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CHAPTER–1 

INTRODUCTION 

 

Introduction 

In contemporary India, knowledge and skills play a crucial role which is broadly 

driven out from formal education which is considered to be a significant tool of 

development, both social and economic (Wankhede 2013:182). Education is 

instrumental to define and mapping out aims and objectives of an individual. It has 

also the potential of creating awareness about difficulties and that may hinder the path 

of development of an individual. Such awareness in a better way helped the deprived 

groups to go in search for alternative solutions to their problems for improving their 

situation and move upwards themselves in cultural and social hierarchy. As if, it 

reduces social inequalities, income distribution and enhances political assertion too. 

Therefore, it is necessary and imperative to get education to everyone. With this 

regard, the government of India (GoI) introduced educational agenda. In this context, 

Kumar (2006) writes that the educational agenda incorporates the idea of national 

unity and integration with a strong attempt to merge the distinctiveness of a varied 

social structure, region, ethnicity etc. into the whole nation within the framework of 

modernity (ibid: 20). Education is perceived as a right and not a privilege since the 

backwardness or humiliation of any group is not due to inherent failings in it, but 

mainly the lack of opportunities and of being subject for a long period by others.  

A significant twist in the history of education took place when the Education 

Commission was setup, also popular as Kothari Commission (1964-66). The Kothari 

Commission proposed for a common school system based neighbourhood schooling. 

Subsequently, a resolution on National Policy of Education (NPE) was passed in 1968 

with reaffirmation of common school system (Kumar 2006:22). NPE (1986) restated 

the issues of equality of educational opportunity, and free and compulsory education 

for all children up to 14 years which was clearly mentioned in the Constitution of 

India. NPE (1986) also laid emphasis on the improvement of teachers‟ status by 

increasing remuneration and enrichment of other service conditions along with teacher 

education, the development of regional languages and their use as media of education; 
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equalisation of opportunities for education through a common school system; with 

prominence on the education of girls, Schedule Caste/Schedule Tribe (SC/ST) children 

along with physically and mentally challenged children. This policy was introduced 

with base of Directive Principles of the Indian Constitution (Sharma and 

Ramachandran 2009:4). Though, NPE (1986) had prioritised science and technology 

in their scheme of education but the need of the hour was equality of the opportunity 

in the education system. The very NPE included non-formal education (NFE) and 

legitimated it parallel, a layer below the formal school, as part of a policy document in 

a major way for the first time. The essential characteristics of NFE are organizational 

flexibility, relevance of curriculum, diversity in learning activities to relate them to 

learners‟ needs, and decentralization of management. The NPE (1986) in fact began a 

significant trend of proposing new methods of increasing enrolment without trying to 

delve into the reasons why children why children from particular sections of the 

population remained outside schools. Now, we see how NFE is flourishing and is 

being used by the State to shed its responsibility of providing equitable and quality 

education to all children up to the age of 14 years (Sadgopal 2006:98). 

Therefore, the changes in NPE (1986) were demanded and after six years the policy 

gets revised. In revised NPE of (1992) there was a clear-cut indication that equal 

access to educational opportunities was also on the state‟s agenda of education such 

as, universal access and enrolment, universal retention of children up-to 14 years of 

age and significant improvement in the quality of education to enable all children to 

achieve essential levels of learning (Kumar 2006:22, Jha et. al 2008: 54).  

Elementary education is the crucial stage of education which provides an individual 

pathway to develop livelihood, occupation and social mobility. In 1990s, the matter of 

making the right to free and compulsory education a fundamental right and universal 

and to implement it through legal procedures became one of the major issues in the 

debate of elementary education. In 2000, the then government decided to merge all 

elementary educational projects into an umbrella programme called Sarva Siksha 

Abhiyan (SSA). In 2002 the fundamental right to education was passed by the Indian 

Parliament as the 86
th

 Amendment guarantees free and compulsory education as a 

fundamental right to all children in the age group of 6-14 years (Kumar 2006:37 and 

Jha. et. al. 2008:24). The education policy took a radical shift from the very word 
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education to literacy. Although, in 1988 the National Literacy Mission was started, 

during post 1990s the huge domination of the literacy paradigm was to „educate‟ 

through short term mechanisms (Kumar 2006:32). It was also the liberalisation of the 

economy during 1990s and Jomtein Conference in 1990 which created international 

pressure to make elementary education universal increased (Sharma and 

Ramachandran 2009:6 and Dhagamwar 2006:58). In 1990s, at the Jomtein Conference 

in Thailand, organised by UNESCO, UNICEF, UNDP, and the World Bank, 157 

governments including India agreed to the World Declaration on Education for All 

(EFA) that signalled their commitment to achieve EFA by 2000. EFA was laid out as 

comprising universal access to education services “of quality”, equity with regard to 

removing disparities “in access to learning opportunities” for certain groups, such as 

girls, women, “the underserved” and disabled; and learning acquisition and outcome in 

“useful knowledge, reasoning ability, skills and values”. The acquisition of learning in 

a range of different settings was not acknowledged, but emphasis was placed on 

primary education for children of appropriate age. By 2000, the goals set in 1990 had 

not yet been realised. Therefore, the further meeting at the World Education Forum in 

Dakar in 2000 led to governments and NGOs from 164 countries agreeing to a 

program of Action to implement the Jomtein Declaration. At the Millennium summit 

of the UN, two Millennium Developments Goals (MDGs) were set in education; 

gender equity in education by 2005 and education for all (EFA) by 2015 (Unterhalter 

and Brighouse 2007:67-68).  In order to achieve this goal (free education for all) 

almost all the major states had mandated primary schooling.  

The real reason for the Right to Education (RTE) Act was to hide the massive failure 

of successive governments to keep the promises made in the Constitution. The right to 

education was already enshrined in Article 45 of Part IV of the Constitution as a 

Directive Principle of State Policy. Much against the wishes of Babasaheb Ambedkar 

the Constituent Assembly had denied it a place in Part III as a Fundamental Right. 

However, except for its lack of justice ability, this was the only Article among the 

Directive Principles that had a specific time frame of 10 years for its fulfilment from 

the commencement of the Constitution. Successive governments have been guilty of 

failing to keep this promise. The wake-up call came in 1993 with the Supreme Court 

judgment in the case of Unnikrishnan vs State of Andhra Pradesh. In this almost 

revolutionary interpretation, the Court stated that Article 45 in Part IV of the 
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Constitution must be read in "harmonious construction" with Article 21 (Right to Life) 

in Part III since the Right to Life is meaningless if it is without access to knowledge. 

Thus, the Supreme Court in 1993 accorded the status of Fundamental Right to "free 

and compulsory education" for all children up to 14 years of age (including the 

children below six years). The delivery of this verdict forced the then Congress 

government of the time to figure out ways and means of putting it into practice. 

Finally, in December 2002, the 86th amendment to the Constitution was passed with 

the Bharatiya Janata Party-led National Democratic Alliance government inserting a 

new Article 21A. It took another eight years after the 86th amendment and 17 years 

from the passing of the Unnikrishnan judgment before the RTE Act was passed 

(Teltumbde 2012: 10).  

The 86th Amendment to the Constitution, the Right to Education (RTE) Act 2009 

received presidential assent on 26 August 2009, taking forward the agenda of free and 

universal elementary education. It incorporates the idea that “every child of the age of 

six to 14 years shall have a right to free and compulsory education in a neighbourhood 

school till completion of elementary education” (Jha and Parvati 2010:20-21). 

Though, RTE Act 2009 was introduced to make the atmosphere to avail education to 

all in equitable manner. However, Ramachandran writes that provisioning is not the 

whole thing which ensures education it also need financial sums as well as academic 

resources to create good quality schools accessible to all children. She also writes that 

it is the poor and marginalised who will bear the brunt of this neglect since these are 

the children who are mostly enrolled in government schools (Ramachandran 

2009:155) Though, the state‟s agenda was made to provide free and compulsory 

education to all but why it is not achieved yet? Is it only the total magnitude of 

financial resources provided by the government for education continued to be far 

below the often repeated level of six percent of nation income in the 1990s and even 

later as argued by Jha. et.al (2008).  Here, can we think of inequality or social 

exclusion? 

Therefore, by taking clue from Sharma and Ramachandran, Jha, et. al., and Kumar 

also placing the gaze on Indian social structure, it is apparently visible that social 

order of the Indian society is based on caste and religion division with many other 

interlocking social axis like rural-urban, regional etc. By using the term “all”, social 
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stratification was sought to be discounted as a determinant of educational status and 

elementary education access. Sheshadri (2015) writes in this context that the 

education system cannot be seen in isolation from the social context (ibid:8). So, caste 

differences too affect educational status of the people as well as affect the 

provisioning of education. However, those who have studied education system 

whether it is elementary or higher have continued their focus to class structure and 

subsumed caste within class. Against this backdrop, caste scholars brought new 

dimensions on education system. For instance, Jha and Jhingran (2005) writes that 

education demands a long term commitment and it is not an easy choice for poor 

(Scheduled Caste) families living in constant insecurity to send their children to 

school uninterruptedly for several years (ibid:16). They are mostly enrolled in 

government schools where they face unequal educational opportunities as well as 

poor quality education as a result of the discriminatory social practices of caste 

system in government schools (Jha and Jhingran 2005:18 and Shah et.al 2012:47). 

Similarly, Wankhede (2013), Kumar (2006) and Nambissan (1996) write that inequity 

in education reflects sharply the structural inequalities of social system and its 

structure which clearly indicates that the overall participation of scheduled caste has 

lagged behind significantly in comparison to others.  

If caste inequality persists, it has debilitating effects on Scheduled Caste as whole, in 

such a scenario then SC children are far more vulnerable because they face multiple 

interlocking forms of violence. As phrased by Jodhka (2017) in modern India, with 

the expansion of democracy and rapidly changing economic orders and educational 

systems, the idea of caste should have lost its appeal and value. But it has not. On the 

contrary, the public presence of caste today is, in many ways far more pronounced 

than it was five or six decades back when the when the stranglehold of traditional 

social order was much stronger (ibid:10). Similarly, Nagla (2014) writes in more form 

that Caste could be regarded as the single most structural element of the Indian 

society whose dynamic processes in the form of discrimination tend to be 

overwhelming; each caste is placed at a position in the hierarchy of caste. One cannot 

change one‟s caste status though the position of caste may undergo some changes 

over a period of time. Each caste is an exclusive cultural group and has distinctly 

marked boundaries in relation to other castes. In India, exclusion revolves around the 
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societal interrelations and institutions that discriminate, isolate and deprive Scheduled 

Castes on the basis their identities (ibid:45).  

For instance, the literacy rate for SCs in 2011 was similarly below the national 

average, at 66.1 per cent. In 2012–13, the drop in enrolment of SC children from the 

primary (classes I–V) to upper primary (classes V–VII) level was 54.4 per cent, 

compared to an overall dropout rate of 51.8 per cent. Accompanying such trends of 

lower participation in school education among SC children are lower educational 

achievements. Dropout from the elementary schools  really create hurdle in the 

development (social and economic) of Scheduled Caste children, reasons could be 

vary according to individual‟s circumstances and the region also but mainly due to 

discrimination among children subsumed by lack of economic resources.  Scheduled 

Caste children face triple burdens of being first generation learner, caste 

discrimination/socially discriminated against or can say excluded, and economically 

backward.  

This study is located in the context of other researches which shows disrupted 

elementary schooling is the most important factor of further educational 

disadvantages among Scheduled Caste children. Conceptualisation of elementary 

education system in India that exists among studies is limited by a dichotomy that 

frames the issue of elementary education system either in terms of insufficient 

funding, relational asymmetry in terms of poor quality of education and poor attitudes 

of parents in sending their children to schools also class analysis. However, there are 

few studies by Nambissan (2013), Sharma and Ramachandran (2009), Jha.et. al. 

(2008) and Kumar (2006) which have moved beyond the paradigm of political 

economy and economist perspective and have critically looked at education system by 

integrating a plural perspective. In line with them this study seeks to explore the issue 

of caste and thus attempts to narrate scheduled caste children different experience 

which on one hand is critical of public education system that homogenises children by 

underscoring their diverse needs. On the other hand, it incorporates some of the 

critical questions – provision of resources – raised by politico-economy scholars. 

Statement of the Problem 

Caste plays a crucial role in one‟s life to achieve basic amenities for the purpose of 

their livelihood. In that sense it is possible to say that education cannot be placed at 

far from the institution of caste. The history of caste is prevalent many sociological 
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works. In line with this, Dirks (2001) argues that caste was widely recognized by the 

colonial regime „as a local form civil society, which was responsible for India 

political weakness and symptom of overdevelopment of its religious preoccupations. 

He further claims that by 1885 there was general recognition that caste was the 

foundational fact of Indian society, fundamental both to idea of Hinduism and to the 

Indian subcontinent (ibid:10). Similary Dumont (1980) writes that the core element of 

the caste system is hierarchy based on the concept of purity and pollution (ibid:92). In 

the context caste Srinivas (1976) writes that mobility is possible in caste (ibid:175), 

elsewhere he also writes that it was difficult an “untouchable” caste to resort to group 

mobility through the concept of Sanskritization (the process by which a “low” Hindu 

caste  or other group changes its customs, rituals, ideology and way of life in the 

direction of a high and frequently “twice born” caste).  

The position of Scheduled Caste communities as „untouchables‟ in the caste structure 

was the most important factor that historically led to their exclusion from knowledge 

and education in traditional Hindu society. Instead of various Constitutional 

provisions, policies and programmes and Act educational status of SCs tend to be 

low.  It is so because the prevalent exclusion in the society with regard to identity. As 

Thorat and Newman (2007) write that exclusion in Indian society revolves around the 

institutions that discriminate, isolate, shame and deprive subordinate groups through 

its ascribed nature on the basis of identities like caste, religion and gender (4121). 

Similarly, Kumar (2014) writes that Indian society, along with most of the aforesaid 

factors, exclusion exists on the basis of caste as well. He also writes that scheduled 

castes are also deprived of every right to free interaction, occupation and education 

(ibid:62). 

This study is based in Uttar Pradesh, which has a huge number of Scheduled Caste 

population. It constitutes 21.1 percent of the total state‟s population (Census of India 

2001). Shrawasti is the district has also a significant population (16.94 percent) of 

Scheduled Caste (District Census Handbook Shrawasti 2011:15).The overall literacy 

rate of Shrawasti district is 46.74 percent (males - 57.16 percent and females - 34.78 

percent), which is lowest in the state. However, average literacy rate of Uttar Pradesh 

is 67.7 percent respectively. In case of Scheduled Caste literacy in Shrawasti it is 40.9 

percent, whereas the total SC literacy in the state is 60.9 percent. The lowest literacy 

rate in the district as compared to the state level necessitated to conduct research in 



Chapter-1                                                                                                 Introduction 

8  

the Shrawasti district. This study attempts to analyse the status of Scheduled Caste 

children in government schools, in terms of accessibility, participation and sort of 

relationship amongst peer groups and with teaching staffs also, through the 

perspective of social exclusion broadly derived from Thorat‟s ideas of social 

exclusion. The study is based on the descriptive research design, which is used to 

understand social exclusion and the educational status of Scheduled Caste children, 

access to government school infrastructure, and participation in the everyday school 

life in Shrawasti district of Uttar Pradesh. Therefore, it is also significant to outline 

the causes and factors, which are the basis of discrimination and social exclusion that 

occur not only in provisioning of elementary education but throughout the education 

process with scheduled caste children. Thus, it is obvious to understand the 

connection between caste and social exclusion influencing one‟s education.  

Objectives of the Study 

1. To analyse and understand the socio-economic background of Scheduled 

Caste children and their educational status. 

2. To find-out the access to school facilities by Scheduled Caste children. 

3. To explore participation of Scheduled Caste children in various kinds of 

activities in the schools. 

4. To understand the kind of relation Schedule Caste children have with teacher 

and peer groups. 

5. To identify the provisions of Right to Education Act– 2009 and its 

implementation for inclusive kind of elementary education for Scheduled 

Caste children. 

Research Methodology and Sampling  

This research is descriptive in nature as it used to understand the process of Social 

exclusion faced by Scheduled Caste children in elementary schools in Shrawasti.  

Through this study, an attempt has been done to find out the reasons behind the 

discrimination among Scheduled Caste children in government schools. The 

information has been collected through both primary and secondary method of data 

collection. Primary sources used are: (a) Interview Scheduled, (b) Observation and (c) 
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Case studies. The secondary sources included various journals, Census of India 

reports, Yearly socio-economic report of the district, books and scholarly articles 

regarding social exclusion in elementary education etc. 

Selection of District and Block 

The district Shrawasti is one of the new districts of Uttar Pradesh, carved out from the 

district Bahraich in 1997. Shrawasti district is the one of the backward district situated 

in the north-eastern region of Uttar Pradesh, near the West Rapti River. Shrawasti is 

selected by Ministry of Panchayati Raj for the backward region grant fund programme 

in 2009. The district has mainly five developmental blocks such as, Jamunaha, 

Hariharpur Rani, Sirsiya, Gilaula and Ekona. The district is rural dominant as, it has 

96.64 percent of rural household (District Census Handbook Shrawasti 2011: 15). The 

Hariharpur Rani block has lowest literacy rate 42.16 among four other blocks, which 

is lowest in comparison to overall Shrawasti (46.74 percent) literacy rate. The process 

of selection of the block is on the basis literacy rate. However, there was no proper 

heading indicating literacy rate accordingly blocks. The overall literacy rate of the 

total blocks (district) provides an insight to go further. The block wise literacy rate is 

generated manually by dividing total number of literate (above 6 years of age) with 

total population of the block.  

Selection of Village 

This study was conducted in fifteen village sites of Hariharpur Rani Block of 

Shrawasti district. These villages have been selected on the basis a large number 

Scheduled Caste population followed by upper castes (Brahmins) and Other 

Backward Castes (OBCs). The study has been conducted in the village premises out 

of the school boundaries since the children shall unable to freely express their views 

and interact in schools during school hours.  

After selecting fifteen villages a list of Scheduled Caste government school going 

children in the age group 6-14 years is prepared for each villages. Thereafter 20 

children are selected systematically from each village including their parents along 

with school functionaries such as teachers, cooks at school midday meals, School 

Management Committee (SMC) members.  

 These interviews have been conducted through a list of questions (open and closed 

ended).  
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Chapter Scheme 

This study is divided into six chapters. Chapter one portrays the background of the 

study; it includes the conceptual framework of the study, and discusses the 

methodological framework of the study. 

Second chapter deals with the analysis of existing literature on social exclusion and 

elementary education with regard to caste discrimination. This chapter maps the 

scope/space of social exclusion offers for politics of availing education in the line of 

anti-caste struggle. This chapter further discusses Social Exclusion in the European 

and Indian context with a special reference to Uttar Pradesh and the study area. This 

chapter also examines how social exclusion takes place in   elementary education and 

its impact on educational and social conditions of Scheduled Caste children in India. 

Third chapter traces the socio-economic and educational background of Shrawasti 

district of Uttar Pradesh, in order to highlight the educational status of the Scheduled 

Caste household. This chapter is organised into three sections where the first section 

provides a snapshot of demographic, economic and administrative order. Second 

section focuses on educational status of Uttar Pradesh and third section particularly 

deals with socio-economic condition of Scheduled Caste in Shrawasti. 

Chapter four delineates the process of social exclusion on Scheduled Caste children in 

elementary education in schools of Shrawasti, Uttar Pradesh. The chapter is based 

three sections: issues of “Access” to infrastructural facilities in school, “Participation” 

in the school day to day activities and the “relations” of Scheduled Caste children 

with their teachers and peer group. This chapter also brings the difference of 

subjectivity by Scheduled Caste children in relation to availing elementary education. 

