemint .com /Education /mzt ksib N6CD Dfw6 oMOUGJL /Budget 

-2018 -on -Education -Ekalavya -schools -for -tribal -childr .html, accessed on May 
26, 2018.
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Various educational policies and government initiatives have aimed at 
improving the literacy rate of the tribal communities. However, even after 
74 years of Independence, the literacy levels of the tribal people have not 
risen to the desired levels. On top of that, there is the issue of high dropout 
rates (70.9%, according to a recent study) among the tribals. In such a situ-
ation, it is important to find out why tribal communities are still lagging 
behind in the education sector.

This study will deal with the various aspects of access to education for the 
tribal communities. It will also try to examine the linkage between poverty 
and education. This is considered important since literacy can mean much 
more than mere bookish knowledge. A literate person can be expected to 
have more awareness about matters of importance to him or her. On the 
employment front, a literate person can have wider livelihood options – and 
not be confined to pursue occupations which largely entail manual labour. 
At the same time, a literate person would know more about his or her legiti-
mate entitlements and be in a better position to avail of these. It is one 
thing for the government to reserve vacancies for candidates belonging to 
the deprived sections of society. It is equally important for more persons 
hailing from these sections to know about and utilize these. Education can 
be a means for such persons to optimally utilize the opportunities available 
to them.

It is a proven fact that students learn better and retain more when they are 
active participants in the teaching-learning process. For the purpose of this 
study, two districts in Andhra Pradesh (Anantapur and Vishakhapatnam) 
and one district in Telangana (Hyderabad) have been selected for a detailed 
examination.

The study will include not only the availability of infrastructure but also 
participation of the tribal students in the classroom discussions. The study 
will utilize both purposive and random sampling methods.

In the age of globalization, many countries of the world have succeeded 
in providing equitable treatment to their citizens, but in India some sections 
of the society, especially the tribal community, have remained distant from 
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the mainstream of the society. Hence, most of them have not been able to 
enjoy the benefit of the growth or development. Poor access to education is 
an important reason for the general backwardness of the tribal communi-
ties. There could be a number of reasons, either singly or collectively, for 
children in the study area attending schools irregularly. The reasons could 
include disinterest of the parents, school being far off, need to supplement 
family income, participation in domestic/family activities, need to look after 
younger siblings, financial constraints, disinterest in studies, inability to 
cope with studies, and health problems of either the child or some family 
member.

Though some development of the tribes has taken place in India, the pace 
has been rather slow. If the government does not take some drastic steps for 
the development of tribal education, the status of education among tribes 
will be a story of distress, despair, and death. Hence, it is imperative for the 
concerned policymakers to address this problem in a holistic manner. Easy 
access and more opportunities should be provided to the tribal children in 
order to bring them to the mainstream of economic development

India is a pluralist country, with rich diversity, reflected in the multi-
tude of cultures, religions, languages, and racial stocks, which has made 
the social fabric highly stratified and hierarchical. As a result, social and 
economic opportunities are differentially distributed along the lines of caste 
and class affiliations. The country has large tracts of hinterland, hilly ter-
rain, a dense forest cover, and fertile coastal belts, besides the Indo-Gangetic 
plains. Such divergence in ecology and geography has ensured large-scale 
occupational and spatial differentiation. Still, the predominant occupation 
is agriculture for three-quarters of Indians. Almost 80% of India’s popula-
tion lives in rural areas.

Rural India is characterized by the lack of infrastructural facilities and 
widespread poverty and indebtedness. This has led to the perpetuation of 
layers of inequalities and disparities at various levels. This has hampered 
the socio-economic development of large sections of society, especially the 
deprived groups. Such social deprivation is tellingly reflected in their educa-
tional backwardness.

The preponderance of an elitist and discriminatory social order has led 
to certain segments of the population remaining disadvantaged. In course 
of time, the gap between them and others has further widened. This seg-
mentation of the population, in terms of their access to social and economic 
opportunities and their participation in the process of development, is based 
on two factors. The first is the spatial differentiation, which refers to the 
viability of a region in terms of its geographical location. If a region is well 
served by roadways, is near to areas of political, financial, industrial, or 
business and entrepreneurial importance, not hindered by natural barriers, 
etc., it enjoys a number of advantages over other areas. The second factor 
is the social disposition of the inhabitants of the region. For example, in the 
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Indian social system, the upper castes have tended to monopolize most of 
the privileges, including access to formal education.

While the Scheduled Castes have been at the lowest rung of the Hindu 
social order, subjected to social discrimination, i.e., untouchability, due to 
their ‘lowly’ occupations, the Scheduled Tribes had suffered physical isola-
tion, kept remote from civilization, and have, therefore, maintained their 
cultural uniqueness. Consequently, both the groups lag far behind others, 
in terms of social and economic development. The Constitution of India 
had rightly recognized these two segments of the population as weaker 
sections of society, based on their socio-economic backwardness and the 
age-old social discrimination and physical isolation that they have been sub-
jected to.

Education in India is provided by the public sector as well as the pri-
vate sector, with control and funding coming from three levels of gov-
ernment: central, state, and local. Under various Articles of the Indian 
Constitution, free and compulsory education is provided as a fundamental 
right to children between the ages of 6 and 14. The Indian government 
lays emphasis on at least primary education for children up to the age of 
fourteen years. The Indian government has also banned child labour so that 
children do not enter unsafe occupations. However, both free education 
and the ban on child labour are difficult to enforce, due to economic dis-
parity and social conditions. As many as 80% of all recognized schools at 
the elementary stage are government run or supported by it, making it the 
largest provider of education in the country. Some vocational and private 
educational institutions have been established to contribute towards meet-
ing the demand of education.

Scheduled Tribe groups have traditionally lived in more remote areas of 
the country and in closer proximity to forests and natural resources. The 
remote and difficult geographical terrain, in which most of them reside, has 
isolated them from the mainstream Indian society. Traditional Scheduled 
Tribe communities value their close relationship to nature and make opti-
mal use of the natural resource base for their daily sustenance. However, 
modernization and accumulative processes of production have resulted in 
massive encroachment into their natural habitats. This has, in turn, resulted 
in their displacement, poverty, and heightened levels of exploitation through 
a system of bonded labour. The term ‘double disadvantage’ has been used 
to characterize the socio-economic and spatial marginalization of Scheduled 
Tribes in India.

Why is it so important to close the educational gaps and to remove the 
enormous disparities in educational access, inclusion, and achievement? 
One important reason for this is for making the world more secure, as well 
as more fair. H.G. Wells was not exaggerating when he said, in his Outline 
of History: ‘Human history becomes more and more a race between educa-
tion and catastrophe’. If we continue to leave vast sections of the people of 
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the world outside the orbit of education, we make the world not only less 
just, but also less secure (Sen, 2003).

The poor quality of infrastructure and teaching, and a curriculum that 
neither relates to the sociocultural lives of the Scheduled Tribes, nor teaches 
them about their history, etc. have all contributed to many tribal commu-
nities becoming disenchanted with the present system of education, which 
they perceive is only alienating them from their ethos and traditions.

Constitutional Provisions and India’s Performance

The Indian Constitution is committed to the equality of all citizens. The 
Directive Principles of the States Policy (DPSP) also speak about the need 
‘to promote with special care the educational and economic interests of 
the weaker sections of the society, and, in particular, of the SCs/STs’. To 
achieve ‘equality’ with its many facets, special provisions have been made in 
the Constitution of India. Article 46 of the Constitution states:

The State shall promote, with special care, the educational and eco-
nomic interests of the weaker sections of the people, and, in particular 
of the Scheduled Castes and Scheduled Tribes, and shall protect them 
from social injustice and all forms of social exploitation.

Articles 330, 332, 335, 338–342 and the entire Fifth and Sixth Schedules 
of the Constitution deal with special provisions for implementation of the 
objectives set forth in Article 46.

The Constitution of India, in Article 366, has defined the Scheduled Tribes 
as such of those tribes or tribal communities which have been so declared 
by the Constitutional Order under Article 342 for the purpose of the 
Constitution. As many as 574 tribal groups have been identified as Scheduled 
Tribes. They have been previously described as ‘aborigines’, ‘aboriginals’, 
‘primitives’, ‘Adivasis’, ‘vana jatis’, etc. Special provisions have been made in 
Articles 46, 275, 330, 332, 335, 338, 340, etc. to safeguard the interests of 
Scheduled Tribes and to protect them from social injustice and exploitation.

India, has the single largest tribal population in the world, constituting 
8.8% of the total population of the country (as per Census 2011). The 574 
individual tribal groups are at various levels of social and economic devel-
opment, with different degrees of exposure to modernity and social change. 
Most of the tribal-concentrated areas lack basic facilities, such as roads, 
transport, communications, electricity, sanitation, and medical facilities. 
The literacy rate among tribals is low, but also varies widely among differ-
ent groups and regions. More importantly, a considerable portion of tribal 
children continues to be outside the school system.

Planning for education is very often norm-based. These norms, especially 
those pertaining to distance and population size, do not, and cannot, reflect 
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the local specifics of requirements of tribal areas. This implies that planning 
for tribal groups needs to be seen as a special case, rather than applying the 
norms applicable for the general population. The central and state govern-
ments in India have recognized these special features of tribal groups and 
adopted, at times, flexible approaches and norms for them.

However, it is now admitted that flexibility in norms alone cannot help 
to universalize the access conditions for primary education. Hence, many 
innovative approaches are being tested in various states. One of the success-
ful recent innovative strategies is that of establishing community schools, 
called ‘Maabadi’ (meaning ‘our school’ in the local tribal language), in 
Andhra Pradesh, in place of government schools in small and scattered habi-
tations, where formal schools, according to the existing norms, even after 
relaxation of rules, are not possible.

Education is an effective instrument to bring about changes in the atti-
tude and aspirations of people. According to Mahatma Gandhi, education 
means an all-round development that draws out the best in an individual – 
physically, mentally, and spiritually. The effective literacy rate for India in 
Census 2011, works out to 74.04% (males, 82.14% and females, 65.46%). 
The country has continued its march towards improving its literacy rate, by 
recording a jump of 9.21 percentage points during the period 2001–2011. 
The increase in literacy rates in males and females are of the order of 6.88 
and 11.79 percentage points, respectively.

The Census, 2011, highlights that different education policies of the states 
have focused on different themes for the educational development of the 
tribals. These include primary schools in tribal areas, developing the cur-
riculum in the tribal spoken language, establishment of residential schools, 
Ashram schools, hostels, Anganwadis, encouraging non-formal education 
in tribal areas, introducing special remedial coaching classes, and instituting 
scholarships and fellowships, like the Rajiv Gandhi Fellowships.

Poverty and Education Indicators

Primary education or elementary education is typically the first stage of com-
pulsory education, coming between early childhood education and second-
ary education. In most countries, it is compulsory for children to receive at 
least primary education. The major goals of primary education are achieving 
basic literacy and numeracy among all pupils, as well as establishing foun-
dations in science, mathematics, geography, history, and social sciences.

The Millennium Development Goal of the United Nations was to 
achieve universal primary education by the year 2015, by which time it was 
envisaged that all children everywhere, regardless of race or gender, would 
be able to complete at least primary schooling.

Due to the shortage of resources and lack of political will, this system suf-
fers from massive gaps. These include: high pupil-to-teacher ratios, shortage 
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of infrastructure, and poor levels of teacher training. Education has also 
been made free for children for 6 to 14 years of age or up to class VIII under 
the Right of Children to Free and Compulsory Education Act, 2009. Due to 
this, many private run schools have been coming into existence.

The following section will analyze various aspects like socio-economic 
background of the students, infrastructural facilities of the schools, student 
participation in learning, and discrimination faced in schools. This section 
will basically deal with the perceptions of primary school students on the 
above aspects.

Socio-economic Background of the Pupils

It is almost a foregone conclusion that girl children, especially in rural India, 
are generally discriminated against in the matter of providing education. 
The underlying justification for such discrimination is: how will education 
be useful for a girl who would later have to perform only domestic tasks? 
Table 7.1 should help in confirming, or refuting, this surmise.

The above surmise is generally substantiated in the case of Anantapur and 
Vishakhapatnam districts. However, Hyderabad district provided a very 
encouraging picture, since the proportion of girl students was more than 
that of their male counterparts. A possible reason for this is that Hyderabad 
district is largely urban in character and the parents there can be expected to 
have a more progressive outlook towards their girl children.

Sub-castes of the ST Respondents

It has already been mentioned that there are some 574 tribal groups in 
India. It is equally interesting that some of these tribal groups have sub-
groups among them. The members of each such sub-group tend to have a 
closer bonding among themselves and follow almost identical occupations. 
The sub-tribes seem to be concentrated in some pockets. Table 7.2 should 
give an idea of the major sub-castes to which the respondents belong.

Table 7.1  Gender Distributions of Children of the Respondents – District-Wise

Gender District 

Anantapur Hyderabad Vishakhapatnam

Male 61 (56.48%) 16 (44.44%) 65 (60.18%)
Female 47 (43.51%) 20 (55.55%) 43 (39.81%)
Total 108 (100%) 36 (100%) 108 (100%)

Source: Field study undertaken by the author in the period 2012–2014.
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The survey area showed a wide tapestry of sub-castes. As per the Tribal 
Cultural Research and Training Institute (TCRTI), 35 tribal communities 
were identified. Among them, only a few (five) tribes were covered, as per the 
methodology. Among the three districts studied, Anantapur and Hyderabad 
have a high concentration of Banjaras (55.55% and 74.07%, respectively), 
whereas in Vishakhapatnam district, the majority respondents are the 
Yanadis 29.25%). The Yerukalas have a significant presence (35.80%) in 
Anantapur district. Similarly, the Bagatas were found (23.45%) to be very 
noticeable in Vishakhapatnam district. The Pradhans do not have a notice-
able presence in any of the districts.

Ownership Status of the House in Which Residing

Ownership of land and accommodation has come to be associated with 
social status and dignity of an individual, especially in rural areas. This 
issue imparts some ‘standing’ to him or her in the society in which he or 
she stays. Also, in times of need, such a person can approach a banking or 
financial institution more confidently for a loan since he or she has some 
collateral to offer. A person who does not possess ‘worthwhile’ assets, can 
easily fall prey to loan sharks and fall into a debt trap from which it may 
become very difficult to escape. This point is considered relevant to the pre-
sent study since the type of residence of a person can have a bearing on his 
or her attitude towards education. A person leading a nomadic life cannot 
generally be expected to pay much attention to the education of his or her 
children. Table 7.3 can give an idea of the situation in the three districts

A very significant fact that emerged in all the three districts is that a 
greater proportion of ST respondents, than their non-SC/ST counterparts, 
have their own houses. A possible reason for this could be that STs in the 
study area have been able to utilize the benefits of housing schemes like 
Indira Awash Yojana of the government.

Equally noticeable is the fact that the larger proportion of non-SC/ST 
respondents is residing in rented houses. Accommodation provided by 

Table 7.2  Major Sub-castes of STs

Sub-castes among 
Scheduled Tribes

District 

Anantapur Hyderabad Vishakhapatnam

Banjara 45 (55.55%) 20 (74.07%) 7 (8.64%)
Yanadis 3 (3.70%) 2 (7.40%) 48 (29.25%)
Yerukalas 29 (35.80%) 3 (11.11%) 5 (6.17%)
Bagata 3 (3.70%) 1 (3.70%) 19 (23.45%)
Pradhan 1 (1.23%) 1 (3.70%) 2 (2.46%)
Total 81 (100%) 27 (100%) 81 (100%)

Source: Field study undertaken by the author in the period 2012–2014.
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the office appeared to be of the least priority for both ST and non-SC/ST 
respondents in all the three districts.

A pertinent question that may be raised is about the need to introduce the 
category of non-SC/STs in the study. Another issue could be the vast differ-
ence in the number of SC and non-SC/ST respondents. It is highlighted that 
the non-SC/ST category has been introduced for comparison purposes so 
that one can see the degree of variation in the socio-economic status of the 
two class of respondents. This is more so because, historically, the non-SC/
STs have generally enjoyed a better deal in matters like education, owner-
ship of land, and socio-economic status. The other issue is regarding the 
relative sample size of ST and non-SC/ST respondents. It may be mentioned 
here that the study was conducted in predominantly tribal areas where the 
non-SC/STs residents were relatively lesser in number.

Type of House in Which Residing

The type of house in which one resides is much more than a status symbol. 
For a student, it could determine whether the atmosphere is congenial for 
study at home, or not. For instance, a pucca house almost invariably con-
notes adequate living space and availability of facilities like electricity and 
running water. On the other hand, a hut or a kutcha house may not have 
electricity (obviously due to the fire hazard) and running tap water (due to 
which most of the female respondents may be obliged to help in bringing 
water from outside sources, which may erode the time available for study). 
Also, the living space may be cramped. Students residing in such houses may 
not be able to study comfortably at night. 

Among the Schedule Tribe student respondents of Anantapur district, 
22.22% stated that they are residing in pucca houses in very good condi-
tion. However, 8.64% are staying in pucca houses, with less space for all 
family members. Also, 44.44% stated that are living in semi-pucca houses 
and 13.35% in for kutcha houses (having mud walls and floor and thatched 
roof). The figure of 6.17%, who have no houses, or are residing temporarily 
in other houses or huts cannot be totally ignored (Table 7.4).

Table 7.3  Ownership Status of the House in Which Residing

Ownership Scheduled Tribes Non-SCs/STs

Anantapur Hyderabad Vishakhapatnam Anantapur Hyderabad Vishakhapatnam

Own 56 (69.14%) 9 (33.33%) 51 (62.96%) 10 (37.03%) 2 (22.22%) 12 (44.45%)
Rented 19 (23.45%) 10 (37.04%)  25 (30.86%) 14 (51.85%) 6 (66.67%) 10 (37.04%)
Office  6 (7.40%) 8 (29.63%) 5 (6.17%) 3 (3.70%) 1 (11.11%) 5 (18.51%)
Total 81 (100%) 27 (100%) 81 (100%) 27 (100%) 9 (100%) 27 (100%)

Source: Field study undertaken by the author in the period 2012–2014.
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Among the non-SC/STs student respondents of Anantapur district, 
29.63% are living in pucca houses in very good condition; 22.22% are 
residing in pucca houses, with less space for all family members; 18.52% in 
semi-pucca houses; and 14.81% in kutcha houses (having mud walls and 
floor and thatched roof). In this case too, the proportion of respondents not 
having their own houses, or residing temporarily in other houses or huts 
cannot be ignored.

Among the Schedule Tribe student respondents of Hyderabad district, 
only 3.70% said that they are residing in pucca houses. However, 40.74% 
of them mentioned that they are staying in pucca houses, with less space 
for all the family members; 37.03% said that they were living in semi-
pucca houses; and 7.41% in kutcha houses (with mud walls and floor and 
thatched roof).

Among the non-SC/ST student respondents of Hyderabad district, 
11.11% stated that are living in pucca houses in very good condition; 
55.56%, in pucca houses, with less space for all family members, 22.22% 
in semi-pucca houses and 11.11% in kutcha houses (with mud walls and 
floor and thatched roof).

Among the Schedule Tribe respondents of Vishakhapatnam district, 
18.52% stated that they are residing in pucca houses in very good condi-
tion; 14.81%, in pucca houses, with less space for all the family members; 
46.91% in semi-pucca houses; and 7.41% in kutcha houses (having mud 
walls and floor and thatched roof).

Among the non-SC/ST respondents of Vishakhapatnam district, 48.15% 
mentioned that they are staying in pucca houses in very good condition; 
29.63% in pucca houses, with less space for all family members; and 
22.22% in semi-pucca houses.

Basic Facilities in the House

A measure of the socio-economic status of a household is the availability of 
some basic amenities/facilities with it. These can also have a bearing on the 
comfort level of the respondents with regard to education. Table 7.5 depicts 
the situation in the study area. 

Electricity Connections: Electricity is an important index of the quality 
of life of any community in modern times. This is also considered a symbol 
of minimum development. This not only makes life more comfortable, but 
also makes it easier for students to study at night. An encouraging feature 
noticed was that the largest number of respondents replied in the affirmative. 
As regards the Scheduled Tribe respondents in the three districts, 92.59% 
in Anantapur and 81.48% in Hyderabad confirmed about electricity sup-
ply in the households. However, only 76.54% of the respondents from 
Vishakhapatnam replied in the affirmative on this issue. When the same 
question was raised with the non-SCs/STs respondents, 66.66% of them in 



 Impact of Poverty on Education and Adivasis in India 99

Ta
bl

e 
7.

5 
 Ba

si
c 

Fa
ci

lit
ie

s 
in

 t
he

 H
ou

se

Ba
sic

 F
ac

ilit
ie

s
Sc

he
du

le
d 

Tr
ib

es
N

on
-S

Cs
/S

Ts

An
an

ta
pu

r
H

yd
er

ab
ad

Vi
sh

ak
ha

pa
tn

am
An

an
ta

pu
r

H
yd

er
ab

ad
Vi

sh
ak

ha
pa

tn
am

El
ec

tr
ic

ity
75

 (
92

.5
9%

)
22

 (
81

.4
8%

)
62

 (
76

.5
4%

)
18

 (
66

.6
6%

)
7 

(7
7.

78
%

)
14

 (
51

.8
5%

)
T

oi
le

t
38

 (
46

.9
1%

)
12

 (
44

.4
4%

)
41

 (
50

.6
2%

)
11

 (
40

.7
4%

)
4 

(4
4.

44
%

)
12

 (
44

.4
4%

)
A

PL
29

 (
35

.8
0%

)
10

 (
37

.0
4%

)
27

 (
33

.3
3%

)
8 

(2
9.

63
%

)
1 

(1
1.

11
%

)
6(

22
.2

2%
)

BP
L

42
 (

51
.8

5%
)

18
 (

66
.6

6%
) 

35
 (

43
.2

1%
)

13
 (

48
.1

5%
)

4 
(4

4.
44

%
)

16
 (

59
.2

6%
)

T
ab

le
/C

ha
ir

70
 (

86
.4

2%
)

25
 (

92
.5

9%
)

65
 (

80
.2

5%
)

17
 (

62
.9

7%
)

7 
(7

7.
78

%
)

15
 (

55
.5

5%
)

El
ec

tr
ic

 fa
n

65
 (

80
.2

5%
)

23
 (

85
.1

9%
)

68
 (

83
.9

5%
)

22
 (

81
.4

8%
)

5 
(5

5.
56

%
)

21
(7

7.
77

%
)

K
itc

he
n 

ap
pl

ia
nc

es
 

25
 (

30
.8

6%
)

12
 (

44
.4

4%
)

21
 (

25
.9

3%
)

11
 (

40
.7

4%
)

7 
(7

7.
78

%
)

3 
(1

1.
11

%
)

R
ad

io
18

 (
22

.2
2%

)
8 

(2
9.

63
%

)
8 

(9
.8

8%
)

2 
(7

.4
1%

)
2 

(2
2.

22
%

)
4 

(1
4.

81
%

)
T

el
ev

is
io

n
42

 (
51

.8
5%

)
18

 (
66

.6
6%

) 
35

 (
43

.2
1%

)
13

 (
48

.1
5%

)
4 

(4
4.

44
%

)
16

 (
59

.2
6%

)
Bi

cy
cl

e
35

 (
43

.2
1%

)
10

 (
37

.0
4%

)
22

 (
27

.1
6%

)
6 

(2
2.

22
%

)
6 

(6
6.

67
%

)
6 

(2
2.

22
%

)
Sc

oo
te

r/
M

ot
or

cy
cl

e
25

 (
30

.8
6%

)
15

 (
55

.5
5%

)
25

 (
30

.8
6%

)
12

 (
44

.4
4%

)
2 

(2
2.

22
%

)
10

 (
37

.0
4%

)
Fo

ur
 w

he
el

er
4 

(4
.9

4%
)

1 
(3

.7
0%

)
2 

(2
.4

7%
)

1 
(3

.7
0%

)
1(

11
.1

1%
)

0
R

ef
ri

ge
ra

to
r

8 
(9

.8
8%

)
3 

(1
1.

11
%

)
5 

(6
.1

7%
)

4 
(1

4.
81

%
)

3 
(3

3.
33

%
)

2 
(7

.4
1%

)
T

el
ep

ho
ne

/M
ob

ile
 

72
 (

88
.8

8%
)

23
 (

85
.1

9%
)

72
 (

88
.8

8%
)

16
 (

59
.2

6%
)

7 
(7

7.
78

%
)

19
 (

70
.3

7%
)

C
om

pu
te

r
5 

(6
.1

7%
)

2 
(7

.4
1%

)
3 

(3
.7

0%
)

1 
(3

.7
0%

)
2 

(2
2.

22
%

)
1(

3.
70

%
)

So
ur

ce
: F

ie
ld

 s
tu

dy
 u

nd
er

ta
ke

n 
by

 t
he

 a
ut

ho
r 

in
 t

he
 p

er
io

d 
20

12
–2

01
4.



100 Ramdas Rupavath 

Anantapur, 77.78% in Hyderabad, and 51.85% in Vishakhapatnam con-
firmed having electricity connections in their houses, see Table 7.5.

It is possible that the social welfare scheme of government and NGOs are 
devoting special attention to the hitherto deprived sections of society. For 
both the categories of respondents, connection of electricity was found to be 
less in Vishakhapatnam district.

Domestic Toilet: A domestic toilet is yet another important social devel-
opment index of any community. Presence of a domestic toilet can also be 
regarded as an indicator of the level of education of the concerned person. 
Such a toilet is not only about good sanitation practices, it also entails the 
dignity and safety of females, who face a greater risk of insect/reptile bites 
and molestation than males, when they are forced to defecate in the open 
(for want of a domestic toilet). It emerged that 46.91% of the respondents in 
Anantapur; 44.44% in Hyderabad and 50.62% stated that they have domes-
tic toilets. As regards the non-SC/ST respondents, 40.74% of the respond-
ents in Anantapur; 44.44 in Hyderabad and 44.44% in Vishakhapatnam 
replied in the affirmative on this issue.

Considering the vast magnitude of the problem in providing domestic toi-
lets to all households, government agencies and organizations, like Sulabh 
International, have conceived of the idea of public toilets. A very discom-
forting fact that came to the fore was that hardly any of the respondents 
(not having domestic toilets) of both categories reported that they were 
using public/community toilets. Equally alarming was the fact that the 
largest number of respondents (STs, 56.9% and others, 62.2%) reported 
that they were defecating in the open. The ‘NA’ responses suggest that the 
respondents were too shy to respond to this question. The obvious conclu-
sion is that they too were ‘using’ open spaces, but were hesitant to admit 
that. If that be the case, it is a pointer to the large scale open defecation still 
taking place in the survey area.

Above Poverty Line (APL): This is a yardstick conceived by the gov-
ernment so as to identify the families who should be specifically provided 
social welfare benefits. The APL families are conceived as having a degree 
of financial stability; hence they are not the first priority for the welfare 
schemes. Among the Scheduled Tribe student respondents, 35.80% of them 
in Anantapur; 37.04% from Hyderabad and 33.33% in Vishakhapatnam 
stated that their families were holding APL cards. The corresponding fig-
ures, in respect of non- SCs/STs respondents were: 29.63% (Anantapur), 
11.11% (Hyderabad) and 22.22% (Vishakhapatnam).

Below Poverty Line: Families falling in this category are particu-
larly eligible for social welfare benefits. Among the Scheduled Tribe stu-
dents, 51.85% (in Anantapur); 66.66% (in Hyderabad) and 43.21% (in 
Vishakhapatnam) mentioned that they are holding BPL cards. When the 
non-SC/ST respondents were considered, 48.15% (in Anantapur); 44.44 
(in Hyderabad) and 59.26% (in Vishakhapatnam) confirmed that they are 



 Impact of Poverty on Education and Adivasis in India 101

having BPL cards in their homes. This data also reflects the poverty ratio 
among the community.

Tables/Chairs: For students, these items of furniture are important for 
facilitating their study. It was seen that among the Scheduled Tribe respond-
ents in the three districts, 86.42% (in Anantapur); 92.59% (in Hyderabad) 
and 80.25% (in Vishakhapatnam) mentioned that there are tables/chairs 
in their homes. The corresponding figures for non-SC/ST respondents 
were 62.97% (in Anantapur), 77.78% (in Hyderabad), and 55.55% (in 
Vishakhapatnam).

Electric Fans: The climate of the whole of the three districts surveyed can 
be very hot, especially during the summer months. Thus, an electric fan is 
not merely a status symbol for the residents there. For the students, it means 
they can study in more comfort. Among the Scheduled Tribe respondents 
of the three districts, 80.25% (in Anantapur); 85.19% (in Hyderabad) 
and 83.95% (in Vishakhapatnam) confirmed that there is electric fan in 
their houses. The corresponding figures for the non-SC/ST respondents 
were: 81.48% (in Anantapur); 55.56% (in Hyderabad) and 77.77% (in 
Vishakhapatnam). It is possible that some households have electricity con-
nections, but do not own electric fans. Maybe such households are using 
electricity only for lighting purposes.

Kitchen Appliances: Among the Scheduled Tribe respondents of the three 
districts, 30.86% (in Anantapur), 44.44% (in Hyderabad), and 25.93% 
(in Vishakhapatnam) mentioned that their houses have kitchen appliances. 
When the non-SC/ST respondents were considered, the corresponding fig-
ures were 40.74% (in Anantapur), 77.78% (in Hyderabad), and 11.11% 
(in Vishakhapatnam).

Radio Sets: The advent of the TV age seems to have impacted the popular-
ity of the radio in the study area. Households of Scheduled Tribe respondents 
in owning radio sets were: 22.22% (in Anantapur); 29.63% (in Hyderabad) 
and 9.88% (in Vishakhapatnam). The corresponding figures for non-SC/
ST respondents were: 7.41% (in Anantapur); 22.22% (in Hyderabad) and 
14.81% (in Vishakhapatnam). This is surprising since the radio, especially 
the community radio, still has a role to play in remote areas as a medium of 
infotainment (information and entertainment).

TV Sets: The TV, today, is perceived as a medium that enables one to stay 
abreast of happenings all around us. It is no longer being considered as a 
mere status symbol. The earlier surmise that the TV has ‘displaced’ the radio 
as a popular means of infotainment is justified by the maximum number of 
positive responses regarding ownership of TV sets. The figures in the case of 
Scheduled Tribe respondents who confirmed about having TV sets in their 
homes were 51.85% (in Anantapur), 66.66% (in Hyderabad), and 43.21% 
(in Vishakhapatnam). The corresponding figures in the case of non-SC/ST 
respondents were 48.15% (in Anantapur), 44.44% (in Hyderabad), and 
59.26% (in Vishakhapatnam).
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Bicycles: The bicycle is a cheap mode of transport, especially when the 
distances are too long to be covered on foot. It can be very handy for stu-
dents to commute to and from their schools. The respondent households 
that confirmed having bicycles were: ST (43.21% in Anantapur, 37.04% 
in Hyderabad, and 27.16% in Vishakhapatnam) and non-SC/ST (22.22% 
in Anantapur, 66.67% in Hyderabad, and 22.22% in Vishakhapatnam). It 
may be mentioned here that the concerned authorities could consider emu-
lating the initiative taken by Mr Nitish Kumar, the Chief Minister of Bihar, 
who sought to improve the educational access of girl students in his state by 
providing bicycles to them.

Scooters/Motorcycles: The low usage level of bicycles makes one won-
der about the position regarding scooters/motorcycles, which entail cost of 
fuel and maintenance charges. It can be seen from Table 7.5 that 30.86% 
of the Scheduled Tribe respondents in Anantapur, 55.55% in Hyderabad, 
and 30.86% in Vishakhapatnam respondents are having scooters or motor 
cycles in their houses. The corresponding figures for non-SC/ST respond-
ents worked out to 44.44% (in Anantapur); 22.22% (in Hyderabad) and 
37.04% (in Vishakhapatnam). The high purchase and maintenance costs, 
recurring (and ever increasing) fuel costs and absence of a ‘felt need’ for 
these are probably important factors influencing the decision not to own 
such vehicles.

Four Wheelers: When two wheelers were not found to priority items 
in the study area, it may be unreasonable to expect four wheelers to be 
popular – more so when the initial purchase cost, recurring fuel expenses, 
and maintenance charges of these would be much higher. The figures of 
Scheduled Tribe respondents owning such vehicles were found to be: 4.94% 
in Anantapur; 3.70% in Hyderabad and 2.47% in Vishakhapatnam. The 
corresponding figures in the case of non-SC/ST respondents were: 3.70% 
(in Anantapur); 11.11% (in Hyderabad) and NIL (in Vishakhapatnam). It 
is worth noting that, in Vishakhapatnam, the proportion of ST respond-
ents owning four wheelers was better than that of their non-SC/ST 
counterparts.

Refrigerators: The refrigerator is today accepted as a status symbol and 
almost a necessity for households that can afford to purchase one. Of the 
Scheduled Tribe respondents in the three districts, 9.88% in Anantapur; 
11.11% in Hyderabad and 6.17% in Vishakhapatnam districts stated 
that they have refrigerators in their houses. As regards the non-SCs/ST 
respondents, 14.81% in Anantapur; 33.33% in Hyderabad and 7.41% in 
Vishakhapatnam replied in the affirmative on this issue. This suggests that 
refrigerators did not figure very high in the list of essential items in the study 
area. The high initial cost may be a major factor impacting the purchase 
decisions.

Telephones/Mobile Phones: The communications revolution seems to 
have taken roots in the study area as well. This becomes clear from the higher 
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proportion of positive responses on ownership of phones/mobile phones. 
This also establishes that here too the residents understand the need to stay 
instantly connected with their associates. For students, it can be useful for 
discussing issues regarding their studies. When one considers the Scheduled 
Tribe respondents owning such phones, the figures worked out to: 88.88% 
in Anantapur; 85.19% in Hyderabad and 88.88% in Vishakhapatnam. The 
corresponding figures for non-SC/ST respondents emerged as: 59.26% (in 
Anantapur), 77.78% (in Hyderabad), and 70.37% (in Vishakhapatnam). 
Interestingly, in all the three districts, the figures for ST respondents were 
higher than those for their non-SC/ST counterparts.

Computers: In an ideal situation, the various search engines available 
on the internet can be invaluable learning aids. The major hurdles to the 
spread of the computer revolution include: ‘fear of the unknown’, relatively 
high cost of computers, irregular power supply and unfamiliarity with the 
English language (since most of the work on computers is attuned to that 
language). Maybe all, or at least some, of these, have contributed to the 
low level of usage of computers in the study area. This becomes clear from 
the large number of negative responses on ownership of computers/PCs. 
The figures in the case of Scheduled Tribe respondents having computers in 
their homes were: 6.17% in Anantapur; 7.41% in Hyderabad and 3.70% 
in Vishakhapatnam. The corresponding figures for non-SC/ST respond-
ents were: 3.70% (in Anantapur); 22.22% (in Hyderabad) and 3.70% (in 
Vishakhapatnam). In this case, it was only in Hyderabad that the non-SC/
ST respondents ‘outnumbered’ their ST counterparts in this matter. Yet one 
cannot totally ignore the fact that, in Anantapur, the figures for ST respond-
ents were much more than that of their non-SC/ST counterparts.

Difficulty in Getting Admission in the School

It is one issue to loudly proclaim that now there is universal access to educa-
tion. Of greater concern is how many of the intended beneficiaries are able to 
avail themselves of the opportunities now open to them. One of the impedi-
ments to universal access to education is the difficulty in getting admission to 
a school. This may be largely due to the unhelpful attitude of the concerned 
administrators. Table 7.6 reveals the situation in the study area.

A very encouraging factor that emerged in the study area is that respond-
ents belonging to all categories of schools almost unanimously averred that 
they did not find any difficulty in getting admission to the school. This 
shows that generally school authorities are not showing discrimination in 
the matter of admissions. Just only 6.67% of the respondents reported that 
they faced difficulties at the time of admission to state/local government/
municipal/Panchayat schools. The major hurdle could have been the insist-
ence of the school authorities on production of certain documents which 
were not readily available.



104 Ramdas Rupavath 

Ta
bl

e 
7.

6 
 D

iff
ic

ul
ty

 in
 G

et
tin

g 
A

dm
is

si
on

 t
o 

Sc
ho

ol

D
ist

ric
t

Ca
te

go
ry

D
iffi

cu
lty

St
at

e 
G

ov
t./

Lo
ca

l G
ov

t./
D

ist
ric

t/M
un

ici
pa

l/P
an

ch
ay

at
Pr

iva
te

 A
id

ed
 

(g
ra

nt
ed

)
Pr

iva
te

 U
na

id
ed

A
na

nt
ap

ur
Sc

he
du

le
d 

T
ri

be
Y

es
2 

(4
.4

4%
)

2 
(7

.4
0%

)
1 

(1
1.