This chapter basically highlights the level of discrimination/social exclusion in 

accessing education and participation faced by scheduled caste children in different 

spheres of elementary schools.  

Chapter five discusses the introduction of Right to Education Act and educational 

status of Scheduled Caste children. It explores the backdrops of implementation of 

RTE Act (2009) and Schedule Caste children‟s educational status in Shrawasti 

district. 

Chapter six summarises and discusses the main arguments of the study to ultimately 

produce related suggestions. 
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CHAPTER-2 

SOCIAL EXCLUSION AND ELEMENTARY EDUCATION 

 

Introduction 

This chapter discusses Social Exclusion in the European and in Indian context with a 

special reference to Uttar Pradesh and the study area.  In European context the 

concept was adopted by policy makers to solve the conflicting national problems like 

poverty, beggary, unemployment etc. It was also a helpful policy concept for 

integration of various philosophical conceptions like equality, justice and 

emancipation on the primary purpose of the welfare state into a single European 

social model. This chapter also examines how social exclusion takes place in   

elementary education and its impact on educational and social conditions of 

Scheduled Caste children in India. 

Social Exclusion and its origin  

Social Exclusion is a term that is frequently used by policy makers in European Union 

countries. The idea of social exclusion is derived from French social and economic 

policy debates on the central importance of solidarity, integration, and inclusion as a 

guiding principal for their social security system. The outbursts use of term 

„exclusion‟ in academics has come to hold a significant place in a political discourse 

of all governments in the European Union and in the European Commission itself. 

The term was emerged in Europe to address the large scale unemployment that 

provoked criticisms of welfare systems for failing to prevent poverty and for 

hindering economic development. The  term social exclusion was first used by Rene 

Lenoir in 1974, in his book Les Exclus: Un Francais sur dix, as a means of referring 

to people who had been failed by existing state and social network such as the poor, 

disabled poor, suicidal people, abused children, drug addicts etc. He cited various 

categories of people who constituted about 10 percent of the French population (De 

Haan 1998: 25, Silver 1994: 532).   

The term gained popularity in France during 1980s, the period of economic crisis and 

restructuring, the crisis of the welfare state, and various social and political crisis. The 
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term exclusion was used to refer to various types of social disadvantage, related to the 

new social problems that cause unemployment, ghettoisation and fundamental 

changes in family life. Old welfare state provisions of France were incapable of 

dealing with these problems, and new social policies were developed. The popularity 

of the new term was partly the result of unpopularity of the (British) concept of 

„poverty‟ in France . This was discredited because of its association with Christian 

charity, the ancient regime, and utilitarian liberalism. The French Republicans have 

rejected both liberal individualism and socialism in favour of the idea of „solidarity‟, 

and the welfare state was justified as a means of furthering social integration. 

Correspondingly, Social Exclusion was defined as a rupture of the social fabric, and 

attributed to a failure of the state. 

The concept has since gained popularity in other countries also. The former French 

president of the European Commission, Jacques Delors, promoted this concept in the 

beginning of 1990s and he recommended changing the terminology in the anti-

poverty programmes. While „poverty‟ was a central concern in the first programme 

and in the third programme this had become „Social Exclusion‟. The main thrust on 

the concept of Social Exclusion in the region of its origin has been for poverty 

alleviation. With multi-dimensional approach towards   addressing unemployment, 

low income, poor jobs, homelessness, poor health, low qualifications and leaving 

school early, gender inequalities, discrimination and racism, handicaps, old age, 

divorce, drug abuse and alcoholism and to be living in a deprived socio-economic 

area.  The International Labour Organisation (ILO) played a major role in 

popularizing the said concept. The concept of social exclusion basically refers to the 

„process through which individual or group are wholly or partially excluded from the 

mainstream/full participation in the society in which they live.‟ It is opposite of social 

integration. 

European Context of Exclusion  

The history of European Union policy initiative on social exclusion is inextricably 

entwined with European Union anti-poverty policies. Council of Europe adopted 

entwined European Union antipoverty policies in 1961. In 1961, the council of 

Europe adopted a social charter which provided a European dimension to the 

provisions in the United Nations. The concept of Social Exclusion primarily used, it 
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focuses to various forms of deprivation, for instance the deprivation of employment, 

income and power. Secondly, it highlights the process and mechanises, the actors and 

institutions that causes deprivation. As Silver (2007) writes that, „Social Exclusion is 

usually defined as a dynamic process of progressive multidimensional rupturing of the 

„social bond‟ at the individual and collective level. By social bond she refers to social 

relations, institutions, imagined identities of belonging constituting social cohesion, 

integration, or solidarity (ibid:1).‟ Whereas, Byrne (1999) defines social exclusion as 

a necessary and inherent characteristic of unequal post-industrial capitalism founded 

around a flexible labour market (ibid:128). Similarly, Kabeer (2000) “Economic 

conceptualisation of injustice deals with the exploitation, marginalisation (exclusion 

from the means of livelihood or confinement to poorly paid, undesirable forms of 

work) and deprivation (being denied an adequate standard of living), and the cultural 

form of injustice streaming from social patterns of representation, interpretation and 

communication. Many time there is no clear cut difference between the economic and 

cultural forms of disadvantage as they tend to be interrelated and overlap each other 

(ibid 2000:86). For example gender, ethnicity and caste are some structural elements 

which structures where the economic disadvantages intersect with cultural 

disadvantages.  

In simpler words, Social Exclusion prohibits full participation in the normatively 

prescribed activities in a society and it refrain access to information, resources. 

Sociability, recognition and identity, demolishes self-respect and reducing capabilities 

to achieve personal goals. It could be also understood as the opposite of social 

integration, of being included. In order to understand the meaning of Social Exclusion 

Silver identifies three dominant paradigms: Solidarity, Specialization and Monopoly, 

inflecting different theoretical perspectives (Littlewood and Herkommer 2017:4).  

The First paradigm, the solidarity ;, in this paradigm “social” order is conceived as 

external, moral and normative, rather than grounded in individual, group, class or 

class interests. Integration is attained by assimilation into the dominant culture or in 

more contemporary contexts, the mutual adaptation of dominant and minority cultures 

to each other. Exclusion on the other hand is „inherent in the solidarity of nation, race, 

ethnicity, locality, and other cultural or primordial ties that delimit boundaries 

between groups. Secondly, the specialization paradigm is a social order made-up of 
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„networks of voluntary exchanges between competing individuals with their own 

interests and motivation‟ and the consequent separation of social sphere. „Specialised 

social structures are comprised of separate, competing, but not necessarily unequal 

sphere, which leads to exchange inter-dependence between them. Social groups are 

voluntary constituted by their members, and shifting alliances between them reflects 

their various interests and wishes‟. Exclusion as consequence „results from an 

inadequate separation of social spheres, from the application of rules in appropriate to 

a given sphere or from barriers to free movement and exchange between spheres‟. 

Due to the separation of social spheres, there is a multiplicity of causes and forms of 

social exclusion, related fundamentally to individual choice and initiative, or the lack 

of them. In terms of economic strategy, emphasis is placed on the acquisition of skills 

and on work incentives and disincentives. Lastly, the Monopoly paradigm- rests on a 

very set of axioms, with the social order being essentially coercive and imposed 

downwards through a set hierarchical power relations. According to this paradigm 

„exclusion arises from the interplay of class, status and political power and serves the 

interests of the included‟ social entities delimited by class, status and political power 

enjoy a monopoly of scarce resources which gives them a shared interests and which 

they seek to preserve through processes of social closure, whereby others are kept out 

against their will.   

This emphasis on paradigms is helpful in stressing that social exclusion is (or should 

be) a theoretical concept, a lens through which people look at reality, and not reality 

itself. For conceptualisation of social exclusion, Silver (1994), proposed three 

paradigms each grounded in a different conception of integration and citizenship. 

Though, these manifestations of the phenomenon of exclusion have led to new social 

policy approaches in France.   

Moreover, the concept of social exclusion has two most important central 

characteristics. Firstly, Social Exclusion is an inherently dynamic process through 

which individuals or groups are wholly are partially excluded from full participation 

from the society within which they live. Secondly, it is a multidimensional concept in 

terms of exclusion from livelihood, earnings, property, education and the welfare state 

etc. But the concept focuses on the multidimensionality of the deprivation, on the fact 

that people are often deprived of different things at the same time. It refers to 
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exclusion (deprivation) in the economic and social aspect. But the economic 

dimensions need not refer only to monetary poverty or insufficient income rather 

exclusion from land, credit, food and other consumption goods along with labour 

market. So, the perspective easily incorporates regional, gender, ethnic/cultural 

variation and usually takes notice of the cultural settings (Silver 2007:2). It implies a 

focus on the social relations and the process that cause deprivation. The most 

important thing is exclusion happens at each levels of society and it is something that 

is done by some people to other (Byrne 1999: 1). Social exclusion has not only been 

understood as only a result or consequence of the societal changes in the Europe 

moreover, it is a process at all.  

Understanding Social Exclusion and Poverty in Europe 

In this section, there is an attempt to understand the relationship between Social 

Exclusion and poverty in Europe. In spite of commonalities the concept of Social 

Exclusion is usually contrast to the concept of Poverty. In some dimensions it 

encompasses but transcends poverty. In the evolution of the concept of European 

Union, the conceptualisation of the social exclusion grew out of the „third Poverty 

Programme‟. To elaborate this, in Britain,  poverty has been a central concept at least 

since the Poor Law. Since Hume and Smith, and in reaction to mercantilist thought in 

which poverty was seen as necessary for national development, economic growth has 

been seen as the remedy for poverty. An individualistic approach has been central: the 

market consists of free individuals entering voluntarily into contracts, and poverty is 

therefore an individual problem. The concept of „basic needs‟, deriving from 

Rowntree‟s work is based on an individualistic theoretical approach to society. Basic 

needs are defined as a minimum consumption basket, which can include water and 

healthcare, and the poor as those who cannot afford this. The approach is different 

from the eighteenth century economists‟ concern in that it is welfare-ist, but it is 

similar in that it focuses on the individual and on individual utility. 

As in the basic needs approach, the analytical focus of poverty assessments in 

developing countries using absolute poverty lines is at the individual or household 

level. This is clearly distinct from a French social exclusion approach, with its focus 

on society, and the individual‟s ties to society. Lack of basic necessities is the focal 

point of analysis, rather than the processes that lead to exclusion from access. Poverty 
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analyses do not only count the poor, but study the „correlates‟ of poverty: 

characteristics such as education, labour market status, gender and location, that are 

correlated with poverty status. This brings closer to a notion of social exclusion, 

though an essential difference remains in terms of the central unit of analysis.  

The notion of „relative deprivation‟ is more closely related to a concept of social 

exclusion, and it is often noted that rising inequality in various countries has 

contributed to the popularity of the notion of social exclusion. Townsend emphasises 

the concept of relative deprivation, in which the poverty line is set not as an absolute 

minimum but is dependent on the country‟s wealth. This is now common in European 

poverty debates, where the poverty line is set at a level of, for example, half of the 

average national income. Notions of vulnerability are closer to the concept of social 

exclusion. A concept of vulnerability focuses on the variety of dimensions of 

deprivation, and is clearly a more relational approach to deprivation than the focus on 

measurement of income or consumption poverty (De Haan 1998: 36).  

Amartya Sen’s capability approach to exclusion: 

The concept of the Social Exclusion would be  partial until Amartya Sen‟s 

contribution towards it is being incorporated. Sen made a consensus over the 

conceptualisation of Social Exclusion in terms of capability and thus relational roots 

of deprivation. It is clear that Social Exclusion has conceptual connections with well-

established notions in the literature on poverty and deprivation. The Capability 

perspective on poverty is inescapably multidimensional, since there are distinct 

capabilities and effectuation that we have reason to value. As Sen (2000) writes that 

of being excluded from social relations can lead to other deprivations as well, thus 

further limiting our living opportunities (ibid:5). For instance, being excluded from 

the opportunity to be employed or to receive credit may lead to economic 

impoverishment that may, in turn, lead to other deprivations (such as 

undernourishment or homelessness).  

Sen (2000) propagated the idea that social exclusion can, thus, be constitutively a part 

of capability deprivation as well as instrumentally a cause of diverse capability 

failures. The case for seeing social exclusion as an approach to poverty is easy enough 

to establish within the general perspective of poverty as capability failure (ibid:5).  
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The idea of social exclusion lies in emphasizing the role of relational features in the 

deprivation of capability and thus in the experience of poverty. Many types of 

exclusionary issues have been integral parts of the development literature for a long 

time. The issues covered have included deprivations of constitutive importance 

(whether or not placed in the framework of capability failure), but also instrumentally 

crucial deprivations. With relational deprivations that are not constitutively 

significant, it is necessary to see whether any process that can be helpfully called 

“exclusion” is playing a significant part in causally generating other deprivations that 

may be ultimately important. This leads to a typology of causation that can be 

sensibly and fruitfully used to supplement the analysis of traditionally recognized 

deprivations (Sen 2000:8) 

He further writes that the relational nature of these capabilities links the two concepts-

capability failure and social exclusion. The constitutive social exclusion is being 

excluded from social/community life whereas instrumental social exclusion is denial 

of access through causal linkages. As Sen (2000) writes that social exclusion can be 

constitutively a part of capability deprivation as well as instrumentally a cause of 

diverse capability failure (ibid:5). Another potentially useful distinction of social 

exclusion made by Sen (2000) is that between active and passive exclusion. An active 

exclusion can bring about other exclusionary consequences that were not part of the 

plan of exclusion but nevertheless are results of the directly aimed exclusion, even 

though they may not have been clearly anticipated (or not at all foreseen). Secondly, 

when, however, the deprivation comes about through social processes in which there 

is no deliberate attempt to exclude, the exclusion can be seen as a passive kind. 

(ibid:14). In terms of capability deprivation it is the mainstream processes and 

institutions that are responsible for it.  

Finally, As De Haan (1998) writes that the mapping of various dimensions of social 

exclusion is important, but the understanding of the social relations that determine 

deprivation requires an understanding of the processes that include some groups and 

exclude others. These processes are as much of an economic and political as cultural 

nature, requiring the interpretation of material and of the formal aspects of deprivation 

as much as of identity and ideology (ibid:37). Bhalla and Lapeyre (2004) write that 

the concept of social exclusion may be superior to that of poverty in two manners. 
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Firstly, it focuses on the multidimensional (not only economic) character of 

deprivation and can thus provide an insight into the cumulative factors that keep 

people deprived. Secondly, the concept enables the analysis of deprivation as a result 

of dynamic causal factor. Therefore, he states that social exclusion is a new approach 

through which one can analyse the social issues (ibid:16).  The language of social 

exclusion recognises marginalising, silencing, rejecting, isolating, segregating and 

disenfranchising as the machinery of exclusion and its processes of operation (Taket 

et.al 2009:1). Indeed, the idea of social exclusion has various meanings in the 

contemporary world. 

Social Exclusion and School Education in Europe 

As social exclusion in terms of evolution, characteristics and issues has been 

discussed earlier, so, school education with regard to exclusion shall be discussed in 

this section. European society is highly graded one, in terms of economy, race and 

gender etc. So it is also obvious that there is also sort of social exclusion is prevalent 

in that.  As Klasen (1998) writes that education is one of the most important factors 

which affect the development of children. It has great intrinsic significance as access 

to education is an important right (see Article 28 of the Convention), and being 

educated is an important and very valuable capability. In addition, getting educated is 

an important participatory process for children and equal access for all to this process 

allows participation in, and respect by society. In fact, many of the early calls for 

mass education in the 18th and 19th centuries viewed the inclusionary nature of the 

education process, and the fostering of citizenship through education as more 

important than the skills one may acquire through education (ibid: 9). 

He also writes that, conversely, education can be a source of exclusion for children 

and thus carry with it the intrinsic problems this involves. This is particularly the case 

if, for some children, it fails to meet the standard called for in the Convention of the 

Rights of Children of „development of the child‟s personality, talents, and mental and 

physical abilities to their fullest potential.‟ It can also be exclusionary if the process of 

education fails to promote equal participation and access. In addition, educational 

policies can (instrumentally) promote (or fail to stem) social exclusion as adults. This 

can happen through educational policies that promote social exclusion among children 

which then translates to social exclusion as adults, or policies that are not necessarily 
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exclusionary but fail to prepare some disadvantaged children adequately to be well-

integrated in the economic and social life of adult society. Social exclusion among 

children is, in a first instance, linked to social exclusion and economic opportunities 

among the family or household the children grow up in. There is a large literature now 

on the intergenerational transmission of poverty, and much of the literature on an 

„underclass‟ links poverty and exclusion among children to the economic and social 

situation of parents (e.g. Wilson 1987; Hills 1998, Machin 1998; Mincy 1994). 

The United Nations Development Programmes (UNDP) has attempted to 

conceptualise the concept of social exclusion across the developed and developing 

world. This concept is multidimensional and is useful in understanding disadvantage 

perpetuated through various systematic attributes which historically exist in the Indian 

society. 

Social Exclusion in Indian Context 

Social exclusion in India is deeply embedded in the caste structure which orients 

relationship between different communities and recreates institutions that reproduce 

exclusion, discrimination, isolation, and deprivation among specific groups on the 

basis of their caste status. 

Historically, Scheduled Caste has been deprived and marginalized community, facing 

many forms of exclusion. They were considered as untouchables because of their low 

status in society and they were isolated and marginalized in myriad ways. The term 

Scheduled Caste is primarily an administrative term rather than a sociological term. 

Under Article 431 of the Constitution of India a large number of so called 

untouchable castes were identified and categorized as Scheduled Castes as they were 

mentioned in a schedule or list prepared by the British in the British Government of 

India Act of 1935. Prior to this categorization Scheduled caste were categorized as 

depressed classes. However, there are several terms like exterior caste, lower caste, 

outcaste, depressed class, Harijan, Dalit, and ex-untouchable have been evoked by 

the so called upper caste people, administrators and social reformers. Sociologically, 

exclusion and deprivation of scheduled caste is mainly associated with the institution 

of Caste and the attached stigma of untouchability.  
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Thorat and Sabharwal (2010) and Loius (2003) point out that In India, exclusion 

revolves around the societal inter-relations and institutions that exclude, discriminate, 

isolate and deprive some groups on the basis of their group identity like caste, 

ethnicity and religion (ibid:7-163). For Thorat, the concept of social exclusion is 

essentially a group concept. In case of “group exclusion”, all persons belonging to a 

particular socio-cultural group are excluded based on their group identity and not 

necessarily due to their individual attributes. Exclusion of an “individual” is 

fundamentally different from that of exclusion of a “social group”. Individuals (both 

from excluded and non-excluded group) often get excluded from access to economic 

and social opportunities for various reasons specific to them (and not merely because 

of their group social/ cultural identity). The group characteristics of exclusion are 

based on social and cultural identity, irrespective of individual attributes. Thorat and 

Sabharwal (2010) have proposed applications of caste based social exclusion in one‟s 

life or as they say group: (i) caste based social exclusion and (ii) untouchablity based 

social exclusion, and the forms of untouchability based social exclusion. 