11
%

)
N

o
43

 (
95

.5
6%

)
25

 (
92

.6
0%

)
8 

(8
8.

89
%

)
T

ot
al

45
 (

10
0%

)
27

 (
10

0%
)

9 
(1

00
%

)
N

on
- 

SC
/S

T
Y

es
1 

(6
.6

7%
)

0
0

N
o

14
 (

93
.3

3%
)

9 
(1

00
%

)
3 

(1
00

%
)

T
ot

al
15

 (
10

0%
)

9 
(1

00
%

)
3 

(1
00

%
)

H
yd

er
ab

ad
Sc

he
du

le
d 

T
ri

be
Y

es
2 

(1
1.

11
%

)
0

0
N

o
16

 (
88

.8
9%

)
9 

(1
00

%
)

0
T

ot
al

18
 (

10
0%

)
9 

(1
00

%
)

0
N

on
-S

C
/S

T
Y

es
0

0
0

N
o

6 
(1

00
%

)
3 

(1
00

%
)

0
T

ot
al

6 
(1

00
%

)
3 

(1
00

%
)

0
V

is
ha

kh
ap

at
na

m
Sc

he
du

le
d 

T
ri

be
Y

es
4 

(8
.8

9%
)

2 
(7

.4
0%

)
2 

(2
2.

22
%

)
N

o
41

 (
91

.1
1%

)
25

 (
92

.6
0%

)
7 

(7
7.

78
%

)
T

ot
al

45
 (

10
0%

)
27

 (
10

0%
)

9 
(1

00
%

)
N

on
-S

C
/S

T
Y

es
1 

(6
.6

7%
)

0
0

N
o

14
 (

93
.3

3%
)

9 
(1

00
%

)
3 

(1
00

%
)

T
ot

al
15

 (
10

0%
)

9(
10

0%
)

3 
(1

00
%

)

So
ur

ce
: F

ie
ld

 s
tu

dy
 u

nd
er

ta
ke

n 
by

 t
he

 a
ut

ho
r 

in
 t

he
 p

er
io

d 
20

12
–2

01
4.



 Impact of Poverty on Education and Adivasis in India 105

Reasons for Irregular Attendance

For education to be meaningful, the cooperation of the parents is most essen-
tial. It is they who should show interest in their children getting educated 
and motivate them to study. However, reasons like the need to earn money 
for the family disinterest in studies, or social/family commitments could be 
responsible for the irregular attendance of some students. Table 7.7 can be 
reasonably ‘educative’ on this issue.

Lack of Interest by Parents: A very significant that emerges is that, except 
in Anantapur, Scheduled Tribe parents appear to be more keen than their 
non-SC/ST counterparts to provide education to their children. This points 
to their desire to provide a better quality of life to their children.

Distance of School: This emerged as a noticeable ‘demotivator’ for the 
non-SC/ST respondents in all the three districts.

Fees: This was cited as a reason by a significant proportion of respondents 
of both categories in Hyderabad and non-SC/ST respondents in Anantapur 
and Vishakhapatnam. This is rather enigmatic since government schools are 
not supposed to charge fees from the students. The obvious conclusion that 
can be drawn from such responses is that government schools were not very 
popular in the study area even for poor families. It is clear that not many ST 
respondents had ‘issues’ with the fees.

Attitude of Teacher/Staff/Other Students: A possible reason for many 
students not attending schools regularly is the hostile attitude of either their 
teachers, or their fellow students. Any child would like to study in a condu-
cive atmosphere, where he or she is not unduly humiliated on grounds of 
his or her caste, family background, financial status, or colour of the skin.

One cannot totally ignore the fact that none of the non-SC/ST respond-
ents in Hyderabad mentioned this as a reason for the irregular attendance in 
schools. Even otherwise, this did not generally emerge as a significant reason 
for irregular attendance for both the ST and non-SC/ST respondents.

Domestic Work: Contrary to the general perception that many Scheduled 
Tribe students are forced to stay away from school due to the need to per-
form tasks like attending to domestic chores, or attending to their younger 
siblings (when their parents go out for work), a greater proportion of non-
SC/ST respondents mentioned this as a reason for their not attending school 
regularly.

Financial Constraints: These have two dimensions. One is the inability 
to pay the fees and two, obliging the children to work, instead of going for 
study. One cannot totally ignore the fact that a very noticeable proportion 
of both ST and non-SC/ST respondents in Hyderabad mentioned this as a 
reason. This was also cited as a reason by a noticeable proportion of ST 
respondents in Anantapur and Vishakhapatnam districts.

Disinterest in Studies/Inability to Cope: These can be major de-motiva-
tors for studying. A student may not be interested in studies, but feel shy to 
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admit that. One need to take cognizance of the fact that none of the non-SC/
ST respondents mentioned these as reasons for their irregular attendance in 
school. However, a noticeable proportion of ST respondents in Anantapur 
and Vishakhapatnam did mention this as the reason for not attending school 
regularly.

Ill-health: Prolonged spells of ill-health, either of self or of someone in 
the family (when the person is obliged to take of that individual), can also 
be a cause of absence from school. In this case too, none of the non-SC/ST 
respondents in the three districts cited this as a reason. For the ST respond-
ents too, this did not emerge as a major demotivator.

Festivals/Rituals: Here too, none of the non-SC/ST respondents in the 
three districts cited this as a reason. However, a noticeable proportion of 
the ST respondents did cite this as responsible for the irregular attendance. 
This suggests that many STs continue to attach a lot of importance to their 
festivals and rituals.

Bad Season/Heavy Rain: While the trend noticed in the three preceding 
cases could be seen here also, this appeared to be a demotivator for a notice-
able proportion of ST respondents in Vishakhapatnam alone. It is possible 
that the coastal location of the district makes it prone to cyclones and spells 
of heavy rainfall.

Not Applicable: The high proportion of such responses in all the three 
districts and by respondents belonging to both social classes suggests that 
either these persons are too young to understand these questions properly, 
or were scared to give specific replies, lest they be punished by their elders.

Barriers in Access to Education

Participation is an extremely crucial element of learning, since students can 
learn better and retain more when they are active participants. However, 
our education system involves the banking system which is largely a one-
way process. Here, the students are the depositories and the teachers are the 
depositors. The general tendency of many teachers is to ‘deposit’ knowl-
edge, which the students patiently receive, memorize, and repeat. Such an 
approach can lead to a lack of creativity, transformation, and knowledge in 
this system. The study sought to ascertain how well the education system is 
meeting the felt needs of tribal students and the degree to which it is socially 
relevant to them.

As regards the teaching methods, an ideal teacher would target the lowest 
common denominator of the students and make an effort that the lessons 
are properly understood by majority of the students. After all, a school is 
not a forum for a teacher to parade his or her knowledge. A good teacher 
must also encourage the students to ask questions and seek clarifications, 
before moving on to another topic. Our scriptures have conferred an almost 
divine status on the teachers. Hence, the teachers should serve as friends, 
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philosophers, and guides for the students – and not be persons who instil 
fear in them.

A related issue is the medium of instruction. A number of students may 
not be very conversant with even the regional languages like Telugu – leave 
aside English. When instructions are imparted in such languages, it would 
be very difficult for such students to understand what is being taught. In an 
ideal situation, the teacher should be able to lapse into the local language 
of majority of the students to make the lesson more interesting. After all, 
learning should be a pleasurable experience – and not something which is 
being forced from above.

During personal interactions with the student respondents in the study 
area, it emerged that many of them are too scared to respond to questions 
asked by the teachers. A possible reason for this is the fear of being humili-
ated in case the answers are wrong. Such a scenario is definitely not condu-
cive to effective teaching-learning.

Another issue of interest explored during the study was the relationship 
between the teacher and the student. A cordial relationship can remove the 
fear of psychosis and the shy nature of the students. This will also enable the 
teacher to understand students in a better way. A good relationship between 
the teacher and the students can check the dropout rates. The teacher can 
clarify the doubts and the students can clarify it from the teachers without 
any hesitation. This will not only improve the participation level, but also 
strengthen the education system.

It has been found by various studies that some of the teachers take ini-
tiative to address the problems regarding the subject matter with the stu-
dents. However, it has been observed that many students are hesitating to 
approach teachers, even if they have doubts in the subject. This is found 
more so often in the case of tribal students. Private tuitions cannot be a 
viable option since most households may not be able to afford these.

Conclusion

Education is the key to tribal development. Tribal children have very low 
levels of participation. Though the development of the tribes is taking place 
in India, the pace of development has been rather slow. If the government 
does not take some drastic steps, the status of education among tribes will 
continue to be pathetic. Hence, the time has come to think it seriously about 
tribal education and inclusive growth.

The time has come to move beyond the ‘banking system of education’ and 
provide more avenues for Scheduled Tribe students to engage with educa-
tion. Governmental educational institutions need to be sensitized to find 
ways to retain and promote tribal students.

The steps of acknowledging and preserving the tribal culture and integrity 
are valuable assets for a tribal child. It is necessary to revisit the pedagogy 
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and fine-tune it in accordance with the aspirations and felt needs of tribal 
students. It is the need of the hour for the schools to sensitize, assimilate, and 
incorporate tribal culture and values. In doing so, education can become an 
interesting and enjoyable learning experience for tribal students. The stu-
dents would not then hesitate to ask questions or have fear psychosis as they 
could relate to their teachers well. In the process, schools and colleges would 
do the nation proud in uplifting the status of tribals by acting as incubators 
of change.
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Governance is an open platform for the people to participate and a chance 
to involve in decision-making processes. According to John Stuart Mill, 
there are two major factors for decentralized governance. Firstly, local 
political institutions provide space for political participation making citi-
zens capable of real and informed participation. Secondly, such institutions 
would be more efficient and effective if informed by local interests and 
local knowledge. Decentralized governance thus became a way of enabling 
both participation and deliberation for effecting a form of direct democ-
racy. Decentralized governance tends to enhance speed, quantity, and qual-
ity of responses from government institutions (Kenneth 2009, Peters 2008, 
Pierre et al. 2008); local governments have both authority and resources to 
respond quickly to problems and pressures from bottom without waiting 
for approval at upper levels.

Seen from this perspective, it is significant to examine the implications 
of the governance reform in theory and practice. The present study focuses 
on the implementation of Right to Education in the Tanur sub-district 
and its effectiveness in the schools which included the children from the 
Pusalan community. In 2000 the central government introduced a set-up for 
these children under the name of Multi-Grade Learning Centres (MGLCs), 
intended exclusively for the empowerment of the marginalized sections in 
the education sector. The study aims to find out the role of state–society 
partnership in this case in the context of decentralized governance. The 
decentralized governance effected in India through the 73rd Constitutional 
Amendment (1992) provided a common framework for the Panchayati 
Raj Institutions (PRIs) to be devised by the state governments. The study 
deals with the participation, accountability, and transparency of Panchayati 
Raj Institutions (PRI) in this particular regard of primary education in the 
Malabar coastal region.
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Right to Education (RTE) Act

Analytical Framework for Governance and 
Implementation of Right to Education (RTE) Act

An uncertain relationship exists between the state and education (Zajda 
2006)1. The significance of the role of the state in public education has been 
aptly discussed by several scholars. Understanding the multifaceted role of 
the state in education and society is a prerequisite for critically analyzing 
educational reforms as an initiative for the production and reproduction 
of knowledge, ideology, skills, morals, and behaviours, and as an arena for 
contestation or resistance.

Governance reforms generate productive results in the public service by 
its nature of participation and cooperation. It can produce more effective 
results in the services of the system. It can foster more creative efforts to 
bring about meaningful changes in the society. It can create more leadership 
opportunities at the bottom of the society. The framework of decentralized 
governance can be shown in the chart.

Chart 8.I:2 Framework for Governance and 
Implementation of RTE (Sangita 2007)

Governance

State

Creating Policies and 
laws

Civil Society

Democratic  setup

Political parties

Media and NGOs

Decentralisation

Autonomy, capacity, 
Empowerment

Political, Administrative, 
Financial

Good Governance

Participation, 
Transparency and 
accountability

Outcomes

Efficiency

Equity 

and Accessibility

Efficiency and effectiveness are more achievable in decentralized govern-
ance rather than in a centralized one. Local demands can be identified by the 
local authorities accurately for maximum utilization of the resources and 
gaining maximum results. Many centrally initiated rural development pro-
grammes failed due to wrong priorities and mismanagement. Cooperative 
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efforts can create a better output to protect the Right to Education of every 
child.

It was a landmark legislation by the Government of India to protect the 
Right to Education of children through the Right to Education Act 2009. 
When the Act came into force on April 1, 2010, India became one of 135 
countries to make education a fundamental right of every child. The then 
Prime Minister Manmohan Singh addressed to the nation on the fundamen-
tal right of children to elementary education (PMO 2010):3 ‘the needs of 
every disadvantaged section of our society, particularly girls, dalits, Adivasis 
and minorities must be of particular focus as we implement this Act’ (kerala 
.g ov).4 From April 1, 2010, the Right to Education Act has come into force 
ensuring free education to more than 92 lakh out-of-school children all over 
the country. This Act gives every child the right to quality elementary edu-
cation. The main features of the Act can be summarized as follows: (kerala 
.g ov)

• Every child aged 6 to 14 shall have the right to free and compulsory 
education at a neighbourhood school.

• No direct (school fees) or indirect cost on uniforms, textbooks, mid-day 
meals, transportation, etc. needs to be borne by the child or parents to 
obtain elementary education.

• The government will provide schooling free of cost until the child’s ele-
mentary education is completed.

• All schools must comply with certain infrastructure and teacher norms. 
Two trained teachers will be provided for every 60 students at the pri-
mary level.

• Schools shall constitute School Management Committees comprising 
local officials, parents, guardians, and teachers. The SMCs will monitor 
utilization of government grants and the school environment.

• RTE mandates inclusion of 50% women and parents of children from 
disadvantaged groups in SMCs.5

The Act specifically empowered state and local bodies to ensure effective 
working of its provisions on disadvantaged and marginalized groups. The 
Government of Kerala Rules (The Right of Children to Free and Compulsory 
Education Kerala Rules 2010), in this regard, under the title ‘Responsibilities 
of the State Government and Local Authority’ provided certain rules to be 
followed (Education, Kerala government)6 by the state government and the 
local authorities for the implementation of the Act, which give special men-
tion to the implementation among weaker sections of the society. It includes 
imperatives which may be stated as follows:

• To ensure free education, uniforms, textbooks, and transportation to all 
students coming under Section 2 of the Act.

http://www.kerala.gov
http://www.kerala.gov
http://www.kerala.gov
http://www.kerala.gov
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• Identification and mapping of all students whether they are with dis-
abilities or belong to any disadvantaged groups or weaker sections in 
community.

• Not to subject any student to any abuse on the basis of caste, class, 
religion, and gender.

• To provide emotional and psychological counselling to every student by 
concerned professionals.

• To discontinue conduct of classes in thatched buildings within one year 
of the commencement of the Act.

• To provide adequate funds by way of grants for the implementation 
of developmental plans designed by School Management Committees 
(SMCs).

• To enhance manpower and infrastructure facilities to the Assistant 
Education Office for effectively discharging its functions under this Act 
(kerala .go vt)7, (kerala .go vt)8.

According to the Act, it is the equal right of all child, including those who 
are from the marginalized sections, to get free and compulsory education. 
Kerala is a state which is known for its educational and developmental 
activities in the country. Thus it is important to analyze the status of the 
marginalized sections from the same state, especially with regard to the 
implementation of the Right to Education Act.

Malabar and Pusalans

Malabar is the northern region of Kerala where the majority Muslim popu-
lation of the state lives. Malappuram is the largest district of Malabar and 
has a narrow coastal region passing through Ponnani, Tirur, and Tanur, 
where a caste of Muslim community called Pusalans are occupied. The pre-
sent study is an attempt to analyze the effect of the Act in the coastal area 
where a backward community mainly occupies. One of the objectives of 
the Act seeks to ensure free and compulsory education for the marginalized 
groups and weaker sections of the community.

The Kerala Muslims are mainly converts from the Hindu religion which 
divides into a number of casts and sub-castes like Eezhava, Nair, Mukkuva, 
etc. And these converts mostly belonged to Thiyya, Eezhava, and Jarijan of 
Hindus before their conversion. But in Islam does not provide a caste system 
or any form of social division or hierarchy among its followers. Moreover, 
what Quran states is that every man is equal in Islam except with his belief 
in Allah. So no Muslims are permitted to be called or addressed in any other 
tags other than their Muslim identity.

As stated above, Pusalan is not the common term of address for this 
community. It comprises converted Muslims from Mukkuvan and 
Dheevaran (both of these are castes of Hindu followers who are fishermen 

http://www.kerala.govt
http://www.kerala.govt
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by occupation). As this community is formed by Islamic converts, they are 
addressed as ‘Puthiya Islam’, a term used in Malayalam to indicate new 
entrants into the fold of Islam. Actually, people from the fishermen commu-
nity were the first entrants into Islam in Kerala as the history of arrival of 
Islam in the coast of Kerala reveals. It was in the 7th century when follow-
ers of Prophet Muhammad, including Malik Ibnu Dinar, reached different 
coastal regions such as Kodungallur, Kasargode, etc. These fishermen com-
munities who inhabited these areas, especially the Malabar region, were 
influenced by their preaching and became the first entrants to Islam. This 
is the historical background of calling them Puthiya Islam. But unfortu-
nately the people from this community are still identified in the same way 
although the exact circumstances of the conversion of their ancestors are 
far behind in history.

While the Pusalan community is concentrated on the northern coast of 
Kerala, the Mukkuva communities of southern Kerala either remained 
Hindus or converted to Christian Catholicism. They are spread in the dis-
tricts of Kasargode, Cannore, Trisur, Kozhikode, and Malappuram. Most 
of the Pusalan population still involved in fishing; therefore their living 
standard is not better than other fishermen communities educationally and 
economically backward in society. They speak Malayalam and belong to 
the Shafi sub-sect of Sunni Islam. The Pusalan community of fishermen who 
go out in the Arabian Sea for fishing own their boats collectively by a line-
age in which each individual is entitled to a share of the profit. They usually 
sell their catches to other communities in wholesale and are rarely involved 
in the selling of their catch. These people are distinct in various ways from 
other Mappila communities of Malabar. For example, the Pusalans follow 
patrilineal descent while a majority of Malabar Mappilas follow matrilineal 
descent. It can also be seen that this community is strictly endogamous and 
marry only from close kin, reasons of which have to be analyzed at another 
level.

The present study is on the implementation of the Right to Education 
in the Tanur sub-district and its effectiveness in the schools which include 
the Pusalan children. In 2000, the central government introduced a set-up 
for those children in the name of Multi-Grade Learning Centres (MGLCs) 
exclusively for the empowerment of the marginalized sections in the educa-
tion field. There are four centres for the Pusalans as an alternative school 
in the place of lower primary (LP) schools. They are situated at Ossan 
Kadappuram, Kalanthruthi, Ottumpuram, and Melthara. There are 30 
alternative schools in the Malappuram District itself for the children of trib-
als and coastal regions. The children of these centres are getting education 
through various schemes and projects of the state and central governments. 
They are getting mid-day meal, free uniform, learning materials, and text-
books. The local authorities keep visiting and enquiring from time to time 
for the betterment of these centres and the children.
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After 13 years of the establishment, there are 386 children in these four 
schools in standards 1–4. These children are actively participating in co-
curricular activities. The teachers say that the first batch children of these 
centres successfully completed graduation in various disciplines. These chil-
dren have a good skill in mathematics than other students and they have an 
extraordinary rhythmic sense inherited from their ancestors who find their 
livelihood in the mid-seas as fishermen. The children of these regions are 
healthy than other students and leading a hygienic life in the school. Usually 
they are calm and quiet but at the same time highly sensitive and react emo-
tionally in moments of happiness and sorrow.

Implementation of the Act and Responsibilities 
of Government Authorities

The government of Kerala framed certain rules for the effective implemen-
tation of the Right to Education Act. The rules specifically confer certain 
duties upon state and local authorities. It is the responsibility of these bodies 
to ensure the full and active participation of all kinds of children and availa-
bility of all facilities and infrastructure for fulfilling the objectives of the Act.

As per the RTE Act (Kerala Private School Teachers Union (KPSTU),9 
the pupil–teacher ratio (PTR) should be (kpstu) revised as 30:1 in the lower 
primary schools and 35:1 for the upper primary (UP) schools. In Kerala at 
present (kpstu), the existing PTR is as per the divisions in the school. The 
RTE Act does not envisage a PTR based on the number of the divisions in 
a school. The PTR is therefore revised as 30:1 for the LP schools and 35:1 
for the UP schools taking into consideration the total student strength in a 
school and not on the basis of divisions. However, the existing system of 
(kpstu) sanctioning class divisions will continue but an additional post will 
be sanctioning class divisions, which will be sanctioned only based on the 
school-wise PTR. 

Looking at the pupil–teacher ratio in the Tanur sub-district, we find there 
are adequate teachers in the lower and upper primary schools. There are 
723 teachers for 31,564 pupils in the LP and UP schools of the Tanur sub-
district. But the experience of the MGLCs shows that for four standards 
only three teachers are there for around a hundred children. Therefore, 

Table 8.1  Number of Pupils in LP and UP at Tanur Sub-district

Pupil in LP 
& UP

Government Aided Unaided Total

Boys 5,084 10,712 177 15,973
Girls 4,971 10,489 131 15,591
Total 10,055 21,201 308 31,564
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there are no adequate teachers in the standards of the MGLCs of the Tanur 
and other regions.

It is the duty of state and local authority to provide free education, uni-
forms, text books, writing materials, residential facilities and free transpor-
tation (RTE Kerala Rules 2010). If we are looking at the case of the Tanur 
coastal area, free education has been provided by the SSA fund. They are 
getting uniforms and materials from the help of civil society groups such as 
Sadhu Samrakshana Samiti. Teachers of these institutions are qualified and 
trained but they are not getting fixed and adequate salaries for their service, 
at present they are getting 3000. The rules regarding their payments and 
allowances are vague and insufficient to meet the needs of the current social 
and economic atmosphere of the country.

Another important duty of local authorities and state government is to 
establish neighbourhood schools and to (kerala .go vt)10 identify all chil-
dren, including children in remote areas, children with disability, children 
belonging to disadvantaged groups, children of migrant labourers, children 
belonging to weaker section to reach them in schools. The experience of the 
Tanur region shows that the local authorities are successful in their duty 
of bringing together all the children from various areas for the purpose of 
education.

The (kerala .g ov)11 state government and the local authority are respon-
sible to provide emotional and psychological counselling for all children 
by professionals in co-ordination with government departments like health 
and social welfare (RTE Kerala Rules 2010). Generally, the children from 
the backward sections may have a chance to feel inferior complex within 
and there are also chances to face inner conflicts as they are mingling with 
children of culture and life style entirely different from them. In the case of 
Tanur MGLCs, children are from the Pusalan background. Therefore, no 
interference of the outer world and such a question of inner conflicts not 
arising. In the opinion of school authorities, these children are emotion-
ally sensitive and sometimes it may lead to violence in the classrooms and 
outside. Thus in order to prevent such emotional outbursts, there should be 
psychological counselling. But we cannot see such an arrangement in any of 
these MGLCs in the Pusalan area.

The (kerala .g ov)12 state government and the local authority shall ensure 
that the conduct of classes in thatched buildings is discontinued within one 
year from the date of notification of the rules (RTE Kerala Rules 2010). 
However, even after three years of the rules coming into force, the Tanur 
coastal schools still function from the alternative sheds in a very pathetic 
situation. There are no proper classrooms and infrastructure. All students 
of four classes are accommodated in a single room, which is nothing but a 
tent of coconut leaf without proper roof and walls, nor is there any secu-
rity to the lives of pupils and teachers in it. These weak sheds are always 
under the threat of wild sea waves. Around a hundred or more students of 

http://www.kerala.govt
http://www.kerala.gov
http://www.kerala.gov
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these schools are crammed within a very limited space in a congested and 
suffocating condition without proper separation between the classes. The 
MGLCs also have very poor common drinking water and toilet facilities. 
The rule of state government says that there must be office infrastructure 
and adequate manpower in the Assistant Education Office. But the office of 
the Tanur AEO has been working from a rented building belonging to some 
private person.

Conclusion

The rules of the Act seek to ensure that no child is subjected to caste, class, 
religious, or gender abuse in the school. In the case of Tanur MGLCs, there 
is no such question of discrimination because all students are from the same 
caste and teachers are vigilant and highly devoted to their work. But we 
have to check another aspect of this truth. It is a major objective of the RTE 
Act to ensure free and compulsory education to all children without any 
discrimination of class caste, gender, or religion. Hence, under this Act, the 
state and other authorities are entitled to ensure the implementation of free 
and compulsory education for all the sections of the country irrespective 
of their region, religion, etc. This Act also aims to spread the light of edu-
cation to all the disadvantaged and oppressed communities such as tribal 
communities and coastal communities. While we are analyzing the actions 
of state government and local authorities to fulfil their responsibilities pro-
vided under the rules, it is very clear that they failed to provide proper build-
ing and other infrastructure facilities to these MGLCs. They still continue 
with all their inadequacies and shortages as was the case at the initial stage 
of their establishment. This clearly shows the discrimination and negligence 
of the state government and other local authorities towards the MGLCs 
established in these coastal areas. Effective working of the MGLCs is the 
best way to attain the goals of the RTE Act; hence, it is the urgent duty of 
the government to take all the necessary steps to increase the competence of 
staff and to provide necessary infrastructure facilities.

Notes
1 Zajda, Joseph, ed., Decentralization and Privatization in Education. Springer, 

2006.
2 Sangita S.N. Decentralisation for Good Governance and Service Delivery in 

India: Theory and Practice.2007.
3 Official website of PMO (2010).
4 www .kerala .gov .in
5 www .kerala .gov .in
6 www .education .kerala .gov .in
7 www .education .kerala .gov .in
8 www .education .kerala .gov .in
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The government of India has taken measures to implement various tribal 
development plans, involving voluntary organizations. The study is about 
how to enhance the reach of government schemes and fill the gaps in service-
deficient tribal areas in education, health, drinking water, agro-horticultural 
productivity, social security sectors, etc. and to provide an environment 
for socio-economic upliftment and overall development of the Scheduled 
Tribes (STs). Any other innovative activity having a direct impact on their 
socio-economic development or livelihood evaluates the development of ST 
students by rendering help from the voluntary organizations in residential 
schools and to find out the better performing organization in the residential 
schools of five states.

India is a pluralist country, with rich diversity, reflected in the multitude 
of cultures, religions, languages, and racial stocks. Its population includes 
different castes, communities, and social groups. Such pluralism has made 
the social fabric stratified and hierarchical. As a result, social and economic 
opportunities are differentially distributed along the lines of caste and class 
affiliations. Geographically, India has equally pervasive and diverse features. 
It has large tracts of the hinterland, hilly terrain, a dense forest cover, and 
fertile coastal belts, besides the Indo-Gangetic plains, ensuring occupational 
and spatial differentiation, though the predominant occupation of three-
quarters of Indians is agriculture. Rural India, with 80% of the population, 
is characterized by the lack of infrastructural facilities, widespread poverty, 
and indebtedness, which led to the perpetuation of layers of inequalities and 
disparities at various levels, resulting in the country’s development process 
being hampered.

This is particularly severe for Scheduled Tribes as they not only live in 
hinterlands, bereft of basic modern amenities but also are socially and eco-
nomically marginalized. Their social deprivation is aptly reflected in their 
educational backwardness. In this context, it can be said that tribal India is 
the least-developed area and the tribals are the worst sufferers as they are 
doubly disadvantaged.
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The preponderance of an elitist and discriminatory social order made 
certain segments of the population disadvantaged. And, in due course, the 
gap between the segments further widened. Their access to socio-economic 
opportunities and participation in the developmental process is based 
on two factors. The first is the spatial differentiation, which refers to the 
region’s geographical location; it remains as an advantage over other areas, 
if well connected by transport facilities; is near areas of political, financial, 
industrial or business, and entrepreneurial importance; not hindered by nat-
ural barriers, etc. The second factor is the characteristic of the population 
or, in other words, the social disposition of the inhabitants of the region. 
For example, in the Indian social system, the dominance of the upper castes, 
who enjoyed higher privileges based on the ascriptive strengths is rooted in 
the system and is ubiquitous, especially in the case of formal education. One 
such marginalized group is the Scheduled Tribes.

India has more than 600 tribal communities constituting 8% of the 
total population and has the world’s second-largest tribal population, with 
Odisha ranking first. They are neglected for generations and their socio-eco-
nomic conditions are pathetic. The 5th schedule of the Indian Constitution 
gives them special preference. Many policies and programmes have been 
formulated for their development by the central and state governments, 
despite their lifestyle being different from others, and for this, we need the 
cooperation of both the society and state (Dolly Kikon, 2017).

The Indian constitution envisages universal provisions of educational 
facilities for both primary and upper primary stages. The Constitutional 
(86th Amendment) Bill, notified on 13 December 2002, provides free and 
compulsory elementary education as a Fundamental Right for all children in 
the age group of 6–14 years. Article 46 of the Constitution states that ‘The 
State shall promote, with special care, the education and economic inter-
ests of the weaker sections, and, in particular of the Scheduled Castes and 
Scheduled Tribes, and shall protect them from social injustice and all forms 
of social exploitation (Satya Rajulu, 2012)’. Articles 330, 332, 335, 338 to 
342 and the entire Fifth and Sixth Schedules of the Constitution deal with 
special provisions, which need to be fully utilized for the implementation 
of Article 46 (Kashyap, 2007). Article 246 of the Indian Constitution has 
entrusted the states with the responsibility of promoting the economic and 
educational interests of the Scheduled Castes and Tribes (SCs/STs).

Educational Development of Scheduled Tribes

After independence, a number of steps have been taken to strengthen the 
educational base of SCs/STs. The Indian Constitution is committed to the 
equality of all citizens. The Directive Principles of State Policy (DPSP) also 
speaks about the need to promote, with special care, the educational and 
economic interests of the weaker sections, in particular, SCs/STs.
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In India, with a population of 67.75 million (1991 census), there are 
574 individual tribal groups at various levels of development, with different 
degrees of exposure to modernity and social change. One of their distin-
guishing features is that the majority live in scattered and small habitations 
located in remote and inaccessible settlements, in hilly and forest areas of 
the country, lacking basic facilities, such as roads, transport, communica-
tions, electricity, sanitation, and medical facilities. Their literacy rate is low 
but variable. A considerable portion of tribal children continues to be out-
side the school system. Education planning is often norm-based rather than 
applying norms, and hence planning for these groups needs to be considered 
as a special case, since the norms pertaining to distance and population size 
do not and cannot reflect the local, specific requirements.

The government has recognized and adopted flexible norms and approaches 
for them; however, this alone does not universalize primary education condi-
tions. Many innovative approaches are tested, a recent one being the estab-
lishment of community schools called ‘Maabadi’ (meaning ‘our school’ in 
the local tribal language) in Andhra Pradesh, in place of government schools 
in small and scattered habitations, where even after relaxation of rules, for-
mal schools are not possible according to the existing norms.

Education is a fundamental right and an effective instrument to bring 
changes in people’s attitudes and aspirations. According to Mahatma 
Gandhi, education means an all-round development that draws out the best 
in an individual – physically, mentally, and spiritually. A special focus has 
been given to the education of the disadvantaged sections of society. Articles 
46, 275, 330, 332, 335, 338, 340 (Kashyap, 2007), etc., speak about special 
provisions for STs to safeguard their interests and protect them from social 
injustice and exploitation. Education for tribals has been a key focus area of 
the education policy since independence. Article 366 (25) defines Scheduled 
Tribes as ‘such tribes or tribal communities or parts of groups within such 
tribes or tribal communities as are deemed under article 342 to be Scheduled 
Tribes for the purpose of this Constitution’ (Kashyap, 2007).

Literacy among the Tribes

Present education policies are not based on the citizen-centric principle. 
Rather, they appear to be imposed on them. For example, the Indian edu-
cation system does not consider the native languages of the tribals, leading 
to incomplete development of the tribals. However, it cannot be denied 
that education has brought about a degree of social mobility for them. 
While it has allowed some individuals to grow, it has not engendered 
the development of the tribal society as a whole. For attaining educa-
tion, many persons are being tempted to jettison their traditional roles 
and occupations. Even today, the illiteracy rate is highest among tribals. 
Education forms an important component in the overall development of 
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individuals, enabling them greater awareness, better comprehension of 
their social, political, and cultural environment and also facilitating the 
improvement of their socio-economic conditions. As a result of positive 
steps taken by various governments towards their education, their literacy 
rate increased from 8.53 to 58.93% between 1961 and 2011. But still, 
the gap between the total population and STs is high, i.e., 14.03% as per 
government sources.

According to the 2011 census, 74.04% is India’s literacy rate, with 
82.14 and 65.46% for males and females, respectively. Thus, four out 
of every five males and two out of every three females are literate in the 
country. During 2001–2011, the literacy rate jumped a record of 9.21 per 
cent, with 6.88 and 11.79 per cent for males and females, respectively. The 
census highlights that 15 states and the union territories have more than 
80% literacy rate.

The increase in the number of literates is remarkable in all the Empowered 
Action Group (EAG) states with the highest in Bihar (74.83%), Jharkhand 
(59.24%), and Uttar Pradesh (56.40%); in-between in Rajasthan (40.68%) 
and Chhattisgarh (39.61%); and Madhya Pradesh (38.73%), Uttarakhand 
(37.05%), and Odisha (36.68%) in the rear. Similarly, the percentage increase 
in the number of literates in Dadra and Nagar Haveli (119.46%), Daman 
and Diu (75.63%), Arunachal Pradesh (62.95%), Meghalaya (56.99%), 
and Jammu and Kashmir (50.71%) is noteworthy (Census, 2011).

The Ministry of Tribal Affairs was constituted in October 1999 with the 
objective of providing more, focused attention on the integrated socio-eco-
nomic development of STs, the most underprivileged sections of the Indian 
society. It is the nodal ministry for the overall policy, planning, and coordi-
nation of programmes for the development of STs. To this end, the Ministry 
of Tribal Affairs undertakes activities that flow from the subjects allocated 
under the Government of India (Allocation of Business) Rules, 1961. These 
include (1) Social security and social insurance to the Scheduled Tribes, 
(2) Tribal welfare: Tribal welfare planning, project formulation, research, 
evaluation, statistics, and training, (3) Scholarship to tribal students, (4) 
Development of Scheduled Tribes, 4(a) All matters including legislation, 
relating to the rights of forest-dwelling Scheduled Tribes on forest lands, 
and (5) Promotion and development of voluntary efforts on tribal welfare. 
In this context, various voluntary organizations were born to help them 
with concern, because democracy allows for the individual to undertake 
activities for public purposes. According to V.M. Kulkarni (1969), volun-
tarism means ‘Private action, that is to say action not under the direction 
of any authority welding power of the state’. Lord Beveridge defined volun-
tarism as ‘A voluntary organization, properly speaking, is an organization 
which, whether its workers are paid or unpaid, is initiated and governed by 
its own members without external control’.

Voluntary organizations or Non-Governmental Organizations (NGOs) 
or civil society organizations have been playing a great role in the 
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socio-economic transformation of rural and tribal people of Third World 
countries. They give a helping hand to their governments in various sectors 
by educating and awakening the people for their community welfare, or 
they function independently and have their own Board of Directors/trustees, 
though they have to work within the parameters of government legislations 
and policies formulated for the NGOs.

Role of Voluntary Organizations in Indian Democracy

The concept of voluntary organizations is very ancient. According to 
Inamdar, during ancient and medieval times, voluntarism operated freely 
and exclusively in the fields of education, medicine, and cultural promotion 
and acted as succour in crises like droughts, floods, epidemics, and foreign 
interventions (Michel, 1968). In the early 19th century, voluntary organiza-
tions provided services to the privileged and weaker sections of the society, 
largely in the fields of religion and social reforms (Anderson, 1962). Several 
organizations dedicated themselves towards the removal of caste restric-
tions and improving conditions of widows, orphans, and poor women by 
educating individuals and groups in the society.

Michel (1968) speaks of civil society in contradiction to what he terms 
political society. Chatterjee distinguishes between a domain of properly con-
stituted civil society and a more ill-defined and contingently activated domain 
of political society. Civil society in India today, peopled largely by the urban 
middle classes, is the sphere that seeks to be congruent with the normative 
models of bourgeois civil society and represents the domain of capitalist 
hegemony. But there is the other domain of political society which includes 
large sections of the rural population and the urban poor. These people do, 
of course, have the formal status of citizens and can exercise their franchise as 
an instrument in political bargaining. But neither do they relate to the organs 
of the state in the same way that the middle classes do nor do governmen-
tal agencies treat them as proper citizens belonging to civil society. Those in 
political society make their claims on government and, in turn, are governed 
not within the framework of stable, constitutionally defined rights and laws 
but rather through temporary, contextual, and unstable arrangements arrived 
at through direct political negotiations. The bulk of the Indian population 
lives outside the orderly zones of proper civil society (Chatterjee, 2008). In the 
later part of the 19th century, Christian missionaries (Vergees, 1979) entered 
to uplift the rural poor and also took interest in spreading education and 
health consciousness among the downtrodden sections like SCs and STs.

Nicos Mouzelis

offers of reductionism in Marxist theory. In so far as he suggests 
that it is possible to systematically derive political practices and insti-
tutional structures from the ‘laws’ or functional requirements of the 
capitalist mode of production or the machinations of an all-powerful  
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bourgeoisie, they discourage the serious study of the complicated and 
more or less indirect linkages between the economic and the political 
instances. Moreover, as far as they portray collective agents as omnipo-
tent, anthropomorphic entities or, at the other extreme, as mere ‘effects’ 
of structural determinations, they lead either to an ultra-voluntarism or 
to a structural determinism – both extremes emasculating Marxism’s 
dialectical character, i.e., its portrayal of collective agents in a con-
stantly changing relationship with a social environment which both 
constructs actors and presents them with a more or less large number of 
alternatives, and backward sections of the societies.

(Mouzlis, 1980)

In the early 20th century, during natural calamities, besides reliefs and reha-
bilitation programmes, social workers were also engaged in various fields 
like education, health, and labour welfare. According to D.K. Ghosh, after 
independence, under Gandhi’s leadership, social workers provided volun-
tary activities in India. They were the ones who started the movement of 
voluntary actions both in urban and rural areas.

The Constitution of India in Article 366 (25), defines STs as such tribes 
or tribal communities or part of or groups within such tribes or tribal com-
munities deemed under Article 342 to the scheduled Tribes (STs) for the 
purposes of this Constitution. There are 574 tribal groups identified as the 
Scheduled Tribes, which were previously described as Adivasis, indigenous, 
vanajatis, etc. They are the country’s indigenous people and their participa-
tion in the freedom struggle cannot be ignored. Since independence, the 
Government has always tried to bring them into the society’s mainstream.  
As per the 2001 census, their population is 8.43 crore (8.2%). They are 
dependent on forests for their livelihood and are unaware of modern society 
(Rupavath, 2009).

India’s literacy rate has increased from 52.21% to 64.84% from 1991 
to 2001, whereas for Scheduled Tribes, it has increased from 29.60% to 
47.10%. Among ST males, it increased from 40.65% to 59.17% and among 
ST females from 18.19% to 34.76% during the same period. The ST female 
literacy is lower by approximately 21 percentage points compared to the 
overall female literacy of the general population. However, the increases are 
significant. From 1961 to 2001, there was an increase from 8.53% to 47.10% 
for STs, while it increased from 28.30% to 64.84% for the total population. 
To eliminate the issues of tribal education – language barriers, the distance of 
the schools, etc. – the constitutional framers viewed education as an instru-
ment of social change. Various education commissions and five-year plans 
have strengthened the views of equality through social justice, integration, 
and mainstreaming (Rupavath, 2015). Also mushrooming of various educa-
tional institutions happened post-independence. Many schools like Ashram 
schools, Ekalavya Schools, Ramakrishna Missions, Christian Missionary 
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schools have been constructed in the region to give equal opportunities to ST 
students to gain knowledge and enable them to improve their socio-economic 
status. But later, their dropout rates were found to be higher than others.

Keeping in mind the study’s vastness, a multi-stage stratified random sam-
pling method will be used as an appropriate method to choose the voluntary 
organization sample units. From each state, two voluntary organizations 
will be chosen on a random sampling basis for the data collection. This 
method is best suited when the universe is spread across a larger area and 
can be divided into a number of categories based on certain homogeneous 
criteria. In this method, the population is first divided into a number of 
strata based on certain pre-defined criteria, then a simple random sampling 
is taken from each stratum, and such samples are brought together to form 
the total sample.

The study attempts to examine and evaluate the development of the ST stu-
dents in residential schools of five states, namely Jharkhand, Chhattisgarh, 
Odisha, Andhra Pradesh, and Telangana, resulting from voluntary organi-
zations. It also examines the nature of  provisions available to them. It ascer-
tains the cause of the better performing voluntary organization in achieving 
sample efficiency, making it a truly representative one with wider coverage.

From the mentioned states, two voluntary organizations, two schools, 
beneficiaries, the ST students are taken with random sampling. Through 
purposive sampling, 50 teachers have been selected.

Evidence from across the Country

This chapter deals with the field experience and the data analysis. The field 
report includes different variables like voluntary organizations, schools, and 
teachers. It reveals the status of the voluntary organizations and also their 
experience. From random sampling, two voluntary organizations and also two 
schools and the beneficiaries are considered. Through purposive sampling, 50 
teachers have been selected. The multi-stage stratified random sampling pro-
cedure for the proposed study will be as follows. An interview method and 
cross-checking will be adopted to elicit relevant data from the field. Attempts 
will be made to make the schedule a structured one with closed-ended ques-
tions for more scientific analysis. Besides these primary data from the field, 
relevant secondary information from secondary sources will be tapped.

Hindu Missionary Schools’ Impact on 
Adivasis in Telangana State

Chinna Jeeyar Swami Gurukulam School is situated in a rural area of 
Adilabad district of Telangana. It is a private, English medium, co-educa-
tional school. The school premises have a computer lab, library facility, 
a proper playground apart from quarters facility and are enough for the 
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present students. When enquired, the students informed about getting a 
proper borewell water facility. The average number of students is 20–30 
in the class. The school has controlled the number of dropout students on 
roll. The school has certain achievements and gets help from volunteering 
organizations to improve its quality. We collected data from 30 students 
to know their conditions in the school and the hostel. From that, we got to 
know their socio-economic conditions, personal life up to an extent, posi-
tion in the society, etc. Among the 30 we got data, 21 are male students and 
9 female students. All of them come from various subtribes or sub-castes 
of the ST category. Only 6 speak Telugu and the rest speak their own tra-
ditional tribal languages. When asked, all the students gave very detailed 
information about their parents – their parents’ name, age, occupation, 
family income, etc. Most of their father’s age is between 36 and 50 years, 
some more than that, and a few below 35. In this regard, I would like to 
mention one student named Ratan Singh who mentioned his grandfather as 
his guardian. He studied above higher secondary level and others till pri-
mary level. Among the 30 students, parents of 7 have no work owing to old 
age, 7 are agricultural wage labourers, 6 are non-agricultural wage labour-
ers, and 10 are in agriculture; 28 students said none of their relatives are 
government employees, while just 2 have relatives in government services. 
All these 30 have their own house, 15 students live in hut, 12 in ‘Kutcha’, 
2 in a semi-pucca house and only 1 lives in a very small pucca house. Only 
11 have an electricity facility, 21 use handpumps, and the other 9 use open 
well for drinking water. Only 1 has a proper toilet facility and 22 have 
ration cards provided by the Government of India, 6 have TV, and none has 
a refrigerator. Only 2 have motorcycles and 8 have cycles, among the 30. 
All have a gas stove. Twenty-six have their own agricultural lands, of which 
8 have 6–10 acres of land, 12 own 3–5 acres, 3 families have 0–2 acres, and 
the rest 7 families’ land ownership is inapplicable in this regard. None of 
them follows shifting cultivation now. Agriculture is the income source for 
18 families, labour wage for 7, and both for 5. The family’s annual income 
is less than 25,000 for 24 students and for the rest 6, it is 25,001–50,000. 
When asked about their inspirations, 20 students said their parents, 4 said 
their brother or sister, and 6 their relatives. Twenty-six get financial support 
from parents and 4 from their siblings. Taking admission was an issue for 
13 among the 30. When asked about the reasons behind joining here, for 
4 students it is the nearest school, for 18, it is the best, and for 8, based on 
their relatives’ advice.

Apart from 4, others seemed happy about the regular presence of the 
teachers in class. The class’s average strength is 26–35; 5 students don’t 
find any difficulties in understanding the subjects. All agreed upon having 
a playground, 26 students said about having a proper library facility while 
6 spoke negative about a computer lab. Twenty-five were happy with the 
hostel’s bedding facility. The rest 5 said that 1–6 members are allotted in 
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a room. Excluding 6 students, others found that the hostel is safe for girls. 
Of all, 23 seemed fine with the drinking water facility and 7 were unhappy. 
Apart from 4, the rest said that they have a proper toilet facility in the 
school. Twenty-five were happy with the warden’s friendly attitude while 
5 others did not bother. Regarding the hostel atmosphere, only 6 students 
spoke negative; 23 said that the school even arranges picnics or tours for 
entertainment.

For 8 Telugu was easy, English for 3, Hindi for 8, Science for 3, and Social 
Science for 8. Fourteen found English tough, 8 Mathematics, 6 Science, and 
2 Social Science. Seven students neither raise questions nor answer in class, 
as 2 of them have subject phobia and 5 have classroom phobia. The other 
23 participate actively in the class; 8 passed with first class and 22 with 
second class marks in the last class. Seventeen students read regional daily 
newspapers, 8 do not read any, and 5 did not comment on this; 4 read 
regional magazines and 7 of them read books apart from textbooks. 
Regarding higher studies, 8 wanted to study till Inter, 13 till graduation and 
9 till post-graduation. Of all, 7 wanted to take arts and other 23 students 
desired for pursuing science. When asked about their ambitions, 8 said doc-
tor, 8 engineering, 3 teachers, and most interestingly, 11 of them wanted to 
be a police officer.

Among all, only 6 were unaware of SC/ST/OBC reservation policy and 
23 of them used this reservation facility at the secondary education level, 
2 at the primary level, and 5 never used it. According to 12 students, this 
policy is very useful for educational purposes, 18 found it somewhat useful, 
2 were unaware, 6 did not comment and 22 were aware of volunteering 
organizations helping them while twenty-eight of them get benefits out of 
their works.

A Case for Full Enrolment

The other school of Telangana state is the Integrated Cooperation 
Foundation School in the rural area of Ranga Reddy district. This school is 
co-educational, English medium, and classes are taught from first to tenth. It 
is also run by one voluntary organization and has enough hostel buildings, 
a playground, a computer lab, and also quarters but no library facility. The 
water supply is insufficient with a tap connection. The average class strength 
is 30. It enrols dropout students and has achievements as well.

We collected details of family members, their education, occupation, etc. 
for 30 students including 8 girls and 8 boys, among whom 3 are Christians, 
2 are Hindus, all of ST category. All said that their mother tongue is their 
own traditional tribal language, except very few. Very few of their parents 
had primary education. Fathers of 9 students are in agriculture, 7 are agri-
cultural wage labourers, 7 are non-agricultural wage labourers, and 4 others 
have no work because of old age. The relatives of two students work in 
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government service, though it is inapplicable to them. All of them own dif-
ferent types of houses to live in.

Fourteen have ‘kutcha’ homes, 13 live in ‘huts’, 2 in semi-pucca houses, 
and 1 in a pucca house without enough space. Only 20 have electricity 
facilities. About the drinking water facility, only 2 said they have tube well, 
19 have handpump, and 9 use open well. Only one student has a proper 
toilet facility. Of all, 27 have ration cards and 22 have mobile phones. Six 
of them have television, three have motorcycles, seven have cycles, and none 
has a gas stove or refrigerator in their home. Among the 30, 20 have agricul-
tural lands and 10 do not. Three of them have 0–2 acres, 8 have 3–5 acres, 
1 does not have any idea about it and for the rest, it’s inapplicable. None 
of them follow shifting cultivation. For 17 students, agriculture is the only 
income source, and for 7, it is only labour wage and for 6, it is both. The 
annual income of 6 students is 25000–50000 and up to 25000 for the rest. 
For 21 students, their father or mother is their motivator, sibling for 3, and 
their relatives for 3. All except 3 get financial support from their parents. 
Only 13 students did not face any problem while taking admission. All are 
happy with their decision to be a student here and when asked about the 
reasons behind joining here, for 4 students it is the nearest school; for 20, it 
is the best; and for 6, it is based on their relatives’ advice.

Only four said that teachers do not come to class every day while oth-
ers said that teachers are very much regular. The average class strength is 
26–35. There is no problem in understanding class lessons for only four 
students; 23 are aware of having a library facility and all agreed upon hav-
ing a proper playground. Seven said no to have a computer facility while 
others said yes.

Five said that they don’t have bed facility in hostels. Four said 6–10 mem-
bers are allotted in one room, 2 said 1–5, but the majority said that 11–15 
students. Excluding six, others said the hostel is safe for girls. Of all, 26 said 
about having proper drinking water facility and 24 about proper toilet facil-
ity. The warden is friendly for 26 but not for 4 students. The majority (24) 
said about good hostel environment, and excluding 6, others said that the 
school or hostel even arranges for tour or picnic.

Their regional language is the favourite subject for 8, English for 4, Hindi 
for 8, Science for 3 and Social Science for 7. Regarding the toughest sub-
ject, 30 said English, 7 said Mathematics, 7 said Science, and 3 said Social 
Sciences. Eight students ask no questions in class since 6 have classroom 
phobia and 2 have a subject phobia. Due to subject phobia, eight do not 
answer; 22 participate properly in the class. Seven passed with first class 
and 23 with second class. Five students don’t read any newspapers, 19 read 
regional newspapers, 4 read regional magazines, 8 read books apart from 
the textbook, and 6 haven’t commented on this question. Seven students 
want to study till inter, 14 till graduation, and 9 till post-graduation. Eight 
want to pursue arts while 22 other students science. Seven students wish to 
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be a doctor in future, 10 an engineer, 11 want to join police service, and 
only 2 want to be a teacher.

Of them, 22 are aware of SC/ST/OBC reservation, which 23 used and 
7 did not use in secondary level; 17 students found it very useful and 
13 somewhat useful. Two are unaware of volunteering organizations help-
ing schools and 7 did not comment on this issue, but others are well aware. 
Except 3, all get their help and got immense benefit.

Tribal Poverty in Andhra Pradesh

In the Guntur district of Andhra Pradesh, Association Foundation 
Residential School (AFRS) is placed in a rural part. This is a girls’ school 
where a regional language is medium of teaching for the students from first 
to fifth standards. The rented school building is not sufficient for the stu-
dents. It has a library, computer lab, a proper playground, and also quarters 
facility. The water facility is sufficient with a tap connection. The average 
strength of the class is 20–30. It enrols dropouts and also takes initiatives to 
control them. The school authorities did not comment about their achieve-
ments and help from volunteering organizations.

Among these 30 ST girls, 4 are Christians and 26 are Hindus. Regional 
language is the mother tongue for 8 and traditional tribal language for 22. 
They gave detailed information about their family. Fathers of 12 of them 
had primary education, 2 till secondary, 1 till higher secondary, and no edu-
cation for the rest. Twelve work in agriculture, 7 as agricultural labour, 3 as 
non-agricultural labour and 8 have no job owing to several reasons.

Relatives of 7 students, siblings for 2, uncle/aunt for 4 and others for 
1 student work in government service. Except 2, one of whom has no house, 
others own a house. 15 live in ‘pucca’ house, 2 in semi-pucca, 8 in huts 
and 4 in ‘Kutcha’. Three students have no electricity facility at home. Only 
1 has tube well access, 19 use handpumps, and 11 use tap connection. Only 
8 have a proper sanitation facility. 27 students have a ration card facility. 
Surprisingly, 26 of the households possess cell phones. In 10 houses that 
have no televisions, 7 have motorcycles and 8 have cycles. Twenty of them 
own agricultural lands, of which 10 own 0–2 acres, 8 own 3–5 acres, 5 own 
6–10 acres of land, and it’s inapplicable for the rest. None of them are fol-
lowing shifting cultivation. The income source of 18 families is agriculture, 
labour for 6, both for 4, and monthly salary for 2 families. For most, par-
ents are their motivators and siblings for 4. Only 3 faced difficulties while 
taking admission in the school, though all liked it.

When asked about the reasons behind joining here, for 4 students it is 
the nearest school, for 18, it is the best, and others joined based on their 
relatives’ advice. All of them stated that the average class strength is 26–35 
and 26 told that teachers take classes daily. Except 5, others have difficulties 
in understanding lessons. Excluding 4, others said about having a library 
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facility in school and all agreed upon having an adequate playground. 
Regarding the computer lab, 22 said yes and 8 were unaware of it. Only 
5 said they don’t have beds in the hostel. Twenty-eight said 11–15 mem-
bers are allotted in one room, 1 said 1–5, and others said 11–15 students. 
Excluding 6, others told the hostel is safe for girls. Seven spoke negative 
about proper drinking water facility and four said no about having a proper 
sanitation system too. Except 5, others spoke about the warden’s friendly 
attitude. The hostel atmosphere is good for 26 students and 7 said no about 
the school arranging for a picnic. The regional language is the favourite 
subject for 8 students, English for 3, Hindi for 8, Science for 3, and Social 
Sciences for 8. Mathematics is the most difficult subject for 8, English for 
14, Science for 6, and Social Science for 2; 7 girls don’t ask questions as 
6 have classroom phobia and 1 has subject phobia; 8 do not answer in 
the class. Eight students passed with first class and 22 got second class. Of 
them, 17 read regional daily newspapers, 8 do not, and 5 students did not 
comment on this; 4 students read regional magazines also and 4 students 
read books outside their texts. Eight of them want to study till inter, 13 till 
graduation, and 9 till post-graduation. Only 7 students said they wanted 
to take arts and the rest science; 8 students wish to be doctors in future, 
8 engineers, 3 teachers, and 11 said police.

Of them, 23 are aware of the SC/ST/OBC reservation policy and used it 
at secondary level, 6 never used it, and 1 used it at primary level; 18 found 
it very useful, 3 are unaware of volunteering organizations, and 6 did not 
comment about it but the rest are well known. All agreed upon being helped 
by volunteering organizations and apart from 5, everyone benefited from it.

Lack of Infrastructure Facilities in Andhra Pradesh

BIRDS Residential School is in a remote area of Krishna district in Andhra 
Pradesh. This school is co-educational for first to tenth standards and taught 
in both local and English mediums. The hostel building is enough with a 
computer lab, library, and also quarters facility, but no sufficient play-
ground. Water supply is sufficient with bore and tap connections. More 
than 30 is the average class strength. This school doesn’t enrol dropout 
students though the initiative is taken to prevent their number. It has certain 
achievements, and a volunteering organization helps this residential school 
to improve the quality of education.

We surveyed 9 female and 21 male students and all submitted their details 
meticulously. Of them, 4 are Christians, 26 are Hindus but all come under 
the ST category. Fathers of 3 students studied till primary level and others 
are illiterates. Among their fathers, the occupation of 5 is agriculture, of 
another 5 is agricultural wage labour, and 15 have no job. The regional lan-
guage is the mother tongue for 3 and their traditional tribal language for the 
rest. Eight students have relatives working in government service, among 
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which 4 spoke of their uncle or aunty and 2 mentioned about their brother 
or sister. Of all, 25 have own houses, among whom 11 live in insufficient 
pucca house, 4 in semi-pucca house, 5 in huts, 4 in Kutcha, and 4 have no 
house to live in; 4 houses are without electricity. Three students have access 
to a tube well for drinking water, 16 use handpumps, and 11 others use tap 
connection. Only 8 students have a proper bathroom facility at home. Of 
them, 27 hold ration card and others don’t. Excluding 5 families, others 
have a mobile and television. Eleven and 9 households have motorcycles 
and cycles, respectively. None has a gas stove, but 3 have a refrigerator.

Of the families, 18 own agricultural lands, of which 14 have 0–2 acres, 
3 have 3–5 acres, 1 has no idea regarding the area of land, and the rest have 
no land. None follow shifting cultivation. Agriculture is the main source of 
income for 15, labour for 7, both for 5, and monthly salary for 3. Annual 
income is 25,001–50,000 for 7, 50,001–100,000 for 2, and the rest earn 
less than 25,000. For 3 students, their siblings are their inspiration, rela-
tives for 6, and parents for 21. Out of 30, 3 are financially dependent on 
their brother or sister and others on their parents. Thirteen students faced 
difficulties during admission and 29 like the school. When asked about the 
reasons behind joining here, for 4 students it is the nearest school, 18 joined 
based on their relatives’ advice, and for others, it is the best. All except 
4 stated that teachers are very regular in taking classes and have no difficul-
ties in understanding the lessons. The average strength of the class is 26–35. 
Of all, 23 said of having a proper library and all said yes about playground 
facility. Seven are unaware of the computer lab facility.

And, 25 said that they have proper beds in the hostel; 5 said 6–10, 1 said 
1–5, and 24 said that 11–15 students are allotted in one room. Twenty-four 
said that the hostel is safe for girls; 26 stated having a proper drinking water 
facility in the hostel, 24 about proper bathroom facility as well. Twenty-
six students told about the warden’s friendly attitude and 4 said that the 
warden doesn’t bother much. Twenty-six said yes to the school arranging a 
picnic while 6 said no.

Telugu is the favourite subject for 8, English for 4, Hindi for 8, Science for 
3, and Social Science for 7. English is hard for 13, math for 7, sciences for 
7, and social science for 3 students. Eight don’t raise any question in class as 
6 of them have classroom phobia and 2 have a subject phobia. Seven passed 
with the first-class number and 23 students got second-class marks. Five 
students do not read any newspaper and 6 did not comment on this, but the 
rest 19 read daily regional newspapers. Only 4 read regional magazines and 
8 read books apart from textbooks. Seven want to study till inter, 14 till 
graduation, and 9 till post-graduation level. Eight want to take arts and 
22 want to take science for further studies. In future, 7 dream of becoming 
doctor, 9 engineer, 3 teacher, and 11 police officer.

Of all, 22 are aware of SC/ST/OBC reservation policy, 7 never used it, 
and 1 used it till secondary level. Except 13, others find it very useful. Five 
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students did not comment when we asked about volunteering organizations, 
2 are unaware, but 23 are well informed. Apart from 1, everyone gets their 
help, and except 6, everyone is benefitted from their initiative.

Performance of Schools in Chhattisgarh

Aarzoo Foundation Residential School is situated in a rural place in Raipur 
district of Chhattisgarh. This is a co-educational school taught in both 
English and regional mediums from first to tenth standards. The buildings 
are enough with sufficient playground, computer lab, library facilities, and 
bore-well water supply too. The average class strength is 11–20. Quarters 
facility is there. Dropouts aren’t enrolled and initiatives are taken to control 
it. This school has many achievements, and volunteering organizations help 
them to improve the quality.

From the school, 9 girls and 21 boys participated in the survey and gave 
their family details. Six are Christians, 24 are Hindu, all from various sub-
castes of the ST category. Telugu is the mother tongue for 2 and the tra-
ditional tribal language for the rest. Most of their fathers are uneducated 
though 5 fathers were educated till primary level and only 1 till secondary 
level.

Of them, 9 work in the agricultural field, 7 as agricultural wage labour, 
7 as non-agricultural wage labour, and 7 have no work for other reasons. 
None but 2 have relatives working as a government employee, 1 mentioned 
his uncle, and it is inapplicable for the other. Of them, 29 own a house and 
1 do not. One student lives in a semi-pucca house and another in a small 
pucca house, 14 in huts, and 14 in Kutcha. Only 20 houses have an electric-
ity facility. Twenty-one families use handpump and 9 use open well to get 
drinking water. Only 1 has a toilet facility and 26 have ration cards. Twenty 
households possess cell phone surprisingly; 5 houses have television also, 
1 has a motorcycle, and 7 have cycles at home. None of them have a gas 
stove or refrigerator.

Among 30, 3 have 0–2 acres, 11 own 3–5 acres, 5 own 6–10 acres of 
land, for 10 students it is inapplicable, and 1 does not have any idea about 
the area. None follow shifting cultivation. Nineteen said agriculture is the 
only income source, 7 earn from labour job, and 4 from both. Seven earn 
25,000–50,000, and 23 make less than 25,000 annually. Parents are the 
motivation for 21 students, their siblings for 4, and relatives for 5. Four 
students get financial support from their brothers or sisters and the rest from 
their parents.

Almost half did not face any difficulties during admission time. All 
but 1 like the school. When asked about reasons behind joining here, for 
3 students it is the nearest school, 6 joined based on nearby people’s advice, 
and for others, it is the best. Teachers take classes regularly according to 
27 and all agreed upon the average class strength to be 26–35. Five students 
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find no difficulties in understanding class lessons. Twenty-five students 
admitted about having a library and 11 disagreed upon having a computer 
lab facility but all agreed on having a school playground. Twenty-four 
students said that they have proper beds in the hostel, and according to 
5 students, 6–10 members and according to 24 students, 11–15 students 
stay in 1 room. Twenty-two students opposed to having drinking water in 
the hostel and 5 said not having a washroom as well. Twenty-six found the 
warden’s attitude friendly, 21 said about a good hostel atmosphere, and 
25 admitted not being taken for a picnic. Eight students study the regional 
language easily, 4 English, 7 Hindi, 4 science, and 7 social science. English 
is hard to study for 13 students, math for 7 students, science for 8 students, 
and social science for 2 students. Seven students don’t ask questions in class 
because of classroom phobia (6) and subject phobia (1). Eight students 
don’t respond in class because of subject phobia. Seven students cleared 
their last class exams with first class and 23 with second class. Seventeen 
students read daily regional newspapers, 5 read regional magazines, and 
8 read books other than the prescribed ones. Seven wish to study till inter, 
13 till graduation, and 10 till post-graduation. Eight and 22 students would 
like to take arts and science, respectively, for further studies. To be a doctor 
is the ambition of 7 students, an engineer for 10, a teacher for 1, and police 
for the rest.

All except 8 are aware of SC/ST/OBC reservation and have used it in 
secondary level, 1 in primary level, and 7 never used it though it’s not much 
useful for 12 students. Seven students did not comment and 1 is unaware of 
the fact that some volunteering organizations are working for STs in rural 
areas. Of the students, 24 said that they themselves benefitted and 29 said 
their families got benefitted from such initiatives.

In Chhattisgarh, Abhiyan Foundation Residential School is situated in a 
rural part of Bilaspur district. In this girls’ school, first to fifth standards are 
taught in both local and English mediums. It has enough school or hostel 
buildings with a sufficient playground, computer lab, and library for the 
students. Each class strength is more than 30. The staff has a quarters facil-
ity and the residents get enough water through both bore and tap water 
connections. This school takes initiatives to control the number of dropout 
students. It also has achievements, and volunteering organization helps to 
improve its quality. In this school also, we collected data from 30 students.

Growth and Development of Tribal Children in Jharkhand

Adarsha Pragati Foundation Residential School is situated in the rural area 
of Ranchi district, Jharkhand. This school offers first to tenth standards 
in both local and English mediums. The school building is not enough for 
the students though it has its own library, computer lab, and sufficient 
playground for the kids. Residents have a sufficient bore water supply. It 
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has a quarters facility in the school premises. Though dropout students 
are not enrolled in this school, it has taken initiatives to control them. 
Achievements are there, and volunteering organizations help them in 
improvement.

JJF residential school is in a rural area of Jamshedpur district, Jharkhand. 
In this school, first to tenth standards are taught, both in English and in 
regional mediums. The volunteering organization – Jharkhand Jyoti 
Foundation – helped them. The school has enough buildings with a proper 
playground, library, and computer lab facility for the students. There is 
enough water supply with both bore and tap connections. The average class 
strength is above 30. Quarters facility is there for the faculty and non-teach-
ing staff in the school premises. The school has many achievements, and 
initiatives have been taken to control the dropout students enrolled in the 
school. Authority did not comment on volunteering organizations helping 
the residential school.

As we collect family details of 30 students – 8 girls and 22 boys – we 
found that all are from various subtribes under the ST category. Regional 
language is their mother tongue for 9, and their tribal language for 21. 
Only 4 among their fathers could study till primary level. Occupation is 
agriculture for 11, agricultural wage labour for 8, non-agricultural wage 
labour for 4 and 7 have no job. Of 30, relatives of 2 work in government 
service, their uncle or aunt for others, and is inapplicable for 1. Except 2, 
others own a house, 14 live in hut, and 14 in kutcha. Only 18 houses have 
electricity. For drinking water, 21 students use handpump and 9 use open 
well. The majority (28) don’t have a toilet facility and 25 have ration cards. 
Twenty households use cell phones, and 3 have televisions too. None have 
a motorcycle, gas stove, or refrigerator, but 7 have cycles. Of 18 families 
having agricultural lands, 4 own 0–2 acres, 5 have 3–5 acres, 2 have 6–10 
acres of land, and 5 have no idea about the exact area.

None follows shifting cultivation presently. Family income source is agri-
culture for 20, labour job for 3, and both for 7. About 23 make less than 
25,000 in a year and 7 between 25,001 and 50,000. Their brother or sister 
inspires them for 7, relatives for 2, and 21 said parents. Twenty-five depend 
on their parents economically and 5 others on their brother or sister. Fifteen 
faced problems during admission. All but 1 student liked the school. Most 
said this as the best school, 2 said it is nearby, and 7 said their relatives 
or parents suggested, hence they joined here. Twenty-eight students said 
teachers are very much regular in classes, and all said that the class aver-
age strength is 26–35. Apart from 3, others find difficulties in understand-
ing class lessons. Seven and 13 students said about not having library and 
computer lab facilities, respectively. All agreed upon having a proper school 
playground; 7 disagreed upon having a bed facility. Twenty-four said that 
11–15 members but 6 said 6–10 members are allotted in 1 room. None but 
6 find hostels safe for girls.
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Twenty-two spoke about having a proper drinking water facility and 
26 about good sanitation facility in hostels. Of the students, 25 said about 
the hostel warden’s friendly attitude and the rest said the warden is not 
bothered about anything. Apart from 5, all said that the hostel atmosphere 
is good enough for them and 24 said that a picnic is arranged for them. 
Seven students find Telugu easy, 7 English, 4 Hindi, 6 science, and 6 social 
science, to study. According to 11 students, English is the hardest, 8 find 
mathematics, science for 9, and social science for 2. Due to classroom pho-
bia, 6 students do not ask questions, and because of subject phobia, 7 do not 
answer. Eight passed with first-class marks and 22 with second-class marks. 
Out of 30 students, 20 do read daily newspaper in regional language, 4 do 
not read, and 6 did not comment on it; 6 read regional magazines and 
8 students read other books.

Six students aim to study till inter, 15 till graduation and 9 till post-
graduation. Eight of them like to study arts, 22 sciences, 8 want to become 
a doctor, 11 engineer, 1 told teacher, and 10 said police. Eight students told 
they are unaware of SC/ST/OBC reservation policy. Four of them used it at 
primary level, 22 at secondary level, and 4 never. Only 50% found this pol-
icy useful. Seven students did not comment on the question on their aware-
ness about the volunteering organizations working for STs, 1 is unaware, 
and 22 are well known of this fact. Apart from 1, others admitted getting 
benefits from the organizations and 23 said that they are helped because of 
this taken initiative.

Rights-based Activism in Odisha

Angle Foundation Residential School is situated in a rural area of Sambalpur 
district, Odisha. Classes are taught from first to fifth standards in local and 
English mediums. This school has enough buildings, a sufficient playground, 
and a computer lab, but no library for children. Water supply is inadequate 
with only tap water connection. The average class strength is 20–30. There 
is no quarters facility in the school premises. It has many achievements, and 
initiatives have been taken to control the dropout students enrolled in the 
school. Authority did not comment on volunteering organizations helping 
the residential school.

For the survey, we got information from 30 kids – 10 girls and 20 boys, of 
which 24 are Hindu, 6 Christians, all of ST background. The mother tongue 
of 19 is their traditional tribal language and Oriya for 11. Seven said that 
their father had education till primary, 1 said his father had till secondary. 
Eleven students’ fathers do agriculture, 7 do agricultural wage labour, 7 are 
non-agricultural wage labourers, and 5 have no job. Only 2 students said 
that their relatives are in government service of which, one has his uncle or 
aunt and it’s inapplicable for the other. One student has no house to live 
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in. Among the rest, 1 lives in a small pucca house, 13 in huts, and 15 live in 
kutcha. Ten have no electric service at home. One family uses a tube well, 
21 use handpump, and 8 uses open well for drinking water purposes. None 
but 1 has a toilet facility at home. Twenty-five families have ration cards, 
and apart from 11 houses, others have mobile phones; 3 have televisions, 
6 have cycles, and 1 has a motorcycle. None of them has a gas stove and 
refrigerator in their house. Of the 30, 20 have their own agricultural lands 
and as far as the area is concerned, 2 have 0–2 acres, 10 have 3–5 acres, 
4 have 6–10 acres of lands, and 1 does not have an idea about the area, and 
for other 13, it is inapplicable.

No one follows shifting cultivation. Agriculture is the income source for 
19, labour for 5, and both for 6. Totally 6 members earn up to 25,000, and 
7 make 25,001–50,000 annually. Twenty-two said their parents, 5 their sib-
lings, and 3 about their relatives as the persons who motivate them. Twenty-
five students are financially dependent on their parents and 5 others on their 
siblings. Sixteen students faced problems during admissions.

Excluding 2 all liked the school very much. When asked about the reasons 
behind joining here, for 3 students it is the nearest school, for 6 it is based 
on their relatives’ advice, and for others, it is the best school. Except for 3, 
others said that teachers come to class every day. The average class strength 
is 26–35. Six students find no difficulties in understanding classroom les-
sons. Of the students, 24 said they have a library and 19 said they have 
a computer lab, but all agreed upon having a school playground; 25 said 
yes to the facility in hostels, 27 told that 11–15 students are allotted in one 
room, and 3 said 6–10 members are allotted in a room. Hostels are safe for 
girls according to 24 students. Seven and 5 disagreed upon having drinking 
water toilet facilities, respectively, in hostels. Twenty-five said the warden’s 
attitude is friendly and the rest said that the warden is not bothered about 
anything. Apart from 9 students, other 21 found hostel atmosphere to be 
good and 23 said that school arranges a picnic for them. Seven students 
find Oriya easy, 5 English, 6 Hindi, 5 science, and 7 social science. English 
is tough for 12 students, mathematics for 8, science for 8, and social sci-
ence for 2 students. Six students don’t raise any questions in class due to 
classroom phobia and 8 do not answer in class because of subject phobia. 
Twenty-two students passed with second class and 8 passed with a first-
class number. Eight students read daily newspapers in Oriya, others do not, 
and 5 did not comment about it; 5 read regional magazines and 8 have read 
books apart from textbooks. Six students want to study till Inter, 13 till 
graduation and the rest 11 till post-graduation. Eight said that they want to 
take arts and 22 science for future studies. Ambition for 7 is doctor, engi-
neer for 10, and teacher for 1, and 12 want to join the police force.

Apart from 7, other students are aware of SC/ST/OBC reservation policy. 
Eleven students find it somewhat useful and 19 others find it very useful. Of 
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the students, 23 are aware of the volunteering organizations’ work for STs. 
Except 1, all families benefitted from them, of which 25 really benefitted.

Here in Odisha, we have another branch of BIRDS in the rural area of 
Koraput district. This is a first- to eighth-standard girls’ school, taught in 
both Oriya and English mediums. It has enough school and hostel buildings 
with a library, a computer lab, and quarters facilities but no sufficient play-
ground for the students. Having both bore well and tap connections, there 
is no water supply scarcity. The average class strength is 11–20. Measures 
have been taken to control the number of enrolled dropout students. It has 
many achievements, and volunteering organizations are helping it for its 
improvement.

Conclusion

The study covered different schools in 5 states, 10 voluntary organizations, 
and 50 teachers working in these schools. Overall, we can see that among 
300 students, all of them are ST and most of them are Hindus. The mother 
tongue of the majority of these students is their own tribal traditional lan-
guage. They come from a very poor economic background where their fam-
ily members earn money from agriculture or labour work. Their annual 
income is less than 25,000 in most cases. Most of them do not have electric-
ity at home, but they have a mobile phone. Most of them use handpumps or 
open well to get drinking water, and the sanitation system is also not there 
for the most. These students are in residential schools, and because of that, 
they get certain facilities to improve their skills and education as they have 
library, playground, and computer lab in schools. Like other students, they 
also have a certain phobia of subjects and classroom as far their participa-
tion of them in the classroom is concerned. Gender discrimination is not 
there in schools as most of these schools are co-educational, and hostels 
are safe for the girls as well. They get good food, good bedding, sufficient 
water, and proper washrooms in the hostel to live a good life, and most 
importantly, they are getting education. Voluntary organizations are work-
ing for the students in the different parts of the country, mainly in rural, 
tribal populated areas of the country.