The concept of Social exclusion in India has multiple dimensions: a structural feature, 

a dynamic process and a normative institutional practice (Judge 2014:1). These three 

dimensions may or may not function simultaneously, but it could be distinguished in a 

separate empirical situation. The structural feature deals with the structures of society 

as caste, ethnicity and gender etc. In India caste could be replace race as the structural 

feature of exclusion since caste is something that cannot be change, it could be 

understand as immutable characteristic of individuals. Social Exclusion as a structural 

element encompasses narrow boundaries of structures which are understood in certain 

exclusive terms by using a single criterion on which inequality is constructed. Verma 

(2011) writes that social exclusion offers a perspective to analyse various aspects of 

inequality existed in the different sorts of societies (ibid:93). The other one is dynamic 

process-since it is a multidimensional process includes economic (poverty, low class 

situation), social (caste, gender and spatial boundaries) and political (power and 

dominance) aspects of society. The last one is normative practice which literally 

means it is recurrent. In other words most of the linguistic expressions used to signify 

exclusion such as discrimination, denial, exploitation, deprivation etc. are normative 

practices under the umbrella of social exclusion. Indeed, in Indian context social 



Chapter-2                                                Social Exclusion and Elementary Education 

 

23  

exclusion is entrenched into caste system so it is imperative to understand social 

exclusion in terms of caste system.  

Caste and Social Exclusion 

In India, „caste‟ work as crucial element in the process of social exclusion in any 

individual or groups‟ life. Thus, it is necessary to understand that how caste has been 

understood in the broader context of sociology. As, B. R. Ambedkar (1987) has 

argued that philosophy of Hinduism denies justice to the people of different caste. 

Justice means liberty, equality, and fraternity. To illustrate this he emphasises that in 

the  Hindu Varna system; equality liberty and fraternity is totally absent however, it is 

based on rank and gradation in which castes are placed in vertical series one above the 

others where the Dalits are placed at lowest. This system of rank gradation 

enunciating the principal of inequality so it reveals that Hinduism does not recognise 

equality (ibid3-94).  As Ambedkar argued and Kumar (2014) quotes that Hindu social 

order follows the sacred text which have made favourable laws according to their 

social status in which the lower caste or historically untouchables/ Scheduled Caste 

remained perpetually excluded in every sphere of life (ibid:63). According to Dumont 

(1980), Caste represents the institutionalization of hierarchical values. In his holistic 

conception of caste, hierarchy is expressed in an Indian cultural code of relative purity 

and impurity, in a continuously graded status order whose extremes are the Brahmin 

at the top the most pure of men and the Untouchables at the bottom the least pure of 

men. The Brahmin lives in the centre of the village and is a „god on earth‟, while the 

Untouchable lives outside the village and is apparently excluded from religious life. 

The murder of a Brahmin is as heinous a crime as the murder of a cow, while the 

Untouchable is a scavenger and the eater of dead cows (ibid:92-93). Omvedt (2016) 

writes that “Caste is the cruellest exclusion” and religious scriptures has promoted 

social exclusion because it is entrenched in the concept of caste. The inequality in the 

society is authorized by the Brahmanic theory said by the Hindu society. The 

Brahmins are at the top of the hierarchy and Shudras at the lowest in the jati system. 

Omveldt also writes that caste is the main stream of social exclusion in the South 

Asian sub continent, whether it‟s Hindu, Muslim, Sikhs or the Christians.  

Caste oppression and discrimination have been problems for India and Indians for a 

long period in spite of various efforts to diminish it. Thorat (2005) has pointed out 
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that in India the concept of social exclusion in the literature of social science is 

depicted on the two dimensions that are upon the “societal institutions” and their 

“outcome” the meaning and manifestation on the basis of Caste and Ethnicity. For 

him, “Social Exclusion is the denial of equal opportunities imposed by certain groups 

of society upon others which led to inability of an individual to participate in the basic 

political, economic and social functioning of the society” (ibid:1-2). Similarly, Sen 

(2000, 2004) drew “exclusion is the one route to capability failure and poverty, what 

may be called unfavourable inclusion it can also be considerable danger. Indeed, 

many problems of deprivation rose from unfavourable terms of inclusion and adverse 

participation rather what can be sensibly seen primarily as a case of exclusion as such. 

For example, when there are reasons to complain about exploitative conditions of 

exploitation or of deeply unequal terms of social participation, the immediate focus is 

not on exclusion at all, but on the unfavourable nature of inclusion involved (ibid:23-

24, 28).” Similarly, as Kabeer (2000) writes in the context of social exclusion in 

India-caste system in many ways exemplifies the model of social exclusion. Division 

between different caste groups have evolved over time into increasingly entrenched 

and closed hierarchies based on rules of marriage endogamy, occupational 

restrictions, limited social interaction and segregated residential patterns (ibid:7). 

Thus, these relevant literatures professed that caste is profoundly leads to social 

exclusion in Indian context. Malik (2015) writes that in the civil and cultural affairs 

formerly untouchables now known as SCs could face discrimination and exclusion in 

the use of public institutional services such as education and health (ibid:81). 

Caste, Citizenship and Rights 

In the context of citizenship and rights Kymlicka and Norman (2000) incorporates 

both the positions: “Citizenship is not just a certain status, defined by a set of rights 

and responsibilities, but also as an identity. It is thus, an expression of one‟s 

membership in a political community.” It has become clear, however, that many 

groups, such as Dalits communities all feel excluded from the „common culture‟ 

despite possessing the common rights of citizenship. Thus, political inequality 

operating through these structures limits the possibility of actors engaging actively in 

the public sphere, for accessing their rights. 
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In Indian context, we can see that India‟s democratic institutions were thoroughly 

built over long years of the national movement for independence, with a far sighted 

vision and a modern, secular world view, an attempt was made to build structures that 

would balance each other and provide justice to all citizens, within this world- view 

were constituted not only the legislature, executive and judiciary, but also various 

autonomous commissions and tribunals and media institutions. In addition, scope was 

provided for the functioning of citizens and civil society groups and democratic 

people‟s movements. For over three decades these institutions survived as a 

framework within which working people could struggle for a better life. Emergence 

of communal, neo-liberal, and free market forces have intensify these trends. The 

rising tide of fundamentalist forces all over the world contributed significantly to the 

attrition of democratic traditions in the name of freedom and society. Fears are 

manipulated to subdue societies into obedience and conformity. The ideals of liberty 

and social, political equality are being undermined. There are number of unexplored 

areas of concern of the people‟s or what we can exactly called them citizens of a 

political community; i.e. victims of communal atrocities, women, lower castes and 

other marginalised sections. “When any of the citizenship rights and entitlements is 

inhibited, withheld, violated, people become marginalised and this lack citizenship 

rights and entitlements and inability to articulate the demands for it produce 

exclusionary forms of citizenship (ibid: 25).”  

This exclusion leads to hindrance in accessing basic rights and entitlements, so any 

discussion on citizenship identities and rights should go beyond policy analyses to 

citizens themselves. This process excludes them socially, it leads to social exclusion 

which provides space for domination, discrimination and deprivation; those who 

benefit from this social formation do not want to change the structure. This social 

system becomes very resistant to change and transformation. Interestingly, it is not 

only those who discriminate against people considered „inferior, incapable, less 

meritorious and lower‟ that resist change. Even those who are victims of 

discrimination are not in a position to mobilize and organize them to alter the existing 

social system. It is not as if any groups want to remain in the dehumanizing social 

order and, therefore, do not initiate change; they fear being subjected to repression if 

they resist exclusion and discrimination. This situation can be seen where it gives 

birth to domination, discrimination and lack of accessing the resources and another 
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fact is adjusting with present situation of anyone. The ideas about citizenship has 

adherence to some notion of justice. It is also associated with the idea of citizenship. 

Closely bound up with the demands for justice by many disempowered groups is a 

demand for recognition of the intrinsic worth of all human beings but also recognition 

of and respect for their differences. It is people‟s ability to exercise some degree of 

control over their lives. Where rights are seen to promote the capacity for self 

determination, the struggle for rights is expressed in ways that reflect particular 

experience of being denied self determination. “The appearance of the idea of social 

exclusion in the France of the 1970s is related to developments of the state as well as 

to its incipient crisis”. 

Robert Castel argued that French society, as most European societies, resolved the 

issue of “the social question” by passing „from tutelage to contract‟ between the 

Middle Ages and the nineteenth century, and „from contract to statute‟ in the 

twentieth century. This took place within the context of societies still pursuing full 

employment in which salary relationships were the foundation of the expansion of 

social citizenship. 

As a Definition, Social Exclusion reflects the multiple and overlapping nature of the 

population with social identity as the central axis to their exclusion. Various scholars 

have described the process of social exclusion in different dimensions. Duffy (1995) 

defined it as, inability to participate effectively in economic, social, and cultural life 

and in some characteristics, alienation and distances from mainstream society. The 

social identity of these type of groups are the reason for the discrimination for these 

people and the discrimination is imparted to them by certain dominating group of the 

society by denying their rightful ownership. 

Room (1995) talked about social exclusion as the denial or non-realisation of rights of 

citizenship, it is very much similar to the Capability approach developed by Amartya 

Sen, which calls for efforts to ensure that people have equal access to basic 

capabilities such as the ability to be healthy, well-fed, housed, integrated into the 

community and public life and enjoy social basis of self respect. 
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The Capability approach and the right based approach is unique in its approach and 

the most relevant one as it emphasizes that the inability to participate in and practiced 

by the mainstream society is a violation of a basic right that should be open to all 

citizens (all residents), “the rights –language considerably strengthens the case for 

society to ensure that it enables participation and integration of all its members”, it 

does not demand uniformity of outcomes but instead calls equal freedom for all to 

enjoy all aspects of citizenship. For example, participation in mainstream society may 

be seriously constrained for people like Dalits community and their children as it 

could for people who are otherwise deprived by birth or background, (Caste in Indian 

Society). Thus, calling for equal capabilities (or the ability to exercise civil and social 

citizenship rights) may necessitate extra efforts but differentials in nature by society to 

provide equal capabilities to such people.  

There are two defining characteristics of exclusion are particularly relevant, namely 

the deprivation caused through exclusion (or denial of equal opportunities) in multiple 

spheres showing its multidimensionality. Hence, social exclusion can lead to 

deprivation in multiple spheres of life including education, health, housing facility 

and employment etc. Second feature is that, it is embedded in the societal relations 

and societal institutions the processes through which individuals or groups are wholly 

or partially excluded from full participation in the society in which they live. Hence, 

in this study the researcher tend to analyse, that how caste and occupation as 

phenomenon creates Social Exclusion. 

Indian Education and Social Exclusion 

Unlike, other sectors in India such as employment, health facilities and politics etc. 

education sector is not escaped from practices of social exclusion. Walzer (1983) 

suggested that every human society must educate its children, its new and future 

members. Education, according to Walzer (1983), is a program for social survival. 

And so it is always relative to the society for which it is designed. The purpose of 

education, according to him, is to reproduce in each generation the type of characters 

that will sustain the constitution of society. In any civilized society, it could be argued 

that social cohesion will be better sustained by proving equal opportunity and 

allowing every citizenry to equally obtain, similar education, through an approach of 

inclusiveness. Education should be supportive of learners‟ live so they can achieve 
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their social capitals. The concept of social capital (Bourdieu 1986) highlights the 

value of social relations and the role of cooperation amongst people in a given society 

as they cooperatively share collective, socio, political and economic burdens and 

benefits which will translate into progress and development of the society. The term 

„social capital‟ is frequently used by different social scientists and scholars in 

different ways. 

It is a wide term, and that is why it can be defined accentuating different aspects 

depending on the perspective. It is the fruit of social relations, which consists of the 

expectative burdens and benefits derived from the equal treatment and cooperation 

between individuals and groups in a society. It arguably follows that education must 

appeal from school to society, and from conception of educational justice to a 

conception of social justice (Walzer, 1983). 

It is needed to maintain an egalitarian society, as globalization brings learners with 

different physical, cultural and family backgrounds together. Also, since education 

also serves as an egalitarian business, Walzer (1983) rightly suggested that “when 

schools are exclusive, it is because they have been captured by the social elites, not 

because they are schools”. It may be good to begin to see educational equality as a 

form of welfare provision, where all children, conceived as future citizens, have the 

same needs to know, and where the ideas of membership is not allowed to hang on 

their caste, religion, creed, poverty, physical or mental ability but on their being 

human beings, who are interested in education. 

This will sort out a one-sided and unequal balance of educational settings because of 

the dividing lines between inclusive and exclusive education settings, thereby, using 

exclusion to reinforce inequality from schools to society. 

In India, the principle of affirmative action was the type of policy that was adopted 

since its independence, to increase the representation of women and ethnic or racial 

minorities in areas of employment, education, and property ownership, from which 

they had been historically and socially excluded. This has also influences an 

affirmative action to inclusive education/schooling through other principles, like, the 

human right, social justice, equality and democratic perspectives. When the law of a 

country discriminates against a certain group of people in its territory, the implication 
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is to create in the minds of the affected people a sense of devalued personality 

reducing them within the vicious circle. Such law makes some person of the 

underprivilege sections of the society to accept their devalued status as being 

legitimate. While others with the requisite phlegm press harder in an attempt to 

overcome their stigmatized life. Nevertheless in the absence of social and legislative 

equality, the extent to which the strongest person from such section of the society can 

overcome his/her devalued status largely depends on mere luck. Since Second World 

War, many nations enjoy the „tag‟ of developed, developing and under-developed. 

The different theories of education that have been most common in the national 

development context can roughly be grouped into human capital theories and theories 

of consciousness-raising. The human capital theories attempt to prove that education 

(investment in human capital) will promote economic growth. This theory postulates 

the need for skilled technicians and professional experts in capitalist societies. 

Government agencies, private foundations, and international organizations such as the 

World Bank and the International Monetary Fund, were actively involved in the ideal 

of investing in human capital. There was a definite belief that investing in education 

and training, which was socialization to the capitalistic, technical society, would lead 

to economic growth and progress, especially in third world countries. 

Neo-Weberian and neo-Marxist theories of education have focused on the negative 

aspects of education, such as the reproduction and reinforcement of inequality of 

social structures and systems and educational wastage, i.e., dropping out of school or 

repeating classes - the "loss" of attained knowledge and skills in general. The 

Weberians have focused on how different status groups in society compete for wealth, 

power, and prestige where education is an important element in this competition. 

Education serves to reinforce the "status cultures" by defining "insiders" and 

"outsiders" of the dominant culture. The Marxists and others focus on the 

reproduction of inequality inherent in the educational system, and maintain that the 

educational system therefore is no more than one of the systems of domination of the 

ruling class. Thus, education is also an arena for political struggle. Class society is 

reproduced and reinforced on both the individual and collective level: class-based 

personality traits are reinforced as well as the whole culture and structure of the 

classes. Wider patterns of power, interests and control are reflected in the educational 
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system and underlie the values that are taught. The educational system is part of the 

class structure which reproduces and reinforces class consciousness and social 

inequality. There is a focus on the waste and dysfunction of education, the 

inefficiency of the educational systems, and the inequalities of opportunities and 

results. This critical theoretical approach has been applied to many of the colonial 

systems where the educational system was controlled and managed by the colonial 

power and where indigenous elite often was picked out to be educated. These elite 

were socialized into the colonial power's culture and consciousness and often 

internalized the colonial norms and values of domination. The Weberian and Marxist 

approaches also stress education as a very important socialization mechanism. They 

have focused on positive aspects of education, such as the teaching of class 

consciousness and the learning of cultural values and norms. The Marxist-inspired 

conscientization theory and program of Paolo Freire is one example. His theory and 

praxis is that learning how to read and write is part of learning how to "read" and 

interpret reality. He focuses on the inner aspects of education, how education is 

essential for the personal development of a human actor, for the ability to comprehend 

the structures and systems of action surrounding the actor. This theoretical approach 

also poses education as the key to escape a life situation of poverty and oppression. 

Previous research on education has, in line with these theories, primarily focused on 

the outcomes of education. For the human capital theorists especially, it was 

important to legitimate education as an essential part of national "development" and 

"progress." 

Social Exclusion, Elementary Education and Scheduled Caste 

A child can be called as socially excluded if he /she unable to participate in 

development and recognized by society. Another way of approach to social exclusion 

of children is failure of recognizing the rights and capabilities that are necessary for 

the child to develop him/herself to be a productive member of the society.  Hence, in 

both of the cases the child is prevented from integrating him/herself into the society. 

“Berghman (1995) describes four different types of integration and participation, civic 

integration relating to the democratic and legal system (and for example the legal 

status and treatment of children in general and minority or children belonging to Dalit 

community in particular) economic integration mainly related to employment, social 
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related to the inclusion in the public safety net, and family and community, 

integration relating to networks or what some observers have recently termed social 

capital. Hence, when exclusion of a child is being studied within all these four areas 

of integration the output would differ. The primary and most basic guidelines formed 

taking consensus of all the world leaders in the world is the UNICEF convention on 

the rights of the child which has been signed and ratified by the majority countries in 

the world. It talks about the right of the children and exclusion and inclusion of it 

failure in meeting any of these rights deal with the ability of the child to interest with 

society on equal terms. Some of the articles from it is worth nothing and very much 

associated with the study.  

Article: 2 “State parties shall respect and ensure the rights set forth in the present 

convention to each child within their jurisdiction without discrimination of any kind 

irrespective of the child‟s of his or her parent‟s or legal guardian‟s race, colour, sex, 

language, religion, political or other opinion, national, ethnic or social origin, birth, 

property, disability, or other status.” 

Article: 3 “In all actions concerning children the best interests of the child shall be a 

primary consideration.” 

Article: 28 “States parties recognize the right of the child to education and on the 

basis of equal opportunity shall in, particular make primary education compulsory and 

available ,free to all, encourage the development of different forms of secondary 

education make them available and accessible to every child, and take appropriate 

measures such as the introduction of free education and offering financial assistance 

in case of need; take measures to encourage regular attendance at schools and the 

reduction of drop-out rates.” 

Article: 29 “States parties agree that the education of the child shall be directed to the 

development of the child‟s personality, talents, and mental and physical abilities to 

their fullest potential; the preparation of the child for responsible life in a free society 

in the spirit of understanding peace, tolerance, equality of sexes and friendship among 

all peoples ethnic, national and religious groups and person of indigenous origin.  

The rights or capabilities based approach used above in defining social exclusion says 

that if social exclusion is a violation of rights or capabilities it immediately implies 
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that a society that tolerates social exclusion has some internal problem as a result it 

has failed to grant basic rights or capabilities to its citizens in this case children 

belonging to Dalit community. 

There are several reasons why the practice of social exclusion should be scrutinized. 

“According to Stephan Klasen, which has mentioned earlier also, the social exclusion 

among children may, as a result of their exclusion, suffer from deficiencies in other 

important capabilities such as the ability to be healthy, well educated, well housed, or 

well nourished.  

Social Exclusion and Education 

It is often argued that the quality of education in public schools is inadequate 

compared to private schools. The poor quality of education, especially in rural areas, 

can be attributed to inadequate infrastructure, lack of accountability of teachers to 

local community (teachers‟ salaries are controlled by the state), and inadequate work 

conditions of teachers (teachers are often compelled to teach more than one grade at a 

time).” Of all Indian children, Dalit children suffer the most. For example, school 

attendance in 1998–1999 was 65.7% for Scheduled Caste children age 7 to17, 

compared to 81.3% for high caste children (Dowling and Chin-Fang 2009: 65). 

Furthermore, the completion rate of five years of schooling for Scheduled Caste from 

2002-2004 was 34%, compared to 44% for higher castes.” The perspective within 

which the educational concerns of Dalit community should be addressed must be one 

of social justice as Dalit community have suffered from social discrimination and 

have traditionally been denied access to learning. “A framework of social justice is 

important in that it goes beyond aggregate concerns of equality in the context of 

access, participation, and outcomes in education to one which emphasizes qualitative 

concerns of what educational experiences mean for identity and self-worth as well as 

for future life chances. It also draws attention to the commitments that educational 

systems make to the more vulnerable groups and how this bears out in concrete 

terms”. 