It emerged that majority of the students are first-generation learners. 
Hence, it would be unfair to expect their parents to assist them in their stud-
ies. The low-income levels of most of the parents preclude the possibility of 
engaging private tutors for their children. Teachers in such schools need to 
pay more attention to their students. The government departments/voluntary 
agencies should not feel content by merely providing financial support to such 
schools. They must ensure that there is true value for the amount spent. After 
all, money spent on education should never be regarded as an expenditure. 
Instead, it should be treated as an investment into the future of the nation.
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Educational progress among marginalized communities can lead to allevia-
tion of poverty, eradication of social stigma, and, more importantly, social 
mobility. Education also makes people aware of their citizenship entitlements 
and basic human rights. Hence, marginalized communities such as SC/ST, 
Nomadic and De-Notified Tribes (NT-DNT) in India have been struggling 
to overcome social subjugation by adopting various means such as educa-
tion, modern occupations, modern lifestyle, and so forth. Historically, these 
marginalized communities were denied basic human dignity and a positive 
self-image. Therefore, the makers of the Indian constitution have enshrined 
some constructive legal and policy measures to emancipate these communi-
ties. Article 21A and 42nd amendment in the constitution (Juneja, 2003) 
with regard to child rights and responsibility of state and central govern-
ment are few among such measures because as observed and recognized by 
the Kothari commission 1964–1966, education is an instrument of change. 
Despite having implemented programs such as DPEP, Sarva Siksha Abhiyan 
or even the Right to Education Act-2009, the educational status of the 
weaker section such as Dalits, Adivasis including Nomadic and De-Notified 
Tribes have not been improved much compared to the other sections of soci-
ety because of inequalities – social and natural inequalities persist in Indian 
society as discussed by J.B. Tilak (1979).

Poverty, society, and education have a close relation and are interde-
pendent also. As Granovetter and Swedberg (1992), sociologists, discussed, 
economic action and economic institution are connected with society and 
are products of social construction. This defines the status, sociability, and 
power of an individual and community. Thus, while studying any society, 
it is important to make or conduct an inquiry in order to seek a better 
understanding of the influence of social structure and its agencies on human 
behaviour. As Berg (2008), an economist, rightly observed, education has a 
direct impact on people’s earning capacity and lack of education and mar-
ketable skill, therefore, can result in the prevalence of poverty (p. 3-5) and 
deprivation.

Chapter 10
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Thus, the purpose of this chapter is to discuss the key areas- – at school and 
society levels, which are posing challenges against the educational develop-
ment of the De-Notified Tribes, in particular, and marginalized community, 
in general, even after some affirmative measures taken by the government.

Who Are the Nomadic and De-Notified Tribes?

The words ‘nomadic’ and ‘De-Notified’ explain many things about the life-
style of these communities. Nomads migrate from place to place in search of 
livelihood and De-Notified were originally listed under Criminal Tribe Act-
1871 as ‘Criminal’ during the British regime. Since these communities were 
listed as criminal communities, they were viewed with suspicion and hatred. 
As Meena Radhakrishna (2002), Milind Bokil (2002), Bhangya Bhukya 
(2008), etc. hold the view that due to historical reasons these communi-
ties who were the traders and entertainers lost their traditional occupation. 
In order to survive, these communities were involved in robbery and theft 
and fought against the British. The result is these communities are listed as 
‘criminals’. After the independence and repeal of the Criminal Tribe Act, 
the situation of the NT-DNT communities should have improved but the 
suspicion and hatred still persist towards these communities. And hence, 
these communities are still vulnerable to victimization of all sorts – low edu-
cation, no access to governmental schemes, police atrocities, etc. According 
to the Renake Commission Report-2008, there are about 500 nomadic and 
De-Notified Tribe communities scattered in India. The efforts from the gov-
ernment for the development of these communities seem very slow. On the 
contrary, in the name of development and enactment of new forest and 
wildlife conservation acts, these communities also lost the newly adopted 
occupation – fortune-telling, monkey trainer, snake charmer, bull trainer, 
etc. The overall result of all this background is that these are the most vul-
nerable communities as of now.

Status of Nomadic and De-Notified Tribes in Education

Dominance, power, and knowledge are intrinsically linked to education, 
which plays a major role in the distribution of opportunities towards 
empowering people. The failure of education to reach the oppressed group 
in our society is, therefore, directly related to this dynamic. With regard to 
marginalized communities as studied by Nambissan (1996), participation 
of SC in the school in 1981, as per the data from the census (1981), reveals 
that only 32.21% of Dalit children (aged 5–14 years) actually attend school. 
The number of SC/ST children out of school are proportionately greater 
compared to the general category that too in government schools. The data 
released by MHRD (2013–2014) also shows a similar kind of trend with 
regard to enrolment and dropout rate among SC/ST compared to other 
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category children in the school. The limited data on the educational status of 
the Nomadic and De-Notified Tribe shows the high rate of failure and drop-
out among NT-DNT children from school. The Renake Commission Report 
(2008) constituted for the study of NT-DNTs in India notes that only 42% 
and 28% of De-Notified and Nomadic children, respectively, are attending 
school (p. 28-34). The compilation report of DISE Data of Maharashtra by 
Dinanath Waghmare (2015) shows that during 2006–2007 to 2012–2013, 
there are 22.69 lakhs NT-DNT children dropped out of school. The girls 
from these communities tend to drop out of school between 4th and 6th 
grade because of many reasons such as migration, fear among parents to 
send them to school, foster care of siblings, etc. This report also claims that 
only 5.9% of their researched population of NT-DNT say that they do not 
want to send their children to the school. The decline in DNT children’s 
participation in school amounts to less marketable knowledge and hence 
lags behind when compared with those who acquire marketable knowledge 
by succeeding in education. Where do the problems lie then?

The author of this study also observed a similar kind of situation in the 
Bidkin village – researched village, of Paithan block of Aurangabad District 
of Maharashtra, where almost 50% of the population of Kaikadi commu-
nity is illiterate. The role of education in the real sense is to prepare an 
individual to become self-dependent and knowledgeable. This kind of edu-
cational knowledge brings the ability among individuals to think critically 
and also bring consciousness about their own rights. The quick examples 
of such self-conscious and well-appreciated people among the NT-DNTs 
in Maharashtra are Balkrishna Renake, Laxman Gaikwad, Laxman Mane, 
and so on, who could overcome wretched and stigmatized forms of life, and 
they could achieve respectful social and political status.

The following discussion is based on the field inquiry which focuses on 
the school and family conduct towards the schooling of the children and 
what made children from the Kaikadi community (one of the DNT commu-
nities) complete their schooling.1 Where do the exact problems lie? At the 
same time, it also talks about the aspects one need to pay attention to while 
looking at the education of the NT-DNTs’ other marginalized communities 
of India.

Schooling of the Kaikadi Community: 
Difficulties and Opportunities

There are two types of curriculums: one is ‘official curriculum’ and the other 
is ‘hidden curriculum’ (Nambissan, 1996). The official curriculum is that 
where children in the school are exposed to every day, and at the same time, 
children are also exposed every day to the hidden curriculum such as values, 
attitude, norms, daily routine of the teacher, and daily interaction of chil-
dren with peer and with teachers. The first one works directly and the other 
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one works indirectly. The author of this study observes that the hidden cur-
riculum troubled the respondents during their schooling. Therefore, mere 
enrolment of the children in the school is not enough, but the conduct of the 
school, teacher, and the availability of the infrastructure or the facilities are 
very important factors in the schooling of the children.

At the Level of Society

Social Discrimination

The children from the Kaikadi community had not only faced the problem 
of facilities and infrastructure in school but also faced social discrimina-
tion by fellow children and sometimes hostile and discriminated attitude 
of a school teacher. The discrimination by the fellow children was not only 
because of the social prejudices of caste discrimination or the idea but the 
children from the Kaikadi community were sometimes appreciated by the 
class teacher. In some cases, the teacher also used to neglect their presence 
in the classroom. The following narration of the respondent explains that:

The teacher used to feel shame in coming to us and making us under-
stand. They used to give homework as to another student in the class, 
but we rarely complete it. As I told you earlier, though the government 
was providing subject books, we did not have notebooks to complete 
the homework given by the teachers. And that is why teachers also 
understood that there is no use telling these Kaikadi students about 
the homework. That was the reason that teachers did not give personal 
attention towards our progress in the school.

The above narration raises the question of social prejudices of the teacher, 
economic deprivation of family, and gaps in the government policy in pro-
viding free books. In this case, the teacher only looked at the outcome – the 
inability of the Kaikadi children to complete homework and did not con-
sider the reasons for not completing the homework. Hence, in general also, 
as the author feels, the teacher is required to understand the problem of 
students in totality. The author says that the results would have been differ-
ent if the teacher would have focused more on the ‘why’ question instead of 
the ‘what’ question.

Economic Difficulties and Family Responsibilities

Returns from education are one of such big aspects that the economically 
poor family thinks before they enrol their children in the school. It is very 
obvious that the poor family will first think of the survival of the family, 
which comes from economic activities. From the national perspective, one 
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can think that education enriches the stock of human capital, and even from 
the individual perspective, education yields economic benefits in the form of 
higher wages in the future. But, respondents in this study faced economic 
difficulties during their schooling. Though parents enrol them in the school 
they hardly paid attention to their schooling because of the priorities in their 
life. The family situation demanded many of the respondents in this study to 
help their parents or work during the school vacations though it was not a 
compulsion. The following narration says the same:

The mother of some of my friends used to go into the farm to work. I 
also used to go with them to work in the vacations so that the earned 
money would help me in my education. I used to think that there was 
no use going to meet the parents during vacation, but to take up some 
work. That is why I used to go to work.2

It is quite difficult to concentrate on studies if you are not supported by your 
parents economically or psychologically. Some respondents attributed to 
this fact that they could not concentrate on their studies well. This narration 
tells that economical, psychological, and emotional support is necessary for 
children in pursuance.

Surrounding Environment

The author observed in the community that during the afternoon time one 
can find only children and old age people in the Kaikadi community in the 
studied village. The other day, the author also had a chat with one of the 
illiterate Kaikadi persons who say that ‘he has no idea what his children 
would do having studied for 10–15 years’ and that is why he does not send 
his children to the school. How will such an environment affect the young in 
the family? On the contrary, there were also the parents who despite having 
an economic problem at the home tried to find out the way to educate their 
children. As some respondents in the study attributed that admitting them 
in the boarding school was not to educate them in the first place but to save 
them from starvation and hard work if they accompanied their parents. The 
following narration explains the priority of the parents for admitting them 
to the boarding school:

Their opinion was that; their children are getting good food free of 
cost … that was their major concern, they did not have much concern 
about our education … they had a satisfaction that; their children were 
not with them; there were not begging or roaming with them from one 
village to another … but they never thought about our education or 
about what we were going to be after getting an education … that was 
not their business.3



144 Sunil Sonwane 

The understanding of parents towards securing the future of their children 
is well-thought-of in the above paragraph. Another respondent, who is a 
second-generation school goer, says that his parents were educated and 
never objected to his activities in the family. He had the freedom to choose 
his career. He objectively pressed on the fact for his success in his life to the 
‘freedom’ he got at his home. The free environment of a family may encour-
age children to express their views. Further, it also helps children to grow 
fully as far as their mental abilities are concerned.

Challenges at the School Level and Lessons to Appreciate

Relationship of Teachers with Students

The positive interaction of students with teachers in the classroom results in 
a positive outcome. The respondent in this study faced positive and nega-
tive environments in the classroom. The result of the positive relationship 
of one of the respondents with the teacher resulted in boosting his confi-
dence in sport and singing. He was encouraged to sing on the stage and 
was supported for participating in different sports activities. This positive 
encouragement not only helped him to build on his abilities and skill but 
also helped him to continue his school. Today, he is a successful person in 
his life. He is a sports teacher today. On the contrary, as said earlier, the 
negative relationship of the students with their teachers results in a negative 
outcome. Two respondents during their study said that they had to face a 
lot of trouble not only from their fellow classmates but from the teacher as 
well. The scapegoating by the teacher and fellow children of the respondent 
during his school discouraged him and hence he was not a regular school 
goer. The point here is not whether the children from the weaker sections 
of the society are provided with scholarship or reservation but it is equally 
important to look at the classroom environment and the relationship of a 
teacher with the children from the weaker sections – such as the Kaikadi 
community.

Guidance and Personal Attention

The interest of the children in the classroom is another important aspect to 
look into when we talk about the performance of the students. During this 
study, one more aspect came out was the appropriate guidance of the teacher 
and the inclination of the Kaikadi children towards a particular subject. A 
child develops his/her interest in a subject when he or she is able to under-
stand it and relate it to his life. During this study, many of the respondents 
were inclined to such subjects which were easy to read and could relate to 
their own life – such subjects were history, Hindi, and Marathi, but could 
not develop an interest in Math, English, or Science. Why? When asked 
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about it, they said that they were not taught properly and, hence, could 
not relate it to anything. There was only one respondent who said that his 
teacher was very good and made him understand the core of the subject 
like math. There are two major aspects to look into – the ability of the 
teacher, pedagogic practice to make all children understand the subject, and 
the affection or care towards children or a particular child. The absence of 
these makes the subject boring for the children.

Identification of the Abilities of the Students

The personal attention by the teachers on every child is very necessary for 
his/her enhancement and development because it helps the students to keep 
their interest in schooling. Every child is unique and, therefore, it is a skill of 
the teacher to identify the hidden qualities of his/her students by observing 
them and helping them to build upon his/her abilities. One such example is 
stated above, where a class teacher of one of the respondents in the study 
not only identified his talent of singing but he also encouraged him to sing 
in front of the whole school during the morning assembly. The result was 
that the particular respondent developed a stage daring and also overcome 
his inferiority complex of being from a stigmatized community. Another 
respondent developed an interest in math subject that helped him to be a 
topper in the class because of a teacher. These respondents attributed their 
success to the approach of their teachers towards them during their school-
ing. Going by these examples, it is the utmost responsibility of the teacher 
to bring children forward especially from the weaker sections of the society 
when they are in the school so that they will open up themselves and expand 
their boundaries beyond their comfort zone. Such a conducive environment 
for the Kaikadi children encouraged them to perform well in their respective 
classes and it also helped them to make friends outside of their community.

Creating Common Place for Joy and Interaction

The school is a common platform where children from all castes, classes, and 
gender come together. Such platforms can also make a difference in the life 
of students from the marginalized society as explained above. Respondents 
in this study explained that the school was the place where they were able to 
interact with children from another caste in the village. All of them said that 
playing with children from other castes was the opportunity for them to go 
beyond their own community and make friends. This was not possible at the 
societal level. The reason one of the respondents told was that the parents of 
the other caste children restricted them to play with him outside the school 
when they found that he is from the Kaikadi community – a dirty and pig-
eater community. They could play with other caste children in the school. 
This depicts that school is the place to bridge the gap between children from 
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two different castes. This kind of interaction is not possible if they would 
not have enrolled in the school.

Conclusion

The Kaikadi community was used to be considered as an untouchable and 
criminal community in some parts of Maharashtra and India. Today, educa-
tion brought a ray of hope for them to live a dignified life. But at the same 
time, it is also important here to stress the high dropout and low enrolment of 
NT-DNT communities across India. The challenges discussed above – soci-
etal and school level, are interdependent and need to be looked at seriously. 
The midday meal will fulfil the hunger that needs to survive but the fulfil-
ment of knowledge hunger is dependent on the teacher. The appreciation 
and gratitude, creating and providing opportunities for each and every stu-
dent irrespective of their caste, class, race, religion, and gender, background 
to participate, identification of the hidden qualities of the children in general 
and NT-DNT in particular, and the encouragement to improve the abilities 
can be the mediums to boost the morale of the children from the marginalized 
communities like Kaikaid. On the contrary, scapegoating, restricting entry in 
the group, and not providing an opportunity to prove one mean restricting 
one to develop and grow fully. The results of such behaviour create a nega-
tive impact on the students’ behaviour in the school and in the community on 
a large scale. As discussed by Jeffrey Dill (2007), Durkheim believed that two 
inseparable beings made up a person: the individual being consisting of the 
mental states that make up the personal life and the social being, in contrast, 
was the system of ideas, sentiments, and practices that express in individuals 
the essence of the group to which they belong to. Thus, as Thapan (2006) 
quotes, Durkheim and Althusser say good citizens are produced by the com-
munity and the manipulation of consciousness through school practices. 
Thus, the efforts at the society and school are equally important to overcome 
the stigma of the hereditary and born criminal.

Notes
1 Field inquiry was held from May 13, 2016, to June 21, 2016.
2 Field inquiry was held from May 13, 2016, to June 21, 2016.
3 Fieldwork, Ibid.
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Access to and participation in higher education for disadvantaged groups 
remain problematic and surrounded by multiple issues even after 70 years 
of implementation of affirmative measures in Indian universities. This chap-
ter addresses some issues of exclusion and discrimination faced by Indian 
students who belonged to marginalized communities and were enrolled in 
Indian universities. Mirroring through the higher education experiences of 
12 students who were systematically denied admission into research pro-
grammes, the chapter unpacks the complex trajectories foregrounding the 
equitable access to quality higher education in India. The university sup-
port structures have not been much appreciable, since it is only a few from 
marginalized communities who could take their help. Exclusion and dis-
crimination are seen to have been practised in the processes of curricular 
transactions and course evaluations. The narratives of these students show 
that there are connections of exclusion with students’ ascriptive identity, 
socio-economic backgrounds, and level of socio-cultural capital.

Introduction

The higher education (HE) sector enjoys an important place in the edu-
cation system as it equips people with appropriate knowledge and skills 
for gainful employment and development. A better HE system plays an 
important role in economic growth and nation-building. The HE sector 
in India is one of the largest in the world offering facilities for education 
and training for its majority of the population below 25 years. Given the 
current demographic dividend that the majority of the population is below 
25 years in the country, the role of HE hence becomes very significant. In 
recent years, the sector has witnessed several policy reforms and initiatives, 
i.e., promoting private players in HE through public–private partnerships, 
inviting and allowing foreign education providers to situate their campuses 
in India, and proposal for establishing National Commission for Higher 
Education and Research (NCHER).
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Access and Gate-Keeping Force

The HE edifice in India is one of the largest in the world with 35,539 
college-level institutions and 700 universities. After independence, in 1950, 
the college-level institutions were only 695, which was increased almost 
7 times by the year 1980–1981 and again increased by 51 times by the year 
2011–2012. There were only 30 universities in 1950–1951, which increased 
almost 4 times by the year 1980–1981 and again the number increased by 
23 times by the year 2012–2013. The growth of enrolment in HE is con-
sistent with the trend in the growth of HE institutions in India. The total 
enrolment in HE has increased from 0.21 million in 1995–1996 to about 
22 million in 2011–2012. In a similar fashion, the Gross Enrolment Ratio 
(GER) for HE has also increased from 0.4% in 1950–1951 to 19.4% in 
2012–2013 (ibid). In India, almost 59%of students are catered by private 
HE institutions, while 38.6% of students are catered by state-government-
funded institutions, and marginally 2.6% of students are catered by cen-
tral-government-funded institutions. In other words, fairly above half of 
the students in HE in India are enrolled in private institutions. Hence, the 
role of private institutions in promoting equitable access and participation 
among hitherto under-represented students need careful examination. The 
government in its 12th Five-year plan1 is targeting to achieve 30% GER by 
the year 2020, which requires additional enrolment and acknowledges the 
pivotal role to be played by private players in HE.

There is no doubt that the increase in plan allocation and reform initia-
tives in HE has significantly contributed to the growth of enrolment. The 
growth, however, is accompanied by the problems of access for Scheduled 
Castes, Scheduled Tribes, women, and religious minorities vis-à-vis all oth-
ers in HE. Disaggregated data for both males and females within social 
groups and in rural and urban locations suggests that while the GER for SC 
males is 13% and for ST males is 7.5%, the GER for non-SC/ST males is 
17.1%. Similarly, while the GER for SC females is 9% and for ST females 
is 13.1%, the GER for non-SC/ST females is 12.7%. Unlike the GER for 
SC females, there is a significant rise in the GER of the ST females, which is 
even higher compared to their male counterparts (National Sample Survey 
Organization: 66th Round, 2009-10). This noticeable difference argues, 
while initiatives for increasing overall GER is not objectionable, that sub-
stantial focus should be given to minimize caste, gender, religion, and 
region-based inequalities in GER in HE.

The Context

Access to and participation in higher education for disadvantaged groups 
remain problematic and surrounded by multiple issues even after 70 years 
of implementation of affirmative measures in Indian universities (Chauhan, 
2008). This chapter addresses some issues of exclusion and discrimination 
faced by Indian students who belonged to marginalized communities and 
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were enrolled in Indian universities. Mirroring through the higher education 
experiences of 12 students who were systematically denied admission into 
research programmes, the chapter unpacks the complex trajectories fore-
grounding the equitable access to quality higher education in India. Episodes 
of exclusion and frustration among disadvantaged students often leading to 
their suicide (Senthilkumar Solidarity Committee, 2008) readily disapprove 
the success hitherto attributed to affirmative action in Indian universities. 
The higher education system in India lacks an appropriate vision for its 
policy and practice of inclusion and excellence (Tilak, 2004).

Methodology and Data Sources

This chapter is based on the life experiences/stories of a dozen of marginal-
ized students2 who were systematically excluded through a mechanism of 
‘pseudo criteria’3 by denying admission in pursuing research studies in some 
of the premier national/central institutions of higher learning situated at 
the national capital of India. The narrative technique is used here to organ-
ize the life stories of these students in order to bring in them a sequence 
and focus on their experiences of marginalization and exclusion. Individuals 
and societies in their varieties construct stories of experiences and what 
makes such diverse texts narrative is sequence and consequence; events are 
selected, organized, connected, and evaluated as meaningful for a particular 
audience (Riessman, 2005). Narratives represent storied ways of knowing 
and communicating (Hinchman and Hinchman, 1997). The students who 
were systematically denied admission into the PhD programme have had 
to make some remarkable struggles and compromises in their life to reach 
up to higher education. Institutional policy and practice of exclusion and 
discrimination are captured through the experiences/stories of these stu-
dents through narrative analysis here. The chapter is an attempt to iden-
tify the ‘political spheres’4 of exclusion practised in Indian universities in 
the name of fair selection and evaluation through a systematic gate-keeping 
force that silently discriminated and excluded these students in the name of 
‘meritless-ness’.

Dynamics of Access

Widening access to higher education has remained a continued challenge 
in higher education policymaking and implementation in India. While 
there is an overall trend showing improvements in access (enrolment) to 
higher education, the scenario is not true and perennially abysmal for many 
groups, e.g., lower castes/tribes, minorities, and women. The governments’ 
renewed attention to higher education both in terms of increasing financial 
allocation, reform initiatives5 to restructure the system, and mechanisms to 
maintain quality are some of the recent drives influencing the dynamics of 
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access for various groups in the country. Public policy in widening access 
to higher education has different implications for different socio-religious 
and gender groups (James, 2002; Thorat, 2008). This is partly because of 
the historical evolution and social practices of Indian society that divided 
people along certain ascriptive identities (Thorat, 2008). The complexity 
of access is, therefore, not only surrounded by the availability of quality 
institutions, rather more significantly as to how access policies recognize the 
demeaning effect of such ascriptive identities in blocking access in the name 
of ‘inefficiency’ and ‘meritless-ness’. However, accessing higher education is 
also conditioned by the socio-economic background of students (Jayaram, 
1987; James, 2002) and the eventual gaining of a kind of socio-cultural cap-
ital depending on the family size, education, occupation, etc. that is being 
recognized in education and society (Bourdieu and Passeron, 1977), which 
substantially provides and facilitates conditions for future access and treat-
ment in higher education.

Socio-Economic Background

Education is a cumulative process and educational opportunities can and 
should be traced back to the students’ families. These students are the prime 
focus of this chapter: three are from the rural peripheries of Andhra Pradesh 
(AP), Odisha, and Bihar, respectively, and two are from Delhi. Srinivasulu, 
Sridhar, and Umapathi (from Andhra Pradesh), Nityanand, Sitakanta, and 
Sambhu (from Odisha), Abhisek, Riyaz, and Nitin (from rural Bihar) had a 
lot of expectations for pursuing higher education, employability prospects, 
and furthering social status and respect. Being predominantly from agricul-
ture-based families, except in the case of Vikram and Satyedra, whose fathers 
were engaged in business, all were positive enough about their abilities and 
confidence to prepare them in order to get entry into desired programmes. 
The lack of both availability and affordability for quality schooling sub-
sequently did not deter the three from getting into masters’ programmes 
in Economics, Education, and Psychology, thereby fulfilling basic standard 
criteria for admission in their state universities. However, the lack of qual-
ity schooling does not solely substantiate as a barrier to access higher edu-
cation, at least in the case of these three students, as matters of personal 
motivation and commitment in this regard do play an important role as 
well (Colley, 2007:165, Perry and Smart, 2007:490). Students from rural 
settings and from agricultural families accessing higher education encounter 
many problems. They carry the dual burden of conforming to the demands 
of their course work and curricula as well as helping parents in their agricul-
tural works. Thus, the patterns and traditions of the family structure suggest 
that in rural villages, and even urban areas, it is likely that the students are 
managing their studies as well as helping their parents in agricultural pro-
duction, and this would have necessarily impacted upon their opportunities 
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to study effectively (Rout and Watts, 2015). Importantly, familial circum-
stances also frame the students’ understanding of what is reasonable to 
value and to expect (Bourdieu and Passeron, 1977; Bourdieu, 1997).

Vikram, a resident of Delhi (alone compared to the other three), has had 
some opportunities of urban life even though his father had to struggle to 
pay back bank loans he received to start a jewellery shop, which unfortu-
nately was plundered just after nine days of opening the shop. Vikram, a 
master’s student in English, had the dream of pursuing a career in research 
and teaching. However, the family situation has had a tremendous influ-
ence on sustaining such dreams and working upon them. It is not surprising 
that students leaving higher education midway, have had to deal with some 
pressing issues of life of their own and that of their families and how very 
few have been successful in dealing with such situations without discontinu-
ing their education deserves further research.

The Encounter: Access and the Gate-Keeping Force

The idea of systematic and designed exclusion of students from accessing 
and further participating in higher education does operate differently for 
different students depending on their caste (Thorat and Kumar, 2008), reli-
gion, socio-economic background (Jayaram, 1987; James, 2002), and the 
level of conformity in socio-cultural capital (Bourdieu and Passeron, 1977) 
with its mainstream practices and acceptance by the universities. The exclu-
sion is systematic and designed when one finds strong connections between 
the reason(s) for exclusion (if at all it is mentioned) are substantiated and 
supported by various policies of exclusion in the universities, e.g., university 
admission policy, affirmative action policy, etc. Srinivasulu and Nityanand 
successfully chased the open competition (with all the requisite qualifica-
tions and merit tested through interview and written test) in admission into 
the MPhil programme and here one is certainly not suspicious about their 
level of commitment and knowledge, given the fact that out of 1,400 appli-
cants throughout the country, only 32 students were finally selected for 
admission including both of them. Abhisek, however, had to take a break in 
preparing for Indian Civil Services before he finally pondered on pursuing 
MPhil in a central-level institute/university in Delhi.

However, systematic denial to PhD programme for both Srinivasulu and 
Nityanand (who were in fact pursuing their MPhil programme in the same 
institution) started from the very beginning of their course work and sub-
sequently during the writing of their dissertation. For instance, Nityanand 
mentioned,

It never matters how well you perform both in course work and in dis-
sertation; how well you are in collecting references, making class-notes, 
using library and taking suggestions from the teachers, which finally 
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reflect in the quality of assignments and dissertation submitted. But 
what counts finally is your ‘face value’ in front of the teachers and the 
larger perception of the institution towards you. Apart from this, how 
well one speaks English language is nonetheless significant in determin-
ing the ‘face value’ and whether or not you will qualify for admission 
into PhD in the institution.

Nityanand’s emphasis on the exclusionary institutional processes that oper-
ate from the very beginning of his entry in the university to his exclusion 
from university reflects various active and passive mechanisms of exclusion 
maintained in order to justify someone’s entry at the cost of other, which is 
having a very close nexus with the identity of the student as well. In another 
instance, Abhisek claims that

You need to endure and keep your morale high in order to persist and 
complete your course. It is not surprising to face questions and com-
ments based on regionalism (with some regions of India having the 
vibrant intellectual culture historically, West Bengal, per say) and lan-
guage (your ability to speak English) even from the teachers. In first 
interaction of class, if you are found to be ‘not-so-good’ in English, 
than you should not expect further questions from your course teacher. 
Further, there is a channel of interactions between teacher and students, 
in which some teachers prefer to have within-classroom and outside-
classroom interactions with some selected students those who have 
similar ideological commitments and regional connections.

Colley (2007) explains how students’ achievement and success in higher 
education is influenced by family background, cultural/caste background, 
educational background, and personal perceptions and goals. Abhisek 
points to the teaching-learning and larger campus conditions that have jux-
taposed him with a set of different perceptions and values for himself and 
thereby lend him with different sets of expectations from higher education. 
Not surprisingly, familial circumstances and previous educational back-
grounds play a significant role in helping to have ‘adequate’ socio-cultural 
capital in students. That the students with lower levels of socio-cultural 
capital encounter language difficulties and teacher biasness among others is 
not new in elite higher-educational institutions.

University Support Structure: The 
Role of Affirmative Action

Affirmative action in the Indian context can be viewed as a compelling 
liberal response to the deprivations of adequate opportunities faced by 
various disadvantaged sections of our society (Mohanty, 2007). Social 
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stratification, (social) division of labour and status, predominantly based 
on caste has resulted in divergent identity, power, and socio-economic 
status and the perceived role of affirmative action to redress such stratifi-
cation/inequalities is in contrast and has contributed to further inequali-
ties in many contexts. In India, however, an affirmative response could be 
seen as both public (state/government) interventions for reasons of equal-
izing opportunities and life chances, and a prominent source of political 
power. Affirmative action (AA) in higher education is thought to bring 
equalization of educational opportunities among the sections of people 
who have remained relatively backward. But higher education has never 
been a privilege for all those who seek it, and divergent trends in access 
and enrolment are strongly correlated with unequal social circumstances 
(i.e., largely the outcome of caste system) as also with the forms of politi-
cal and institutional hegemony (i.e., institutional gate-keepers). Taking 
note of some empirical studies in this area, we encounter a mixed result. 
While some studies have vehemently opposed AA in higher education for 
reasons like, it promotes caste-consciousness, vote-bank politics, inter-
group conflicts, unhealthy to the fraternity of society (Sundaram, 2006; 
Gupta, 1997; Beteille, 1999), others have predominantly focused on the 
legal and constitutional role of AA, thereby justifying AA in higher educa-
tion (Sukumar, 2008; Galanter, 1984; Jaffrelot, 2003; Weisskopf, 2004; 
Sowell, 2004; McMillan, 2005).

As we reiterate what was stated earlier, the mechanism of exclusion does 
operate even within a university support structure including in the provi-
sions and practices of affirmative action (Rout and Watts, 2015). The quota 
regime which has been widely accepted and practised in Indian universities 
does provide and justify the inclusion of some and exclusion of others. For 
instance, Srinivasulu claimed that

I was denied admission to Ph.D. Programme in the university from 
where I had done my M.Phil. Though it was formally a joint and pro-
motion Programme in which those who get admission into M.Phil. 
will be successfully promoted into Ph.D. Denial of my candidature for 
admission/promotion into Ph.D. had encompassed three pseudo rea-
sons. First, I was told that my secured grade in M.Phil. Course work 
and subsequent in dissertation falls short to that of a benchmark 
decided by administration for admission into Ph.D. Second, even if I 
claim my candidature from grade fronts (that I have secured requisite 
grade) I was denied admission because the reserved seats were already 
filled by my community students. Finally, and above all, even if you 
are qualified (both in terms of requisite grade and availability of seats 
considering reservation), these qualifications will simply qualify you 
to appear in a final interview; the outcome of which is beyond your 
control and reason.
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The university support structure works for those who are able to persuade 
the administrative officers to usurp benefits for them. Further, the policy of 
affirmative action supports only those students from weaker sections who 
are able to get benefits from it (Khaitan, 2008). It is not surprising that 
exclusion and discrimination operate along caste and gender lines in univer-
sities and possibly a lack of adequate and sensitive student support structure 
does make huge contributions to the episodes of discrimination and exclu-
sion (Senthil Kumar Solidarity Committee, 2008). Students from a particu-
lar caste may suffer from multiple process-driven problems, like, teachers’ 
and peers’ differential approaches, delaying of fellowships and allotment of 
supervisors, delay in redressing grievances, etc. All these operate in a chan-
nel of the systematic trend of exclusionary intentions designed along caste/
gender/religion lines. This fact is further explicated by Vikram on his expe-
rience in availing university affirmative action and his continuing struggle 
to negotiate with his peers and teachers in matters of his caste and family 
identity.

I had taken admission by using Quota during my M.Phil. However, 
notwithstanding, the socio-historical importance of affirmative action 
in Indian universities, one of the significant contribution of it has been 
ideological categorization, a form of bipolarization, i.e. ‘Reserved’ and 
‘Un-reserved’. These categories are ideological cradles since they are 
backed by, or are the consequences of politics in our university. While 
this is the case, you should not mind listening nomenclatures of this 
kind, even if that hurts you from inside.

Srinivasulu and Vikram both claim of their exclusion from pursuing research 
explain the presence of different gate-keepers in higher education. Three 
reasons that Srinivasulu mentioned responsible for his denial of admission 
into the PhD programme systematically hint towards various mechanisms 
that are in play to exclude some from higher education.

Vikram’s resistance to a kind of persisting university climate conveys the 
rare presence of feelings of diversity in practices in our universities. The 
merits of having a diverse student body are manifold, including promoting 
healthy learning, strengthening the notion of social justice, and promoting 
endurance and cooperation among the staff as well as student community 
(Lee, 2002; Chang, 2002). Caste-based categorization of students that are 
politically stigmatized in our universities resulting in discomfort and subse-
quently discontinuation of studies has not been much catchy in domains of 
higher education policy reforms. Srinivasulu, on the other hand, points to a 
system of exclusion (interview) that is ideally perceived to have maintained 
fairness and rationality in the evaluation and choice of students in ensuring 
admission into research programmes. However, the process is that even if 
one satisfies one step qualifications, e.g., secured requisite grade, they may 
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not secure their admission and may fall into the trap of second-stage gate-
keeping requirements; if yes, then third and so on. However, Srinivasulu’s 
final reason that denies admission is the final interview panel that provi-
sionally declares candidates eligible for admission deserves asking some 
questions. If a student has secured all requisite qualifications (i.e., previ-
ous examination marks, research synopsis, and other requirements), how a 
panel of interviewers evaluates his/her candidature for the programme while 
finally rejecting the candidate? In other words, do we need to question the 
objectivity of such evaluations?

Works on social justice and equity have made some notable contributions 
both in widening conceptual framework and in deepening understanding of 
ideas and practices of objectivity, rationality/reasoning, and evaluation of 
social arrangements in theories of justice. John Rawls’ (1971) seminal con-
tribution in concluding an objective social contract by positioning contract-
makers under a veil of ignorance6 has influenced modern thinking on how 
to reach some results and outcomes that are fair, objective, and follow cer-
tain standard procedures of reasoning. Interview and interviewer panels are 
thought to be sacrosanct and independent and are supposed to be beyond 
their ‘subjective hangover’. It is often unquestioned even at a very discursive 
level as to whether or not the selection of candidates by an independent 
panel of interviewers has conformed to the requirement of fairness; that is, 
the interview panel considered all objective conditions of the student (if at 
all possible) and reached a nearly practical and reasonable stage of selection.

Nityanand when appeared in an interview for provisional admission to 
the MPhil programme had some extraordinary experience from the panel. 
As he said,

In many interviews conducted for admission into research degree, one 
of the most recurring topics of questioning that you expect is on your 
research synopsis/design. However, your synopsis would mean lit-
tle approaching or fascinating to the interviewer if you fail to speak 
through it which is often due to multiple questioning by more than one 
interviewer at a time and that ride through your ability to answer. The 
resulting embarrassment would finally render you to think and convince 
yourself that the final selection of candidates is already done (at least in 
their mind) and my interview was just a procedural requirement.

The idea of a biased interview outcome would render into procedures that 
are adopted in conjunction with nepotism and favouritism. On the contrary, 
understanding the objective conditions of an applicant and the practical 
opportunities and choices available to access and subsequently to meaning-
fully participate in higher education may lend some ethical (not necessarily 
sentimental) framework for judgements. For instance, after understanding 
students’ objective conditions, an interview panel or a single interviewer 
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would prefer to prioritize finally a name of a candidate whose apparent 
lack of potentialities to pursue higher education is found to be the out-
come of his/her objective conditions indicating a sure lack of opportunities 
and choices both from family and from larger society and polity. However, 
unfortunately, the interview panel only ponder on the ‘mechanical aspects’ 
of the student, the techno-empiricist man, who has to withstand a system-
atic and scientific interview panel that tests your potentialities (outcome) 
least bothering on the processes that led to such culmination.