Education is one of the most important factors impacting  the development of 

children. The significance of education in a child‟s life is immeasurable. The 

significance of education lead the UNO to declare the access to education is an 



Chapter-2                                                Social Exclusion and Elementary Education 

 

33  

important and very valuable capability. The educated children are the forbears of 

nation; hence children irrespective of their caste, creed, and birth should be given 

equal chance to get educated.  

“Education can be a source for children when it (education) fails to develop 

personality, talents and mental and physical abilities of some group of children to 

their fullest potential. It can also be exclusionary if the process of education fails to 

promote equal participation and access. Although not necessarily exclusionary in 

nature the educational policies can promote social exclusion when its fails to prepare 

some disadvantaged children adequately in getting well integrated in the economic 

and social life of adult society”. 

Mohandas K. Gandhi defined that injustice, violence and oppression manifest from 

human heart and that education can play an effective role in developing a wholesome 

human personality capable of resisting war, violence, injustice and oppression and 

building a social order wherein man can live in peace and harmony with others. Since 

education is a potential instrument of man-making and social engineering, he 

concentrated on an education that could draw out the best in the child body, mind and 

spirit for developing a peace loving human personality. Gandhian philosophy is, 

indeed, rich in its educational and social values. It can transform the destiny of man 

and is capable of establishing an alternative social order if it is practiced sincerely and 

honestly in its true perspective.  

Gandhi‟s educational philosophy, which evolved during his lifetime in the form of 

Gandhian School of Educational Thought, has not received adequate attention in 

policy formulations during last five decades. Globally, it is being realized that his 

views were dynamic and futuristic in nature. Fully understanding inadequacies of our 

over-dependence on the alien model of education and the needs of the weakest, the 

poorest and the neglected, he evolved an indigenous strategy to provide equality of 

opportunity and success to each and every individual of this category. However, in 

reality we find that it is the intermixing of the theories which finds expression in 

Social justice and exclusion. There is a need to revisiting the roots for specific 

perspective.   
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The concept of inclusive education needs to be understood and conceptualized as 

there is a utmost need of change in existing teaching methodologies in order to benefit 

all children including children with disabilities.  Provisions for quality teaching and 

learning in the classroom is required to help all children learn together.  This type of 

teaching should involve in allowing space and opportunity for each learner to  

proceed according to her/his abilities and pace. It also means using „active learning 

approaches‟ where children learn together in groups through play, projects and 

various other activities. The formulation of a national policy on inclusive education is 

essential to establish the proper system in the country. „Planners need to realize that 

an inclusive education system benefits children from all groups in society, not just 

children with disabilities. Education policies addressing the needs of all marginalized 

groups in society are likely to be more successful. Creating policies for separate 

categories of children is time-consuming, expensive and divisive. However, concerted 

efforts are needed for putting policies into practice which can address the issue of 

inclusion. The involvement of both groups of children and young adults in policy 

formulation and practice is crucial.  Hence it will be a longer process to change 

society‟s mindset on inclusive education. The process that will produce a quality 

education system in the country with inclusiveness needs to be planned with care, 

sensitivity and empathy. Mere formulation of policy on inclusive education is not 

enough to guarantee the well-being and education of children with disabilities. For 

„Dalit students schooling may be frustrating and unrewarding experience when there 

will be no provision in mainstream schools to meet their learning needs. Provision of 

appropriate training of teachers, administrators, teacher support, teaching and learning 

aids meant for both groups of children will incur additional costs that are marginal 

and in some cases negligible compared to their positive impact on all round 

educational development children.  It can be concluded that teachers have positive 

attitude towards inclusive education and believe that inclusive education is a good 

idea but because of lack of facilities and necessary inclusion of Dalit children, 

teachers face many problems in classroom. Very little efforts have been made to 

provide appropriate learning environment in an inclusive set up.  In an inclusive set 

up, the education of Dalit children is treated as an integral part of general education, 

therefore, essential services are provided by general classroom teacher, but in real 

situation the data has revealed that most of the teachers in general education system 

are dependent on the resource teachers, support service, because the regular classroom 
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teachers have no training and are not competent enough in dealing with children in 

non-inclusive set up. Some teachers feel that inclusion can be possible if teachers 

received proper training and special facilities are made available in the school. 

Inclusive education seems to be a difficult system to be implemented in the school in 

its true spirit, but not impossible. If proper attention is given to this area by the 

government, teachers, parents of Dalit and non-Dalit students, because it the people‟s 

attitude towards these children changes if the schools take initiative to adopt a flexible 

curriculum, inclusion will not remain just an idea. 
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CHAPTER-3 

SOCIO-ECONOMIC AND EDUCATIONAL PROFILE 

 

Introduction 

The chapter aims to map the social, demographic and economic profile of research 

site, which also includes the overall profile of Uttar Pradesh. By doing so, it tries to 

particularly delineate the educational status of Uttar Pradesh. Caste dimension is 

highlighted through agrarian order as well as economic and educational differences in 

Uttar Pradesh. This chapter is organised into three sections, where the first section 

provides a snapshot of demographic, economic and administrative order. Second 

section focuses on educational status of Uttar Pradesh and third section particularly 

deals with socio-economic condition of Scheduled Caste in Shrawasti. 

Social and Demographic profile of Uttar Pradesh 

Before outlining the socio-economic and educational background of the state, a brief 

geographic, demographic, and administrative arrangement is provided. Uttar Pradesh, 

a state located in Northern India, is presented with the variety of geographical land 

and cultural diversities. It is often described as the ―Hindi-speaking heartland‖ of 

India (UNDP Report 2007). Its boundaries are connected with Nepal on the North, 

Himachal Pradesh on the north-west, Haryana on the west, Rajasthan on the south-

west, Madhya Pradesh on the south and south-west and Bihar on the east (UNDP 

Report 2007).After the creation of Uttaranchal (now renamed as Uttarakhand) as a 

separate state in November 2000 due to its socio- cultural and economic identity and 

being a backward region, had legitimate claims for a separate statehood (Singh 2011: 

220). Hindi and Urdu are the main language of UP, however there are many other 

languages with diverse dialect i.e. Awadhi, BrajBhasha, Bundeli, Kannauji and 

Khariboli. The languages do vary with the geography of state. In the eastern region, 

Bhojpuri and Awadhi are spoken, while in the central region i.e. Lucknow, Urdu is 

used for communication as the local language (UNDP Report 2007). 

In terms of its administration the state is divided into these strata for proper 

governance. The state is the land locked body comprising of eighteen (18) mandals 
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(zone), seventy-one (71) districts, three hundred twelve (312) sub-districts/tehsils, six 

hundred forty-eight (648) statutory towns, two hundred sixty-seven (267) census 

towns, and one lakh six thousand seven hundred and four villages after freezing 

administrative boundaries by the state government before Census 2011. The 

corresponding figures in 2001 were different because in 2001 the numbers of districts 

in Uttar Pradesh were seventy. In 2011 Census it was counted as seventy-one with the 

formation of one district as Kanshiram Nagar (Census of India 2011).  

The demography of the state delineates its caste, ethnic and religion features. Uttar 

Pradesh is known to be the most populous state of India with its contribution of 16.16 

percent (Census of India 2011) to the whole population even after the division of 

Uttar Pradesh in November 2000. According to Census 2011, Uttar Pradesh‘s total 

population is 199,581,477 (Census 2011) out of which 155,111,022 (77.72 percent) 

population lives in rural areas and its total urban population is 44,470,455(22.28 

percent). The population of Uttar Pradesh has registered a growth of 20.09 percent 

during the recent last decade (2001-11). In terms of rural and urban decadal growth, it 

is recorded as 17.81 percent and 28.75 percent respectively. The state has the largest 

share of rural population, i.e., 18.62 percent of the country‘s rural population for the 

decade (Census of India 2011). If the population of the state is seen on the basis of 

religion, then it is to be marked that Hindu comprises of 80.5 percent and Muslim of 

18.5 percent. The remaining 0.9 percent of population belongs to other religious 

minorities like Sikhs, Buddhist, Jains and Christians.  

The Hindu population comprises of 45 percent of Other Backward Castes, 13 percent 

of Brahmins, 7.6 percent of Thakurs and 21.15 (35,148,377) percent of Scheduled 

castes.  Therefore, among all these sections the OBCs have the highest composition. 

The total rural population of the state is 87.7 percent. As Hinduism is the largest 

religion of the state (80.6 percent), the SCs who follow Hinduism account to 99.3 

percent. The remaining SCs follow Buddhism –0.6 percent and Sikhism – 0.1 percent 

respectively (Census of India 2001).  

In term of Scheduled Caste demographics, Uttar Pradesh constitute a total number of 

66 Schedule Caste (SC) in which,Chamar (deals with skinning of dead animals and 

shoe making business) has the highest number accounting to 19,803,106 (56.3 

percent) and Pasi (acknowledged as cultivator of trees) constitutes 5,597,002 (15.9 
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percent) as second highest category of the total Dalit population (Census of India 

2001). Three other SCs in the descending order are Dhobi (washer man community,), 

Kori (Hindu weaving community), and Balmiki (scavengers and sweeping 

community). Gond (traditional agriculturalist), Dhanuk(traditional bamboo basket 

makers) and Khatik (butcher or hunter community) constitute five percent of the total 

SC population (Singh 2004:432). Other than these there are nine more castes which 

belong to SCs viz. Rawat, Baheliya (hunting, game-keeping and bird catching group), 

Kharwar (cultivating and land holding community,) Kol (landless mostly dependent 

on forest for their livelihood) constitute total 4.5 percent to the whole SC population 

of the state (Census of India 2001). The remaining forty-nine castes of SCs along with 

the generic castes constitute the balance three percent to the state. As many as 

seventeen SCs some of which are Gharami, Lalbegi (sweeping community), Bajgi 

and Khorot are very small in numbers less than 1000.  

Population distribution along the gender lines revealed a bleak feature.  The total 

number of women in Uttar Pradesh is 94,985,062 (47.59 percent). The number of 

women per males is approximately far less than 2 percent. The sex ratio of Uttar 

Pradesh is 908 females per 1000 males which is less from all India sex ratio i.e. 940 

females per thousand males.  However, rural region shows a better picture than the 

urban region. The sex ratio of rural Uttar Pradesh is 914 females per 1000 males and 

whereas the sex ratio of urban Uttar Pradesh is 888 per 1000 males (Census of India 

Report 2011). 

Economy and Caste in UP 

Uttar Pradesh is one of the India‘s most backward states. Land is the single most 

important resource of livelihood of the state which is deficient in mineral wealth 

(UNDP Report 2007). Uttar Pradesh is commonly divided into east, west and central 

Uttar Pradesh, and it is commonly accepted that the east-west divide represents two 

extremes regarding economic development, poverty and so on (Byres et.al. 1999:184). 

The eastern tract is flood prone with periodic occurrences of droughts and is 

underdeveloped. It is characterised by impeded drainage leading to water logging 

during the rainy season, affecting sowing and crop yield (Pant 2004:3463). As Dreze 

and Gazdar (1996) writes that eastern Uttar Pradesh has insignificant economic 

growth during last three decades (ibid:49). 
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Economic order reveals the existence and sustenance of caste and other forms of 

inequalities.  The Uttar Pradesh‘s economy is totally dominated by agriculture (Dreze 

and Gazdar 1996:37), which represents at least 40 percent share of the state gross 

domestic product (GDP) and 75 percent of its employment. Being predominantly an 

agrarian economy, 58% of the land in the state is cultivable land, as compared to the 

figure of the whole country which is 45 percent (Chaturvedi et. al. 2011:170). The 

turning point of the state agrarian history first came with the zamindari abolition act 

under which the reforms of land revenue and property rights were done it was 

followed by India‘s independence. This reform abolished the role of intermediaries in 

the land revenue system, and led to a clearer definition of private property rights in 

land. The structure of ownership of land remained, more or less, the same since then 

(Dreze and Gazdar 1996:37).  

Eastern Uttar Pradesh has been historically dominated by landlords whereas in the 

western Uttar Pradesh middle and large peasants are more predominant than 

anywhere else in the state. It is because the British reinforced these differences 

through their land tenure systems, and through the concentration of government 

agrarian investment in western parts of the state. Since independence, the high caste 

landlords of the east have kept this part of Uttar Pradesh in stage of ‗semi-feudal‘ 

capitalism where not even a landlord-based agrarian system had much impact. The 

landlords here have by and large stuck to unproductive rent appropriation, cultural 

and ideological domination by the high caste landlords continues to prevail mostly in 

the east (Lerche 1998:30).  The average size of land holdings in the state is less than 

one hectare. It was found that upper caste Hindus who are not traditionally 

agriculturalist own the bulk of land and the agricultural labourers normally belong to 

schedule castes (Shanker 1988:1515 and Lerche 1998:29). 

Three categories of household may be identified in rural Uttar Pradesh based upon 

their position in relation to the four-fold Hindu Varna system. According to the 1931 

Census of India, the last Census for which caste figures are available shows that upper 

castes (mainly Brahmins and Thakurs) constituted roughly 20 percent of the 

population of the Uttar Pradesh. Such as, they are the significant owners of land. The 

other category of households in Uttar Pradesh constitutes a division of ―intermediate 

castes‖ including the Jats, together with upper sections of OBCs, such as Yadavs. 

These ―intermediate castes‖ belonging to the Hindu frequently control access to 
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political and economic power in rural parts of Uttar Pradesh. The rest of Uttar 

Pradesh‘s population mainly comprises of Muslims, poor castes within the OBCs 

category, often called Most Backward Castes (MBCs) and Scheduled Caste, who are 

located outside the fourfold Varna caste hierarchy. Rural households of Uttar Pradesh 

among Muslims, Scheduled Caste and MBCs typically possess little or no agricultural 

land and work in exploitative, poorly paid and insecure conditions. This is especially 

true for Scheduled Caste, who have historically suffered from the stigma associated 

with being classed as ―untouchable‖ (Jeffrey 2005: 2086, 2087 and Jeffrey et. al. 

2008:1368). 

Relationships between landowners and labourers have also changed with the 

increased education, economic power and political mobilization of members of lower 

classes and castes earlier it was only in the hands of upper castes. At the same time, in 

much of rural India there has been a large-scale relocation of land authority from land 

lords to the state. While the shift from landlord to state authority exist in terms of 

ideals of government planning, but still, dominant castes and descendants of 

landowners have not so much been replaced by state institutions as they have become 

mediators, pathways to institutions (Pinto 2008:7). 

For instance, a prosperous, socially confident and politically influential set of rich Jat 

farmers emerged in North-Western Uttar Pradesh in the first four decades after 

independence; partly as a result of improvements in agricultural production. During 

1990s they faced new threats to their power associated with the rise of lower castes. 

They addressed these threats by trying to influence the operations of local government 

and by investing in their children‘s education- strategies, which farmers imagined is-

forms of waiting (Jeffrey 2012:2). Economic reform threatened the accumulation 

strategies of many sections of the heterogeneous middle class, who typically came 

from middle ranking castes. Economic reforms while, benefitting some sections of the 

lower middle classes, access to state subsidies, reduced the availability of government 

jobs and undermined state services such as educational and health facilities (Jeffrey 

2012:7). 

Rich farmers faced critical challenges to their power in 1980s-90s. Most notably the 

economic reforms threatened to undermine the availability of farming. Rich farmers 

also faced a growing threat from the rise of lower caste. Patterns of low caste political 
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resistance vary regionally in India: in South India, there has been much longer history 

of mobilisation against upper castes than in many northern states. But during 1980s-

90s, in disparate regions of India, there is a growing tension between rich farmers and 

sets of newly mobilized and increasingly confident lower caste political agents. This 

double threat from economic reforms and low castes-to the historical privileges of 

diverse middle-class fractions affected not only rich farmers, but also members of 

salaried lower middle class, who found their access to government employment 

curtailed, and merchants and small business people, whose capacity to extract rental 

income and subsidies from the local state was put in jeopardy (Jeffrey 2012:39). 

Given the scenario of economic disparity based on caste, scholars argue that the state 

and central government must carry out a pro-active drive to protect and restore 

Scheduled Caste land, strengthen the SCs, ST Atrocity Act and its implementation. 

Land encroachment constitutes a continuum of violence against Scheduled Caste. As 

Scheduled Caste asserts their basic rights, it is the state responsibility to implement 

laws related to land and human rights. We need to stop looking the other way when 

we see the obvious injustice perpetuated (Meghwanshi and Shridharan 2015:11). 

Elementary Education Profile in Shrawasti 

After, providing a brief picture of geographic, demographic, administrative and 

economic arrangements of the state it is imperative to discuss state‘s educational 

profile of the state. The total literacy rate of India registered as 74.04 percent, whereas 

Uttar Pradesh constitutes of 69.72 percent. Uttar Pradesh has the lowest literacy rate 

in the country along with Bihar, Madhya Pradesh and Rajasthan, which is also called 

as BIMARU states. Uttar Pradesh has enumerated 118.42 million literates in the last 

census survey. Among this 88.39 million (67.8 percent) are recorded from rural areas 

and from urban area it is 30.02 million (77.2 percent). Male literacy rate is 78.48 

percent, which is comparatively higher than female literacy rate (55.61 percent) in 

rural areas. In urban areas, it shows a better snapshot for instance, the male literacy is 

88.75 percent and female literacy is 71.68 percent (Census of India 2011). According 

to Census of India 2011, literacy rate of the population is defined as ―the percentage 

of literates in the age-group of seven years and above. Literates are defined as a 

person aged 7 years and above who can both read and write with understanding in any 

language is taken as literate‖. A person who can only read but cannot write is not 
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literate. It is not necessary that to be considered as literate, a person should have 

received any formal education or passed any minimum educational standard. 

 

State’s Initiatives for Elementary Education in Uttar Pradesh 

The state has taken number of major initiatives in the area of primary/elementary 

education with the support of Central government over the years. These programmes 

have been discussed briefly to give better understanding of the structure of elementary 

education of Uttar Pradesh. Since most of the programmes are started up by central 

government has been taken into account by Uttar Pradesh. 

District Primary Education Programme – 1994 

The Centrally-Sponsored Scheme of the District Primary Education Programme 

(DPEP) was launched in 1994 as a major initiative to revitalize the primary education 

system and to achieve the objective of universalisation of primary education and Uttar 

Pradesh has successfully implemented it.  

Mid-Day Meal Scheme  

Mid-day Meal is implemented as a joint effort of the Government of India and the 

State Government of Uttar Pradesh. The Government of India implemented this 

scheme from 15 August, 1995. Under the scheme, students from government- and 

state aided Primary Schools, from classes 1-5, who had minimum 80 percent 

attendance, were provided 3 kg of wheat or rice per month. However, it was observed 

that the benefits of the scheme did not completely go to the students and the grains 

were distributed among their family members. Therefore, to make the scheme 

7
4

.0
4

8
2

.1
4

6
5

.4
6 8
4

.1

8
8

.8

7
9

.1

6
7

.8 7
7

.2

5
7

.96
7

.7 7
7

.3

5
7

.2 7
5

.1

8
0

.4

6
9

.2

6
5

.5 7
6

.3

5
3

.7

4
6

.7 5
7

.2

3
4

.8

6
3

.7

6
8

.8

5
8

.1

4
6

.1 5
6

.7

3
3

.9

T o t a l M a l e F e m a l e T o t a l M a l e F e m a l e

T o t a l M a l e F e m a l e U r b a n R u r a l

Graph 3 .1:  Li teracy Rate  of  Male  and Female  ( in  

Percent)

India Uttar Pradesh Shrawasti



Chapter-3                                                      Socio-Economic and Educational Profile 

 

45  

student-focused, the Supreme Court, in 2004, directed to implement the Mid-day 

Meal programme in the form of ‗cooked meal‘ in Primary Schools. Subsequently, 

keeping in view the success of the programme, mid-day meal scheme is also being 

implemented in the Middle schools in the educationally backward blocks since 

October, 2007. The programme has been further extended to cover all blocks and 

middle school in urban areas too. The present Mid-day Meal Programme covers all 

the primary and middle schools of the State.  Mid-day meal must be prepared within 

the school premises with a minimum content of 300 calories and 8-12 grams of 

protein each day for a minimum of 200 days. By 2006, the MDM scheme was near 

universal in all states, following public mobilization efforts to encourage states to act. 

This is a centrally funded scheme in that the central government provides grains, 

funds, transportation and also pays food preparation costs, though the state 

government is responsible for providing the physical infrastructure for cooking the 

meals. The scheme provides lunch to 120 million children approximately in every 

school in India as well as Uttar Pradesh.  

Sarva Siksha Abhiyan 

The Government of India (2000-1) started the programme called Sarva Siksha 

Abhiyan with a slogan ―Sab Padhe Sab Badhe‖. Indian Government programme 

aimed at the universalization of elementary education within a certain time period, as 

also mandated by the 86th amendment to the Constitution of India providing free and 

compulsory education to children of ages 6–14 years – as a fundamental right. The 

programme was pioneered by Atal Bihari Vajpayee, the then Prime Minister of India. 

Sarva Shiksha Abhiyan (SSA) is an effort to universalize elementary education by 

community-ownership of the school system. 

It is in response to the demand for quality basic education all over the country. The 

SSA programme is also an attempt to provide an opportunity for improving human 

capabilities to all children, through provision of community-owned quality education 

in a Mission mode. The programme is looking to open new schools in those 

habitations which do not have schooling facilities and strengthen existing school 

infrastructure through provision of additional class rooms, toilets, drinking water, 

maintenance grant and school improvement grants. Existing schools with inadequate 

teacher strength are provided with additional teachers, while the capacity of existing 
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teachers is being strengthened by extensive training, grants for developing teaching-

learning materials and strengthening of the academic support structure at a cluster, 

block and district level.  

SSA provides interventions for out of school children, Research, Evaluation, 

Supervision and Monitoring, Management Cost, Learning Enhancement Programmes, 

Innovative activity for girls' education, early childhood care & education, 

interventions for children belonging to SC/ST, minority community, deprived 

children in urban areas and computer education specially for upper primary level. 

SSA seeks to provide quality elementary education including life skills.  SSA has a 

special focus on girl's education and children with special needs. SSA also seeks to 

provide computer education to bridge the digital divide. 

The National Programme for Education of Girls at Elementary Education  

The National Programme for Education of Girls at Elementary Level (NPEGEL) is a 

focused intervention of Government of India, to reach the ―Hardest to Reach‖ girls, 

especially those not in school. Launched in July 2003, it is an important component of 

SSA, which provides additional support for enhancing girl‘s education over and above 

the investments for girl‘s education through normal SSA interventions.  

The programme provides for development of a ―model school‖ in every cluster with 

more intense community mobilization and supervision of girls enrolment in schools. 

Gender sensitisation of teachers, development of gender-sensitive learning materials, 

and provision of need-based incentives like escorts, stationery, workbooks and 

uniforms are some of the endeavours under the programme. The scheme is being 

implemented in Educationally Backward Blocks (EBBs), where the level of rural 

female literacy is less than the national average and the gender gap is above the 

national average; in blocks of districts, which are not covered under EBBs but are 

having at least 5% SC/ST population and where SC/ST female literacy is below 10%; 

and also in select urban slums.  

Right to Education Act – 2009 

The Right of Children to Free and Compulsory Education Act or Right to Education 

(RTE), was passed by the Indian parliament on 4th August 2009, it describes the 

modalities of the provision of free and compulsory education for children between 6 
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and 14 in India under Article 21A of the Indian Constitution. India became one of 135 

countries to make education a fundamental right to every child, when the act came 

into enforce on 1 April 2010.  

The RTE Act 2009 has marked a historic moment to the children of India. The most 

important aspect of this Act is to ensure that the teaching-learning process is free from 

stress and anxiety (Sec. 29 RTE Act 2009), with obvious implications for curricular 

reform. Testing and school grading systems need to be reviewed to motivate children 

to deepen and widen their learning. Teacher accountability systems would need to 

ensure that children are learning and that their right to learning in an environment that 

is free from stress and anxiety is not violated. 

This Act serves as a building block to ensure that every child has his or her right (as 

an entitlement) to get a quality elementary education, and that the State, with the help 

of families and communities, fulfils this obligation. All the children between the ages 

of 6-14 shall have the right to free and compulsory elementary education at a 

neighbourhood government school. There is no direct or indirect cost (for school fees, 

uniforms, textbooks, mid-day meals, transportation) to be borne by the child or the 

parents to obtain elementary education. The government will provide schooling free-

of-cost until a child‘s elementary education is fully completed.  

These were the schemes proliferated by state government with assistance of central 

government. Over the period, schools and other physical infrastructures also the 

number of teachers have been increased. The state has adopted significant measures to 

grab children from socio-economically deprived groups into the education system. In 

spite of substantial progress in achieving 100 percent enrolments in the state through 

various programmes many children are not getting education due to existed 

inequalities in the system. Nevertheless, they are enrolled in government schools but 

one cannot say they are being educated at all. In other words, enrolment does not 

mean complete education. Education system not only shows gender differences but 

also caste inequality too.  

The educational status of SCs and OBCs is much lower on elementary level than that 

of the upper castes in India among them particularly SCs (Mehrotra 2006:4263). The 

decadal growth in the percentage of SCs literacy rate is 20.1 percent during 1991-

2001. Regardless of improvement, the literacy rate has been substantially lowered 
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than the national average (54.7 percent) accumulated for all SCs. Male literacy rate is 

60.3 percent and female literacy rate is 30.5 percent in the Uttar Pradesh, which is 

very low as per national level i.e. 66.6 percent for girls and 41.9 percent for boys 

respectively (Census of India: 2001). The degrading status of elementary 

education/literacy among Scheduled Caste is a serious concern to lookup. As 

Srivastava (2006) writes in the context of Uttar Pradesh social group disparities in 

literacy still continue to be very large and education policy must attempt to overcome 

(ibid:57). 

 

Source: District Census Handbook of Shrawasti 2011 

Social Structure of Shrawasti  

Shrawasti district came into existence in May 1997 (District Census Handbook 

2011:9). Shrawasti district comes under Devipatan division. It is a newly created 

district carved out from district Bahraich. Shrawasti shares its border with district 

Balrampur, Gonda and Bahraich. Shrawasti is located near River Rapti. Shrawasti is 

located at distant of 165 kilometres from the state capital Lucknow 
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Historical Background of Shrawasti District 

While placing the gaze on its history, the founder of the city was king Shrawast the 

Suryavanshi king of Ayodhya, sixth descendant from Kakustha, and son of 

Yuvanasva. He is most likely to be identified with sage Shrawast. Who, according to 

some Buddhist sources gave his name to the city, as Shrawasti (District Census 

Handbook 2011:9). Shravasti was the capital of the Kosala Kingdom during 6th 

century BC to 6th century AD. This prosperous trading centre was well known for its 

religious associations also. Sobhanath temple is believed to be the birthplace of the 

Tirthankara Sambhavanath in Jainism, making Shravasti an important centre for Jains. 

It is also mentioned that a vast fort covered this city in which there were many 

temples having idols of Devkulikas (District Census Handbook 2011:9). As if, Uttar 

Pradesh is divided into four economic regions i.e. Western Region, Central Region, Eastern 

Region and Bundelkhand Region. Shrawasti comes in the eastern region. Shrawasti district 

has been considered as one of the most backward districts in the state (RDPR 2007).The 

overall work participation rate in the district is 41 percent. It ranks on 250 positions out of a 

total of 640 backward districts of India. It is one of the 34 districts in Uttar Pradesh currently 

receiving funds from the Backward Regions Grant Fund Programme.  

The district has two Tehsils (Bhinga and Ekona), 5 developmental blocks (Jamunaha, 

Hariharpur Rani, Sirsiya, Gilaula and Ekona which subsumed 536 inhabited villages 

with 97 percent of the total population inhabited in the rural areas (District Census 

Handbook 2011:10). Shrawasti district covers 1,640 square kilometres of areas. 

Moreover, the density of population is 461, which is lower compared to the state‘s 

average of 690. There is no town in the district in which has more than 50,000 people 

live in it. Bhinga town is district‘s headquarter of Shrawasti and its total population is 

23,780. The population of Shrawasti mainly speaks Hindi and Awadhi for 

communication. 

Demographic Structure 

In 2011, Shrawasti had total population of 1,117,361. The total number of male and 

female population is 5,93,897 and 5,23,464, respectively in the district. The district 

accounts for 0.71 percent of the whole Uttar Pradesh population. There was decrease 

of -5.02 percent in the population compared to population as per 2001. As if in the 

previous census of India 2001, Shrawasti District recorded increase of 27.21 percent 

to its population compared to 1991. According to Census of India 2011, the total 

population growth of Uttar Pradesh in this decade (2001-11) has increased 20.23 
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percent while there was a decadal increase of 30.5 percent in the population for 

Shrawasti. The proportion of scheduled caste population is 16.9 percent and the 

proportion of scheduled tribe is around 0.5 percent (see Table 3.1). 

Source: District Census Handbook of Shrawasti 2011. udise.in/reports 

Table 3.1: Demographic and Infrastructure Shrawasti Uttar Pradesh 

Total Population 11,17361 19,98,12,341 

Male 5,93897 10,44,80,510 

Female 5,23464  9,53,31,831 

Population Growth in decade (2001-2011) 30.5 20.2 

Percentage of total Population 0.7 16.16 

Sex Ratio 881 912 

Child Sex Ratio 928 902 

Density/square kilometre 681 829 

Area (Square kilometres) 1633 2,40,928 

Literacy (in percent) 46.7  67.7 

Male Literacy 57.2 77.3 

Female Literacy 34.8 57.2 

Child Proportion (0-6 Age) 18.9 15.4 

Schedule Caste population  1,89,334 4,13,57,608 

Scheduled Caste population (in Percent) 16.9 20.7 

Literacy rate of Scheduled Caste (in Percent) Total - 40.9 

Male-

50.3,Female-

29.8 

Total - 60.9 

Male-71.8 

Female-48.9 

Scheduled Tribe population 5,534 1134273 

Scheduled Tribe population (in Percent) 0.5 0.6 

Literacy rate of Scheduled Tribe (in percent) 

 

 

43.1 

Male-

53.4Female-32.2 

55.7 

Male-67.1 

Female-43.7 

Total number of Educational Institutions 

(Government 2015-16) 

888  

Primary schools 

396  

Upper Primary 

113947  

Primary schools 

46431  

Upper Primary 
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As Census of India 2011, shows that density of Shrawasti district is 681 persons per 

square kilometre. Out of the total population of Shrawasti in 2011, 3.5 percent people 

lives in urban sites of district whereas a huge number of population 96.5 percent live 

in rural settings. In total, 38,649 people lives in urban areas in which, males are 

20,216 and females are 18,433. The overall sex ratio of the district is 881 per 1000 

males, whereas the state‘s overall sex ratio is comparatively high that is 912 per 1000 

males.  

This picture shows a pathetic picture of sex ratio in the district (District Census 

Handbook Shrawasti 2011).As per Census of India 2011, the literacy rate of Shrawasti 

is 46.7 percent with very sharp gender inequalities in literacy rates (male and female 

literacy are 57.2 and 34.8 percent, respectively). Whereas the literacy rate in Uttar 

Pradesh is 67.7 percent. This figure is lower than the national average that is 74.04 

percent. In that male literacy is significantly higher 77.30 percent while female 

literacy is much lower at 57.2 percent indicating significant gender differentials in 

education. Similarly, overall literacy rate in Uttar Pradesh in urban region is 75.14 

percent and in rural area it stands at 65.46 percent. 

Hariharpur Rani Block 

After providing a broader picture of district‘s social and demographic arrangements it 

is necessary to portray the selected block. This study has been conducted in one of the 

blocks of the Shrawasti district. The name of that block where the study has been 

conducted is Hariharpur Rani which is located on the northern part of the Shrawasti. It 

comes under Bhinga tehsil (district headquarter). Its border is connected 

internationally with Nepal in the North (source map of Shrawasti). In its north-east 

block Sirsia is situated and on western part Jamunaha and Ekona on the southern part. 

The Gilaula block lies on south west of the Hariharpur Rani block.  

Demography of Hariharpur Rani block 

This block comprised of 78 revenue villages (District Census Handbook Shrawasti 

2011) among which 15 villages has been undertaken for this study according 

convenience moreover, time constrain. The population of these 15 villages are 

composition of various castes. It inculcates 300 hundred government school going 

children from 178 households of the Scheduled Caste community of the age of 6-14 
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years. Among them the total numbers boys and girls respondents were 176 and 124 

respectively (see Table 3.2). 

Table 3.2: Demography of Hariharpur Rani block Unit 

Total Population 198480 

Male 106476 

Female 92004 

Total habitated Village 78 

Percentage of total Population (in Percent) 17.76 

Sex Ratio 864 

Child Sex Ratio 932 

Sex ratio of Scheduled Caste 849 

Area (Square kilometres) 1633 

Literacy (in Percent) 42.17 

Male Literacy 52.22 

Female Literacy 30.32 

Total Number Educational Institutions (Government 

2015-16) 

157 Primary Schools 

60 Upper Primary Schools 

Schedule Caste population  24328 

Percentage of total Scheduled Caste population in 

block (in Percent) 

12.26 

Literacy rate of Scheduled Caste (in Percent) 40.9 

Scheduled Tribe population 16 

Total Scheduled Tribe population (in Percent) 0.01 

Literacy rate of Scheduled Tribe (in Percent) 43.04 

Source: District Census Handbook of Shrawasti 2011 

This section will provide an overall picture of the socio-economic profile of the 

villages in Shrawasti through data in terms of nature of family, composition of family 

members, sex of head of the family, parents‘ educational status and occupational 

status, households and resources etc. 

 



Chapter-3                                                      Socio-Economic and Educational Profile 

 

53  

Nature of Family 

Education of a child depends upon the educational and economical status of their 

family. Mostly, in rural areas in India people still live together in joint families. The 

family is a unique institution in that it is at one and the same time both a private and 

the visibly public institution (Patel 2005:15). There are mainly two types of families 

are recognised in India such as nuclear and joint family. 

Graph 3.2 shows that more than half of the household 57 percent families reside as 

joint or complex family structure 

and remaining of the households, 

which is 43 percent resides in 

nuclear family structure in 

Shrawasti. As it is also known that 

villages are in transition but here in 

Shrawasti according to data it 

shows that villages still prefer to 

have attributes of joint family. 

There might be various factors 

behind it, among them few could be 

narrated here in relation to that as if the most instrumental factor is economic one. For 

instance, if they have more persons in their family they would be able to earn more. 

The urge to earn more is also one of the factors of growing population in villages. In 

joint family structure, number of family members is mostly high.  

Number of Family Members 

Here it could be also considered as these families are sort of extended families 

whereas in nuclear family, numbers of the family members are comparatively less. 

For consideration, it varies from four to six persons in small households. The data 

reveals that strength of family members also effect the educational levels of these 

children because most of the family members are engaged in the process of earning 

money. 

Graph 3.3 shows that number of members in a household varies from five to eleven 

whereas the average of the family members in the household is eight. However, 
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average size of household of Shrawasti is 5.9 (District Census Handbook Shrawasti, 

2011), whereas scheduled caste family has seven to eight members. 36.3 percent has 

eight family members and 33 percent family has seven family members in their 

homes.  

 

Gender of the Family Head 

Indian Society is mainly dominated by male members, where all the decisions are 

taken by male members in the 

households. Graph 3.4 shows 

that only six household or it 

could be said that only two 

percent women were head of 

their families and in majority 

98 percent households had 

male person as head of 

family. According to data 

these two percent families, who had female member as head of the family are either 

widow or separated. The above line replicates that female member as head of family 

are only in those households where adult males were not present. It shows a huge 

prevalence of patriarchal influence in the households. Patriarchal influence does not 

allow males or females to act free from biasness. Patriarchy refers to female 

oppression through society by the male members. But, it is also a fact that women are 

the perpetuators of the patriarchy too. The fact that elementary schooling of a child is 

certainly determined by his/her parents on the basis of their socio-economic status. 

7
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While writing about gender of the head of the family, one thing that triggers whether 

the gender of the head of the family influences a child‘s education? In response to 

that, the data explicates that gender of the head of the family does not decide a child‘s 

education rather their socio-economic and educational status of the parents. Here one 

point is noticeable that in Shrawasti most of the families pay more attention towards 

boys‘ education instead on girls‘ education. 

Excerpts from an interview with a boy from class six in Manka Chowk village in 

Hariharpur Rani block that, ―Hamaar papa kahat hai humse ki roz school java karo 

par hamka school jaawe ka man nahi karat par school na jaao to papa marat hai. Aur 

didi 8 ma padhti hai to unka nahi kehat school jaaye karo roz, unka kehat hai aaj 

ghare ruk jaao kaam bahut hai.‖ 

(My father asks me to go to school regularly but if I do not go he beats me. 

Simultaneously my sister who studies in class VIII
th

 does not go to school regularly 

and my father does not scold her. Instead he asks her to stay back at home arguing 

that there is so much work pending in the house.)  

Educational Status of Parent’s 

Educational status of parents affects the education of their ward too, India is a 

paternal society, where father or male member is consider as parent of a child. Many 

children are excluded from the education since their parents are not aware of the 

benefits of education as well as they are first generation learners as their parents are 

illiterate.  
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According to Graph 3.5,41.7 percent parents of the total interviewed parents of 

children in 178 households were uneducated, they have been never enrolled in schools 

and those who were literate were mostly had completed primary education.  Similarly, 

24.7 percent parents had completed primary education only and 17 percent parents 

had completed their upper primary schooling.  Those who were passed high school 

are 11.3 percent, whilst 4.3 percent parents were completed their intermediate degree 

and only one percent or can say only three parents were graduated in the Shrawasti.  

The factors which are responsible for their (parents) illiteracy are rooted in tradition 

and society. Traditionally Scheduled Castes have been denied property rights. The 

caste hierarchy, as a system of occupational and social assignment, has relegated 

Scheduled Caste to the periphery of the occupational realm. The Scheduled Case rural 

workforce in India is predominantly employed in the agriculture sector and its 

dependence on agriculture sector is more prominent than that of the non-Scheduled 

Caste population (Thorat 2009:48).  

Parent’s Occupation 

Graph 3.6, shows that 38 percent parents work as cultivator in agricultural land and 30 

percent parents work 

as daily labour. 

According to the 

data there was a 

trend that after 

harvesting people 

migrates towards 

cities since they 

need money to 

complete their household amenities. Since Scheduled Caste community owns little 

area of cultivating land so they only produce that much amount of grain which is 

sufficient for their families only for a period of time. Many times, they face scarcity 

of food grains. Another source from where they get grains is the government ration 

shop which costs less from other places but for that also they need a substantial 

amount of money. Around 22.7 percent parents (who are mainly male members) have 

been migrated from the village to the city i.e. Lucknow, Delhi and Gujarat in search 

of work for a fixed period of time such as one year to as many as they want. Out of 
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total 6.3 percent parents work in dominating person‘s field or house (who are mostly 

upper castes having sizeable amount of cultivating land) within their village or outside 

or in nearby villages. Only 1.3 percent runs their own small business for their 

livelihood such as selling ground nuts in huts etc.  Mostly Scheduled Castes were 

engaged in marginal works such as wage labourers in the farm and the rural non-farm 

sectors. It was more apparent that the workforce of this social group faced a two-fold 

discrimination—first, it has limited access to agricultural land and other capital assets; 

second, limited access to income generation and livelihood opportunities further 

relegated it to the periphery, thereby leaving it with no option but to engage in manual 

wage labour. 