It is not explicating how the Rawlsian standard procedure of hypotheti-
cal contract is applicable in the selection of research scholars in Indian uni-
versities or anywhere since many of the interviewers claimed to have made 
such objective and independent decisions often under a veil of ignorance. 
However, there is no doubt that anywhere and in any interview, interview-
ers face the dual dilemma of selecting candidates that meet the standard 
and popular policies of equity and quality in higher education. One of the 
many ‘justifiable’ ways of looking at this dilemma is to worry for equity as 
a social objective since quality education is something that can be amenable 
and achieved through the efforts of staff, teachers, students, and policies 
within the university. The effort in achieving quality higher education thus 
comes later, in which the role of public policy in ensuring adequate infra-
structures including quality teachers and reading materials/laboratories etc. 
is strengthened by the university’s own policy to mandate quality. Given 
the characteristics of Indian society in which the chances of receiving higher 
education has been socio-historically biased towards certain groups, the 
issue of ascriptive identities needs a policy response thereof.

Objective evaluation in mainstream literature needs to be differently 
understood at least in the Indian context for ensuring equity to the mar-
ginalized communities including those who are economically poor. In our 
society, objectivity holds the idea of justice in the selection of students when 
the interviewer opens his/her eyes and looks at the conditions of a student 
framing his/her choice and opportunities for accessing higher education. No 
matter how far an independent eye in evaluation is pursued and cherished, 
it would not be able to capture the nuances. The inclusion of deprived as in 
the case of four students requires an enlightened eye, an eye that considers 
objective conditions which go beyond the so-called standard procedures of 
evaluation and may render a moral judgement as well.

Conclusion

The chapter addresses issues of exclusion and discrimination consciously 
sustained and practised by Indian universities mirroring through the experi-
ences of a dozen students who were systematically denied admission into 
the PhD programme even after successfully completing their MPhil pro-
gramme. The narratives of these students show that there are connections of 
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exclusion with students’ ascriptive identity, socio-economic backgrounds, 
and level of socio-cultural capital. Institutions maintain their active and pas-
sive exclusion through a mechanism of gate-keeping force that differentiates 
students accessing higher education in terms of their basic socio-economic 
and familial backgrounds. The role of the university support structure has 
not been of much helpful since it is only a few from the marginalized com-
munities could take their help. Exclusion and discrimination are seen to 
have been practised in the processes of curricular transactions and course 
evaluations as well. However, there is an urgent need that universities eval-
uating students for providing them access need to transcend their mental 
horizon of blind-eye objective evaluation of candidates and reconnect their 
conception of the candidature with the conditions of choices/opportunities 
framing candidatures’ ability to access higher education. Moreover, the uni-
versity support structure requires revamping in a massive way with speedy 
grievance redressal mechanisms and initiatives to bring attitudinal changes 
towards certain caste/communities of students in our universities.

Notes
1 Five-year Plans are centralized and integrated national economic programmes 

developed, executed, and monitored by Planning Commission of India.
2 For reasons of privacy and confidentiality, the original name of the students and 

institutions meant in the chapter are not disclosed.
3 Increasingly, elite higher-education institutions have rendered evaluations that 

are subjective and unfair. Sometimes, this may be because of the stiff competi-
tions resulting from large takers and lower number of seats available in them. 
The mechanisms adopted in excluding large pool of students (often from poor 
but talented backgrounds) are known as pseudo criteria, in which the criteria of 
selection/exclusion are internal and not subject to public scrutiny. In this chap-
ter, ‘pseudo criteria’ is understood as a mechanism of exclusion that ignores 
reasoning and intellectual standards and that the reasoned judgement con-
fused with subjective preferences. For more discussion on this, see Samplers for 
English Language Arts Assessment, for Elementary and High School, California 
Department of Education, 1993.

4 Exclusions and discriminations are essentially political attributes. Exclusion is 
a process of systematic denial of rights and consequential to a kind of life. For 
more discussion on this see, I. Marion Young (1989) and Amartya Sen (2000).

5 Recent initiatives to restructure higher education in India, inter alia, includes 
policy for promoting public–private partnerships, inviting foreign education 
providers to India, the idea of NCHER, etc. For more discussions on these 
policy developments, refer to Chattopadhyay (2009), Hatekar (2009), Anant 
and Kumar (2010), Altbach (2010), and Chattopadhyay (2010).

6 Rawls (1971) uses the concept of veil of ignorance that meets the standard pro-
cedures of fairness and justice by the parties in making a hypothetical social con-
tract. It is a procedural requirement for a theory of justice that places contract 
makers’ consciousness away from their own subjective world. According to 
Rawls, fairness and procedural justice demands that ‘we must nullify the effects 
of specific contingencies which put men at odds and tempts them to exploit 
social and natural circumstances to their own advantage’ (Rawls, 1971: 118).



162 Bharat Chandra Rout 

References

Beteille, A. (1999) Empowerment, Economic and Political Weakly, Vol. 34, No. 10, 
March 6–13, 589–597.

Bourdieu, P. (1997) The Forms of Capital, in A.H. Halsey, H. Lauder, P. Brown, and 
A. Stuart Wells (Eds) Education: Culture, Economy, Society, Oxford: Oxford 
University Press.

Bourdieu, P. and Passeron, J.C. (1977) Reproduction in Education, Society and 
Culture, (2nd edition), London: Sage.

Chang, J.M. (Winter 2002) Preservation or Transformation: Where’s the Real 
Educational Discourse on Diversity? The Review of Higher Education, Vol. 25, 
No. 2, 125–140.

Chauhan, C.P.S. (September 2008) Education and Caste in India, Asian Pacific 
Journal of Education, Vol. 28, No. 3, 217–234.

Colley, K.L. (2007) “Latino Success Stories in Higher Education: A Qualitative Study 
of Recent Graduates from a Health Science Centre”, (Doctoral Dissertation), 
University of North Texas.

Galanter, M. (1984) Competing Equalities: Law and the Backward Classes in India, 
New Delhi: Oxford University Press.

Gupta, D. (1997) “Positive Discrimination and the Question of Fraternity: 
Contrasting: Ambedkar and Mandal on Reservations”, Economic and Political 
Weekly, Vol. 32, No. 31, August 2–8, 1971–1978.

Hinchman, L.P. and Hinchman, S.K. (eds) (1997) Memory, Identity, Community: 
The Idea of Narrative in the Human Sciences, Albany, NY, State University of 
New York Press.

Jaffrelot, C. (2003) India’s Silent Revolution: The Rise of the Lower Castes in North 
Indian Politics. New Delhi: Permanent Black.

James, R. (2002) Socio-economic Background and Higher Education Participation: 
An Analysis of School Students’ Aspirations and Expectations. Sydney: 
Commonwealth Department of Education, Science and Training.

Jayaram, N. (1987) Higher Education and Status Retention. New Delhi: Mittal 
Publication.

Khaitan, T. (2008) Transcending Reservations: A Paradigm Shift in the Debate on 
Equality, Economic and Political Weekly, September 20.

Lee, Y. W. (Spring 2002) Cultural and Institutional Climate: Influences of Diversity 
in Higher Education, The Review of Higher Education, Vol. 25, No. 3, 359–368.

McMillan, A. (2005) Standing at the Margins: Representation and the Electoral 
Reservation in India. New Delhi: Oxford University Press.

Perry, P.R. and Smart, C.J. (Ed.) (2007) The Scholarship of Teaching and Learning in 
Higher Education: An Evidenced-based Perspective, The Netherlands: Springer.

Rawls, J. (1971) A Theory of Justice, Harvard University Press.
Riessman, C. (2005) Narrative Analysis, in Kelly et al. (ed.) Narrative, Memory and 

Everyday Life, University of Huddersfield Press.
Rout, B. and Watts, M. (2015) Capabilities of Affirmative Students in Higher 

Education: Evidences from an Indian University, Journal of Educational Planning 
and Administration, New Delhi: NUEPA.

Sen, A. (2000) Social Exclusion: Concept, Application, and Scrutiny, Working Paper, 
Social Development Paper No. 1, Bangkok: Asian Development Bank, June.



 Access and Gate-Keeping Force 163

Senthil Kumar Solidarity Committee (2008) Caste, Higher Education and Senthil’s 
‘Suicide’, Economic & Political Weekly, August, 16 10–12.

Sowell, T. (2004) Affirmative Action around the World: An Empirical Study, New 
Haven and London: Yale University Press.

Sukumar, N. (2008) Living a Concept: Semiotics of Everyday Exclusion, Economic 
and Political Weekly, November 15.

Sundaram, K. (2006) On Backwardness and Fair Access to Higher Education, 
Economic and Political Weekly, Vol. 41, No. 50, pp. 5173–5182.

Thorat, S. (2008) Social Exclusion in the Indian Context: Theoretical basis of 
Inclusive Policies, Indian Journal of Human Development, Vo. 2, No. 1. 165–181.

Thorat, S.K. and Kumar, N. (2008) B.R. Ambedkar: Perspectives on Social Exclusion 
and Inclusive Policies, New Delhi: Oxford University Press.

Tilak, J.B.G. (May 22–28, 2004) Absence of Policy and Perspective in Higher 
Education, Economic and Political Weekly, Vol. 39, No. 21, pp. 2159–2164.

University Grants Commission. (November, 2008) Higher Education in India: Issues 
related to Expansion, Inclusiveness, Quality and Finance. New Delhi: University 
Grants Commission.

Weisskopf, T. (2004) The Impact of Reservation on Admissions to Higher Education 
in India, Economic and Political Weekly, Vol. 39, No. 39, pp. 4339–4349.

Young, I. (Jan., 1989) Marion, Polity and Group Difference: A Critique of the Ideal 
of Universal Citizenship, Ethics, Vol. 99, No. 2, pp. 250–274.



The persistence of school dropout on a large scale among the girl children in 
rural India is one of the crucial factors that hamper the process of a child’s 
smooth schooling and educational development in India. Moreover, this 
process is the result of multi socio-cultural factors which put the girls at risk 
of dropping out. Along with bearing the stigma of the weaker sex in society, 
feminine socialization is one of the most important underlying factors of 
such incidents in our social arena of schooling, especially in tribal areas. An 
empirical study conducted in the tribal belt of Odisha to explore the socio-
logical investigation of dropping out among the tribal girls in elementary 
education revealed the fact that dropping out is more about the politics and 
practice of feminine socialization rather than the risk factors of school. In the 
narrative analysis of a few dropout girls, it was found that such socialization 
is a deliberate act of the patriarchal social structure to make dominance over 
the weaker sex by the men as the so-called stronger sex in society. Then the 
question arises who should be educated in our schools? Only boys or only 
girls? Who will decide who should continue the study, and who should not 
be in school for a longer duration? Against such contention, this chapter is 
an attempt to explore the underlying socio-political intention of girls drop-
ping out among the tribal girls in school education in Odisha.

Related Literature on Schooling Situations of Tribal Girls

The body of existing literature shows that the schooling pattern of tribal 
children varies across different regions, especially in the Indian state. Due 
to the plurality of various multiple ethnic social groups among the tribes, 
the schooling pattern also varies accordingly. However, the schooling of 
tribal children, especially the girls, is not marked in line with good notes. 
In one of the studies, it was pointed out that the existence and function-
ing of tribal students are found only in school records, whereas in practice 
they do not exist (Rath, 1992). Their non-existence in the schooling system 
someway points out the gap between the kind of their social life which they 
carry out in daily activities and the schooling culture. Tribal girls are much 
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attached with their distinctive indigenous social-cultural behaviour which 
they mostly exhibit in every sphere of their social life whether it is in their 
speech or language pattern they usually use to communicate or the kind of 
dress pattern or food pattern they follow in their daily social life, and so on. 
The speech or the language of tribal girls is one of the major hurdles of their 
schooling. The majority of the tribal girls don’t have access to schooling 
owing to their poor capacity to learn and speak in local dominant state lan-
guage which is followed in schools as a medium of teaching. In the formal 
school system, they are excluded by the process of least inclusion of their 
ethnic cultures and languages in the school curriculum. Nambissan (2000) 
articulates this process of school exclusion of tribal girls by explaining that 
school hardly imparts education to these tribal girls in their mother tongues 
or in their local dialects. She further explains that no proper curricula have 
been framed befitting local culture and tradition. Moreover, school plays a 
major role in assimilating these children into mainstream culture by engag-
ing them in the ways of the majority and also insisting that they relinquish 
their culture by devaluing their own culture. However, language is the most 
debated policy issue in the context of tribal education for the last two dec-
ades. Though some researchers argued for a uniform policy with respect to 
language use in schools, others perceived it as a constraint in the process of 
schooling.

Jha and Jhingran’s empirical study (2005) conducted in ten different 
states of India revealed girls, in general, and the tribal girls and girl children 
from marginalized communities, in special, face much discrimination within 
and outside the schools due to various socio-cultural constraints. Similarly, 
school-related factors play an important role in girls dropping out. Thus, 
apart from the physical distance of the school and safety issues, effective 
teachers, quality teaching, dynamic classrooms, and gender-friendly curric-
ulum have an impact on girls’ continuation in school. A few studies indicate 
the effect of school quality on girls’ sustained access and establishment of a 
positive correlation between the poor teaching and learning practices and 
the increasing rate of girls dropping out (Rampal, 2002; Jha and Jhingran, 
2005).

It is also argued in the relevant literature that because of the social and 
cultural marginalization, the scheduled tribe girls have low school partic-
ipation and high dropout rates (Jha and Jhingran, 2005; Sujatha, 2000, 
Nambissan, 2000). Cultural disjunction is one of the major causes of 
girls’ low school participation and dropout behaviour among most trib-
als. Mismatch of school timing along with rigid school structure pushes the 
tribal girls to early withdrawal from the schools (Sujatha, 1987).

Despite the established truth that tribal girls do possess the basic cogni-
tive and psychological dispositions for active and successful participation 
in school, the ground reality shows the fact that their level of school par-
ticipation is very low compared to that of other categories of girls. A host 
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of socio-cultural and school factors are responsible for their lower level of 
participation in schools. Among the socio-cultural factors, secondary sex; 
social significance of the physical labour of girls in the households; social 
stigma attached to a girl’s matured body, practices such as child marriage, 
dowry, and attainment of puberty; issue of sexual chastity, and so on affect 
their schooling access.

A few qualitative studies emphasize that the process of socialization 
existing in our society severely affects the schooling access of girl children 
across caste, class, gender, and tribe. For instance, Leela Dubey (2001) has 
examined the meaning of ‘growing up’ for girls in Indian socio-cultural con-
texts. Dubey’s study reveals that in rural areas and among certain sections 
in urban areas, school dropout rates for girls at the age of puberty increase 
substantially. A growing body of literature (Saxena et al., 2010; Hunt, 2008; 
Reddy, 2004; Kumar, 1986) has emphasized that the household decisions 
and cultural norms within the household domain influence the education of 
girl children across all social groups. It is clearly evident that in tribal socie-
ties, the cultural norms as well as family livelihood strategies place girls’ 
education at a greater risk than that of boys. Girls are at a disadvantage 
compared to boys not merely in relation to their chances of school entry and 
retention but in the kind of academic environments provided by the home 
as well (Nambissan, 1995).

The Context of the Study Area

The field study was conducted in two tribal-dominated blocks of the 
Mayurbhanj district of Odisha. Seven villages of two blocks were chosen as 
a site for the data collection of my sample for the present study. Bahalda and 
Jamda were the two blocks where the children from Mundas, Santhals, and 
Kols communities were represented as sample girls. The population char-
acteristics of the district indicate that Scheduled Tribes constitute around 
58% of the total population in the district (Census, 2011). The district is 
marked with a very low literacy rate, and the female literacy rate is quite 
low compared to the male literacy rate, i.e., 59% (Census, 2011). Similarly, 
in the two blocks, the female literacy rate is less than 55%. Mayurbhanj 
placed the second-highest contributor (46%) to the state’s overall dropout 
ratios among the tribal girls as the Statistics of School Education, 2010–
2011 shows. Odisha represents the highest dropout rates among the girls in 
tribal communities in India followed by the state of Meghalaya and Madhya 
Pradesh.

Methodology

To explore the social context of girls’ schooling and their premature drop-
ping out of school, the ethnography approach was used and adopted in 
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the present study. To collect the qualitative data from the parents, dropout 
girls, their last school teachers’ and community members’ in-depth inter-
views, focused group discussions, and non-participant observations in the 
field are used as research tools. From these two blocks, 30 dropout girls 
from the elementary grades were selected for this study. Similarly, along 
with the dropouts, 15 of their last school teachers and 42 of their parents 
were selected for the interview. Semi-structured interview guides were devel-
oped for interviewing the respondents. The objective of the study was to 
investigate and explore the close association between the feminine socializa-
tion of girls and their dropping out of school. Thus, an attempt was taken 
to study the daily experiences of girls in their social contexts to understand 
the process of their schooling and school discontinuation amidst the domi-
nant patriarchal social order. Moreover, it was also tried to analyse the 
narratives of the dropout girls to explore the gender politics and the social 
positioning of women in society, which also influences their behaviour of 
dropping out of school.

Theoretical Framework

For the present study, the feminist theoretical approach is used. It is a broad 
framework which contains many approaches to address the issue of gender 
inequality as a source of unequal women’s rights in society. This approach 
consists of three strands of feminist theories like liberal feminism, social 
feminism, and radical feminism which describe gendered inequality in soci-
ety and how this contributes to the obstacles of girl schooling, hamper the 
school continuation, and early dropping out from the school as perpetuated 
by stereotypical gender thought. Liberal feminism entails that traditional 
socialization practices along with denial of equal opportunities to girls and 
women are the real causes of social suppressions of them in the society. The 
underlined emphasis of this theory is that the corrupt social practices for the 
girls within the home and public domain restrict the social and intellectual 
growth of opportunities for them. Ultimately, this resulted in the denial of 
equal educational opportunities to girls.

The stand of the socialist feminist framework addresses the issue of gen-
der inequality by objecting to the social perception of women as the prop-
erty of men. This approach also highlights how the private property and 
patriarchal rules of state not only regulates girls’ and women’s social behav-
iour but their social position has also been reduced to a mere commodity 
which meant to be used and disposed of with the wishes of the market 
principles. The advocates of this theory believe that women’s oppression is 
deeply embedded in existing social and economic structures and argue that 
equality of opportunity can never be possible in society as long as there are 
fundamental differences in wealth, privilege, and power. This theory has 
some serious implications on girls’ schooling.
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Radical feminism is basically concerned with the issue of male dominance 
which is the cause of all other deprivations of girls and women in society 
due to their sexual differences. The believers of this trend of feminist thought 
view all forms of oppression stem from male dominance. The main purpose 
of such male dominance or oppression is to obtain satisfaction of male ego, 
their strength, and self-esteem. To hope to bring gender equality in society, 
the radical feminist methodical framework denounces the established sac-
rosanct institutions of marriage and love and argues that these are the most 
oppressive tools to their vulnerable social positions. Moreover, these estab-
lished social institutions promote dependence, possessiveness, susceptibility 
to pain, and prevents the full development of women’s human potential.

Results and Discussion

Girl’s Existence Is Derived Social Context

There are many ways and sources through which the girl child acquires 
the social and customary values that shape the particular image of herself 
within the society. The girl child in our society occupies the secondary posi-
tion after the male child. Such secondary status accorded to girl child was 
valued in all the Indian patriarchal family structures irrespective of their 
caste, their class, and socio-educational position of the family. Such a tra-
ditional view about the girl’s social positioning derived its meaning when a 
tribal father viewed:

Girls will not stand for us always, because they will not be with us 
always. One day they will have to get married and will go to their in-
law’s places, and it’s only our sons, who will always with be us till our 
death. So we don’t have any much hope in our daughters, but hope 
much in our sons.

Girls are considered to be parayadhan (property of others) and their pres-
ence in the families is unwanted. As one father opined:

We don’t like to keep our daughters in the family for long. As soon 
as they get matured, we plan to marry them off soon or keep them 
inside to do our household works instead of allowing them to go freely 
outsides the homes. Once they become matured, then we feel they are 
the burden on us as we don’t feel mentally stable till the time they get 
married off.

The same kind of thought for the girl child in regard to going to school 
too reflected in the perceptions of many of my respondents. Dhanchand, a 
father of dropped out girl, for instance, said, Being a poor people we don’t 
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have many resources to send all our children to schools, so we usually send 
our sons to schools and not daughters. Sons are sent to school because edu-
cation is important for them to get good jobs and build their own lives in 
future, but if girls are sent to schools, then who will take care of their future 
marriages and the money spend on their marriages?

These observations clearly indicate that girls within the family also are 
unwanted when the matter of who would get the education first appears in 
the family decisions. Preference to male over girl children is very prominent 
in our social system across all social groups and classes, which ultimately 
affects their schooling process.

Household Work Is the Core of Feminine Sphere

In any society of Indian households, tasks are divided on the basis of gender 
lines. For instance, there are some tasks that are categorized as a gender-
based division of work within the households. The tasks that fall within the 
private sphere of the household is known as the sole responsibility of female 
work as per the traditional thought of the family structure. This was clearly 
reflected in one of the mothers’ perceptions, when she said:

Doing household chores are a part of their [girls’] natural obligation to 
family. It is the girls in the household who are supposed to do all works 
because they will get blessed from the elders in the family when they do 
the good service to all. One day they will get married off and also do 
such service to her in-laws’ families.

Thus, involving school-going girls in some sort of household activities as a 
part of their childhood training someway channelizes the patriarchal-dom-
inant ideology which entails that household tasks performed by them as 
appropriate for girls, without necessarily generating the feeling of discrimi-
nation against them. Many dropout girls in my sample too experienced such 
indifferent attitudes from the parents with the household domain. Even the 
girls reported that due to household chores they hardly got any time for 
attending school regularly, and that was one of the major causes of their 
premature dropping out from school.

Exploit Girl’s Childhood in the Name of 
Financially Supporting the Family

It was found from the field that many dropout girls were engaged in either 
some waged labour on a daily basis or monthly basis in construction sites 
or agricultural fields. It is true that working in the field along with their 
parents at a very early age somehow contributes or add financial support to 
the whole family. However, such financial contribution to the family comes 
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as an obstacle to their continuation of school. In fact, girls, not boys, are 
the first choice within the family to choose to work outside and earn for the 
family. This familial decision for the girl child to work outside and finan-
cially help the family is apparent when a mother of fourth-class- dropped 
out girl justified her daughter who left the school to financially assist her in 
family income by saying:

She is old enough to do all work inside and outside the house. If she 
does not earn now how can we feed her and think of her better future? I 
think once they [girls] get completed class three or four of their school-
ing, they need not go to school but they should come with us to field and 
make some earning for the family.

This response of the dropout’s mother indicated that girls were allowed to 
earn money because they thought education after a certain standard was 
useless especially, for girls, and it would help the household financially bet-
ter off. In fact, it was also found that boys are not at all asked to earn outside 
and contribute to family income; rather they were all encouraged by par-
ents to go to school and build a good future. Such gender-biased attitudes 
for the girl child in regard to family income spoil the girls’ school education. 
Instead of going to school, they mostly involve themselves in earning out-
side for the family. However, some of the parents’ certain reasons regard-
ing why they engaged their small daughters in some sort of waged labour 
seemed illogical and without any sound logical basis of arguments.

Performing the Role of Second Mother in the Family

Despite their much contribution to the household domain, they were more 
burdened with the responsibility of taking care of the younger siblings and 
older people, and serving food to all members of the family as equally as 
the mother does. The life story of Laxmi indicates that despite her interest 
in studies, she was forced to drop out of school. In her narratives, she said, 
I wanted to study but being eldest daughter in family, I had to look after all 
the domestic chores such as taking care of my younger brother, my uncle 
and aunt, and cook the food for the family, and looking care of my old 
grandmother, so I left the school after class fourth grade.

There are many girls in my study who shared a similar story of their 
life, where they were assigned the burden of taking care of all household 
activities. These stories of dropout girls through their responses showed us 
the gravity of the life of the little girls in the households, where they acted 
as a second mother before stepping into an actual mother role in their life. 
Anyway, this snatched away their basic right of getting access to education 
by involving them in such activities.
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Intact of Virginity before Marriage

It is a very common expectation in all Indian households that keeping the 
‘virginity’ till marriage is the most important social status attached to the 
girl child. The concern to protect girls’ sexuality once they reach the stage of 
puberty is one of the major reasons for early marriage and, thus, ultimately 
causes the premature drop out of the girl child from the school. This was 
clearly evident from the accounts of most of the sample parents in the study 
areas. As Manguram (father) said:

Adolescence is the dangerous stage in the life of a girl … by this age they 
are more interested in other things rather than in home work or study. 
If we don’t control them in doing such unaccepted behavior then there 
would be great problem for us as well for the girl when we will look a 
groom for her.

Such a type of perception to keep the girl a virgin before she actually steps 
into the wedlock was mostly reflected in parental views. And this was acted 
as a driving force for the parents to not allow or send their matured daugh-
ters to school, just to keep them safe from any potential possibilities of 
sexual advances before marriage. Parents viewed that allowing the girls to 
mix with the boys in school would result in the involvement of premarital 
sexual activities, and this would, in turn, bring down the family reputation; 
so it is a better decision to not think of educating the growing up girl to 
avoid such potential risks.

Practice of Early Marriage

The other concern for protecting female sexual purity may lead to several 
customary and social practices including early child marriage. This type of 
thinking to marry off their daughter in the early stages was also reflected in 
most of the parents of my study area. Moreover, the practice of early child 
marriage among the children in the tribal communities was one of the most 
common phenomena in my sample villages.

For instance, Madhab told:

If we don’t get them marry off as soon as they attain puberty then there 
may be a chance of threat to their sexual purity. You know, once they 
sexually matured then they may get attracted sexually to boys, so it’s 
better to marry them off early with good grooms instead of taking any 
risk. We are the fathers, so we think better for them only.

It’s not only confined to Madhab as a father who thinks like that but many 
fathers hold such views for their school-going grown-up girls. Moreover, 
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such type of notion of early marriage for girls was not only rationally justi-
fied by the fathers alone but the mothers also in their responses too strongly 
substantiated such arguments put forward by the girls’ fathers.

This type of view gets reflected the community feeling of their society 
about the rationality of early marriage for their school-going grown-up 
girls, which led to their early dropping out from school.

Lower the Level of Education of Girl, Lower the Level of Dowry

The existing researches (see Hunt, 2008) show that one of the major social 
factors limiting the continuation of girls’ schooling is the practice of the 
dowry system in society. The similar practice of dowry within the tribal 
society of the sample areas was one of the major causes of restriction to 
girls’ schooling and their school continuation. Dowry practice is another 
reflection of larger patriarchal thought which governs the girl’s life and 
limits her life choices, like the choice of studying more. Such thought was 
clearly reflected by much parental thinking. She agreed and viewed,

In our society there was no tradition of dowry practice; rather we have 
the system of bride price from the groom side to bride side. But now 
our society has changed a lot and boys are now too demanding the 
dowry whenever they want to marry a girl like other hatua (general) 
communities. It is true that in our communities boys are not much edu-
cated … some have not even completed their elementary level of school-
ing.. .b ut if our girls study more, where will we get the groom for our 
daughter … and that too more educated than our daughter with higher 
demand of dowry?

Moreover, this thought is reflected in the narratives of one dropout girl who 
narrated her dropping out from school on the pretext of dowry concern of 
the family for her future marriage. And the traditional family thought was 
clearly manifested when she narrated that My parents did not allow me to 
study more after class six, my parents said how would they arrange more 
dowry for the educated groom if I studied more? So, they advised me drop 
out the school if wish to get a good groom in future. Further, they said I will 
have to drop the school and learn to master the household work just to fit 
myself into a role of a good housewife in future.

Conclusion

The present study shows how the girls at the elementary level of school-
ing were dropped out of school due to the gender-based politics in their 
society. From the findings, it was found that it was the girl child who is 
the prime target in the family and the one chosen first to sacrifice for the 

http://www.schooling...but
http://www.schooling...but
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well-being of the family in the name of feminine socialization. Girls are 
socialized and sometimes they were trained under the broader patriarchal 
ideology that whatever the parents wish to say them to do for the family 
betterment then the girls are not supposed to tell a no, even if they wish to 
pay the cost of schooling just for the family concern. Whereas, boys take 
different stances and are more in advantageous positions than girls. Boys 
are always given preference and their concerns were always addressed by 
the parents over the daughters’ concerns. Girls’ concerns are deliberately 
ignored by the family because the family and society think girls have lower 
social positions compared to boys and so, they were given the least prefer-
ence in all family decisions, even in the joining or continuing of school. 
These family decisions in the upbringing process of girls in family, differ-
ent aspects or spheres, are socially unjust and deprive the girls of enjoying 
all the benefits which she is supposed to get a human being. Further, it is a 
more panic situation when the girls are deprived of their fundamental right 
of access to education under the banner of social practices and customs. 
Moreover, it can be inferred from this situation how the patriarchal poli-
tics penetrated the family’s decisions for the girl child and consequently 
put the girls in vulnerable positions. So, until and unless we are more con-
cerned about our girl child and there are no pro-public empowerment poli-
cies for girls and women, there would be less hope that one day they will 
come on par with us (boys) and enjoy the full childhood life as boys do. 
And we can hope that such politics of girls’ schooling needs to be stopped 
only through our collective efforts and not by a few or some efforts.
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Adivasis meaning first/original inhabitants are officially labelled ‘Scheduled 
Tribes’ in the Constitution of India. They constitute 8.6% of the total popu-
lation of the country as per the Census of India, 2011. Most of the Adivasis 
live in central, eastern, and north-eastern states. The Adivasis in North 
Eastern Region is classified under the Sixth Schedule governed by autono-
mous districts and regional councils under Article 244(2) with considerable 
powers of local self-governance. Adivasis living in central and eastern states 
are categorized under the Fifth Schedule under Article 244(1) governed by 
Tribe Advisory Councils (TACs). Adivasis not only in India but also all over 
the world are experiencing different kinds of alienation from mainstream 
societies. They are subjected to all forms of discrimination even in an era of 
global modern developments.

Even after seven decades of independence, some of the districts com-
ing under the Fifth Schedule show low literacy rates and high dropouts 
among the Adivasis when compared to that of state and national average. 
The Census of India, 2011, data pertaining to the literacy levels among 
Adivasis notes that 41% of Adivasis are illiterates when compared to 27% 
of illiterates among all other social groups in India. More than 50% of the 
female population among Adivasis are illiterates compared to 35% of illiter-
ate females among all other social groups. The neglect of colonial govern-
ments to promote education among the Adivasis may be one of the plausible 
explanations for the low literacy levels in Fifth Scheduled Areas (FSAs) as 
they are governed as ‘Partially Excluded Areas’ during the British rule. The 
negligence has continued even in the post-independence period.

In contemporary times, these areas are experiencing insurrection, a politi-
cal uprising. Though the struggle is for political power, it has undercurrents 
in the alienation of cultural, educational, ecological, economic, political, 
and social aspects of Adivasis in the mainstream society. In this chapter, 
an attempt has been made to enquire about the issues of education and its 
governance pertaining to FSAs.
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Research Objectives, Data Sources, and Methodology

The aim of the chapter is to explore various issues related to education 
in FSAs with reference to development policies for Adivasis development 
pursued by the successive state and union governments in India since inde-
pendence. The central research question is why FSAs show low literacy lev-
els, high dropout rates. To find out the answer to this question, we looked 
into factors of educational governance and their impact on the educational 
attainment of Adivasis in the selected districts of FSA.

The criteria for selecting the districts are twofold: (i) low literacy rate of 
Adivasis population, i.e., less than 35% and (ii) female literacy rate less than 
30% among Adivasis. The data and information are drawn from the Census 
2011, NSSO reports, DISE committee reports. The above resources are sup-
plemented by the field observations made by the author in the states of FSAs.

Fifth Scheduled Areas

In India, 640 districts are present according to the Census of India, 2011. 
Among these, the FSAs are extended in 108 districts in 10 states. It means 
one-sixth of the districts come under the purview of the fifth schedule. 
Table 13.1 provides the notified list of states and districts of FSA.

The FSAs are governed by the Provisions (Extension to Scheduled Areas) 
of the Panchayats Act, 1996, popularly known as PESA. Article 244(1) of 
the Constitution provides special administrative arrangements to govern 
FSAs. One of the important provisions is that any law either passed by the 
State- or Union government does not automatically apply to these areas 
unless the law is notified by the Governor of the concerned state as per sub-
clause 5(1) of Article 244(1). It also specifies that ‘the Governor may make 
regulations for the peace and good government of any area in a State which 
is for the time being a Scheduled Area’.

Defining Educational Governance in the Context of FSAs

Governance involves the process of public policies formulation and its imple-
mentation. Educational governance is about how the education policies are 

Table 13.1  Notified List of Fifth Scheduled Areas

Andhra Pradesh 
(5)

Chhattisgarh (19) Gujarat (11) Himachal 
Pradesh (3)

Jharkhand (16)

Madhya Pradesh 
(20)

Maharashtra (12) Odisha (13) Rajasthan (5) Telangana (4)

Source: Ministry of Panchayati Raj, Government of India
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formulated and in what way those policies are implemented for the attain-
ment of educational goals and objectives to empower the Adivasis popula-
tion. Out of the 640 districts in India, 90 districts contain more than 50% of 
the Adivasis population. Among these 90 districts, 37 belong to FSAs. There 
are 4 districts of FSAs with less than 35% of literacy rate among Adivasis. 
Table 13.2 gives the details.

All the four districts mentioned above have a literacy rate of less than 
half of the average literacy rates of their respective state and national levels. 
What are the factors that are responsible for the low literacy rates in these 
four districts? To find out a plausible answer to this question, there is a need 
to look at the availability and accessibility of educational opportunities in 
these districts and any other determinants like demographic and geographi-
cal aspects that may influence the accessibility of education to Adivasis. 
More particularly, gross enrolment ratio, retention rate, dropout rates, and 
enrolment in higher education (above graduation) among the youth popula-
tion of Adivasis need closer attention in order to explain low literacy rates in 
four of these districts. Table 13.3 gives insights into some of the indicators 
related to primary education in four districts.

From Table 13.3, it can be observed that except Sirohi district the other 
three remaining districts have a high per cent of Adivasis population, i.e., 
more than 75%. It is also to be noted that the enrolment ratio in primary 
and upper primary education is considerably good in three of the districts. 
The cause of concern is the high dropout rates in elementary education. 
In terms of functionality of the schools, all the districts show better per-
formance in terms of average instructional days. In spite of all these, the 
dropout rates among Adivasis in general across the country show a gradual 
declining trend moving from Class I to Class XII. The following graph pro-
vides information on the Adivasis educational attainment from elementary 
to higher school education.

Table 13.2  Districts of FSA with Low Literacy Rate (<35%)

S. 
No. 

State District Literacy 
Rate 

Female 
Literacy 
Rate

State’s 
Literacy 
Rate

National 
Literacy 
Rate 

1 Madhya Pradesh Alirajpur 32.4 26.7 69.3 73.0
2 Rajasthan Sirohi 32.9 18.2 66.1
3 Chhattisgarh Dakshin Bastar 

Dantewada 
(now Sukma)

32.9 24.2  70.3

4 Chhattisgarh Bijapur 34.5 26

 Source: Statistical Profile of Scheduled Tribes of India, 2013
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Article 350A of the Constitution states that

It shall be the endeavour of every State and of every local authority within 
the State to provide adequate facilities for instruction in the mother-tongue 
at the primary stage of education to children belonging to linguistic minor-
ity groups; and the President may issue such directions to any State as he 
considers necessary or proper for securing the provision of such facilities.

The barrier in the medium of instruction language is one of the reasons for 
the high incidence of dropouts among Adivasis in school education. The 
medium of instruction is either Hindi or English, both of which are alien 
languages to Adivasis.

The education system which is not sensitive to the local people’s mother 
tongue, language, and local dialect becomes culturally insignificant in per-
suading the people’s lives to bring positive changes. This does not mean 
that Adivasis need not learn Hindi or English; the argument is the states 
should make attempts to provide primary education in the mother tongue 
of Adivasis. This may attract more Adivasi children to attend the formal 
schooling system and generate curiosity among youth so that the retention 
rate will increase thereby reducing the dropout rates. A similar observation 
was made by Madhav (2014:198) by expressing concern about the ‘over-
ridden’ in of the tribal languages and culture. He points out that ‘no effort 
has been made to publish textbooks for primary and secondary education 
in tribal languages. The medium of instruction continues to be the regional 
language of the area’. It is very important to revitalize the local languages 
and dialects to improve education in tribal areas.