Parent’s Education and Monthly Family Income 

The total family income is effected by the income earned by head of the family and 

other members of the family, especially father‘s income, but it is also found that 

income of a person depends upon the educational and social status too. The caste 

based occupation had been prominent in India since long but now the nature of 

indulging into an occupation has been shifted. Moreover, their statuses have not been 

upgraded in the society because they are mostly engaged in group D and C (peons, 

clerks etc.) kind of job or in unorganised sectors as helpers (Thorat and Newman 

2007:4122).  

The statuses of the Schedule castes have not been changed truly yet after the six 

decades of independence. So, people from marginal communities in rural areas lies on 

the lower strata of the kind of works they are engaged in such as labourers on the 

construction site or in other‘s field. In globalised era, occupation depends on the 

qualification of the person because nowadays societies are highly division based 

society which demands specialisation in the stream. It is imperative to discuss 

parent‘s and their monthly family income in the research site. 

Table 3.3 shows that more than eighty percent (83.3 percent) of Scheduled Caste 

families‘ monthly income is less than 5000 rupees per month. These were the groups, 

who have small piece of land in their villages and they also work in other‘s field in 

peak days of harvest. Whereas only 9.7 percent income was 5000 to 8000, these are 

those people who have migrated to cities in search of job. They work in nearby city 

areas as marginal workers in the factories or on construction sites or work as 
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attendant/helper in big shops. These groups are those who have passed metric. Only 7 

percent family‘s income is above 8000 rupees per month. This group belongs to those 

who have passed intermediate and graduation.  

Table 3.3:Parent’s education and Monthly Family Income 

Father’s 

Education 

Monthly Family Income (in Rupees)  

Total below 

3000 

3001 - 

5000 

5001 - 

8000 

above 

8001 

Uneducated 
58 

(19.3%) 

55 

(18.3%) 

6 

(2%) 

6 

(2%) 

125 

(41.7%) 

Primary 
30 

(10%) 

38 

(12.7%) 

4 

(1.3%) 

2 

(0.7%) 

74 

(24.7%) 

Upper Primary 
10 

(3.3%) 

33 

(11%) 

6 

(2%) 

2 

(0.7%) 

51 

(17%) 

High School 
7 

(2.3%) 

13 

(4.3%) 

9 

(3%) 

5 

(1.7%) 

34 

(11.3%) 

Intermediate 
0 

(0%) 

6 

(2%) 

4 

(1.3%) 

3 

(1%) 

13 

(4.3%) 

Graduation 
0 

(0%) 

0 

(0%) 

0 

(0%) 

3 

(1%) 

3 

(1%) 

Total 
105 

(35%) 

145 

(48.3%) 

29 

(9.7%) 

21 

(7%) 

300 

(100%) 

 

The above picture shows that how educational attainment leads to earning higher 

economic rate. Thus, Scheduled castes need more attention in provisioning of 

education to them so that they could climb up in the social strata. Despite all the 

provisions with regard upward mobility of the Scheduled Caste the low level of 

education barred them to reap the benefits of reservations and other such provisions 

(Jha and Jhingran, 2005:121). 

Dwelling 

The social status of a person is also portrayed through his/ her living conditions; such 

as type of the house, location of the house, facilities available in the house. In general, 
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people build houses to provide shelter to them but the kind of house they build is 

determined by their socio-economic status.  

The durability of houses and 

the kind of security they 

provide to its residents 

broadly depends on the type 

and quality of material one 

has used in building the 

house. Graph 3.7 shows that 

about 58 percent of the people 

of the said community  live in 

Kachcha  houses  as people 

do not have sufficient income to build pakka houses. Kachha houses are built of those 

materials which have to be replaced often both walls and roofs such grass, bamboos, 

unburnt bricks, mud and that etc (District Census Handbook Shrawasti 2011:i). 

Hence, they do not have any other option instead of living under the kaccha house 

since they lack of money.  

Only 6.7 percent people live in pakka houses among them few have got financial 

support under government schemes to build a room or two. Puchha houses (consist 

walls and roofs mainly) are built with hard/permanent materials  such as stones, 

cement bricks concrete burnt bricks. Since it costs a huge amount of money to build 

house which seemed rare to afford by a population of the village. Around one third of 

the house hold that is 35.3 percent live in mixed house which was partially made of  

permanent material and partially made of temporary materials which have to be 

replaced frequently. It is a fact that they build these kind of houses in necessities such 

as to save themselves, their cattles and grains from rain and other disasters. More than 

half of the population that is 58 percent live in kaccha houses, which indicates the 

levels of poverty amongst people in Shrawasti. 

Locations of Houses 

Scheduled Castes mainly live in rural areas. Scheduled Castes continue to live in 

clusters physically segregated from other households in outskirts villages and located 

distantly from higher caste population (Nambissan 2006:234). Scheduled Caste 
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habitation is deliberately earmarked in an undesired location or direction, to maintain 

a social distance from caste Hindus and their ‗sacred‘ activities. This signifies a 

space-temporal and geographical social exclusion of Scheduled Caste people.  

Mallick and Malik (2016) argued that upper caste Hindu believe that as winds do not 

normally blow from a southern direction, they will not get polluted nor will the 

shadow of a Dalit household reach them if lower caste habitations are located in 

southern areas. Possibly, the Hindu Vastu Shastra (ancient science of architecture) 

also justifies this direction as inauspicious location. So, the caste, religious practices 

and beliefs of dominant Hindus decide the location of Dalit habitations, hence they 

segregate, isolate and impose constrictions, in whatever manner they wish to, 

according to their own convenience (ibid:221). 

As it represented in the Graph 3.8 shows that only 12.7 percent Scheduled caste 

household are live inside the main village where other castes live such as Brahmins, 

Rajputs and Yadavas etc. whereas 27.7 percent live in aside of the main village – 

specially at the edge of village from where nobody lives other than of those castes. A 

large number of population which is 59.6 percent of scheduled caste community 

habitats on the outer boundaries of the main village. It is observed in the field that 

among Scheduled Caste community mainly few castes live on the toes of the villages. 

The irony is that one can easily trace someone‘s location by knowing their caste as 

identity in rural areas. Since these localities are named after their castes. Chamar, Pasi 

and Dom community habitations were mainly situated outside of the village because 

of their association with traditional work (menial work).  
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Although, caste based clusters are common for all caste groups in rural India, contrast 

to other cases where mixed housing is also common, SCs face complete segregation 

even today. These Scheduled Caste localities often happen to be the more complex 

localities in terms of access and facilities (Jha and Jhingran 200:125). This kind of 

segregation tends to corner all kinds benefits of governments schemes. 

Infracture in the Household 

The kind of infrastructure is available in the house the life of the resident will be more 

easy and healthy as well. The basic infrastructure is being discussed here such as 

personal vehicle for transportation, source of cooking fuel, source of drinking water 

and sanitation. As mentioned in the above Graph 3.7, about 60 percent of scheduled 

caste families in Shrawasti live in kaccha houses, which show their ability to live in 

adverse conditions due to their low economic status. Most of them were very poor and 

resource less. 

Table 3.4: Personal Vehicle for Transportation 

 Frequency in Percent 

Cycle 282 94 

Motorcycle 18 6 

Total 300 100 

 

According to the Table 3.4, around 94 percent of people have cycle in their houses, 

whereas only 6 percent people who have little source of income owned motorcycles. 

Tractors and threshers are essential equipments of agricultural families but none of the 

family in the habitat owned any of them. One reason behind this was the small piece 

of land and another is that their low economic status. They assume that why to invest 

so much money on tractor and thresher when we can rent it for some time when it is 

needed.   

Source of Cooking Fuel and Drinking Water 

Traditional source of cooking fuel (wooden fire and cow-dung cakes etc.) affects the 

quality of air and health also. It is one of the most important dimensions, as indoor air 

pollution together with the drudgery and lack of convenience associated with the use 
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of traditional fuels. Graph 3.9, shows that 75.5 percent household use wood as source 

of cooking fuel and 12.3 percent use farm waste material to cook food, whereas 9.7 

percent use cow-dung to cook food. Only 1.7 percent household uses LPG (Liquid 

Petroleum Gas) for cooking food in their houses.  

 

This reflects that mostly Scheduled Caste household are depend upon the traditional 

source of cooking fuel like firewood, cow dung farm waste material which produce 

indoor air pollution which cause different type of health hazards in girls child and 

women‘s of their family who were bound to cook food in smoky environment which 

affects their health too (WHO Factsheet,2011). 

Source of Drinking Water  

Water is considered as basic necessity of life but the fact that it is also not easily 

available for the common 

people. In case of 

Scheduled Castes Thorat, 

Jha and Jhingran (2005, 

2009) argued that if a 

household has access to 

drinking water supplied 

from a tap or a hand 

pump/tube well situated 

within or outside the premises, it is considered as having access to safe drinking water 

(ibid: 23,125). Similarly, Jha and Jhingran (2005), wrote that in many areas in the 

country Scheduled Castes have to walk longer in search of water. In this context 

Graph 3.10, shows that 89.7 percent population are depend upon community hand-
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pump, which were mostly outside of their locality and most of the cases these hand 

pumps are far from the scheduled caste houses or locality. Only 10.3 percent 

household have personal handpump within the houses or house premises.  Around 

88.70 percent households use open fields for toilet whereas 11.30 percent has their 

own toilets in their courtyard.  

Conclusion 

The chapter provides a social, economic and demographic arrangement of the State, 

District and lastly the selected block HariharPur Rani. It also gives a snapshot of the 

status of elementary education in Uttar Pradesh. In this chapter, it has also been 

discussed throughout that how the socio-economic status of one can determine the 

educational and economic attainment. We also get aware that how schedule caste 

population are at the margins or one can say excluded from the mainstream society 

due to the stigma of caste attached to them.  

While we talk about the socio-economic background of Scheduled Caste Children and 

their educational status, Uttar Pradesh is one of most backward states in that 

particularly eastern UP has insignificant economic growth.  In context of education in 

UP social group disparities in literacy continue to be very large. When it comes to the 

Shrawasti Scheduled Caste Children household‘s socio-economic status continue to 

be at par since 83% earn less than 5,000 per month. Therefore, how can we think of 

spending more on education rather to focus on their livelihood? Though, elementary 

education is free of cost but the kind of segregation they face in the school due to their 

caste and class can never be neglected.   

 

 

 

 

 

 

 



Chapter-3                                                      Socio-Economic and Educational Profile 

 

64  

Reference 

Byres et. al. (1998). Rural Labour Relations in India, Frank Class. London. 

Chaturvedi, et. al. (2011). Reorienting Land Use Strategies for Socio-Economic 

Development in Uttar Pradesh Economic and Political Weekly, Vol. XLVI (26, 27) 

Dreze, J. and Gazdar, H. (1996). Uttar Pradesh: The Burden of Inertia In Dreze, J. 

and Sen, A. (1996). Indian Development: Selected Regional Perspectives Oxford 

India Paperbacks. New Delhi. 

Jeffrey et. al. (2005). Reproducing Difference? Schooling, Jobs, Employment in Uttar 

Pradesh, India World Development, Vol. 33 (4): 2085-2101  

Jeffrey et. al. (2008). Dalit Revolution? New Politicians in Uttar Pradesh, India, The 

Journal of Asian Studies,Vol.67 (4): 1365-1396 

Jha, J. and Jhingran, D. (2005). Elementary Education for the Poorest and Other 

Deprived Groups: The Real Challenge of Universalisation Manohar Publishers. 

Delhi. 

Lerche, J. (1998). Agricultural Labourers, The State and Agrarian Transition in Uttar 

Pradesh Economic and Political Weekly Vol.33 (13) A29-A35 

Mallick, N and Malik B.B. (2016). Sociology of Exclusion: Dalits in East Uttar 

Pradesh. Social Change, 46(2) 

Nambissan, G.B. (2006). Terms of Inclusion: Dalits and the Right to Education In 

Kumar, R. (2006). The Crisis of Elementary Education in India Sage Publication, 

New Delhi. 

Pant, N. (2004). Trends in Ground Water Irrigation in Eastern and Western UP, 

Economic and Political Weekly,Vol. XXXIX (31): 3463-3468 

Patel, T. (2005). (eds.) The Family in India: Structure and Practice Sage Publications. 

New Delhi. 

Pinto, S. (2008). Where There Is No Midwife: Birth and Loss in Rural North India 

Berghahn Books. New York. 



Chapter-3                                                      Socio-Economic and Educational Profile 

 

65  

Shanker, K. (1988). Land Transfer in Uttar Pradesh, Economic and Political 

Weekly,Vol.23 (30):1514-1517 

Singh, K.S. (2004). People of India: Uttar Pradesh Vol. XLII (Part One) Manohar 

Publications. New Delhi. 

Singh, K.S. (2004). People of India: Uttar Pradesh Vol. XLII (Part Two) Manohar 

Publications. New Delhi. 

Singh, K.S. (2004). People of India: Uttar Pradesh Vol. XLII (Part Three) Manohar 

Publications. New Delhi. 

 Srivastava, R.S. (2006). The Impasse Broken: Mapping Change in Elementary 

Education in Uttar Pradesh In Mehrotra, S. (2006).  (eds.) The Economics of 

Elementary Education in India Sage Publication. New Delhi. 

Thorat, S. and Newman, K.S. (2007). Caste and Economic Discrimination: Causes 

Consequences and Remedies Economic and Political Weekly Vol. 42, Issue No. 41 

Thorat. S. (2009). Dalits in India: Search for Common Destiny, Sage Publication. 

New Delhi. 

District Census Handbook Srawasti 2011 

http://hdr.undp.org/sites/default/files/india_uttar_pradesh_2007.pdf accessed on 

05.12.2016 

http://rdpr.kar.nic.in/document/BRGF_Guidelines.pdf 2007, accessed on 04.02.17 

http://udise.in/Downloads/Publications/Documents/District_Report_Cards-2015-16-

Vol-II.pdf accessed on 05.01.2018 

http://udise.in/Downloads/Elementary-STRC-2015-16/09.pdf accessed on 05.01.2018 

http://censusindia.gov.in/Tables_Published/SCST/dh_sc_up.pdf accessed on 

08/07/2017 

http://www.who.int/mediacentre/factsheets/fs292/en/ accessed on 02.02.2001 

http://epaper.indianexpress.com/550416/Indian-Express/25-July-2015#page/14 

accessed on 28/07/2017 

http://hdr.undp.org/sites/default/files/india_uttar_pradesh_2007.pdf%20accessed%20on%2005.12.2016
http://hdr.undp.org/sites/default/files/india_uttar_pradesh_2007.pdf%20accessed%20on%2005.12.2016
http://rdpr.kar.nic.in/document/BRGF_Guidelines.pdf%202007
http://udise.in/Downloads/Publications/Documents/District_Report_Cards-2015-16-Vol-II.pdf%20accessed%20on%2005.01.2018
http://udise.in/Downloads/Publications/Documents/District_Report_Cards-2015-16-Vol-II.pdf%20accessed%20on%2005.01.2018
http://udise.in/Downloads/Elementary-STRC-2015-16/09.pdf%20accessed%20on%2005.01.2018
http://www.who.int/mediacentre/factsheets/fs292/en/


 

 

 

 

 

 

 

 

 

 

 

 

Chapter Four 

Social Exclusion and 

Elementary Education: Access 

to Infrastructure and 

Participation 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



66 

CHAPTER-4 

SOCIAL EXCLUSION AND ELEMENTARY EDUCATION: 

ACCESS TO INFRASTRUCTURE AND PARTICIPATION 

 

This chapter discusses the process of social exclusion on Scheduled Caste children in 

elementary education in schools of Shrawasti, Uttar Pradesh. The chapter is based on 

three sections i.e. (i) issues of “Access” to infrastructural facilities in school and (ii) 

“Participation” in the school day to day activities and (iii) the relations of Scheduled 

Caste children with their teachers and peer group followed by conclusion. Section one 

includes the themes related to issues of “access” in terms of; “access to class room 

and its impact on children‟s learning”, “access to sit in front row”, “access to Mid-

Day Meal”, “access to School Uniforms and Study Materials”, “access to Drinking 

Water”, “access to Toilet”,  and “access to Gaming Materials and playground”. The 

second section is “participation” which shall be discussed through various themes in 

section two such as “occurrence of morning assembly in schools, participation of 

these children  in daily prayer”, “who offers prayer in the morning assembly?”, 

“segregation in sitting arrangement”, “participation in extra-curricular activities”, 

“silence” “mid-day meal”, “children as sanitation worker”, “children-teacher 

relation”, “children-peer relation”. Third section explains about the relations of 

Scheduled Caste children with their teachers and peer group. This chapter basically 

highlights the level of discrimination/social exclusion in accessing education and in 

participation faced by scheduled caste children in different spheres of elementary 

schools.  

Education has always been a tool invested with power and therefore, as representing 

the interests of the ruling class. By the virtue of representing ruling class ideas, it 

reproduces existing inequalities through symbols and cultural notion in order to 

preserve the status quo (Kumar 2006:303). So, the kind of inequalities were existed in 

the long past of India it is also being perpetrated in the 21
th 

century, directly or 

indirectly as Social Exclusion. Education is considered as primary tool for the one‟s 

development. It has been realized that without proper and equal educational 

opportunities for all, the achievement of economic as well as social development of 

India is not possible. Elementary Education sector is the most important sub-sector of 
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the education system, laying the foundations of the education edifice. Education for 

all was the basic thrust of the educational policies and priority has been given to the 

elementary education in the Constitution of India and which also inflected in 

educational planning.  

In the recent years, the increasing role of the state in education has been escorted by 

debates of the „public‟ and „universal‟ good or can say rallying cry of “education for 

all” in which the institutions of the developmental state are considered as crucial for 

promoting „modernity‟. But to what extent are modern principles such as those of 

equality and equity enshrined in the Indian Constitution, which children are 

encountering everyday in schools? Do schools uphold them in the face of community 

based norms of hierarchy and difference?  

 In spite of hike in literacy levels of disadvantaged groups the Scheduled Caste and 

others are mostly educationally backward compared to others who belong to upper 

castes. The reasons for these consistence educational gaps and differences are still a 

heated topic but it mostly overlap with economic disadvantage, subsumed with caste. 

In terms of social exclusion whether it is related to education system or any other kind 

of basic services it is unworthy to state that economic deprivation is the sole factor in 

India where society is based on the principles of caste hierarchy. The goal of universal 

elementary education encompasses universal access and retention, bridging of gender 

and social category gaps, and improvement in the quality of education. Nonetheless, 

larger concerns remain on the nature and adequacy of current policy responses to the 

exclusion of children from the deprived groups such as Scheduled Castes, Scheduled 

Tribes, Girls and Muslims.  

Issues of Access in School 

Govinda and Bandhopadhyay (2013) write that provision of Primary Schools in the 

villages/habitations that qualify for the opening of a formal school is fairly complete. 

However, children who live in small habitations with very small population groups 

continue to face difficulties in accessing schooling facilities within 1-3 kilometres 

(ibid:17). Similarly, the uneven physical access to school and its facilities in across 

states and habitations varied. The number of who enrolled in the schools also differ 

across gender and social groups, with SCs, STs and girls children lagging behind 
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however recent studies indicate that these groups have been catching up as far as 

enrolment at the primary levels at schools are concerned (Sharma and Ramachandran 

2009:12). The increasing number of enrolment does not assure complete and quality 

education free from biases. The section issue of access is based on how access play a 

vital role in achieving complete and quality elementary education without being 

socially excluded or through inclusion.   