Efforts have to be made to bring the textbooks in their own dialects to 
instil interest and confidence among the Adivasi communities. This was 
even recommended by the National Policy on Education 1986,

Table 13.3  Selected Indicators of Elementary Education in Low Literacy Rate Districts 
of FSA

Indicators Alirajpur/State Sirohi/State DBD (Sukma)/State Bijapur/
State

% of Adivasis population 89.0 28.2 76.9 80.0
% of Adivasis enrolment 

in primary and upper 
primary 

91.3/134.8 28.1/114.2 80.1/101.6 81.75/101.6

Dropout rate 16.10/64.6 5.16/79.3 16.86/62.7 14.89/62.7
Adivasis language as the 

medium of instruction
No No No No

Average instructional 
days/working days 

216/200–220 230/239 217/200–220 211/200–
220

Sources: District Report Cards 2014–2015, Selected Information on School Education 2011–2012, 
Statistics of School Education 2010–2011
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The socio-cultural milieu of the STs has its distinctive characteristics 
including, in many cases, their own spoken languages. This underlines 
the need to develop the curricula and devise Instructional materials in 
tribal languages at the initial stages, with arrangements for switching 
over to the regional language.

Following this, there are a few attempts made by the states of Andhra 
Pradesh, Odisha, Gujarat, Madhya Pradesh, and Maharashtra to prepare 
textbooks in Adivasis languages and local dialects. Much more needs to 
be done to improve the literacy rate among Adivasis and also to reduce the 
high rate of school dropouts in FSAs.

By and large, except for some token measures, there are no conscious 
attempts by the states of FSAs to oblige the constitutional provisions of 
Article 350A. One of the critical issues is the non-recognition of the Adivasis 
languages in the eighth schedule. This raises a serious question on why states 
in FSAs are reluctant to include Adivasis languages in the eighth schedule. 
The non-recognition of Adivasis language in the eighth schedule is due to the 
politics of domination by the mainstream society on Adivasis society. It has 
prevented the legal, institutional, and constitutional support to the Adivasis 
languages. In this context, it is observed that ‘when language acquires insti-
tutional importance in some major domains of nationality – law, polity and 
economy – it may assume political significance’ (Sharma and Omen, 2000:82).

By not including the tribal languages in the eighth schedule, the main-
stream society of India has precluded the Adivasis languages in attaining 
political salience and significance thereby depriving their fundamental rights 
at primary education levels. Deprivation of education in the mother tongue 
is the fundamental root cause of all other forms of alienation, i.e., cultural, 
economic, ecological, and political in a given society. In the context of the 
formal education system operating in FSAs, ‘it is not only global capitalism 
and its epistemology but also the national cultural policy of assimilation 
that has devastated tribal cultures, languages and collectivises’ (Sharma and 
Omen: 108). The ‘policy of isolation’ adopted by the British rulers to educate 
Adivasis during the pre-independent era has kept out of the education sector; 
the ‘policy of assimilation’ followed in the post-independent period no doubt 
enhanced the levels of literacy among Adivasis yet unfulfilling the constitu-
tional provisions. The truth lies somewhere in-between these two policies.

Educational Programs/Policies for Adivasis

There are a number of central and state government education policies, pro-
grams, and schemes for the development of Adivasis. Table 13.4 provides 
an overview of the Union Government’s approach towards the educational 
attainment of Adivasis in a critical manner.

The various schemes/programs of the Union Government to promote 
education among Adivasis are implemented along with state governments as 
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enlisted in Table 13.4. A closer and critical look at these policies/programs 
provides us with a few important observations; all the formulated policies 
focus attention on two aspects of education. One is aimed at improving 
infrastructural facilities and the remaining program aims to provide finan-
cial support to Adivasis. It means that all the government education policies/
programs/schemes lay their attention to only infrastructural and economic 
factors though the upgradation of skills through vocational training is an 
exception.

Here is the policy gap that exists between the need and the fulfilment. 
The decline in the per cent of Adivasis moving from Class I to Class XII 
as shown in the graph given earlier indicates the high incidence of dropout 
rates among Adivasis. Table 13.5 gives data pertaining to dropout rates 
among Adivasis on a comparative basis.

From Table 13.5, it can be easily seen even before completing the matric-
ulation, more than half of the Adivasi children drop out of school edu-
cation. The issues are complex and the factors influencing the dropout 
among Adivasis have more to do with non-economic determinants than 
economic aspects though it is very essential to financing the educational 
development of Adivasis. It is necessary to understand the high incidence 
of dropout rates in school education among Adivasis not only in the states 
of FSAs but also in general across the country from cultural, ecological, 
institutional, linguistic, psychological, and social perspectives as produced 
in Table 13.6.

Adivasi societies are heterogeneous in nature with diversified features 
in terms of multilingual, jati (caste) composition, kinship, institution of 
marriage, political maturity (in Gond, Garo communities), and religious 
practices. The notion of ‘nation-state’ assumes the culture of any nation as 
homogenous by appropriating the heterogeneous elements found in the soci-
ety. In most of the Adivasi communities, community life has primacy over 
individual well-being. In the context of these cultural differences between 
the mainstream and Adivasis society, the educational policies formulated 
to empower the Adivasis do not acknowledge and recognize these cultural 
subtleties resulting in cultural alienation in the schools.

Adding to this, the British rulers and the theories of internal colonialism/
development has produced a few unjust and illegitimate notions towards 
Adivasi societies such as ‘illiterate’, ‘backward’, ‘underdeveloped’, ‘uncivi-
lized’, and ‘inferior’. This has created a mindset among the policymakers to 
follow the ‘policy of assimilation’ of Adivasis in the Indian mainstream soci-
ety. Jati (caste)-based discrimination towards Adivasis is widely prevalent 
yet unchecked by the institution of governance in education. How unjust we 
as a society are towards the ‘original inhabitants’ of the country. Similarly, 
the formal schooling system is culturally different to Adivasis as they have 
traditional learning centres such as the Ghotul system. The importance of 
the Ghotul system among the Muria community particularly in the Bastar 
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region is well studied and documented by Indian and foreign anthropolo-
gists. It is a social institution that trains the children and younger generation 
about their values, culture, and even democracy. In the language of moder-
nity, it is a citizenship-enabling institution (CEI) as it nurtures the qualities 
of citizens among its people.

Concluding Observations

Education is an integral part of one’s own culture. Unless there are efforts 
to mitigate the cultural and institutional factors hindering the educational 
attainment of Adivasis, especially in FSAs, we cannot envisage an equal 
and just democratic society. The unequal access to educational oppor-
tunities, negligence of local Adivasi languages, and lack of an adequate 
number of teachers in the schools are some of the other yet critical con-
tributing factors for the low literacy levels of Adivasis. The perpetuating 
social inequities in the education system and the perception of mainstream 
society towards Adivasis have not changed much. Attitudinal and societal 
transformation is critical in ensuring the proper recognition of Adivasi 
societies as literally unique entities with diversified traditional learning 
practices.
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Education is the gradual process of acquiring knowledge by learning and 
instruction. As Rudolf Heredia (1995:892) aptly remarked, education must 
have two basic functions in a society, especially in a developing one. On 
the one hand, it must conserve and transmit the cultural heritage of the 
older order to the younger generation and, at the same time, critique this 
heritage so as to create a more adequate response for the new society that 
is emerging. He further stated that ‘in tribal society, agencies of education, 
though far less authoritarian were certainly more concerned with conserv-
ing their traditional cultural heritage rather than changing it to create a new 
one’. Culture is all the knowledge and values shared by a society. Culture 
is defined as a system of learned behaviour which is acquired as a mem-
ber of society and which could be socially transmitted from one generation 
to another generation; culture is also a manmade post of environmental 
politics in the social relations involving authority. Usually, tribal societies, 
which are in and around the natural environment like forests or hills, have 
acquired knowledge by the transmitted culture which is shared by their 
community members besides involving in politics of tribe, state, and nation.

This chapter seeks to examine the education process, cultural issues, and 
politics among the Toda, a particularly vulnerable tribal group, inhabiting 
exclusively on the Nilgiris hills.

Area of Study

The study is conducted in the Nilgiris district of Tamil Nadu. The Nilgiris 
district is a part of Tamil Nadu state and is located at the junction of eastern 
and western Ghats. The Nilgiris district is a hill area of 2,549.0 km2 with 
an average elevation of 6,500 ft and the district is bounded on the west by 
Kerala, on the north by Karnataka, and on the southeast by Coimbatore 
district. David G Mandelbaum (1988:2) has aptly mentioned that the 
people and the terrain of the Nilgiris Plateau have long attracted interest 
because of the usual characteristics through three principal periods – abo-
riginal, colonial, national independence – the Nilgiris region has constituted 
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a singular and singularly instructive enclave, a distinctive locale as perceived 
by observers as well as by its inhabitants.

The Nilgiris district is divided into six taluks, viz. Udhagamandalam, 
Coonoor, Kundah, Kotagiri, Gudalur, and Pandalur. The Udhagamandalam 
also called Ooty is the headquarters of the district and the total Scheduled 
Tribes population constituted 4.32%. In the Nilgiris district, the following 
tribal groups are found. They are Todas, Kotas, Kurumbas, Irular, Paniyans, 
and Kattunayakans. Todas and Kotas are found on the Nilgiris upper pla-
teau. Irular and Kurumbas are found in the Burlier region and Paniyans 
and Kattunayakans are found at foothills of the Nilgiris hills. These tribes 
along with the Badaga community (backward class) are considered indig-
enous groups. The other populations, which include Tamil-, Malayalam-, 
Kannada-speaking people as well as North Indian settlers, are considered 
migrant groups.

In Nilgiris district, Todas live in 69 settlements. For the present study, 
nine Toda settlements are covered comprising three taluks. The details are 
given below.

S. 
No

Name of the Taluk Name of the Toda 
Settlement

Name of the 
Panchayat

Total Population

1 Udhagamandalam Neergachimund
Denadmund
Pahalkodumnnd

Nanjanadu 28
39
42

Tarnadmund
Nerkodumund

Sholur 110
54

Schoolmund Ooty 27
2 Coonoor Nedimund Hulical 39
3 Kotagiri Kodanadumund

Pahalkodmund
Kodanadu 21

19

Source: Field Data

Todas and Cultural Features

Todas are known by several names like Tudas, Tudavans, Toras, and Todas. 
They are found only in the Nilgiris district. The Government of India identi-
fied the Toda as one of the Particularly Vulnerable Tribal Groups (PVTG) 
of Tamil Nadu. The name Toda is supposed to be derived from the word 
tud, the sacred tud tree (meliosma simplicifolia) of Todas. Todas speak their 
own dialect which is an independent language of the Dravidian family. The 
uniqueness of their half-barred-shaped houses gives speculations regarding 
their origin ranging from Rome to Sumeria. The Toda village is called a 
mund, which means a herd of buffaloes. It is usually a collection of 9 to 
12 half-barrel-shaped huts. Besides the huts, the mund has another hut with 
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a smaller doorway called tieieri or dairy temple. In the vicinity of the mund 
is the pen, a cattle shelter. Toda people are white (fair) in colour, tall, strong 
built, and well-shaped. The striking feature of the women is the arrange-
ment of their hair which is dressed in ringlets and flows waving down to 
the shoulders. The traditional garment of a Toda known as put-kuli is of 
thick white cotton cloth with red and blue stripes, which is embellished with 
further embroidery by the Toda women, and is thrown around the body by 
men and women. Unique jewellery is worn by both men and women. Todas 
are traditionally lacto-vegetarians.

The Toda community is divided into two endogamous divisions known 
as tharthazoll and thevelioll, which are further divided into exogamous 
patrilineal clans; besides, every Toda belongs to an exogamous matrilineal 
clan. In the past, Toda followed the polyandrous form of marriage. The 
fraternal polyandry, also referred to as the Adelphic type of polyandry, is 
a form of plural marriage, which warrants that the husbands who marry 
a woman are brothers in a relationship among themselves. W.H.R. Rivers 
(1906) described the Toda polyandry at length and explained that ‘when 
a girl is married to a boy often at the age of two or three, she ipso facto 
becomes the wife of all his brothers, sometimes even of the brothers being 
born after her marriage with the eldest. All enjoy full sexual rights over her 
when she researches puberty, she is involved at least to some degree in a 
separated set of relationships. When she first conceives a site is performed 
in a forest in which one of her husband’s presents her with a small bow 
and arrow and they spend the night together, but away from their own 
settlement. From this day the husband assumes the role of the father for 
the child in the womb. It is immaterial whether he is also biologically the 
begetter of the child or not, biological paternity is of very little significance 
in the Toda society, it is the sociological fatherhood that matters at large’. 
Gradually, because of the influx of non-polyandrous communities and the 
influence of external administration of the Nilgiris territory by British and 
by post-independence government, which affected the Toda society, slowly 
they lessened the practice of polyandry.

The life-cycle rituals of Todas are marked by differences from other tribes. 
During the cremation of the dead body, they sacrifice a certain number of 
buffaloes. Rules of inheritance are restricted to the sons only. The property 
of Todas consists of the house, household materials, jewellery, buffaloes, 
and cultivable lands. The Todas were purely pastoral people. The care of 
buffaloes and the duties connected with the dairy formed the sole work of 
the Todas. Agriculture is new to them. Toda women are experts in embroi-
dery work. The Toda tribal council is not a permanent body but only a 
group of elderly Toda males is selected by common consent for a particular 
dispute. Their concept of religion is associated with dairy and buffaloes. The 
goddess Tokisya is honoured by them as their principal deity. A few Todas 
have embraced Christianity. According to some scholars (Mandelbaum, 



 Education, Cultural Issues, and Politics 187

1982; Walker, 1986; Jakka parthasartty, 2008), the Todas have changed a 
great many other ways.

Todas and Education

As culture allowed the socialization process among the Todas, the Toda 
children were and are socialized by their parents to learn their cultural and 
social life in their habitat. The informal education made the Toda children 
know completely about their way of life, vegetarianism, dress and food hab-
its, value of wearing the traditional garment, Toda shawl and cultural val-
ues, social gender difference in ritual participation, value of their buffaloes 
sawed and ordinary, worship of nature, particularly the neighbouring shoal 
forests and mountains, life-cycle rituals from birth to death, blessings of 
goddess tokishya, concept of sons of the soil, and authority in accepting the 
respected by neighbouring indigenous other communities. Toda children are 
informed socialization process is a long process. But lately, they entered into 
modern school education.

Earlier to the British administration in the Nilgiris, the Toda children 
were more and more involved in their traditional economic activities in their 
settlements. Boys of about eight to ten help their fathers with the buffalo 
herding while girls assist their mothers with all kinds of domestic duties like 
fetching water, sweeping, washing vessels, and most importantly perhaps, 
caring for younger siblings; besides, all children enjoy playing all kinds of 
games. First time, the Toda children entered into formal education of school-
ing was only when the British administration occupied the Nilgiris hills in 
the 1820s, when the British Government imparted their own policies in the 
broad areas like taxation, land ownership and use, health education, social 
reforms, and economic development. Anthony R. walker (1986:241) stated 
that ‘it was the British-dominated government and an English missionary 
society which alone promoted welfare programmes like education for Toda 
people … Toda society today is poised still an either uneasily between old 
and new, between the traditional world of the pastoralist and the modern 
world of the Nilgiris and beyond’.

The concept of modern education to Toda children was first mooted 
fairly early in the British period. As stated by Gm99 (1880:423), the 
court of Directors of the East India Company in 1838 asked the Madras 
Government to consider providing education for the Toda community, but 
after many years of this administration, it was in the second decade of the 
present century that the British Government authorities actually got around 
to setting up a school for Toda children; the first school was established on 
the downs near Pykara to the west of Ooty town, but Toda children were 
not attracted to the school. Only in the early 1960s that the Christian mis-
sions entered the field of Toda education; there was a church of England 
Zenana Mission which started boarding home for Toda girls and a church 
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Missionary Society the hostel for boys in Ooty for the first time between 
1950 and 1952; a non-Christian private annunciation entered the field of 
Toda education when the Servants of India Society proposed to construct 
a boarding school exclusively for Toda children with the help of the state 
government. The school was started by the Governor of Madras state in 
1952 and named the Thakkar Bapa gurukulum. In the year 1953, a girls’ 
dormitory was added to the school facility. By 1960, as per several data, this 
school admitted 75 children belonging to Todas and neighbouring Kotas. 
This formal education through school took a longer time, and educated 
children started speaking good Tamil and some of them English. But the 
seal efforts of the English woman Catherine F. Ling, who attached with the 
church of Zenana Mission Society, helped the Toda children to seek modern 
formal education. Now, most of the Toda children joined GTR (Government 
Tribal Residential) schools started by the government after the 1960s. The 
study found among the total 1,816 Todas 5 completed graduation, 2 post-
graduation, and 11 entered into technical education. The women of the 
school education were often disturbed by many cultural issues like embrac-
ing Christianity, learning the new language beyond their Toda dialect, and 
ethnic composition of Toda children with other community children in the 
school besides involving in traditional postural economic activity.

Todas and Politics

Politics is the social relationship involving authority before the British 
administration entered into Nilgiris hills. A Toda male, during the abo-
riginal period and as part of a pastoral community moving from one place 
to another, shared one or more than one wife with his brothers. In this 
sense, a Toda woman was automatically married to her husband’s broth-
ers. They, therefore, practiced a particular form of polyandrous relation-
ship. However, these issues were solved among themselves to continue their 
peaceful life after the entry of the British government into the Toda habitat 
in the 1820s, which started the political concept attitude among the Todas. 
The disappearance of pastoral life and settlement way of life led the Todas 
to accept the new political and economic environment. British introduced 
tax payment and the Todas started reluctantly to pay tax on their cultiva-
ble and grazing lands. John Sullivan, the first British administrator of the 
Nilgiris, initiated bungalows for him as well as for other officers on the land 
of Todas. First time during this period, Todas do not have legal boundaries 
for their traditional sites of their munds (settlements), sacred dairies, grazing 
fields, and funeral places. First time, the leadership identity came into the 
minds of the Toda men during the British period and these leaders refused 
to accept the compensatory amount for the purchase of Toda traditional 
lands. First time, the Sullivan collector of Coimbatore appointed a Toda 
headman and gave him the title monegar with considerable political power. 
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It is significant that only it was after Indian independence all the Toda lead-
ers worked to uplift their society. But up to 1980, Toda people to solve 
their disputes relied on the mediation of the Badaga headmen, neighbour-
ing politically dominant caste. Later, Todas established their own political 
association called Thothuvar Munnetra Sangam registered in 1977 with the 
following aims:

 1) To maintain unity among the Todas to establish and run schools to 
promote adult education and maintain reading rooms.

 2) To arrange necessary lands to the Todas and avail government help for 
the betterment of the Toda society.

 3) To strive for the eradication of bad habits prevalent among the Todas.
 4) To arrange for sports and other entertainments in all munds.
 5) To cooperate with the government for all Toda welfare schemes.
 6) To work for the general advancement of the Todas and develop their 

folklore culture and their status in the Nilgiris as sons of the soil.

The Tamil Nadu Government recently included a Toda man as a mem-
ber of the Tribal Welfare Committee. Toda leaders after entering into the 
statutory political system have faced multi-rival factions that led to embrac-
ing a new politically aggressive ideology. Though the Toda vote bank is 
minimum, their sons-of-soil-claim attracted the dominant political par-
ties like AIADMK, DMK, and BJP, and they used Toda welfare in their 
campaign. The data reveals that currently the demonetization move by the 
Government had little impact on Todas’ way of life because they still prac-
tice barter system and they need cash only to purchase modern consumer 
goods. The study concludes that informal education than formal education 
helps the Todas to acquire boldly their ethnic authority in the Nilgiris habi-
tat. The Toda culture from below is leading them to maintain dignified life 
amidst multiple political challenges.
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In the initial stages, the world had its population derived from various tribes. 
The Old Testament of Christian scripture speaks of 12 tribes who were des-
tined to reach the Promised Land. The tribal culture continued thereafter. 
Gradually when the population increased, new inventions had necessitated 
the construction of huge towns and cities. People who migrated from the 
tribes settled in cities and were accustomed to the sophisticated lifestyle of 
urban dwellings.

As the population of the cities grew manifolds, the city dwellers started 
to encroach upon the tribal land, which is the inhabitant place of the tribes. 
There arose the tussle and created animosity between the tribes of the forest 
and the city dwellers who were once the tribes who had their dwellings in 
the forest. In the Indian scenario, we find similar stories across India. The 
educated, intellectuals, and social workers always stood up for the rights of 
these tribes. There are numerous tribes in India. Gujarat is one such state 
that has a considerable number of tribal population. The Gujarat Model of 
Development that is experimented in Gujarat and imitated in a few other 
states would not have openly taken the lands of the tribal population but 
covertly the industrial giants have been benefitting by calming the tribal 
population through various incentives.

On this background, this chapter looks into the overall tribal popula-
tion of Gujarat and their educational conditions and tries to position their 
contribution towards the development of Gujarat state, which is one of the 
segments of showing its might in nation-building tasks. The chapter also 
focuses on how technological growth and educational benefits influence the 
lives of the tribal population of Gujarat.

The world is full of different tribes inhabiting a vast area of land across 
the continent. The present population that is in towns and cities might not 
have thought of its roots; in reality, independent research on tracing the 
origin of the present population in the cities led researchers to the forest. 
Tribes were the natural dwellers in their land and had a good relationship 
with nature and the animals of the wild. Once, they had all their fillings in 
the forest, which had enough products for them to survive. The concept of 
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urbanization and modernity gradually gave sleepless nights and took away 
the peace of mind of these tribes, who were once roaming freely in the vast 
forest area. The same people who once lived in the forest as tribes took shel-
ter in the towns, cities, and metros. Thus, urban people became the enemy 
of the leftover people of the forest who were once the brothers and sisters 
of their own clan. The modern Australian set-up is one such example that 
any researcher would like to trace the history of Australia and get to know 
the happenings there.

The question that looms large on the researchers of today is, do these 
tribes have any relevance of their existence where urban people are march-
ing forward with all possible innovations in science and technology? The 
story that we have from all the countries on different continents is differ-
ent and region-specific. Developed countries in the west have various tribes 
inhabiting even in the towns and cities. This shows us that over the years, 
the concept of tribes, their place of dwelling, the language that they use for 
communication, and the consultation they get for their diseases have drasti-
cally changed. This understanding should lead us not to draw borderlines 
between the city dwellers and the people who are currently living in the 
forests. The people who are confronting these tribes in their habitat should 
know that the people of the towns and cities pose more danger to the tribes 
than the natural calamities and the wild animals.

Having said this, the next question is how to tame the hostile tribes that 
we find in a few places in different countries. If we look into the Indian con-
text, we have some tribes in some localities who do not welcome modern 
innovations and technology. They are hostile towards people from other 
parts of India. However, government and the local bodies cannot sit idle, 
doing nothing towards their wellbeing. Such conflicts and confrontations 
can be resolved only through dialogue and sending emissaries to these hos-
tile tribes and bringing them to the table for negotiation. There are numer-
ous examples to illustrate this point. In America, in the state of Washington, 
there is a Confederated Tribes of the Colville Reservation that has more 
than 150 years of history of being in existence. It looks after the surround-
ings where people are living and there are ongoing discussions on various 
issues. Once such an issue is,

Yesterday a tribal emissary sent here from the Chief at Brocket, Alberta 
made a request for the Colville Tribes to support an international proc-
lamation to protect the Grizzly Bear. Council support was unanimous. I 
was happy to sign on behalf of the Confederated Tribes of the Colville 
Reservation.

(Michael E. Marchand)

The above comment from Michael shows that the emissaries are needed 
to negotiate or convey messages from the tribal population to government 
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agencies. North Sentinel Island near Andaman in India is a hostile tribe of 
nearly three hundred people, which do not like to have outsiders intruding 
their habitat. Forbes website puts this island as, ‘one of the most isolated 
places on earth, the web portal further narrates, that trying to contact them 
through emissaries were failed missions.

The Indian government, who previously tried to establish a relation-
ship with the tribe, have since stopped all attempts to make contact. 
To this day, very little is known about the islanders. An estimate sug-
gests around 300 members remain on the island, however the mystery 
remains as to what really exists deep inside the lush island.

(Forbes website)

These two examples taken from two different continents show that in some 
cases emissaries do carry on their work and in certain cases could not reach 
the tribal habitat due to hostile nature resulting in their isolation from the 
mainland. This chapter attempts to understand the relation between the 
tribal population of Gujarat, local governmental agencies and the willing-
ness of tribals to accept the modernity that the present science and technol-
ogy bring. Despite this, many studies have found out the reasons for lower 
educational chances among the tribal people across India in general and 
Gujarat in particular. On the one hand, the government wants to increase 
the literacy rate among its tribal population and, on the other, it should 
focus on infrastructure development that hastens the arrival of tribal chil-
dren to the nearby schools, and the parents of those children find that their 
children are safe in the school and its environment.

A Brief History of Tribes in Gujarat

The state of Gujarat in the western part of India has a long coastline. It 
shares its borders with Pakistan in the north-western part of Gujarat. The 
climate of Gujarat is mostly dry due to the weather of the Kutch region 
in the state. The state boasts of a wide and long road network that has 
made the journey of the people and the vehicle most convenient. This state 
receives less rain, but brisk business activities take place throughout the 
year. Gujarat has consistently remained a power-surplus state. It has a well-
managed water facility. People consider Gujarat state as a good spot for 
doing business, and hence it earned the name of a business-friendly state. A 
stable government at the state capital for many years has made the policy 
decision smooth and the wheels of the administration move forward with-
out much hindrance.

Having given most of the brownie points to Gujarat state, one cannot 
turn a blind eye towards the ‘Other’ in the state. Having come from South 
India to Gujarat, staying here for almost five years, taking part in the local 
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culture, travelling to various parts of Gujarat for research work, I have 
observed that the marginalized sections of the society remain marginalized 
forever. People sometimes contemplate on various issues that Gujarat faces 
due to the sudden uprise of atrocities on marginalized and weaker sections 
of the society and wonder how this incident stultify the name of Gujarat 
not only in India but also abroad. Here in Gujarat, scheduled castes get into 
problems more often than the scheduled tribes do.

If we analyse the 2011 census of the government of India, Gujarat has 
roughly 14.75% of scheduled tribes out of the total population in the state. 
The government has so far notified 29 different groups of tribes in Gujarat. 
However, a few other tribal groups are not reckoned by the government 
census as tribal populations. One has to wait and see how the government 
machinery approaches these tribes with lots of freebies during the election 
time. The year 2017 being the election year, the political parties are busy 
wooing the particular population that has crept into the state administrative 
system. Largely, the tribal population of Gujarat do not agitate much and 
have no serious issues with the local population or with the government. 
However, this does not show a clear representation of their habitat, sanita-
tion, education, job opportunities, healthcare facilities, and allegation of 
inflicting in false cases by law enforcement agencies in the state. The trib-
als of Gujarat are found concentrated in the south-eastern part of Gujarat, 
particularly in the district of Panchmahals, Surat, Valsad, Baroda, Bharuch, 
Dahod, Navsari, Narmada, Tapi, Sabarkantha, Banaskantha, and Kutch. 
The local administration is in touch with these tribal people providing them 
with amenities to those who are near to the villages.

If we look at the educational level of the tribal population, this index has 
direct relations with the caregivers and the NGOs who are associated with 
educational institutions that facilitate tribal education and other NGOs who 
are working along with the government agencies. The interest in education 
is determined by the structure of the NGOs who are near the tribal popula-
tion and facilitate their educational level. Sincerity in the upliftment of these 
tribals in their overall growth through education in Gujarat is one such task 
that the NGOs had been mandated while their creation. This should be the 
primary motive of the NGOs and they should sustain their goal with the 
help of the ruling party, donors, and well-wishers. This enables the NGOs 
and the government agencies to look after the educational needs of the tribal 
children in Gujarat across the state.

The Overall Population of Tribes in Gujarat

As mentioned above, Gujarat has a good number of tribal population and 
less number of scheduled castes. Among all the scheduled tribes in Gujarat, 
Bhil and its subtribes have the highest number of tribal population. It is 
the dominant tribe as its population spreads across Gujarat including the 
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border areas of Rajasthan, Madhya Pradesh, and Maharashtra states. It is 
also acclaimed that Bhil is the second-largest tribe in India. Most of their 
population is engaged in agriculture activities. They are considered seasonal 
agricultural labourers. Some move from one place to another in search of 
jobs.

The tribes have their traditional occupation in forest and hilly regions. 
Ram Ahuja mentions in his book the traditional works of the tribal popula-
tion. He refers,

Some of the important features of the tribals are, most of them live in 
isolated terrains. The main source of their livelihood are agriculture and 
gathering of forest produce. They do not cultivate for profit, they still 
largely rely on barter system, they spend a greater part of their earn-
ings on social and religious ceremonies, and a large number of them 
are illiterate and are victimized by unscrupulous forest contractors and 
money lenders.

(Ram Ahuja, 1997)

Though his observations were valid at that time, over a period, the tribes 
have become conscious of their survival and are aware of their rights. The 
tribal population of Gujarat invariably have to mingle with the people from 
villages, towns, and cities. There are activists from the intelligentsia who 
constantly interact with the tribal population on many occasions. Few intel-
lectual debates that are organized in cities have seen the graceful appearance 
of prominent personalities from the tribal areas. This tendency in Gujarat 
and elsewhere is one of the reasons for avoiding the tussle between the tribal 
population and the civil society, particularly, government agencies. Gujarat 
has seen consistently an increase in the tribal population. Their habitats 
confine to not only hilly or forest areas but also villages, towns, and cities. 
In fact, it becomes difficult in the modern world to identify who is a city 
dweller and who has come from a tribal area.

There was the social movement of tribals to come together as a united 
voice for their education and development. By and large, this has become 
successful in Gujarat. The total population of tribes in Gujarat, though they 
are spread across the state, is united due to their lineage and marriage pro-
posals. The seasonal employment that certain tribes seek facilitates their 
migration from one region to another within Gujarat and neighbouring 
states.

Education Level of Tribal Population in Gujarat

Since the tribal population in Gujarat is 14.75% of the total population 
of the state, NGOs and government agencies have been working to give 
education to the tribal children. The government has realized its obligation 
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towards the welfare of the tribal population; hence it has augmented other 
basic services that are needed for the tribes so that their children could go 
to schools and not be at home assisting their elders always. K.S. Singh, who 
had worked on these lines, has written his observations in the book. He 
notices,

Drinking water supply, mass media and communication facilities are 
gradually reaching the people, though the amenities are not always 
adequate. Child welfare schemes and public distribution system has 
reached the different segments of the tribal population.

(Singh, 2010)

The amenities provided by the government agencies are coordinated at the 
local level. This has helped in reducing the burden of the elders at home 
so that their children could go to educational institutions for studies. To 
this effect, to make education a quality product for the tribal children, the 
Gujarat government has been setting up Eklavya Model Residential Schools 
(EMRS). Such schools are similar to Jawahar Navodaya Vidyalayas with 
modern facilities for the tribal children to reside and continue their educa-
tion. There are many objectives of these schools; the prominent among them 
is to provide quality middle- and high-level education to scheduled tribe 
(ST) students in remote areas not only to enable them to avail of reservation 
in high and professional educational courses and as jobs in government and 
public and private sectors but also to have access to the best opportunities 
in education at par with the non-scheduled tribe population (Objectives of 
Eklavya Model Residential Schools).

Eklavya Model works fine in Gujarat with effective school management 
looking after the overall growth of the tribal children who are admitted to 
receive an education without any entry fee. Recently Gujarat government 
has taken a decision to set up a Divyang (people with physical disabilities) 
Financial Development Board that will allot financial assistance to people 
with physical disabilities in the state for employment and studies. There are 
many among the tribal people with physical disabilities such as polio attack 
and other sorts of minor disabilities. Such students could be the beneficiaries 
of this scheme, which will see tribal children aspiring for higher education to 
fulfil their dream of getting degrees.

The tribal population in Gujarat is spread across occupying 18% of the 
total land area in the state. The government of Gujarat is aware that the rich 
tribal heritage should be preserved and handed over to the coming genera-
tion. Many academic activities could be planned that suit the tribal culture 
and education. To this effect, the present BJP-led government is contemplat-
ing setting up a tribal university in the coming financial year. It is the desire 
of the government and the educated tribal population that the academic 
research on Gujarat’s tribals should continue and should not be a hindrance 
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to their growth due to lack of financial support. If everything goes fine, an 
exclusive tribal university might come up somewhere in the Narmada dis-
trict of Gujarat.

The above-mentioned developments in the educational fields concerning 
the tribal population in Gujarat indicate that the state government is gradu-
ally bringing this population into the folds of the mainstream. Apart from 
this, there are many tribal students whose parents and caretakers are well 
to do and have put their children in various private schools; some of them 
are fortunate to travel to other states where good educational institutions 
beckon Gujarati people for education.

Gujarati diaspora has shown its philanthropic nature by setting up vari-
ous schools and colleges, NGOs, and other service-providing units where 
tribals are given an opportunity to study in the institutions. Gujaratis are 
known for charitable works. Their good deeds in many cases do not dif-
ferentiate between caste, religion, sex, and creed. This tendency of the 
benevolent nature of Gujaratis has helped the meritorious and poor tribal 
students to get an education in Gujarat. Recent initiatives like the Kanya 
Kelavani Yatra Programme (Girl Child Enrolment Drive) and the adoption 
of such areas by senior bureaucrats have shown encouraging results as per 
the 2011 census.

For those who are interested to go for higher education at the univer-
sity level and continue their research work and obtain a research degree, 
the central government through its ministry has formulated the scholarship 
scheme where scheduled tribe students are given a monthly stipend for a 
minimum of five years. This is a considerable amount a tribal student could 
get at the present standard of living to do research work in the university 
leading to obtaining a research degree. There are a few tribal students who 
have achieved success by bagging the scholarship scheme. Eventually, their 
success inspires other tribal students to go for higher studies.

Growth of Technology and Its Positive 
Effects on Tribals in Gujarat

Gujarat state is blessed with surplus electricity, which has been the back-
bone of the massive industry that produces various equipment. Science and 
technological innovations are experimented in these big industries and the 
production is sold in the market. The standard of living in Gujarat including 
the tribals has considerably gone up over the years. The tribal population 
is engaged with some form of work that could fetch steady income to their 
family members. The Bhil tribal population that has proximity with towns 
and cities have a few modern gadgets such as colour TV, mobile phones, 
and refrigerators at home.

The growth of technology and the modern education system have 
blessed the tribal population to enjoy the benefits of this technology. The 
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affordability of mobile phones, especially branded ones, has become popu-
lar among the population. Adding to this, the competitive price structure of 
service providers in the telecom industry that has slashed prices of internet 
and voice calls have made tribal populations’ life much easier. The benefits 
of science and technology have been reaching the population in Gujarat. 
The transportation system is good enough to take the people to towns and 
cities from villages. Bhil youths are conscious of their rights and have real-
ized that education in the field of science and technology could fetch them 
lucrative jobs anywhere in India and made their entry even more desirous in 
good educational institutions.

Many tribals have willingly accepted computer-training facility. This has 
enhanced their skills and helped them to seek jobs that require computer 
literacy skills. Technologically enabled business houses in Gujarat carry 
out corporate social responsibility activities in areas of weaker sections and 
marginalized and the tribal inhabited places. Those tribal children who are 
fortunate to get education in private schools already have equipped them-
selves with the knowledge of technology and its usage. Mobile servicing 
centres are also offering courses in looking after these gadgets. Overall, 
technological development in Gujarat has had penetration in different areas 
including the tribal dwelling places.

Tribal Contribution towards Nation-Building Task

The concept of tribal settlement, traditional jobs that were assigned to 
tribes, and the idea of picking up the forest products are gradually changing 
and this has led to tribal welfare measures wherein they are introduced to 
mainstream living conditions with suitable jobs. Many tribal people work in 
government offices, as school teachers, and as educators at colleges and uni-
versities. Some do manual labour and others carry out agricultural activi-
ties. They all, in their own way earn, spend, and save, thereby contributing 
to the nation-building tasks in different ways.

The tribal population in Gujarat, especially those who are staying in the 
villages, towns, and cities, knows the functioning of government. They are 
aware of various policy decisions of the state and central governments. They 
pay taxes and participate in democratic elections that are held periodically 
in Gujarat for local bodies and the state legislature. As law-abiding citizens, 
tribals take an active part in nation-building tasks.

Administrative machinery in Gujarat is geared towards tribal welfare 
schemes. They have been getting jobs in different sectors. A large number 
of tribal populations in Gujarat are involved in the traditional job of farm-
ing. However, rapid industrialization had its effects in taking the skilled 
tribal population to its fold. Education has played a major role in trans-
forming certain sections of the tribal population as productive and skilled. 
Such tribal population has become indispensable for the industries that are 



198 Salu D’ Souza 

in large numbers in Gujarat. Thus, tribals of Gujarat consistently engaged in 
the nation-building task in whichever way they could to offer their services 
to different sectors in the state. The ongoing call given by the Prime Minister 
of India, Shri Narendra Modi, who happens to be from Gujarat and held the 
Chief Minister’s post in the state before moving to New Delhi, knows the 
tribal population of Gujarat and their capabilities. This in a way helps his 
central government to form policies for the welfare of the tribals not only 
for Gujarati tribes but also for those across India and see to that effective 
implementation of these schemes are possible due to constant monitoring.