“Access” to class room (school) and its impact on children learning 

School as an institution in India provides education to children whether through 

paying money or free of cost. In this way school is most relevant in Indian context so 

as access to it. Access to school in terms of classroom determines the education of the 

child. Govinda and A school infrastructure mainly portrays as a set of interlinked 

structural components that provide an outline for support an entire base of 

development. Educationist also emphasize on the good infrastructure for education 

system. In that way it is natural that we need proper environment to study for 

instance, class teacher student ratio.  

Since, the condition of the schools directly impacts the performance of the student. 

When it comes to reality, the field 

observation also expresses that 

maximum number government 

schools were not up-to mark of the 

government of India provisions. 

For instance, much number of 

schools were boundary less and if 

there was any boundary it was also broken. When it comes to the existing reality of 

classroom it was found that in most of the schools there were less numbers of 

classrooms for primary section. For upper primary school, classrooms were available. 

It was observed that in case of classroom availability for primary schools there were 

only three or four classrooms (cemented building with broken floors and filthy walls) 

with ventilation facilities were found. In many cases there are only one room for the 

purpose of office of the school head which has facility of locking its doors. 
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In line with this, this section discusses about access by classroom to various students 

from different sections of the society. Graph 4.1shows that out of the total respondent 

only 74.7 percent children sit in the classroom whereas, 22 percent sit in the gallery 

during school hour. Although, government of India with the help of state government 

ensures equal education for all, but in reality the atmosphere within school premises is 

totally different from the reports published by the government agencies. As the data 

inflects that the much number of children sit within the boundaries of classroom but 

the reason behind this is very different as it came out from various interviews. 

Through the interviews and observation it came out that children sit in the gallery 

since the unavailability of adequate number of school teacher in school.  

It is reported that in primary schools, basically students sit in two groups, first and 

second class of 

students sit 

separately and of 

class 3
rd

, 4
th

 and 

5
th

 sit together 

during school 

hour. Out of 

those 33 percent 

children of class 

3-5 reported that they sit together in school. When they countered, “why they sit 

together?” The answer was that, “due to the inadequate arrangements of teachers for 

different classes led them to sit together”. And when the same question was asked to 

the school teachers, they replied that, “Sir what can we do? I am the only person here. 

I have to teach everyone. So, I do in this way”. This was the case where it was seen 

that only one or two teacher were appointed for the primary school teachings. In this 

context Ramachanchan and Srivastava (2009, 2006) argued that children from SC 

community if they live in rural habitations or in peripheral settlements in urban areas, 

have access to schools with only or two best teachers, a single classroom school, a 

multi-grade (where more than one class is taught by a single teacher (ibid:126-152).  

It was also observed that where the number teachers are little more there also these 

students sit together to learn. So, it can be said that this mismanagement affects the 

children‟s learning in the classrooms of Shrawasti. In this context, Jha and Jhingran 

(2005) write that an adequate number of teachers is critical for creating the desired 
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learning environment and ensuring the required attention that every child deserves 

(ibid:67). While it has mentioned that every class has different syllabus. Here in 

reality a school teacher of a government school teaches all the children together in one 

class.  

According to Elementary Education Report card 2014-15(DISE 2014-2015), on the 

national level, 11.1 percent of Primary and 12.1 percent of Upper primary schools are 

run by only a  single teacher and it is found that in the field also. Only 19.7 percent 

children sit in separate classroom during learning sessions in school. Graph 4.2 shows 

that in upper primary school 31 percent children from (6
th

 to 8
th

 class) sit together in 

school hours because sometime teacher is absent and in this situation only single 

teacher have to teach all class student together, but children said that “most of the 

time head master does not teach us they only do official work, in this situation 

assistant teacher taught us together”.  

Access to knowledge in the Classroom 

The culture of the school and classroom practices, parents‟ and teacher‟s perception 

of and expectations from 

the students can have 

significant influences on 

how and what children 

learn. The sum of these 

factors can together 

influence our evolving 

definitions of quality and 

our understanding of providing equitable learning conditions. As per Graph 4.3 result 

39 percent of school going children replied that they do not understand what has been 

taught in class room. According to children it is reported that most of the time 

teachers do not teach them rather they only give them to writing lessons (sulekh).They 

give lessons to children to write and they make themselves busy in gossiping and at 

many times they are occupied with their mobile phones.There was no teacher-student 

discussion were observed during the research work in Shrawasti. Another reason 

came out from the interviews was that, teacher appoints an intelligent student in the 
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class for dictating lesson instead of teaching to the whole class by himself and the rest 

of the children follows him. 

When researcher asked the children in terms of his affiliation “who is this intelligent 

boy”?  Many children replied that, “unchjaati k ladika” (boy from higher caste). Then 

the researcher asked, “From which particular caste in high castes that boy belongs 

to”?  Those children replied that, “thakura, ahiranka”.  As per the interviews data it is 

clear that knowledgeable or intelligent child of a school or class is always belongs to 

upper caste or backward caste community. However, in the field it was found that 

how these ahirs mainly known as Yadavas have social image to suppress society. 

Since in the field observation it came out that the children from the scheduled caste 

community acknowledge them as unnchjaati. According to the researcher‟s analysis 

the school teacher wanted to be freer instead of doing their duty. Here it becomes 

important to notice that how these school teachers in Shrawasti creates the feeling of 

difference as low among SCs children in schools. In this context, Nambissan (2003) 

writes that SC children perform poorly in schools. It is also because as  Batra (2009) 

argued that students from under privileged families perhaps  requires greater 

orientation and education to enable to adjust to the presence and educational efforts 

compared to privileged (upper caste) families (ibid:117). Similarly, Govinda and 

Badhopadhyay (2013) argued that poor quality of teaching-learning processes in 

many schools, leading to low levels of basic skill attainment, that is, reading, writing 

and arithmetic even after attending schools for a long period. Low levels of learning 

put children at risk of drop out as parents tend to withdraw their children for the said 

reason (ibid:43). 

John Dewey (the political philosopher), emphasize on progressive education in which 

child is central point in education 

process. He proposed the idea of 

„learning by doing‟ or „activity 

based learning‟ (Thapan 2006:11). 

In the reality the scenario is 

somewhat different. Graph 4.4 

shows that the percentage of those 

children who ask question in the class room. In this scenario, 52 percent children said 
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that they do not ask question in classroom learning whereas 48 percent affirms that 

they ask question. When it comes to question, who ask questions in the class room. 

Many children replied that the high caste children ask questions to the school 

teachers. This data expresses that the scheduled caste children face differences in 

participating in class for instance, making class dialogic.  

It is known from Graph  4.4 that 48 percent children ask questions in the classroom if 

they have any query. 

When it came to the 

teacher‟s response to 

that question according 

to Graph 4.5, it was 

found that only 1/5 

children of the total 

number of children who ask question get their answers back. Most of the teachers do 

not reply them despite that the teachers scold them and sometimes they beat them also 

by commenting them, “why do not you concentrate when I teach in the class”. These 

types of comments and beatings make those children fearful so they do not ask 

questions in the class and these incidents also demoralize them to participate actively 

in class.  

When it comes to the point that “whom do you refer when you do not get answer 

from the class teacher”. 

Half of the respondents 

said that they leave the 

topic while rest of them 

ask to their peer group. 

These types of comments 

made them realize that 

they are not equal as others 

in the class (Graph 4.6 for details). Since, they cannot easily understand taught lessons 

in the class may due to the difference of language. On the other hand, their 

educational and economic indeed social background does not permit them to be 

equivalent to other children in the class. The monologue in the classroom affects the 

ability of the future of the children. 
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Homework is an essential part in the process of learning in the schools. The point here 

arises is that whether the school 

teacher gives homework to 

students? Most of the children did 

reply in affirmation. Then it poses 

a question that, do these students 

complete their homework? 

According to interviews it was revealed that 67 percent children complete their daily 

work whereas 33 percent children do not complete their work (see Table 4.7). Those 

60 percent children who complete their work said that they complete their work on 

time because if they do not make it complete on time they will get beaten up by the 

teacher. It was also observed that these children do not complete their homework 

regularly and when they make it complete it is almost wrong.  

Since their parents are not literate enough to help them to complete their homework. 

Only 3 percent of respondents‟ parents were able to help their children in completing 

their homework. It was also observed that their parent‟s economic barriers make 

themselves busy into the earning. Other children who do not complete their 

homework said that nobody helps them in completing their homework. Second thing 

which came out through the discussion is that, the school teacher does not check the 

notebook of home work so they do not complete it. If the notebook of homework gets 

check in the class the students gets punishment in form of physical beatings. It was 

observed rarely that a few teachers encourage these children to complete their 

homework in the classroom if they were unable to complete their homework back in 

their houses.  

The irregularity of the teachers of schools in the checking up of notebook of home 

work, develops a 

tendency among 

children to not complete 

their homework. In this 

context, Jha and 

Jhingran (2005) write 

that school supervision 
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and support are, or at least should be crucial for monitoring and facilitation of school 

functioning (ibid:71).Children assume that it is better not to complete homework 

rather they feel comfortable in accepting corporeal punishments. It also shows that the 

interest towards learning is diminishing among children which make them day by day 

educationally backward. But the question arises here is that is it possible to complete 

the homework when the child has not learnt his/her lesson in the classroom? With 

regard to this, Nambissan (2003) argued that homework as a burden that SCs cannot 

cope with. As parents are usually non literate since they are unable to provide the 

academic inputs necessary to complete their homework satisfactorily. As a result 

children are constantly reprimanded in schools (ibid:130). It is clear that the 

established functionaries of the education system does not provide adequate 

environment to the classroom where a child can learn and grow upwardly. See Graph 

4.8 for more detail. Government schools are characterized by poor quality of 

infrastructure, less than adequate number of teachers and lack of resources 

(Nambissan 2009). 

Access to Mid-Day Meal 

The structure of Mid Day Meal in schools has had a long history in India. In 1925, 

AMid Day Meal Programme was introduced for disadvantaged children in Madras 

Municipal Corporation. Followed by this, by the mid 1980s three States viz. Gujarat, 

Kerala and Tamil Nadu and the Union Territory of Pondicherry had universalized 

acooked Mid Day Meal Programme with their own resources for children who 

enrolled in the primary stage. Mid Day Meal was also being provided tochildren in 

Tribal Areas for instance, some States like Madhya Pradesh and Orissa
1
. The 

programme commonly regarded as National Programme of Nutritional Support to 

Primary Education also known as Mid-Day Meal Programme, was launched as a 

centrally sponsored scheme on 15th August 1995. Its objective was to boost 

universalization of primary education and to improve the nutritional status of children 

by the food given to them in the school. 

It is an incontrovertible fact that school meal programmes exert a positiveinfluence 

on enrolment and attendance in schools (Lalita & Rekhi 2016)
2
. A hungry child is 

lesslikely to attend school regularly. Hunger drains them of their will and abilityto 

learn. Chronic hunger can lead to malnutrition. Chronic hunger alsodelays or stops the 

                                                           
1
http://mdm.nic.in/Files/Guidelines/10.FINAL_Guidelines_MDM_19_sept.pdf accessed on 01.01.2017 

2
 

http://mdm.nic.in/Files/Guidelines/10.FINAL_Guidelines_MDM_19_sept.pdf
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physical and mental growth of children. Poor orinsufficient nutrition over time means 

that children are too small for theirage, and susceptible to diseases like measles or 

dysentery, which can killmalnourished children. Malnutrition adversely affects 

Universalization ofElementary Education. Even if a malnourished child does attend 

school, he/she finds it difficult to concentrate on and participate in the 

teachinglearningactivities in school. 

Apart from enhancing school attendance and child nutrition, mid day meals have an 

important social value and foster equality. As children learn to sit together and share a 

common meal, one can expect some erosion of caste prejudices and class inequality. 

Moreover, cultural traditions and social structures often mean that girls are much 

more affected by hunger than boys. Thus the mid day meal programme can also 

reduce the gender gap in education, since it enhances female school attendance. But in 

ground this programme is not implemented according to their objectives. Moreover, 

37.7 percent children of government elementary schools do not get mid day meal 

regularly in schools.School with the help or Gram Pradhan (village headman) has to 

serve food to children, according to Mid –Day Meal weekly food plan (menu) as 

mentioned below.  

Table 4.1 Mid-day meal plan weekly food table (menu) 

   Day New menu Type of cuisine 

Monday 

Bread and vegetable 

soybeans or lentils which 

use large and fresh seasonal 

fruit 

Wheat bread and dal / soybean containing a 

large vegetable (use seasonal vegetables) and 

fresh seasonal fruit 

Tuesday Rice-dal 
Namely rice and dal chana / TUR / other 

pulses 

Wednesd

ay 

Tehri Tehri and milk 

(boiled hot milk) 

Tehri Tehri mixed rice and seasonal 

vegetables and received 0 V-0/150/200 mm, 

respectively, for the 0 P 0 V 0 0 0 Lee was hot 

boiled milk 

Thursday Bread and lentil 
Wheat bread and dal, (viz gram / TUR / 

other pulses) 

Friday 
Tehri Tehri which use 

large soybean 

Rice and vegetables (potatoes, soybeans and 

seasonal vegetables available at the time) 

Saturday 
Vegetables with rice-

soybean 

Rice and soybean and spices and fresh 

vegetables 

Source-http://www.upmdm.org/ accessed on 01.01.2017 

http://www.upmdm.org/
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According to Central or State regulations, schools have to follow roster to provide 

cooked meal for children, but in reality children do not get meal according to roster 

decided by government. According to field data 87.3 percent (see Graph 4.11) of 

children do not get food according to roster. It was observed that Most of the times, in 

regular mid day meal they get „Khichdi, Sabji- Chawal‟, Tahri.  They never get boiled 

milk in school as recently state government has promised to provide boiled milk on 

every Wednesdays. It shows that Scheduled caste children in schools get food in mid 

day meal.  

Since, it was observed that the mid day meal is cooked in most of the schools. 

Nevertheless, in most schools, regular mid day was not regularly served by its 

authorities accordingly. And it was also observed that where there number of children 

in the early morning was less they do not serve cooked food in mid day. The school 

authority said that “who will cook for these less number of children they will go back 

to their home and come after having meal.”  According to a report published by 

(NUEPA) named „District Elementary Education Report Card (2013-14)‟ explicates 

that mid day meal is served in 94.2 government primary schools and 94.4 upper 

primary schools out of total. However the field data illustrates the different picture of 

this totality. Here the school authorities only perform activities only on papers not in 

reality.  

Field data also informs that even if they rarely provide mid day meals to the children 

the quality of the food is worst. Since, it was observed that during mid day meal, a girl 

of age eleven thrown out cooked curry made up of nutrila (Soyabean) from her plate. 

When, the researcher asked her, “Are not you hungry? Why did you dump your 

food?” She did not reply anything. She silently moved on and suddenly a person who 

serves came and started saying that, “this generation of children are very naughty. 

They do whatever they like to do.” At the same time the school teacher came and said 

that, “her plate might have some insects on it. Since, she belongs to poor family they 

surely not have materials to clean their plate and started laughing. Otherwise we 

cook our food carefully.” Meanwhile in the school a filed site, the researcher heard 

the murmuring of other children saying that there were insects in the curry but do not 

speak it loudly. 
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70.3 percent children get insufficient food during lunch hour if they ask more 

sometime they get more food.   

Access to School Dress and Study Material  

According to field observation it was noticed that the maximum numbers of children 

have access to free of cost school uniform and study material for instance books as if 

the state government ensures through its provisions. Nonetheless, the children and 

their families have different perceptions on the quality of school uniform though they 

get 2 pairs of school dress for their children. They complained with regard to school 

uniform that:   

“ye kapde jaada din chalet nahi hai. Bahut jaldi inki silai b tut jaati hai. Sarkar to 

bahut achha saaman deti par ye maastar saahab log hmare bachho ko kam paise 

wala kapda batatte hai. Aur bacha hua paisa aapas me kha lete hai”.  

These clothes does not last for long and its stitches starts loosening very soon. They 

give us very good things but these school teacher gives us low quality of school 

dresses. Doing this they save money and they keep the remaining money in their own 

pockets. 

On the other hand, the school teacher says that, “these people are very poor so they 

wear their school dress all the time even after their school hours. They do not even 

wash it or might they wash it weekly said laughingly. They do not handle these school 

dresses carefully. 

This dialectics between school teacher and the parent of the poor child shows that 

how different is their world in 

materiality.  One who has nothing 

or else has less, compared to other, 

thinks of gaining from the state as 

welfare programmes promised to, 

on the other hand, the other who has 

a source of earning thinks that these 

people are greedy. However, he is responsible for obeying his duty rather he makes 

fun of others regarding their economic and social strata.  
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Access to Water 

Water is an important component in living organisms to survive. Human life cannot 

be imagined without water since it fulfills many purposes of human life such- for 

drinking, washing and bathing purposes etc. Thus it is necessary to have water facility 

in schools. Since schools have generally long hours (10:00 to 16:00) for study and 

according to humanistic behavior we need water to drink and for other purposes. 

Therefore, school is responsible to provide water facility through any of ways such as 

hand pump, supply water and bore well etc. However, the increasing pollution in the 

atmosphere bound us to focus more on providing safe drinking water in government 

schools.  

It was observed in the field that hand pump (India mark) is the main source of 

drinking water in government schools rather purified water facilities. There is no 

facility of tap water or any vessel placed on the place of drinking. The area where 

hand pump was located was extremely broken and in some schools it was full of mud. 

During the fieldwork it was early winter (October) so it was not possible to observe 

whether these hand pumps work in peak summers (June) since this month is prone to 

drought. Though, it was discussed during the interview. According to Graph 4.18 

/field data in two of the government run schools, children reported that “they do not 

have any source of water in their school premises.” 

When it was asked that from where do you get water for drinking? The children said 

that “they drink water from nearby hand pump in the village.” It was also observed 

that rest of the schools have hand pump but found mostly in unhygienic conditions. 

Since the school infrastructure does not have proper drainage system to drain.  

Graph 4.20 shows some children went to nearby hand pump to drink water, where 

no drinking facilities were available few children go to their homes for drinking water 

also. Unavailability of drinking water was a problem in the school; in fact, some 

children who were found to leave from the school premises to drink water who 

supposed come back did not return to school.  
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Access to Toilet  

Toilet is an important and a necessity for a good school. It is a part of sanitation 

programme which ensures cleanliness, good health, and prevents from various 

diseases. The government of India has introduced a programme named “Swachh 

Bharat Abhiyan dated on October 2
nd

2014 to facilitate cleanliness among people with 

other objective to achieve an open defecation free India by 2 October 2019.   In line 

with this, Right to education act-2009, ensures separate toilet for girls and boys, but in 

reality in the rural villages of Shrawasti adequate toilet facility is unavailable. 

According to various scholarly articles many of the girls from upper primary schools 

do not go to schools since it has not proper toilet facility for them. Government 

schools are characterized by poor quality infrastructure, less thanadequate number of 

teachers and lack of resources. According to field observation there were number 

ofschools where toilets were barely available but in not working condition.  It was 
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only built as a structure of building without any toilets seats placed in it to show it on 

official papers. In some schools outer structure was available but the in reality there 

was no other facilities like water tanks, flowing water etc. In those schools where 

toilet was available it has two different compartment one for boys another for girls. 