General Complaints and Methods of 
Grievance Redressal Forums

Compared to other parts of India where we keep on hearing the constant 
struggles the tribes have with the government, security forces, and the pub-
lic, the tribes in Gujarat are mostly contended with what they have. There 
isn’t much tussle between the tribal population and government agencies, 
NGOs, or security forces in Gujarat. However, not everything is going well 
among the various tribes and subtribes in Gujarat. A few groups of tribes 
complain about a lack of government support in their locality. Their claim 
has evidence in the form of surveys conducted by the members of NGOs and 
researchers. Kotwalia is one such tribe in Gujarat, mostly found in South 
Gujarat. For generations, they are settled on the edge of forests and on 
the river banks of Tapi, Narmada, Purna, and Ambika. The community is 
mainly known for its traditional occupation of making bamboo craft for 
livelihood. The researchers have observed,

The Kotwalia families continue to live in make shift homes of few twigs 
and plastic sheet while working on sugarcane farms in the most inhu-
man conditions where no facility for drinking water, electricity, primary 
health, food grain shop, anganwadi or any such basic infrastructure is 
available.

(counterview .or g, 2014)

The emissaries here, mostly the panchayat members, deal with this tribal 
population and try to get things sorted out at the local level. The hostil-
ity does not remain for long. Effective government policies to redress their 
grievances without giving chances for opposition party members to take 
advantage of this situation have worked out in favour of the tribes. Most of 
the complaints are taken care of at the village panchayat level and amicable 
solutions are brought forth.

Some tribal populations have sent their members to the state secretariat 
and other sectors like the police department, tribal teachers to teach their 
own population, and work in other sectors. It would be a welcome step for 

http://www.counterview.org,
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the tribals to get addressed their grievances by their own people who have 
occupied government jobs due to their education and competitive exams. 
It is true that the educated tribal population benefitted due to reservation 
policies as enshrined in the Indian Constitution. However, many do not 
make up to this level due to lack of education and skills they needed to 
write these competitive exams. Having said so, the complaints of the tribal 
population have been effectively addressed by the present regime at the state 
capital through ministries and departments; however, at the village level, the 
panchayats look into most of the complaints and try to settle many issues 
without approaching the police or courts, and they should be more moder-
ate in their approach due to caste consciousness that is prevalent more in the 
village level than in the cities in Gujarat.

Conclusion

There is a clamour for accepting and implementing the Gujarat Model of 
Development within Gujarat and the rest of India. People do not actually 
know what this model of development stands for. Is it providing electric-
ity round the clock? or providing water supply? or providing an effective 
public distribution system? or banning cow slaughter? or prohibiting liquor 
throughout Gujarat? or popularizing the use of cow dung and urine? People 
need to know exactly what this Gujarat model of development means. 
People from civil society, those who are working to restore human rights, 
and those who take sides of scheduled castes, tribes, and marginalized sec-
tions of the society do not accept the Gujarat model of development. They 
say that it is not inclusive development. This type of development has the 
approval of the ruling party and the elite sections of the society and keeps 
away the SCs, STs, minorities, and other weaker sections of the society.

Scheduled caste and tribes, Muslims, and other marginalized sections of 
the society say that they have nothing to do with the Gujarat model of devel-
opment because they were not consulted and not taken into confidence. It 
was the decision of a few elite people who would get larger benefits and a 
small portion comes to SCs, STs, Muslims, and other people. The gift given 
by political class and elite to the marginalized people is not because they 
have a surplus from the Gujarat model of development but in order to keep 
the mouths shut of the marginalized population that includes STs, SCs, and 
minorities.

After all, why should the elite class give anything for gratis to these peo-
ple? The elite justify their action by saying that they had paid the wages for 
physical labour rendered by the marginalized classes of society. They also 
comment that the poor want to remain in poverty forever because there is 
someone to give them something in gratis out of pity. However, if we see 
the conditions of tribes in different parts of India, the tribal population of 
Gujarat is comparatively in a better position than that of their brothers and 
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sisters in other states. The tribal population of Gujarat and their educational 
conditions in the milieu of Gujarat model of development though isn’t good 
but not deplorable. We wish to see their progress through education and not 
necessarily through reservation benefits.
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It is needless to say that education has a crucial role in society. It may not 
be a panacea for all our ills, but it is definitely a means of change which 
is meant for the betterment of society. In our national perception, educa-
tion is essential for all. The Kothari Commission recommends that educa-
tion should relate to the life needs and aspirations of the people. It has to 
increase productivity, achieve social and national integration, step up the 
process of modernization, and develop the social, moral, and spiritual val-
ues in future citizens. Martin Luther, the German social reformer, is very 
much right when he said that the progress and prosperity of a nation depend 
not on the abundance of its revenues or the strength of its fortifications but 
in many education, enlightenment, and character. Education is not only a 
means of adjustment into society and all-round development but also an 
end in itself. It is closely associated with the socio-economic development 
of a country. Designing the educational system for the entire population on 
a single parameter is not desirable, as it may fail to achieve the desired goal 
for all the sections of society. Within the society exists many subgroups of 
individuals whose needs and aspirations are different. One such subgroup 
is the tribals.

The tribal people are considered to be the original inhabitants of our 
country. Education for the tribal children is considered very significant not 
only because of the constitutional obligation but also as a crucial input for 
the total development of the tribal community which leads to the all-round 
development of the country. The socio-economic development of the coun-
try is unthinkable without tribal development. Tribes in India still reside in 
the remotest corners of the country. They reside in places that are not con-
nected. Lack of connectivity results in a communication gap. They have their 
own languages and culture. They are thus isolated from the mainstream.

Constituent Assembly provided statutory safeguards in the constitution 
for tribal people and other depressed classes by defining them as socially and 
educationally backward classes. Article 45 of the constitution says the state 
shall endeavour to provide within a period of ten years from the commence-
ment of this constitution free and compulsory education for all children 
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until they complete the age of 14 years. But yet the target is much beyond 
the reach. In Article 46, a special mention has been made for the scheduled 
tribes. Articles 15(4), 16(4), 338(3), and 340(1) have accorded constitu-
tional status to the backward classes in general. In the chapter ‘Directive 
Principles of State Policy’, the constitution enjoins upon the state govern-
ment the responsibility of promoting the educational and economic inter-
ests of the weaker sections of the people with special care. In particular, it 
directs the state government to protect the scheduled tribes and scheduled 
castes from social injustice and all forms of exploitation. It had become 
extremely difficult to gauge the social and educational backwardness of 
the tribal people. Attempts had been made in this direction. Kaka Kalelkar 
Commission has attempted to apply parameters to measure educational and 
social backwardness. The commission has used 11 indicators. They are (a) 
place of habitation of the person in a community, (b) ownership of land, (c) 
profession, (d) difficulty in establishing contacts with advanced castes, (e) 
social stigma, (f) taboos of inter-marriage, dining, etc., (g) prevention of the 
groups to take advantage of certain amenities of society, (h) percentage of 
literacy, (i) inability to pick up training for business, industry, etc., (j) poor 
conception of sanitation, and (k) primitive way of work.

In spite of constitutional efforts, the position of tribal education is still 
deplorable. Some scholars find the following factors responsible for the pre-
sent position. (a) The tribes find the formal type of education disinteresting. 
(b) Poverty, the changing economy, and lack of knowledge affect educa-
tional development. (c) There is a lack of awareness about the value of 
education. (d) There is an unhealthy attitude of teachers towards tribal stu-
dents. (e) The content of textbooks has no relevance to their culture. (f) As 
the tribes are acquainted with oral traditions, they are sensitive to print. The 
researchers find all these factors as causes of educational deprivations. Thus, 
the social and economic factors have a deep impact on the educational sta-
tus of the tribes. Compared to the non-tribes (general population), the tribes 
are restricted to the spatial and temporal range of their social, legal, and 
political relations and possess a morality, a religion, and a world view of the 
corresponding dimension. Life is very hard for the tribal people who lead 
a hand-to-mouth living. They depend upon the forests for fruits, fodder, 
and fuel. They still depend upon hunting, and still, they are living under a 
subsistence economy. Researchers have their specific and precise observa-
tions on the economic conditions of the tribals. Vernier Elvin appropriately 
observes – ‘For a tribal family to send its grown up girl or boy to school is 
essentially a matter of economies and entails a traditional pattern of division 
of labour. Many parents cannot just afford to send their children to school’. 
Chitnis observes that a high portion of scheduled tribe students come from 
poor homes and belong to rural occupations. Berdie finds a strong posi-
tive relationship between educational aspirations and income levels. Some 
scholars observe that the reason for poverty for the Kokna tribe is that they 
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spend their earnings lavishly on rituals and ceremonies. They spend much 
on liquor, which is a part of their socio-religious life. They do not use ferti-
lizers and other modern techniques of agriculture. Low agriculture returns 
lead to an economy which does not provide enough for their subsistence. 
Hence investment in education becomes unthinkable. Due to the industrial 
growth in adjoining areas of tribal habitat, there is seasonal migration in 
search of labour which affects education. Hence, there is a sudden change 
in the economy and the change in education has not kept pace with it. Even 
though there are government programmes for the tribals, they fail to yield 
adequate results. As the tribes are yet to trust government agencies, they do 
not come forward to take up the government schemes with a proper spirit. 
This is due to a lack of educational awareness and, in turn, affects the edu-
cational promotion of the tribals.

Besides the economic factors, there are also social factors that affect 
tribal education. The desire for education, low level of motivation, aware-
ness about the educational facilities, medium of instruction, content of text-
books, existence of ethnic stereotypes, traditions, and customs are some of 
the important social factors that play a key role in tribal education. The urge 
for education is to be created in the tribal belts. Shaileswar Prasad observed 
that in villages having Christian and non-Christian populations, it is found 
that Christian parents are more tempted to send their children to school as 
the utility of education has impressed them. Thus, parents’ attitude is more 
important. The social activists operating in tribal areas must give priority 
to creating an urge for education and motivating the parents to send their 
children to school. The gap between aspiration and achievement is another 
important factor responsible for the success of educational programmes. As 
Shyamlal observes, among the Bhils the parents have low motivation and 
low aspiration. But students have high motivation. Employment is the prime 
motivation. The medium of instruction is another important factor. If the 
language of teaching is alien to the tribal children, they feel disinterested. 
Shyamlal observes in his research on tribal education that a major portion 
of students felt problems in learning English and mathematics. A few blame 
teachers for the low quality of education. The content of textbooks meant 
for the tribal children has great relevance in creating educational interest in 
tribal children. It is observed that textbook writers are mostly urban and 
their upper-middle-class psychology is reflected in the writings. Education 
for tribes should have relevance to their needs. Hence, writers of the texts 
for the tribals should keep in their mind the relevance of tribal beliefs and 
customs. Tribes shall find keen interest in the texts that hold their culture in 
high esteem. And it will enthuse them in the promotion of education. Tribal 
traditions percolate from generation to generation. And there are verbal 
communications. Oral traditions dominate. Memory is superior to text-
books for them. Tribal folklore, fables, and proverbs must be a part of the 
text so that the tribal children will take more interest. Students’ performance 
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depends upon the teacher’s expectations. This is most often referred to as 
the ‘Pygmalion Effect’. A researcher like Kundu observes that negative ste-
reotyping of tribals is very strong among non-tribal teachers. Tribal parents 
complain of an unfavourable attitude of non-tribal teachers. That is one of 
the reasons for tribal students’ apathy towards education. Absenteeism and 
stagnation are other major social factors. In many tribal areas, the female 
child is not allowed education as parents consider it a big loss as she is mar-
ried off.

Of all the items in the development programmes for the tribes, education 
is the most important as it is the means and end of real progress. Education 
is a fundamental right of all citizens. Literacy is a key variable for the social 
development and success of democracy. Illiteracy leads to low self-esteem 
and it belittles social status. In Gandhiji’s opinion, education is the basic 
tool for the development of consciousness and reconstruction of society. 
Every individual has the innate abilities and potentialities which must be 
brought out to achieve harmonious development. Hence, modern education 
emphasizes this aspect. The aim of education is to produce self-assured, 
more productive, and capable citizens. The three important components of 
the education process everywhere are the teachers, pupils, and the content 
of education. These components also play their respective roles in the sys-
tem of tribal education. The teacher is the main dynamic force in the system 
of education. The pupil is the second important component. The third com-
ponent is the curriculum. The teacher’s job is to upgrade the pupils’ skills. 
They should not transmit their frustrations to the students. The present 
emphasis is on the children-centred teaching-learning process. The pupil is 
the beginning, the centre, and the end point of the educational process. The 
curriculum is the totality of experiences. It includes scholastic and co-scho-
lastic activities. The curriculum is a tool in the hands of the teacher to mould 
the student in accordance with their ideas and objectives.

It is an inescapable fact that in all the countries during the past few dec-
ades, efforts are made to universalize primary education. But in spite of the 
efforts, millions of children remain deprived. The indigenous, native tribal 
children constitute a sizable chunk of this deprived section. The disadvan-
taged groups are the victims of multiple handicaps. They do not have access 
to basic educational infrastructures like schools and colleges. The content 
of the curriculum is not up to the mark to fulfil their needs. The nature of 
teaching and curriculum transactions are not conducive to their lifestyle. 
The model of schooling is alien to these tribal groups. These problems must 
be addressed in order to make the educational system for the tribals more 
meaningful. The Education Commission 1964–1966 has observed that one 
of the important social objectives of educations is to equalize opportunity, 
enabling the backward or the underprivileged classes and individuals to use 
education as a leveller for the improvement of their conditions. Since tribal 
communities form a part and parcel of society, all possible facilities for 
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education must be provided to them. Tribal education is faced with fourfold 
problems of access, enrolment, retention, and providing good-quality edu-
cation. Achieving Universal Elementary Education (UEE) is still a problem. 
As different tribal subgroups have varied culture patterns, the problems are 
different, and different types of strategies are to be adopted for educational 
development.

Designing the educational system for the tribals is an extremely sensitive 
task. These societies are extremely isolated and closed and lead a very sim-
ple and native life subject to customs’ laws. They have very limited exposure 
to the outside world. They have the least contact points with communities 
outside their own. They lost continuously the game of power with so-called 
advanced societies. Alienation of land, chronic indebtedness, labour with 
low remuneration, and the alienated educated youth have become a way 
of life with the tribals. The role of education within and without formal 
institutions becomes significant for achieving economic development. The 
communities due to their extreme isolation and different skill endowments 
are sliding backwards, while the neighbouring rural areas are advancing 
to a different level of development (Thankur, 2009). A few measures have 
been suggested to check this slide back. The first step should be to generate 
awareness amongst people and the functionaries coming in contact. The 
next step should be to consolidate the existing potential of the community. 
Even though numerous provisions have been made by the central and state 
governments, there is inefficient implementation. Here the role of education 
could be expanded from an awareness of the exploitative process to a sim-
ple rendering of the legal position. The existing protective provisions and 
measures should be explained to the average tribal in the simplest form so 
that it can be brought within his grasp and understanding. In this context, 
non-formal education plays a dual role – i.e., for helping the community 
to appreciate the existing protective measures and ensuring the economic 
benefits from various schemes. The tribals’ existing skill endowment and 
intermediate technology best suited for the transitional period should be 
determined. Thereafter, an integrated educational plan can be drawn up 
where the tribals can inhere their faith and can be comfortable with it.

Education for tribals has to be tackled on both the formal and non-formal 
levels. A substantial programme of non-formal education and citizenship 
training has to be generated in order to disseminate information and knowl-
edge among tribal people, which can help them to cope with the non-tribals. 
Of course, the Ministry of Education has organized non-formal educational 
programmes. High priority is given to the coverage of tribal areas and enrol-
ment of scheduled tribe members. The programme also includes the prepa-
ration of a course curriculum that covers problems of land, credit, currency, 
hygiene, and local geography. The educational programme also emphasizes 
organizational efforts and periodical evaluation. So far as formal education 
for the tribes is concerned, both qualitative and quantitative aspects should 
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engage serious attention. Some feel that separate wings in NCERT, SCERT, 
and NIEPA should be created to deal with tribal education. The syllabus 
must be prepared to keep tribal culture, technology, and orientation.

Education has a cultural role. Tribal education involves a process of 
acculturation in the midst of which the tribal child is confronted with a 
cultural conflict. The tribal code of conduct is tradition-bound. The educa-
tional system brings in an experience based on the values of modern society. 
The ways of money economy are too complex for a tribal boy who is more 
comfortable with a barter economy. Hence there is the need for a carefully 
designed comprehensive educational programme that can rescue the tribe 
from a culture shock. Educational planning in the tribal areas should be 
more of an exercise in community learning which may be termed as ‘citizen-
education’. The programme of citizen-education is needed, which covers the 
needs of the whole tribal population. This programme of citizen-education 
attempts at making the tribal youth acquainted with modern trends without 
disruptions in his native experiences. Citizen-education must comprise the 
following things:

 (i) A basic understanding of the heritage of our country.
 (ii) The institutional infrastructure particularly of those that come in 

contact with individuals.
 (iii) The rights and duties of the citizen.
 (iv) The important channels for redressal of grievances.
 (v) The expected code of conduct of a citizen in different situations 

contrasts it with the traditional spontaneous responses of our indi-
vidual or community.

 (vi) A better understanding of the economic processes, the regulation 
about exchange economy, and handling of money.

 (vii) The basic difference between the traditional economy and mod-
ern economy, and between the value of written tradition and oral 
tradition.

 (viii) The role and function of co-operatives and other financial agencies.
 (ix) Understanding of agriculture extension services emphasizing the 

approach rather than content.
 (x) Greater awareness of achievement of science and technology with 

special reference to his own surroundings.

The tribal group is unfamiliar with the new world. The most important func-
tion of elementary education in the tribal pockets should be to telescope the 
processes of information diffusion. A tribal youth after being educated shall 
be in a position to deal with the terms of equality. It will no more be a situ-
ation of the trial of strength between two unequal groups. Policy on tribal 
education in India consists of two important strategies. They are access-
based and incentive-based strategies. In access-based strategy, the principal 
focus of educational policy has been to increase access to education at all 
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levels. Everyone in rural areas lives within 0.6 miles of primary school. The 
phenomenal growth in education shows the magnitude of the increase in the 
number of institutions and enrolment engendered by this increased access. 
In addition to this strategy, the government has also employed an ‘incen-
tive-based’ strategy. Special programmes like the midday-meal programme, 
provision of free books and free uniforms, scholarships, etc. are launched. 
While studying the impact of the educational policy, scholars have observed 
that the policy has succeeded in enrolling almost all children in primary 
schools. It has created a mechanism for continuous collection and reporting 
of information about the performance of the system. With easy access to 
various incentive schemes, school education is accorded more importance.

Programmes like ‘each one – teach one’ adult literacy campaign and com-
munity-based service organizations have, of course, rendered a big service 
in promoting education in the tribal belt. The fact that education policy in 
post-independent India has made significant contributions in making tribal 
literate cannot be gainsaid. Even it has impacted their economic condition. 
Goel comments that

education affects economic development both directly and indirectly 
through productivity, employment, composition of labour forces, divi-
sion and mobility of labour etc. and indirectly through savings, limi-
tation of the size of the family and by inculcating the right kind of 
attitudes and skills and by removing some of the obstacles to social 
change and progress.

(Goel, 1975)

The impact of education is also felt on the tribal population, of course, to a 
limited extent. But still, more is to be done in this direction.

For fulfilling the constitutional commitment towards the development 
of the deprived section of the society, particularly the tribes, extra efforts 
are to be made to augment the educational expansion. The provision of 
educational facilities within the habitations is considered most important. 
The first-generation learners of tribal groups should be treated along with 
the first-generation learners of non-tribal groups. The scenario of the edu-
cational system is to be juxtaposed with the internal dynamic of society. 
A universal learning environment is to be created. Studies in the area of 
education for scheduled tribes must be conducted in order to understand 
the pedagogic component of the problem. As noticed, studies in this area 
are undertaken in an isolated manner without taking into consideration the 
linkage between education, on the one hand, and economy, society, and 
polity, on the other. As a result, the studies have become partial analyses of 
the problem.

Conditioning the tribal education is another important issue. The condi-
tioning of tribal education means preparing an educational pattern that can 
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be acceptable to the tribes. It must be capable of (a) moulding the aspira-
tions, expectations, and the identity considerations of tribal youth in the 
mainstream of rational democratic structure (b) proving as a functional 
alternative to the existing tribal culture without harming the religious and 
social linkage, and (c) building an ‘adoptive structure’ throughout. It must 
also include the suitability of arrangement, provision of teaching tools, 
improvement in teacher’s attitude, and providing facilities that will develop 
students’ liking for education (Mathur, 1971). The conditioning of tribal 
education should have certain precautions. The limits of learning are to be 
traced and planned. The role of practice should be given due importance in 
learning. Due weightage should be given to incentives, rewards, and pun-
ishment. The effect of learning over others should be noted. Planning must 
continue till learning becomes a habit.

Designing tribal education is like planning for an underdeveloped country 
where the subjects do not co-operate with planners. The tribals are not com-
fortable with the interference of outsiders in their routine even if the inter-
ference is intended for their betterment. Hence the major task is to win their 
confidence. During the years to come, the focus of education policy needs to 
shift to quality since access to education has largely been secured. Emphasis 
should be laid on retention and satisfactory completion of primary stage 
education side by side with enrolment. Sufficient measures are to be taken 
up to spread higher educational institutions for providing scope for hidden 
talents within tribal children. The dual character of the educational system, 
i.e., one high-quality system for the upper- and middle-class urban popula-
tion and another low-quality system for the tribes must be done away with. 
The Educational Policy must be periodically modified in light of its conse-
quences. The alienation effect of education on the tribals must be tackled in 
the context of fourfold isolation – i.e., (a) the community as a whole, (b) the 
school within the community, (c) the pupils within the classroom, and (d) 
the teacher within the educational system (Heredia, 1992). A mass move-
ment for education is required for a breakthrough in the educational system 
for the tribals. Voluntary effort in institutional education is more effective 
than state effort. The strategies of non-formal education can create a criti-
cal social awareness and bridge the gap between the marginalized tribals 
and the mainstream. Many scholars feel that government-sponsored text-
books became an instrument of alienation (Kumar, 1986). It is suggested 
that community schools must use the resources of the community as the 
core of the curriculum. A teacher in the tribal area must acquaint themselves 
thoroughly with tribal culture and language so that they can be in a position 
to win their confidence. By imposing the outside view of educational devel-
opment, the educationists and social planner have destroyed the individual 
and group autonomy of tribals. Radical alternatives in educational reforms 
even though difficult to implement in a soft state like India are needed. 
Conscientization and vocationalization in both formal and non-formal 



 Educational System for Tribes in India 209

education can go a long way in integrating the tribals into the mainstream 
without sacrificing their identity and dignity. The national focus group of 
NCERT 2005 on the problems of education of scheduled tribes also empha-
sized the need for equitable provisions of quality education for the tribals. 
Researches in the field of tribal education and development will definitely 
lead us towards innovation. As Alexander Graham Bell says – ‘Don’t keep 
forever on public road going where others have gone. Leave the beaten track 
occasionally and drive into woods. You will be certain to find something you 
have never seen before’. Designing radical educational reforms that threaten 
the existing social system and run counter to its imperative is definitely an 
extremely difficult task. But it is not impossible. By placing the tribe at the 
centre of educational planning and granting them the necessary autonomy, 
the society can provide the space and opportunity to tribes where they them-
selves can create their own indigenous ‘organic intellectuals’ – an expression 
used by Gramsci.
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Dr Ambedkar was of the firm view that unless the Indian suppressed castes/
classes get political power they cannot get out of their miserable conditions 
and the real democratic society based on political and social democracy 
in India becomes unfulfilled. The concept of ‘social justice’ provides this 
political power to them. The most conception of social justice refers to 
an egalitarian society that is based on the principles of equality and soli-
darity, that understands and values human rights, and that recognizes the 
dignity of every human being. It, as a social policy, is the natural aspira-
tion of all democratic societies. It strengthens the idea of a welfare state 
by bringing an egalitarian society. It is a device to mitigate the sufferings 
of the poor, weaker, and deprived sections of society and to elevate them 
to the level of equality to live a life of dignity. This chapter contains four 
parts: the first part deals with the conceptualization of social justice, the 
second part discusses the theoretical aspect of social justice education, the 
third part deals with politics of social justice, and the fourth part is the 
conclusion.

I

Social justice is both a process and a goal. As a goal, it is the full and equal 
participation of all groups in a society that is mutually shaped to meet their 
needs. It includes a vision of a society in which the distribution of resources 
is equitable and all members are physically and psychologically safe and 
secure. It is the vision of a society in which individuals are both self-deter-
mining (able to develop their full capacities) and interdependent (capable of 
interacting democratically with others). It involves social actors who have a 
sense of their own agency as well as a sense of social responsibility.

Justice by definition is ‘social’. The qualifier ‘social’ in the term ‘social 
justice’ refers to something that emerges not originally and spontaneously 
from the rule-abiding behaviour of free individuals but rather from an 
abstract ideal imposed from above (Novak, 2000). One of the key factors in 
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achieving social justice, however, is the emergence of a consensus that soci-
ety is working in a fair way, where individuals are allowed as much freedom 
as possible given the role they have within the society. Hence true social 
justice is attained only through the harmonious cooperative efforts of the 
citizens who, in their own self-interest, accept the current norms of morality 
as the price of membership in the community.

Social justice is largely a product of modern social and economic develop-
ment. To Rousseau, men are equal by the nature, but the institution of pri-
vate property has made them unequal and further perpetuated inequalities, 
therefore, the perfection of men lies in the improvement of the society that 
can be done by social justice. The objective of social justice is to organize 
society by abolishing the source of injustice in social relations. Recently, 
the development of the notion of social justice may be found in the work of 
John Rawl and Robert Nozick who emphasized the distributive character 
of justice. For Nozick, historical entitlement is the significant component of 
distributive justice where the society is aware of its wrong and has increased 
interest in compensation. For John Rawls, ‘Each person possesses an invio-
lability founded on justice that even the welfare of society as a whole cannot 
over ride’. For this reason, justice denies that the loss of freedom for some is 
made right by a greater good shared by others.

Maxine Greene (1998) while dealing with Rawls’ concept of social justice 
says Rawls’ view of justice neither is necessarily universal nor does reflect 
some higher order. She cautions that Rawls has in mind a self-determining 
citizen as an individual, not necessarily as a participant member of society. 
For this reason, she finds that Habermas has provided a more promising 
alternative for educating for justice in his theory of ‘communicative democ-
racy’, where members of a community come together voluntarily to discuss 
the matter of significance and must justify their preferences through argu-
ments, explanation, and different modes of persuasion. Greene embraces 
that interpretation of social justice which concerns the basic human right 
that all people are entitled to.

From this sense, social justice means the availability of equal social 
responsibility for the fuller development of human personality to all peo-
ple in the society without any discrimination. It is, therefore, associated 
with ‘social equality’, on one hand, and ‘individual right’, on the other. 
The manifestation of social justice is the emergence of just man, just action, 
and just state. It refers to the overall fairness of a society in its division and 
distribution of rewards and burdens. Though it has no definite and fixed 
meaning, yet Supreme Court in D.S. Nakara vs Union of India observed 
that social justice is the recognition of the greater good to a large number 
without deprivation of legal rights of anybody. Social justice aims at remov-
ing economic inequalities and rectifying the justice which results from the 
transaction of unequal societies. In fact, it is more than just the lessening of 
inequalities. It also means
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 (a) Giving debt relief or regulation of contractual relation.
 (b) Restoring properties of those whose properties have been deprived by 

unconscionable bargains.
 (c) May take the form of forced redistribution of wealth.

II

The nexus between social justice and education indicates the problematic 
relationship between society and the state. Social justice as a construct is 
an attempt to answer the following question: how can we contribute to the 
creation of a more equitable, respectful, and just society for everyone?

A more equitable, respectful, and just society is possible in an egalitarian 
society that is based on the principles of equality and solidarity that under-
stands and values human rights, and that recognizes the dignity of every 
human being. In this sense, it reflects the three values and symbols of the 
French Revolution (1789–1799) – liberty, equality, and fraternity. Hence, 
social contract theories, from Rousseau onwards, stress the importance of 
the state that gives priority to the ‘welfare of its citizens and that ensures 
that some basic inalienable rights are protected’ (Schugurensky, 2004). A 
social-justice-oriented government, if it is to reflect its ideology of egalitari-
anism and move beyond the policy rhetoric, has to ensure more equitable 
and fair access to resources and socially valued commodities. As White and 
Talbert (2005) explain, education for social justice needs to move beyond 
functionalist and vocationalist-oriented perspectives on schooling (which 
stresses education for jobs) to one where the traditional model of schooling 
becomes a transformational pedagogy where we must prepare children for 
active participation as global citizens, where students and teachers are active 
and equal participants in all schooling.

On the surface, the need for social justice in the world is self-evident. But 
we must explore the questions that John Rawls asked: ‘What makes a society 
just? How is social justice connected to an individual’s pursuit of the good 
life?’ (Nussbaum, 2001). Is social justice simply achieved through the moral 
acts of autonomous citizens in a free society who will meet the ethical obliga-
tions of their community? But what if the moral norms of the society include 
reprehensible practices? What then are the responsibilities of citizens with 
regard to norms of morality of their community when the norms contravene 
basic human rights? Hence, the creation of an egalitarian and just society for 
everyone is a dream. But it will remain a dream unless we debate more vigor-
ously social inequality in the global culture. The goal of social justice educa-
tion is to enable people to develop the critical analytical tools necessary to 
understand inequality/oppression and their own socialization within oppres-
sive systems, and to develop a sense of agency and capacity to interrupt and 
change oppressive patterns and behaviours in them and in the institutions and 
communities of which they are a part. Hence, there is a need to understand 
how oppression operates at individual, cultural, and institutional levels.
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The term oppression encapsulates the fusion of institutional and systemic 
discrimination, personal bias, bigotry, and social prejudice in a complex 
web of relationships and structures that shade most aspects of life in our 
society. It denotes structural and material constraints that significantly 
shape a person’s life chances and sense of possibility. Oppression restricts 
both self-development and self-determination (Young, 1990). Despite the 
rhetoric that anyone can get ahead if they work hard enough, a father’s 
economic status continues to be the best predictor of the status of his off-
spring. Oppression signifies a hierarchical relationship in which dominant 
or privileged groups reap advantage, often in unconscious ways, from 
the disempowerment of targeted groups (Frye, 1983; McIntosh, 1992; 
Wildman, 1996). It not only resides in external social institutions and norms 
but lodges in the human psyche as well (Fanon, 1968; Freire, 1970; Miller, 
1976). Oppressive beliefs are internalized by victims as well as perpetrators. 
The idea that poor people somehow deserve and are responsible for poverty, 
rather than the economic system that structures and requires it, is learned by 
the poor and affluent alike.

Oppression cannot be understood in individual terms alone, for people 
are privileged or oppressed on the basis of social group status. Group mem-
berships coexist within individuals and among members of a particular 
social group, and their coexistence inevitably generates diverse and often 
conflicting personal meanings. People may affirm their group identities as a 
source of sustenance, pride, and personal meaning while also feeling victim-
ized by the advantaged group’s characterization of their group.

The tension between individual and group identities is complicated further 
by the fact that group identity is also for many people self-consciously cho-
sen and affirmed as a fundamental aspect of self-definition. Self-ascription, 
‘belonging to a group with others who similarly identify themselves, who 
affirm or are committed together to a set of values, practices and mean-
ings’, is an important concept to many in our society. Individuals are formed 
partly through group relations and affinities that are ‘multiple, cross-cutting, 
fluid and shifting’ (Young, 1990). Power operates not simply when per-
sons or groups unilaterally impose their will on others but rather through 
ongoing systems mediated by well-intentioned people who, usually uncon-
sciously, act as agents of oppression by merely going about their daily lives. 
Oppression operates through everyday practices that do not question ‘“the 
assumptions underlying institutional rules and the collective consequences 
of following those rules’ (ibid. 41).

Oppression in everyday life becomes normal when we internalize attitudes 
and roles that support and reinforce systems of domination without ques-
tion or challenge. The true focus of revolutionary change is to see the piece 
of the oppressor inside us (Audre Lorde, 1984). Members of targeted groups 
collude in maintaining systems of oppression both because they internal-
ize the false belief that the system is correct or inevitable and because of 
the false belief that the system is the only means of survival. Internalized 
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subordination includes such feelings as inferiority and self-hatred and often 
results in self-concealment, resignation, isolation, powerlessness, and grati-
tude for being allowed to survive (Pheterson, 1990). Internalized acceptance 
of ‘the way things are’ by members of targeted groups can also lead them to 
turn on those who do challenge the status quo.

Members of dominant or advantaged groups also internalize the sys-
tem of oppression and can operate as agents of the system by perpetuating 
oppressive norms, policies, and practices. Internalized domination includes 
feelings of superiority and, often, self-consciousness, guilt, fear, projection, 
and denial (Frankenberg, 1990; Pharr, 1988). Through internalized domina-
tion, individuals in the advantaged group incorporate and accept prejudices 
against others and assume that the status quo is normal and correct. They 
learn to look at themselves and society through a distorted lens in which 
the structural privileges they enjoy and the cultural practices of their group 
are represented as normal and universal. The privilege of dominant groups 
is reinforced through both language and material practices. Members of 
advantaged groups may also engage in horizontal hostility toward members 
of their own group who defy the status quo.

Freire (1970) argued that people in both targeted and advantaged groups 
are dehumanized by oppression. A goal of social justice education is to 
engage people from all groups in recognizing the terrible costs of main-
taining systems of oppression. The impetus for change more often comes 
from members of oppressed groups because those who are oppressed by 
a system usually have the most incentive to change it. Their lived experi-
ences often allow them to see more clearly the contradictions between myths 
and reality and lead them to develop a critical perspective on the dominant 
society (Collins, 1990; Harding, 1991). These ‘subjugated knowledge’ of 
oppressed groups and those truths and insights about the social world that 
are suppressed define the world and possibilities for human existence differ-
ently and offer valuable alternative visions of what is possible (Wing, 2003). 
Thus, listening to and learning from the analyses and experiences of mem-
bers of targeted groups can help us all get a clearer understanding of how 
oppression operates and suggest more imaginative alternatives for socially 
just relationships and institutional patterns.

Those advantaged by the system have an important role to play in chal-
lenging oppression as well. Throughout our history, there have always been 
people from advantaged groups who used their power to actively fight 
against systems of oppression (Aptheker, 1993; Colby and Damon, 1992; 
Wigginton, 1992). A commitment to social justice requires a moral and ethi-
cal attitude toward equality and possibility and a belief in the capacity of 
people as agents who can act to transform their world (Freire, 1970; Weiler, 
1991). The approach to social justice education begins with people’s lived 
experience as the ground for developing a critical perspective and actions 
directed towards social change. People in both advantaged and targeted 
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groups have a critical role to play in dismantling oppression and generating 
visions for a more socially just future.

III

In the Calcutta Electrical Construction Company Ltd vs J.C. Bose case, the 
Supreme Court held that the right to social justice is a fundamental right 
continued to enforce social justice through the doors of fundamental rights 
by the dynamic instrument of interpretative power. It is through this power, 
the Supreme Court intervenes in society to enforce the rules and regulations 
of social equality. No doubt, there is progress in terms of social justice, but 
at the same time, the gap between rich and poor is widening day by day. 
That is why, in M.S.S. Pandian Memorial Lecture held at Madras Institute 
of Development Studies, Prof. Yogendra Yadav says that social justice has 
succeeded like nothing has happened. In fact, more specifically, in his lec-
ture, he says that ‘Politics of social justice has reached its dead end’. Though 
social justice has begun in the heartland of the south in the 1960s and by 
the 1990s, it has shown its presence at the heartland of the north, yet, it has 
become the victim of its own success. The failure of politics over social jus-
tice, to Yadav, is twofold, i.e., (1) stagnation and (2) fragmentation.

Stagnation

No doubt, the politics of social justice has positively changed the politics of 
presence (representation). But, it has stopped there only. Within the transi-
tion, it has stopped there at higher OBCs/SCs. The lower OBCs and lower 
SCs are seriously under-representative. Second, reservation is limited to the 
public sector only which is largely shanked in proportion, if not by number 
because of increasing privatization. Third, the reason is limited vision. If one 
looks at the manifesto of those political parties which represents social jus-
tice, maybe, there is not any large vision of India, different from other par-
ties they want to replace. For example, the great uprising of OBCs politics 
has failed to bring a different vision of India. Fourth, parties of lower strata 
of the society are more undemocratic than the rest of the political parties. 
There is a nice saying in this context that ‘Democratisers of Indian Politics 
are much less democratic within themselves’.

Fragmentation

Most of the parties of social justice are effectively fragmented on regional/
social lines such as their own interest. OBCs’ interest is different from SCs’ 
interest, SCs’ interest is different from STs’ interest, STs’ interest is different 
from Muslims’ interest, and Muslims’ interest is different from Christians’ 
interest. This is the division of interest socially and there is also a regional 
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line division. For example, Telangana SCs are not interested in non-Telan-
gana SCs’ issues. Far from the alliance, the politics of OBCs, SCs, STs, or 
Muslims have actually diverged. There is a growing enmity among them. 
It is understandable that when a new force enters politics, it needs certain 
exclusivity in the initial period but not for the long run. Now, this exclusiv-
ity has become the burden/limitation.

At such a juncture, Prof. Yadav suggests the second wave of politics of 
social justice and gives three suggestions. First, there is a need for a new inte-
gration of these social justice parties. Coming together is important because, 
if not, it will become an instrument of established politics. Second is the 
recognition of multi-dimension of inequality and injustice. There is a need to 
recognize four dimensions of inequality (caste, class, rural/urban, and gen-
der), not necessarily caste only. These four dimensions work intersectionably. 
The gender inequality itself is different from urban India to rural India and 
from urban upper-caste families to rural lower-caste families. If social justice 
will not work with these complexities, in long run, it will become counter-
productive. When BJP is saying in Parliament, we should revisit reservation 
policies, it should not be responded like, ‘Oh … this is an attack; we must 
defend the system at any cost’. It is time to go beyond this defensive mental-
ity and propose a refinement in affirmative action policies. The defenders of 
social justice should not wait for BJP or any other political parties; rather 
they must purpose it from their side. It is important to mention that the 
system of affirmative action in India has two reductions. First, inequalities 
are reduced to caste only; and second, all kinds of instruments of affirmative 
actions are reduced to reservation only. Caste is not the only indicator of 
inequality and reservation is not the only mechanism to deal with it. There 
is a need to think about different intersectional-graded inequality and think 
about other instruments in addition to reservations. Third, there is a need 
for a national vision. Earlier, it is said that parties of social justice are only 
limited to their regional/social community. They want to become the prime 
minister of India, but they do not have the ambition to become the leader of 
the country. They do not see it because their politics has no universal distri-
bution built into it. No doubt, they come with a sectional interest since they 
belong to margin. But the sign of mature and confident politics is to say that 
‘I do not represent my section only, I represent my country’.

IV

The politics of social justice is supposed to work towards what social justice 
education prescribes. Unfortunately, the way social justice stops at higher 
SCs, STs, and OBCs, it seems to hold the assumption that social justice has 
a monocultural and linear definition. Contrary to this, social justice educa-
tion makes it clear that it is a multi-layered ideal construct (Troyna and 
Vincent, 1995) and it is embedded within the discourses that are historically 
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constituted and that are sites of conflicting and divergent political endeav-
ours (Rizvi, 1998). Prof. Yadav has also rightly pointed it when he says 
multi-dimension of inequality and injustice needs to be recognized.

Enabling people in developing a critical outlook to understand inequal-
ity/oppression and their socialization within the oppressive system, on one 
hand, and to develop a sense of agency and capacity to interrupt and change 
oppressive patterns and behaviours, on the other, is the goal of social justice 
education. Has social justice so far enabled both targeted and advantaged 
groups to develop such an outlook? The answer is perhaps ‘No’. It has nei-
ther understood oppression nor acted as an agency to interrupt dehumani-
zation. Instead, parties of social justice especially in India are very much 
undemocratic within themselves, having a narrow vision and fragmented on 
regional and social lines. Social justice has failed to achieve both equality 
and solidarity what education of social justice asks for a just society. It is 
because of the dehumanization, the craze for equality is unable to go with 
solidarity, which leads to increasing privatization. Increasing privatization 
adds to the existing oppressive structure.
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Introduction

Politicization of linguistic identity for getting socio-political-economic 
benefits is very much common in ethnic movements. But, often in this tug of 
war between state and community, the basic point of having education in 
mother tongue is overlooked as happens in West Bengal also.

One of the major ethnic groups of the northern side of West Bengal, i.e., 
‘Rajbanshis’ is demanding the introduction of the medium of education in 
the mother tongue – viz. Rajbanshi/Kamtapuri in primary schools for dec-
ades. Almost in every charter of demands of the Rajbangshi groups, we get 
a mention of that. But West Bengal government as well as many scholars 
labelled their language as a dialect of Bengali and refused to give it rec-
ognition as a separate language. But there are many writings (written in 
Kamtapuri, Bengali, Assamese, and English) that prove that Kamtapuri is 
a distinct language with its own script, grammar, and literature. However, 
for sheer ignorance from the governmental side, Rajbangshis has no other 
option but to choose either Bengali or English medium schools instead of 
continuing education in their mother tongue. As a result, we see their educa-
tional backwardness from the starting years of the formal education system, 
for which they were granted ‘Scheduled Caste’ status in Bengal. Till now, 
that educational backwardness has continued, which can be shown by dif-
ferent governmental and non-governmental data.

In this chapter, my main aim is to underline the different identities of 
Rajbangshi/ Kamtapuri language and the importance of inclusion of this lan-
guage in the education policy of West Bengal. For the sake of supporting my 
argument, I will mention the whole controversy regarding the Rajbangshi/
Kamtapuri language and the politicization of the matter.

Rajbangshi – A Separate Language or Dialect of Bangla

There are debates about the separate existence of the Rajbangshi language. 
West Bengal government and the majority of the Bengali and non-Bengali 
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linguistics do not accept the separate existence of Rajbangshi as an inde-
pendent language and label it as a dialect of Bengali. A famous linguistics 
Hamilton says, ‘The inhabitants of Vijaypur, towards the east, are chiefly 
Koch or Rajbangsis, who are considered as the same, live on the plain, and 
speak the dialect of Bengal’ (Hamilton, 1971). Other linguistics Voegelin 
and Voegelin also described, “Rajbanshi is an Indo-Aryan language spoken 
in south-eastern Nepal in the districts of Jhapa and Morang, in north-east-
ern India (Bihar, West Bengal and possibly western Assam), and in cer-
tain parts of northern Bangladesh” (Voegelin, 1977). Christopher P. Wilde 
(2008) also found no apparent Tibeto-Burman constructions of Rajbangshi 
language which are distinct from the non-Aryan constructions already pre-
sent in related Indo-Aryan languages. He described the reason in detail:

Firstly, the Rājbanshi noun classifier system may be of non-Aryan ori-
gin, but is also found in Assamese and Bengal. Secondly, the sound 
symbolism constructions found in Rajbanshi are similar to those in 
Bengali and other Indo-Aryan languages due to previous foreign influ-
ence. Thirdly, the Rajbanshi secondary agreement system may be due 
to a Munda (or even Tibeto-Burman) substratum, but the same partici-
pant cross-referencing system is found in several adjacent Indo-Aryan 
languages (Maithili, Magahi, Darai and possibly Dhanwar). Rajbanshi, 
in its diverse forms, does however differ from the major Indo-Aryan 
languages surrounding it. Bengali speakers from West Bengal, who are 
unfamiliar with the peculiarities of this vernacular, likewise find these 
dialects only partly intelligible.

Klaiman (1986) notes major differences in the local and standard variants of 
Bengali throughout the eastern Indian Bengali-speaking region:

‘although throughout the Bengali-speaking area a single, more or less 
uniform variety of the language is regarded as the standard dialect, the 
bulk of speakers have at best a passing acquaintance with it. That is, 
horizontal differentiation of Bengali lects is very extensive (if poorly 
researched), both in terms of the number of regional dialects that occur 
and in terms of their mutual divergence’.

Even some Rajbangshis try to put the Rajbangshi language in the Bengali-
Assamese group, which is a part of the Indo-Aryan language group of the 
larger Indo-European stalk. By showing the community’s connection with 
the Aryan kings, they want to establish the fact that the Sanskritized version 
of old Bangla is the ancestor of Rajbanshi, which is an effort to connect their 
past with the glorious privileged class.

Previously Left Front government declared that the Kamtapuri language is 
a regional form of Bengali. Snorojit Chakraborti (2001) in his book described 



 Linguistic Politics and Education Policy 221

this theory in detail. Prof. Suniti Kumar Chatterjee (1974) referred to this 
language as the ‘northern dialect of Bengali’. In the same tone, Nazmul 
Haque (1999) labelled it as a ‘dialect’ of North Bengal. Nirmal Das (1984) 
identified it as a ‘sub-dialect’.

But, most of the Rajbangshi intellectuals are of the opinion that the 
Rajbangshi language is by all means an independent language and it devel-
oped on its own independent line apart from the evolution of the Bengali 
language. Therefore, the question of dependence and independence is irrel-
evant. Kamtapuri language is not a dialect of Bengali; rather, it historically 
preceded the Bengali language which originally was a dialect of ‘Rad Bangla’.

Historically, Rajbanshi is spoken in almost seven districts of West Bengal, 
four districts of Assam, one district of Bihar, and also in Nepal and Bangladesh. 
The history of the Rajbanshi people directly connects them with the Tibeto-
Burman group as they are said to be the offshoot of the Koch tribe.

It is said that they belong to the great Bodo family that entered India 
in the 10th century B.C. from the east and settled on the banks of the 
Brahmaputra and gradually spread over Assam and the whole of North 
Bengal.

Rajbangshi language is known in four names, viz. Rajbangshi, Kamrupi, 
Kamtabihari, and Kamtapuri. It is referred to in different ancient literature. 
We can find its reference in the ‘Linguistic Survey of India’:

When we cross the river (Brahmaputra) coming from Dacca, we meet 
a well marked form of speech in Rangpur and the districts to its north 
and east. It is called Rajbangshi, and while undoubtedly belonging to 
the eastern branch has still points of difference which lead us to class it 
as a separate dialect.

A linguist, Dripta Piplai (2007), had shown structural differentiation 
between Bangla and Rajbangshi:

 1. Phonetically, both some vowel and consonant sounds of Bangla are 
different from Rajbanshi. The widely used Bangla vowel /Q/ is totally 
absent in Rajbanshi.

 2. The syllable patterns of Rajbanshi and Bangla are also different.
 3. Rajbanshi verb forms are quite different from Bangla.
 4. The verbal morphology of Rajbanshi is different from Bangla. Rajbanshi 

verbs change according to number, which is a remarkable feature. It is 
not discernible in Bangla morphology.

In many spheres of literature, we found mention of rich Rajbangshi lan-
guage – like Kamteswar Kulkarika, written by Rup Narayan Shrutidhar; 
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Uttor Banglar Lok Sahitya O Bhasa, written by Dharmanarayan Sarkar; 
Kamta Jana Jiban Katha, written by Arun Maitra; and Essays on Cultural 
History of North Bengal, written by Sailen Debnath. In order to prove that 
Rajbangshi or Kamtapuri is a distinct language, the intellectuals of the com-
munity have begun translating several Hindu texts that include the Gita into 
their own language under the title Aye Gita.

But, in spite of that, Rajbangshi is always neglected as a separate lan-
guage. For its preservation and popularization, constitutional recognition 
is necessary. Actually, in the census of 1961, the number of Indian lan-
guages was 1,652. Among which 200 languages were spoken by 10,000 
and above. But, in 1981, Census Commissioner directed to include only 
those languages as Indian languages which were spoken by the population 
of 10,000 and above. Thus the number shortened to 106 only. In the Eighth 
Schedule of the Indian Constitution, only 18 languages are included. But 
that does not mean these languages had no separate existence. According 
to the 1991 Census of India, there were 2,839,481 Rajbangshi speakers in 
India. Actually, during the Census, many Rajbangshis select Bengali as their 
mother tongue as it happens to be the official language, to teach in educa-
tional institutions and to use in the commercial sphere. Thus, the original 
mother tongue of the indigenous people, i.e., Rajbangshis is neglected in 
their own homeland.

Bengali-dominance policy of the West Bengal Government and large-scale 
migration of Bengali (Bhatia) population during partition and after (1950s) 
the riots of 1964 and also during the war of 1971 from the downstream 
region of southern East Bengal (now Bangladesh) marginalized Rajbangshi 
people in their own homeland. Soon socio-political grievances turned 
into different movements. Amongst many demands, we can identify their 
demands for linguistic affirmation also.

Demands of Linguistic Affirmation

The language was regarded as an important component of ethnic move-
ments for a long time. Post-independence Indian states have been demar-
cated and formed on linguistic exclusiveness (language was an important 
marker for states reorganization after 1956); therefore, there has been a 
common politics of language and culture to claim for linguistic identity to 
fulfil obvious political agenda on part of different ethnolinguistic groups. 
So, politicization of the Rajbangshi/Kamtapuri language followed the gen-
eral political milieu.

In every Rajbangshi movement, we can identify linguistic demands. For 
example, one can see the Charter of Demands of the Uttar Khanda Dal of 
5 July 1969 – ‘Implementation of the slogan, “Matri Bhasa Matri Dugdho-
sama” by introducing the medium of education in mother tongue like 
Rajbanshi/Kamtapuri … in primary schools’ (Clause 4) and ‘Promotion of 
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the knowledge on language of the people of North Bengal’ (Clause 15). The 
Charter of Demands of the Uttar Khanda Dal of 23 April 1989 continued 
the same tone – ‘Introduction of Kamtapuri as the medium of education up 
to school level’ (Clause 5); ‘Broadcasting of news and other programmes 
relating to agriculture, music, drama and other cultural functions in 
Kamtapuri language on all the radio stations of North Bengal’ (Clause 6). 
Bangshibadan Barman (leader of Greater Cooch Bihar Democratic Party) 
supported the language issue, but he said, it should be called ‘Rajbanshi’ 
not ‘Kamtapuri’. Eleven Point Demands of Kamatapur Peoples’ Party of 
26 September 1997 stated – ‘With a view to advancing the language of 
the Kamtapuris it be included in the 8th schedule of the Constitution of 
India’ (Clause 2). In fact, it demanded a new state for maintaining linguistic 
identity,

In order to enable the Kamtapuri speaking people to govern their own 
lives by reason of ethnic, linguistic, historical, cultural and social dis-
tinction from the rest of the people of West Bengal a separate statehood 
namely ‘KAMTAPUR’ be created within the framework of India com-
prising the whole of North Bengal and adjoining Kamtapuri populated 
areas in India, in accordance with the article (3) of the Constitution of 
India.

(Clause 1) We cannot label this demand as unique as language was regarded 
as an important component of ethnic movements for a long time. Language 
is not only an important ingredient of identity formation but also a gate pass 
in the commercial market. Even though common politics of language and 
linguistic identity have been common in post-independent India, however, 
in this power game, we should not overlook the basic demand – i.e., the 
right to get an education in the mother tongue.

Education in Mother Tongue

According to the 2001 Census, the literacy rate of Rajbangshis (60.1%) is 
higher than the West Bengal rate (59%). But very few Rajbangshi literates 
were educated up to the primary and middle level of school education. 
The proportion of Rajbangshi graduates and post-graduates including 
technical degree holders were also quite poor. So, for obvious reasons, 
they did not get employment opportunities. For backwardness in the edu-
cation and employment sector, they were granted ‘Scheduled Caste’ status 
in West Bengal and got entry into governmental granted ‘protective dis-
crimination’ policy. But still, their condition remains the same as found 
in different statistics. In some studies, it was proven that a large number 
of students are leaving school as they cannot cope up with the school lan-
guage – Bengali.
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As Rajbangshi is treated as a dialect of Bengali, it cannot be taught in 
school as a separate language. But as I have discussed earlier, the Rajbangshi 
language has a separate existence with its own script, grammar, and litera-
ture. So, actually, Government is violating the general rights of children to 
be taught in their mother tongue. According to the Kothari Commission 
Report (1966), the child should get an education in their mother tongue in 
their early school years. The National Curriculum Framework of NCERT 
has also emphasized mother tongue education at the early stage of school-
ing. In 1980, the Education Minister of the West Bengal Government Mr 
Partha Dey mentioned in his article ‘Prathomik store prothom bhasha’ 
(First Language in Primary Level) that learning through mother tongue 
cannot be compared with any other methods of learning. But in practice, 
West Bengal Primary Education Board has decided Bangla as the primary of 
the first languages. As mentioned in ‘The Position of Languages in School 
Curriculum’, Bangla should be the medium of instruction in West Bengal 
throughout school education. In the curriculum handbook for teachers 
published by the West Bengal Board of Primary Education, ‘Prathomik 
Shikkhar Shikkhakrom O Pathyosuchi’ (Curriculum and Syllabus for 
Primary Education), it has been mentioned that the child should learn to 
‘shift his/her home language to the ‘standard’ language’, i.e., Bangla. But 
this shifting actually led to dropouts as Ramaprasad Bandyopadhyay, a 
teacher from Murshidabad Sebamilani Primary Schools, informs that ‘if the 
students are taught in Standard Bangla, they cannot understand. Bangla is 
the second language for them and English is the third language.’ Therefore, 
a survey is needed on the language of education as 7% of the primary school 
students in West Bengal belong to various tribes.

Conclusion

Then the question is how we can solve this dilemma! One solution can 
be Srivastava’s ‘Vernacular-cum-Transfer Literacy Model’, i.e., to ‘initiate 
literacy in the language style in which illiterates have oral competence and 
then transfer it, if necessary, to the language recognized as the medium of 
instruction in the formal educational system of the region’.

According to Sandip Bandyopadhyay, ‘One solution may be the introduc-
tion of a supplementary reader written in a specific community language 
added to the standard primer’. Introducing a Bridge Reader can be a good 
solution to combat the problems of Rajbangshi school children.

Now Trinamool-led government had taken some steps to support linguis-
tic recognition. For example, a Bhasa Akademi was established in North 
Bengal University and the history of the Koch dynasty was added to the 
school curriculum. Some television channels and radio stations are broad-
casting several programmes in the Kamtapuri language. Thakur Panchanan 
Barma University was established in Cooch Bihar for more focused study 
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and research on the Kamtapuri language, culture, and history. But, all these 
are yet to get full-fledged functioning and Bengali still gets privilege in every 
sphere as an official language of the state.

Bibliography

Bandyopadhyay, Sandip (2004), Literacy and Multilingualism, Hyderabad: 
Osmaniya University, Vol. 30, p. 18.

Basistha, Nandini (March 2013), Caste Marginalization and Resistance: Case of 
Rajbanshis in North Bengal, Journal of Political Studies, Vol. 7, West Bengal: 
University of North Bengal, pp. 46–61.

Basistha, Nandini (July-September 2016), Confusing Identity, Overlapping 
Demands, & Conflict in Leadership: A Deep Probe into the Problem of Rajbanshi-
led Movements in North Bengal, Indian Journal of Public Administration, Vol. 
LXII, No. 3, pp. 666–683.

Chakraborti, Snorojit (2001), Banglar Uttorbongio Rup (Chapter), in Uttarbanga 
Kichhu Smriti Kichhu Onweshon, Kolkata: National Book Agency Pvt. Ltd., pp. 
94–111.

Chatterjee, Suniti Kumar (1974), Kirata Jana Kriti, The Indo-Mongoloids: Their 
Contribution to the History and Culture of India, Calcutta: The Asiatic Society, 
p. 60.

Chaturvedi, M.G. and Mohale, B.V. (1976), Position of Languages in School 
Curriculum in India, Delhi: NCERT.

Das, Nirmal (1984), Uttarbange Bhasa Prasange (A Collection of Investigative 
Papers on Some Socio-Linguistic Situations of North Bengal), Calcutta: Orient 
Book Company, p. 16–28.

Das, Nirmal (1997), Kamtapuri Bhasa Andolon O Itihasik Bastabata, Calcutta: 
Paschim Banga Ganatantrik Lekhak Shipi Sangha, p. 8.

Dey, Partha (1980), Prathomik store prothom bhasha, in Paschimbanga. Kolkata: 
Ministry of Information and Culture, Govt. of West Bengal, p. 619.

Emeneau, M. B. (1965), India and Historical Grammar, Annamalainagar: Annalamai 
University, pp. 30–40.

Grierson, George A. (1967), Linguistic Survey of India, Vol. 1, Part 1, Delhi: Motilal 
Banarsidass, p. 153.

Hamilton, Francis Buchanan (1971), An Account of the Kingdom of Nepal 
and of the Territories Annexed to this Dominion of the House of Gorkha, 
Bibliotheca Himalayica, Series 1, Volume 10, New Delhi: Manjusri Publishing 
House, p. 156.

Haque, Nazmul (1999), Panchgarh Jelar Itihas O Lokosanskriti, Dhaka: Bangla 
Academy, p. 205.

Kamtapuri Struggle: A Reply To Injustices (October 2004), People’s March, Voice 
of the Indian Revolution, Vol. 5, No. 10, [Online: web] URL http://www 
.peoplesmarch .com /archives /2004 /oct2k4 /Kamtapuri .htm

Klaiman, M. H. (1986), Semantic Parameters and the South Asian Linguistic Area, 
in Bh. Krishnamurti, ed., South Asian Languages: Structure, Convergence and 
Diglossia, 179-194, Delhi: Motilal Banarsidass, p. 511.

http://www.peoplesmarch.com
http://www.peoplesmarch.com


226 Nandini Basistha 

Masica, Colin P. (1991), The Indo-Aryan Languages, Cambridge: Cambridge 
University Press, p. 250.

Mukhopadhyay, Rajatsubhra (2005), A Note on the Cultural Background of 
Kamtapur Movement in North Bengal, in Das, R.K. and Basu, D. (ed.) North 
East India in Perspective, New Delhi: Akansha Publishing House, p. 260.

Piplai, Dripta (2007), Linguistic problems of the Rajbanshi School Children of 
North Bengal, M. Phil. Dissertation, New Delhi: University of Delhi, pp. 26–27.

Pratirodher Ahwan (a Bengali pamphlet) (1986), Published on Behalf of the CPI (M) 
State Committee, West Bengal, Calcutta, p. 9.

Sanyal, Charu Chandra (1965), The Rajbanshis of North Bengal, Calcutta: The 
Asiatic Society.

Voegelin, C. F. & F. M. Voegelin (1977), Classification and Index of the World's 
Languages, New York: Elsevier, p. 167.

Wilde, Christopher P. (2008), A Sketch of the Phonology and Grammar of Rajbanshi, 
dissertation, Finland: University of Helsinki, pp. 4–5.



Ladakh is a mountainous region in the northernmost extremity of the 
Indian subcontinent and is therefore on the geographical margins of the 
Indian nation because of which many of the developmental activities could 
not reach here. However, the traditional institutions had survived for centu-
ries, and the Buddhist monastery of Gompa was one of the most important 
institutes and played an important part in the daily lives of the people. One 
of the important aspects of the Buddhist monastery was its role in education 
and this chapter argues that the educational attainments of the people in the 
traditional monastic set-up was of a high degree and can be an important 
cultural resource for addressing today’s educational needs. Another problem 
that compounded the lack of developmental activities in Ladakh is also the 
connectivity and the tense situation in the borders that Ladakh shares with 
China, which is the border that Ladakh shared with Tibet in 1959, after 
which the story of the Himalayan borderland communities shifted rounda-
bout. It is this period of pre-1959 that the tribal population of Ladakh was 
part of a broader imaginary that centred in Lhasa and thus formed part of 
the Tibetan Culture area. The purpose of this chapter is to understand how 
exchanges between these regions led to innovations in education and how 
such a rich cultural resource can be marshalled once again if the monastic 
networks are revived leading to the flowering of education once again.

In 1987, the people of Ladakh were granted the status of Scheduled Tribes 
by the Union Government. This is also a period during which a generation 
of new students grows up to not have access to traditional education in 
Ladakh. On the other extreme of the Indian border in north-east India lies 
the state of Arunachal Pradesh, where one finds the Tawang region also as 
part of the Buddhist culture area. The people of Tawang do not share any 
linguistic affinity with Ladakh but became part of one fraternity not only as 
Buddhists following the Tibetan tradition of Buddhism but also as students 
in the monastic colleges of Lhasa. Monpas are the largest tribal population 
inhabiting the region of Tawang in Arunachal Pradesh (Lama,1999).

Coming to the question of education which is central to this chapter, 
in both these regions and also the other regions of Himachal Pradesh and 
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Sikkim, we find the Lamas or the monks in the Tibetan Buddhist tradition 
as a traditional Buddhist literary elite. It is also important to point out that 
unlike many of the tribes who did not fare well on the literacy index, the 
tribes of both these regions had traditionally been oriented to education 
through a very interesting system of religious institutions and cultural prac-
tices. It is unimaginable that such a culture that produced literary works in 
classical Tibetan language in the medieval period has failed to come up with 
any great work in the postcolonial period, which is proof of the inefficiency 
of the new institutions. To understand the traditional cultural significance 
of the Himalayan Buddhist educational system and to argue for more effort-
less ability between India and the Tibetan culture areas necessitate us to 
understand the history in the context of both these regions.

In a recent video made by Manish Jain (Jain,2012), the topic of discus-
sion is on the last burden of the white man which he calls education. The 
slick documentary details how in just a generation most of the critical cul-
tural specificities and patterns disappear in any society will stop education 
is squarely blamed here as having uprooted and inculcating foreign values 
in a person and in this project the example given is of Ladakh where the 
traditional literary elite is contrasted with the modern government school 
initiative. And the author is here pitching for the revival of the traditional 
school education that is centred on the monasteries and contrasting it with 
the uselessness of modern-day education.

Historical background about the borderlands of these two regions would 
help us to understand the context of the argument. The region of Ladakh and 
Tawang are specially taken as a form part of the Tibetan culture area that 
extends from Ladakh in the West to the borderlands of China in Yunnan 
and encompassing the whole of Tibet and Mongolia and parts of Russia. 
The referential point for all this was Lhasa which is the capital of Tibet 
till 1959 and also the religious centre for Tibetan Buddhists irrespective of 
the schools and the home of the great monasteries that houses more than 
7,000 monks in the vicinity of the city of Lhasa. In reality, these monasteries 
can be called monastic universities and were modelled on the great monas-
teries of the mediaeval period and continued the traditions of the Indian 
Mahaviharas like Nalanda that ceased to exist after the Turkish invasions 
of North India in the 13th century. Therefore, these monasteries of India 
were known as the mother monasteries, and the relocated monasteries in 
Tibet were known as the daughter monasteries. It took around 1,000 years 
for the monasteries to become monastic universities in India and their main 
focus was not only on the Buddhist religion but also on many other aspects 
of education including the five major and five minus objects that attracted 
students from many parts of Asia (Tulku,2000). After the collapse of the 
great monasteries in northern and eastern India like Nalanda, these tradi-
tions were now established newly in Tibet and therefore continued the edu-
cational services along with the newer innovations.
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Along with Sanskrit, Tibetan became the language of communication in 
many parts of Central Asia, and it was remarked that the classical Tibetan 
language became the Latin of Central Asia (Beyer,1992). By extension, one 
may say that the monks for the literary elite became part of this new Tibetan 
language. It is at this point that we see the desolate landscape of Ladakh 
and Arunachal Pradesh and many parts of the Tibetan culture area that are 
rugged and have benefits of trees and vegetation. The logical question arises 
as to how come these regions with a very slow surplus produce some of 
the most outstanding work in literature, religion, and philosophy and also 
support a literary elite and the functioning educational system. The answer 
is to be seen in the mediating institution of the monastery or Gompa that 
served as home to the most important institutions in these regions and not 
only as a religious institution. First, the Gompa was a primarily religious 
institution and house to the temple and performed religious functions. It 
is a custom in these regions that every boy from a family would become a 
monk, and this is usually the second son as the first son married and contin-
ued the family lineage. As the second son entered the monastery, in the next 
generation he was joined by his nephew, his own brothers’ second son, and 
this chain would go on. As such it also reduced the pressure of population 
on the scarce resources on one side and at the same time helped to further 
the cause of dharma by reproducing more and more monks and nuns and 
therefore earning good karma. Many of the monks were not highly quali-
fied and did menial jobs also at the monastery, but a large number of them 
knew how to read and write, and as they had spare time, they continue to 
learn the language that was useful not only in performing their religious 
duties but also in understanding the literature and culture. As village mon-
asteries could support only a small number of monks, they did not have the 
infrastructure for good education, and after rudimentary education, some 
of the monks travelled to the larger Gompa for education. In the larger 
Gompa, the population was more and also grossed more surplus due to 
endowments, and this Gompa also perform many other functions like the 
dissemination of art and architectural traditions that required training and, 
more importantly, astrology and astronomy and of utmost importance was 
medicine (Rajesh,2002). Thus, there is a class of monks known as medicine 
monks who worship the medicine Buddha, Sangye Menla. Philosophy was 
one of the most important subjects along with language that was taught 
in the monasteries, and it requires a high degree of concentration and also 
familiarity with abstract concepts which again required knowledge of the 
Tibetan language. Therefore, the study of classical Tibetan language course 
is a prerequisite and in the case of both medicine and philosophy, minor dif-
ferences in language could lead to a differential understanding and therefore 
calligraphy.

There was a well-defined syllabus in all the Gompa’s and the ani Gompa’s 
that were the monasteries and nunneries, respectively. Beginning with the 
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basic idea of education for the novice, advanced education would lead to 
the degree of Geshe (Tulku,2000). Many of the monks who want to have 
advanced degrees travel to Lhasa. It was here that the most famous monk 
from Ladakh, the venerable Kushok Bakula, travelled and stayed in one of 
the most important monasteries in Lhasa and gained an understanding of 
the plight of the Buddhists in Russia as there were many hostels for students 
from different parts of the Tibetan Buddhist world.

Philosophers, traditional doctors, astrologers, calligraphists, painters and 
artists, and ritual specialists were all part of the product of this traditional 
educational system, and they could easily relate to people and regions from 
all parts of the Buddhist world. Some of the important monks who travelled 
from the western Himalayas to Lhasa are outlined here below.

The monastery or the Gompa was the most important institution in this 
region and thus brought about a new subculture; in fact, this was a sub-
culture that became part of the great tradition. Employing the concept of 
great and Little tradition, we see that the local language and dialects and 
the cultural practices specific to parts of Ladakh and different parts of the 
western Himalayan regions formed the Little tradition that was localized 
(Pirie,2007). At the other end of the spectrum is the great tradition whose 
elements are the Tibetan Buddhist classical tradition written in classical 
Tibetan language. The Tibetan Buddhist religion also shared many cultural 
aspects of the Indian great tradition (Schaeffer,2005) and therefore it was 
relatively an easier task for students who stayed in the monasteries to easily 
plug into the Indian worldview and, by extension, the Indian tradition. This 
is also a necessity as most of the concepts that were part of the Buddhist 
tradition were rooted in the Indian tradition (Schaeffer, 2005). Therefore, it 
was incumbent upon the lama to have the background and understand not 
only the Indian tradition but also important aspects of Indian history and 
the Indian personalities. Among the important effects of this was the crea-
tion of a subject who was rooted in the local tradition and engaged in inter-
actions with the local people and also who could, at the same time, translate 
the problems of the same people into this great tradition and thereby find 
solutions to many issues. Among the many issues were medicine and astrol-
ogy that were in good demand. The vast body of knowledge on medicine, 
astrology, astronomy, religion, and philosophy was all part of the great tra-
dition. Therefore, these branches of knowledge were offered only in special-
ized ministries that had large endowments and were very wealthy. It is to the 
monasteries that the students flocked from the remote areas which needed 
higher education. Thus, one of the greatest achievements of the monastic 
system of education in the Tibetan context was the acculturation of students 
from remote regions characterized by a low-resource base into some of the 
most complex ideas and systems of learning that had a display of more than 
1,000 years beginning from the 6th century BC, which was the period of the 
birth of the Buddha.
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The spread of the monastery was all over the Tibetan cultural area and 
centred in Lhasa, which is the capital of Tibet during the pre-modern period 
till 1959. Lhasa was not only the political and religious centre but also the 
cultural centre of pre-modern Tibet, housing some of the important monas-
teries namely Sera, Ganden, and Drepung in the city and also the important 
monastery of Tashilunpo nearby Lhasa. All these monasteries had more 
than 5,000 monks and were monastic universities. Students came from all 
over the Tibetan cultural area and also from parts of China, and it is here 
that the students from Ladakh, parts of western Himalayas, stayed in one 
of the hostels known as khamtsens (Rajesh,2002). The gradual accultura-
tion of the tribal from Ladakh, the western Himalayas, and also from the 
eastern Himalayas to the Tibetan great tradition was through the process of 
education and also monastic culture. However, it was not sudden because 
the religious climate and culture of that particular tribal people such as 
Ladakhi, Monpa, etc. were already part of the Tibetan Buddhist worldview 
and thus the great tradition was experienced here as part of everyday life 
(Joldan, 2006).

Becoming a part of this great tradition was also the course of the loca-
tion of the Tibetan culture area in a high-altitude region that was marked 
by commonalities in material culture (Anjaria,2017). In most regions of the 
Tibetan cultural area, the land is not hospitable and thus does not have 
ideal conditions for settlement and the only crop that can grow here is the 
barley grain. In such a situation, we also find that the only animal that is 
habituated to this region with very less oxygen is the yak. Therefore, it was 
not wise to have dense settlements as there was no surplus to support such 
a large population. In such a situation, the natural growth of the popula-
tion was a great impediment to the reproduction of society and culture. 
Therefore, this practical problem was solved by the institution of the mon-
astery that served as a refuge for a large percentage of the adult popula-
tion who deliberately withdrew from the active life and did not reproduce 
and create a demographic crisis that would also have a great environmental 
impact on the fragile ecology and create competition for scarce resources. It 
was this institution that acted as a mediating institution between the society 
and a harsh ecology.

All over the Tibetan cultural area, the institution of the monastery fol-
lowed similar rules in administration and education and above all religious 
ritual, and therefore it was easy for the monks and nuns to adapt to the cur-
riculum not only because of the language but also because of the religious 
and cultural practices. This was a time-tested tradition, and by travelling to 
the larger monasteries and nunneries, the monks and nuns were only fol-
lowing the footsteps of their predecessors, that is, a monastic tradition that 
had been established hundreds of years ago. In an important book titled 
Indian Pundits in the Lands of Snow, the author Suniti Kumar Pathak talks 
of the important Indian saints like Padmasambhava, the Lotus-born, and 
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Atisa who went to Tibet. It was great learning of these spiritual men that led 
to their deification and worship in some of the monasteries in the form of 
idols. One of the informants in the remote region of Zanskar in the higher 
reaches of Ladakh talked about his uncle and aunt who were his father’s 
brother and sister, respectively, and also a monk and a nun. While there 
is a monastery in their village, the monk preferred to go to a monastery in 
Bhutan, which is more than 1,000 km away for higher studies in Buddhist 
philosophy. Therefore, the point of emphasis is that in this vast area span-
ning thousands of kilometres is more than the size of many countries, there 
was an easy circulation of the monastic tradition. Another example is 
the presence of Mongolian monks in the Himalayan region of Darjeeling 
(Lopez,2012), which was under British control, and the Mongolian monk 
was claimed as a teacher of not only Buddhist philosophy but also Tibetan 
language.

Keeping in mind the large number of communities such as the Lepchas, 
Bhutias, Monpas, and Sherdukpens, we see that there is a pull towards these 
centres and to Lhasa. Two of the important centres are Hemis in Ladakh 
and Tawang in Arunachal Pradesh. It would be worthwhile to mention here 
that today Tawang is the largest Buddhist monastery in Asia with around 
1,000 monks.

Tawang has shared a close affinity with Southern Tibet, and Tawang’s 
integration into India traces its roots to the Shimla conference in 1914. 
While the Monpas remain the dominant community that inhabit the region 
of Tibet, the Sixth Dalai Lama also belonged to the Monpa community and 
hailed from Tawang itself. In Tawang also one finds a place surrounded 
by Gompas. One also finds the mention of Siang in the poetry of the Sixth 
Dalai Lama, where the Siang valley is inhabited by the Khamba and the 
Memba tribes. Thus, the Kagyupa, Nyingmapa, and the Gelug sect of 
Tibetan Buddhism are widely influential in Tawang.

Hemis is also another important monastery in Ladakh and also the largest 
monastery in Ladakh. It has become famous for the annual festival among 
tourists as this is one of the few monasteries that celebrate the festival during 
the summer and not during the winter when the region is almost inaccessi-
ble. Preparation for the cham dance is also elaborate and involves education 
in the arts, and the message of cham is the final victory of good over evil. 
This aspect of art education is also an art of the tradition of living in a world 
of rich visual imagery in the form of iconography and painting.
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