Among those schools where toilet facility was available only two schools do not have 

separate toilet for girls.  According field data, only 10.3 percent of children do use 

toilet facility who were mainly girls. When they asked, “why they do not use toilet 

rooms for their purposes?” 

In response to this question 38.7 percent children said that, “doors of the toilet room 

always remains locked whereas 26.3 percent children said that “the only school 

teacher uses toilet. He does not allow us to use. He says that “ghar se kar k aayakaro, 

khud k ghar me to hainhi, yaha chale aate hai ganda karne” (Do not use toilet here, 

you people do not have toilets back in your homes you make dirty.)  Thus, children of 

the school prefer to go outside for toilet. 
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Access to Game Material  

The importance of sports and games in school premises encompasses more than just 

the benefit of physical activity. It is not only books through which a child could gain 

knowledge so the game as an extracurricular activity plays an important role in the 

development of any child. It not only makes a child physically strong, rather physical 

activity with reference to games also increases self esteem and mental alertness of a 

child. The motive behind the provisioning of sports/game materials to promote unity 

among children. It requires sports/ game material for children. There are different 

government provisions for providing materials to different standards of children for 

instance at primary there are facility of skipping which is supposed to be for girls and 

bat ball for boys. As in Indian society children grows through patriarchal norms so 

while deciding with what toys a child should play is always a choice of gender 

identity. For instance, a boy will play with bat ball and girls should not.  

 

I reach to this conclusion while I was discussing to school authorities about game 

facilities available in schools. The provision of game materials for upper primary 

schools is badminton, volleyball and football etc. Though, the state provides game 

facilities to promote physical education among children but the state does not 

appointed any teacher for this purpose yet. By the time state has started appointing 

physical education instructor from the year 2016. When it comes to reality the picture 

sounds different, Graph 2.25 shows  almost 31.3 children said that, “their schools 

does not have game materials for children” whereas 15.3 percent children said that, 

“they even do not know about game materials.”  However, only 30 percent children 
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said that they get game materials with but rarely. It happens in those schools where 

facilities for games and sports are available.    

Issues of “Participation” in School 

In the Morden era, knowledge and skills plays a crucial role in developing 

individuals‟ personality, which is majorly drawn from formal education. It is 

considered to be an important means for development, in respect to both social and 

economic. However, it is known that education from the beginning of Morden society 

has been unevenly accessible to individuals due to its inherent structure, policy, and 

objective particularly in the developing countries. It is also linked to socio-economic 

conditions of a any society. Indian society is based on rigid social structure, in which 

education has been viewed as means of development and the source of perpetuating 

inequality (Wankhede 2013:182). Formal education system has emerged in western 

society which context is different from Indian society. When one speaks with regard 

to Indian society, it is diverse, complex and traditional in nature, so it is obvious that 

the concerns regarding the structure and objectives of the education system would 

also differ in nature (Wankhede 2013:182).  Formal access to education and 

performance of a child does not only depend upon social conditions but also by the 

nature of education and social condition that exists within the educational institutions. 

Constitution of India provides various policies; programme for the educational 

development of Scheduled Caste but even after six decades of independence their 

overall participation in education has lagged behind significantly in comparison to 

non scheduled caste counterpart (Thorat 2009).  

Injustice and inequality in India exists in its worst form because of social hierarchy 

(caste as an institution) that is directly linked to social exclusion and discrimination. 

The 86th Constitutional Amendment, passed by the Indian Parliament in 2002, 

recognized education as a fundamental right of every child between 6 and 14 years of 

age. However, it was in 2009 that Parliament passed Right to Free and Compulsory 

Education Act for the children up to the age of 14 years. In reality the concept of 

equal education is not helping scheduled caste children at elementary school level 

(this fact will be discuss later acknowledge by the facts founded in during field work). 
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Activities in the school such as Morning Prayer, classroom activities, availing mid 

day meal and Sitting pattern in classrooms is not untouched by caste phenomenon. 

State of morning assembly in school 

If prayer is offered everyday in the school? 

In every school the day begins with Morning Prayer, as it brings the sense of 

togetherness and motivation amongst all children. Morning assembly is an important 

aspect according to Sarva Shiksha Abhiyan (SSA) to enhance prosperity among all 

children within the school. According to NCERT it is the responsibility of teacher to 

organise Morning Prayer everyday   (NCERT, 2014:26). Figure 5.1 shows a complete 

different picture as 63.3 percent children said that “prayer is not being offered 

everyday in their schools whereas only 29.3 percent children said that “prayer is being  

offered everyday in their schools”. While it was tried to explore the reason behind not 

commencing of prayer daily in schools it came out that the irregularity is the main 

reason for that. In reality it was also observed that most of the schools do not open on 

time. Teachers are responsible for opening the school in the morning and to close in 

the evening. Thus in case when school teacher reaches school late so he does not open 

school at times. This picture shows that lack of management in elementary schools.  

One day I was on my way to school for my fieldwork in Hariharpur rani block in 

Shrawasti district. I reached school by 10 am as I remember that the government 

school begin its day by 10 am which some villagers also told me. When I reached to 

the school I found that its gate (made up of iron rods) was locked. Therefore I thought 

to wait for some time. And I waited there since I was thinking that the school teacher 

might have on his way and will be coming in few minutes. But the time passed with 

its pace and I spent more than half an hour there.  

Then I decided to visit to the village of that block where I could find scheduled caste 

households. The scheduled castes households were located at the outskirts of main 

village where school was located. I went there and interacted with villagers, while I 

was interacting with villagers, I noticed that children were going to the school in their 

school uniform with a bag on their back or a side bag made up of clothes. Then I 

interacted with the students and inform them I am coming from your school and it is 
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still locked. They replied that, “No, it is opened because our school teacher has called 

us today. I said it is fine and followed them. On the way the children told me that their 

school usually come this time. When I reached to school I found it open. I entered into 

the school and met the teacher. During our interaction a young man came from the 

same village and asked “why do not you organize morning assembly to the school 

teacher?” The school teacher replied him rudely that, there is a proper time for prayer 

which is fixed for morning. Do not you know it, how educated are you? These 

children always do not come on time so we cannot waste whole day on this.” Then he 

looked on me and started justifying himself by saying that, “I come from very far 

place nearly (60 km). So, sometimes it takes time to come here. As this way has not 

direct transportation system to reach to the school but that teacher come to school by 

their own motorcycle.  

Drawing from the above anecdote and many other cases like this in different villages 

which I encountered in the field, I came to a point that these school teachers do not 

take their duty as much seriously as they should. Since, they gave more importance to 

other stuff rather to focus on their duty.  

The singing of prayers in daily assembly leads to the construction of „sacred spaces‟ 

within the school where Scheduled Caste children are likely to be excluded because of 

their perceived „low‟ ritual status in society by others. In reality rarely schools have 

system in which everyone one offer prayer according to their turn.  

 

Table: 4.2 Prayer in School 

Response Frequency Percentage 

Yes 87 29 

No 21 7 

Occasionally 192 64 

Total 300 100 
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Table  4.3 Who offer prayer in the school 

Response Frequency Percentage 

everyone according to their turn 17 5.7 

intelligent students 52 17.3 

only general caste students 30 10.0 

only OBC students 6 2.0 

Everyone 4 1.3 

Total 109 36.3 

No Prayer 191 63.7 

Total 300 100.0 

 

Prayer in the morning assembly  

The inclusion of rituals in schools is linked to the Hindu religion in the daily routine 

of the school. The division of responsibilities to carry them out is another domain of 

school life that is yet to receive attention specially who will do what is predefined 

according their caste status in public sphere (justify through journal) . The morning 

assembly in most schools includes a prayer which is led by a student (prarthana 

bulvana)(Nambissan 2009).  

According to the field data, the total percent of Schedule Caste children who offer 

prayer in morning assembly seems far lower to the expected one which should be 

equal opportunity for all. Table 4.4 denotes that only 16.3 percent children offer 

prayer in morning assembly in schools out the total number of schedule caste children 

interviewed in the field.  

Table  4.4 Participation in Offering Prayer in the School 

Response Frequency Percentage 

Yes 49 16.3 

No 251 83.7 

Total 300 100.0 
 

Whereas figure 4.4 shows that 83.7 percent children were said that “they do not get 

included in offering prayer”, one of the reason for not offering prayer in morning 
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assembly is since prayer is  not being offered everyday  in school Indian society is 

based on rigid social structure, in which education has been viewed as means of 

development and the source of perpetuating inequality a Indian society is based on 

rigid social structure, in which education has been viewed as means of development 

and the source of perpetuating inequality and if sometime it get offered the school 

teacher never call them to offer prayer.” Teacher gives responsibility to offer prayer to 

intelligent children who were very well in offering prayer and who also supposed to 

come from OBC community (Other Backward Community) like Teli, Yadavs and 

others.  

When the same question was being asked to the various school teachers, 37.3 

percent teachers said that, we call them to offer prayer but they do not come forward 

so we are bound to call someone else to do the task. Others are little intelligent 

because their parents spends time on learning/teaching them, whereas these people do 

not focus on learning rather their only emphasis is on getting food from the school as 

mid day meal”. Whereas 62.7 percent teachers said that, these children are so lazy and 

they are not interested in this stuff. We cannot call younger children for offering 

prayers since they are too young to remember the long stanzas. We call children form 

standard fifth to eighth but many of the children from these classes have not learnt the 

prayer yet”. So the point here is that which needs to be emphasized is whether these 

children have faults from their side such as they have not learnt their school prayer or 

the institution which is responsible for performing their duties in terms of learning 

and developing children‟s personality equally”. It confronts the promising idea of 

personality development of children in school by the teachers to accept and perform 

the task. It comes through the interviews children informants that their teacher never 

motivates them to participate in any sort of activity in the school instead of motivating 

them their teacher use to comment them such as you only come here to eat and not for 

getting education.  

According to field data, government elementary school teachers are found biased as 

they do not give equal opportunities to scheduled caste children for offering prayer. 

Teachers from non scheduled caste community think Indian society is based on rigid 

social structure, in which education has been viewed as means of development and the 

source of perpetuating inequality  that they (Scheduled caste children) come to school 
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only for mid day meal and not for education. These school teachers make comments 

on their family status rather than developing their personality in schools.  

 

Segregation in sitting pattern  

The other theme which represents discrimination in the school activities is sitting 

pattern in classroom. The current section presents a form of segregation and it create 

effects on the level of learning of scheduled caste children in schools. Table 4.6 shows 

that majority of the Schedule Caste children (47.7 percent) sit in the last row, 

followed by 24.3 percent of children who sit where they find place to sit when they 

come into the class, only 9 percent children reported that they sit in front row. Sitting 

arrangement in the classroom is influenced by number of reasons. However, the 

foremost reason in the sitting arrangement tends to be influenced by teachers‟ 

expectations and preferences „intelligent‟ (hoshiyiar) students in the front row and 

those considered „weak‟/kamzor tend to sit in behind.  

Table 4.6  Sitting pattern   in classroom 

  Frequency Percent 

In front row 27 9.0 

In middle row 57 19.0 

In last row 143 47.7 

where you find place 73 24.3 

Total 300 100.0 
 

Table 4.5  Reasons for not offering prayer 

Response  Percent 

Not Applicable 16.3 

Prayer is not offered in the school 27.7 

Teacher never call to offer prayer 52.0 

Only few intelligent students offer prayer 4.0 

Total 100.0 



Chapter-4        Social Exclusion & Elementary Education: Access to Infrastructure 
& Participation 

 

89  

Figure 5.3 clearly shows that Scheduled Caste children were well aware of teacher‟s 

notions about hoshiyar- front benchers–who had to „memorise the lesson‟ and 

„answer the teacher‟s questions‟  

Table  4.7 Sitting Pattern in Classroom 

Response Frequency Percentage 

Where you find Place 73 24.3 

In Last Row 143 47.7 

In Middle Row 57 19 

In Front Row 27 9 

Total 300 100.0 

 

More than 70 percent (Table 4.8) of children were reported that intelligent students 

who have completed their homework were sit in the front row , only 12 percent said 

there were no system to sit in classroom. Those who reached earlier may sit in front 

row. It is observed in the field, in most of the schools scheduled caste children prefer 

to sit in middle row or in last row.  

Table  4.8 System in school to sit in front row 

Response Frequency Percentage 

Intelligent Students 155 51.7 

Students who have completed 

Homework 
67 22.3 

General Caste Students 38 12.7 

OBC Students 2 0.7 

No system 38 12.6 

Total 300 100.0 

 

In the rural government elementary schools, most of the children in classrooms 

usually prefer to sit with those children who come from their own caste groups 

(Nambissan 2009).  It was also observed in the field that more than 60 percent (Table 

4.9) of scheduled caste children sit with their same caste classmate and 35.7 percent 

with community friends. The analysis shows that an institution like school is not 
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untouched and influenced by the reflexivity of caste. To be precise, there has been a 

great gap when it comes to sit with the general caste students. 

Table  4.9 With whom you sit in classroom 

Response Frequency Percentage 

With Same Caste Friend 181 60.3 

With Community Friends 107 35.7 

General Students 3 1 

OBC Students 1 0.3 

With Everyone 8 2.7 

Total 300 100.0 

 

 According to field observation, once I was visiting class of third standard, just after 

the class finished and teacher went out from the class, children started playing. All 

children were making noises and all were busy also. There were two groups of 

children who were playing one was so expressive in actions another group who seems 

little serious to me. These two groups do not play together and not even talk with each 

other except their own group friends. Then I asked to child from the first group who 

supposed to be very active in class that, “why you people do not play together, do 

these children are not yours friend?” He replied that, “they are not our friends since 

they belong to harijan community, they wear dirty clothes too.” When the same 

question I reiterated to the other group they responded that, “these children belongs to 

upper caste community so they do not play with us.” 

It is strange to believe that these children from both communities who were hardly 

ten-eleven years old, how their caste identity is entrenched in their innocent minds. 

Since society has made some kind of unwritten laws to dominate subordinate. 

Table 4.10 Teacher focus during class teaching 

  Frequency Percent 

student sit in front row 176 58.7 

intelligent students 101 33.7 

upper caste student 5 1.7 

All 18 6.0 

Total 300 100.0 
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Table 4.11 Reaction or behaviour of student during study 

Response In Percent 

To learn & understand 41.7% 

Answer and question 4% 

Stay silent 54.3% 

 

According to table 4.11 which, clearly shows that majority (54.3 percent) of students 

stay silent in the schools when it came to curriculum transactions. Only 4 percent said 

that they could ask their teachers for an explanation when they do not understand 

what was being taught. However, respondents gave variety of reasons for not asking 

questions or clearing their doubts in the class, which are mentioned here: 

1. Being sacred that teacher will scold 

2. Unable to answer will lead to beating or insult in front of class 

3. Peers will make fun of what we do not know 

4. Some feel shy or hesitant to speak  

5. Some prefer to wait for the another student to ask 

6. Ask a friend instead or finally  

7. They would leave that part of the lesson.  

The messages that teachers often conveyed in their interactions with children that 

they lack ability, or are not intelligent or do not deserve to study, tended to increase 

the latter‟s uneasiness in the class. Though respondents said that some teachers 

(usually this was a specific teacher) do try to make them comfortable. This appeared 

to be the quality of the individual teacher rather than institutionalized in the culture of 

the school or based on pedagogy of how children learn. „Learner‟ categories have 

become part of the „common sense‟ constructed within schools (Nambisan 2009). 
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Table  4.12 Reasons to stay silent during teaching 

Response Frequency Percentage 

Teacher tells why do not give proper attention during 

class 
100 33.3 

Classmates will make fun 10 3.7 

Teacher beat/hit when you unable to answer 34 11.3 

Teacher scold when you ask question 18 6 

Not Applicable 138 45.7 

Total 300 100.0 

 

Table 4.12 shows the diversity of reasons as why children stay silent during teaching 

learning process. However, 33.3 percent children  said that „teachers tell to them why 

they do not give proper attention during class‟ followed by 11.3 percent of children  

who said that „teacher beat/hit them when they unable to answer‟ 

Childrens are journaly stay silent during classroom teaching, they do not show their 

interest to study just because of teachers pressure of being punished they try to sit in 

the classroom. Table 4.13 shows some times if any child asks any doubt or 

clarification to teacher chance of getting answer is low.  56.7 percent children said 

that teacher do not answer their questions and 18 percent said that teacher refuse and 

give them bad comments (sometimes punished also), only   few teacher answers, 

appreciate for asking question and encourage them for learning new things.  

Table 4.13 Reactions of teacher when you ask question 

  Frequency Percent 

teacher explain again and encourage 54 18.0 

teacher refuse and beat 54 18.0 

do not answer 170 56.7 

any other 22 7.3 

Total 300 100.0 
 

Participation in extra-curricular activities  

The participation of children in „co-curricular‟ activities is important for developing 

their personality and confidence, strengthening peer relations and building secular 
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identities in school. Games are the important part of co curricular activity. According 

to field data 65.5 percent of children said that they play with their own caste group 

friends, this shows that even in sports and activities there is a preference among 

students with whom they want to be associated with or accompanied with. These 

activities are intended to bring everyone together irrespective of their caste 

backgrounds but ground realities are completely different. Table 4.14 shows that only 

6.7 percent of children said that they play with everyone. Thus, most of the children 

reported to play only with their own caste or community friends. 

Table  4.14 With whom you play in School 

Response Frequency Percentage 

With own caste Students 197 65.7 

With Community Friends 83 27.7 

Everyone 20 6.7 

Total 300 100.0 

 

Participation in national festivals   

India is a land of multi-ethnicity where people of different caste, languages and 

cultures live together. India is worldwide known for its cultural diversity and 

colourful festivals.  

A festival is an occasion of enjoyment and celebration. It brings happiness and mirth 

thereby strengthening our bond of relationship and friendship. These festivals also 

promote social interaction and harmony. Apart from the religious festivals, we also 

have national festivals such as Gandhi Jayanti, Independence Day, and Republic Day, 

which celebrate with great enthusiasm in government institutions including schools. 

When it comes to this research area which is Shrawasti, meaning of National Festival 

for Scheduled Caste children were totally different, it is found scheduled caste 

children do not participate in main functions such giving speech on republic day or 

singing of patriotic songs.   
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Table  4.15 Participation in National festival 

Response Frequency Percentage 

Yes 58 19.3 

No 242 80.7 

Total 300 100.0 

 

Figure 4.16 Role and Responsibility during national and religious programme 

  Frequency Percent 

participate in main role/ perform in stage 27 9.0 

physical work as maintaining school 158 52.7 

Cleaning 69 23.0 

no participation 21 7.0 

only spectator 25 8.3 

Total 300 100 

 

A huge percentage (80.7 percent) of children from scheduled caste said that they do 

not participate in national festivals. Research on Dalit and marginal groups often 

ignores this important aspect of school life. According to field inquiry, respondents 

were asked that whether they participate in school celebrations during the national 

festivals, such as Independence Day (15 August), Gandhi Jayanti (02
nd

 October) and 

Republic day (26 January). These children replied that mostly non scheduled caste 

children do participate in these programmes because mostly it has been already 

decided by teacher.  They said that the teacher never ask to schedule caste children 

about how many of you wanted to perform or participate in these programmes. As if 

these children are supposed to be weak in studies in the eyes of school teacher.  

Only 19.3 percent children from schedule caste community said that they participate 

in national festivals like Independence Day and Republic day. When, it comes to the 

question that “what these children do if they do not perform in these activities whether 

they only perform as audience or do another sort of things?” These children replied 

that, “they do physical work in maintaining school before national festivals for 

instance cleaning the school premises, cleaning interiors of classrooms and arrange 

chair for teachers.  
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Table 4.16 shows that only 9 percent children of the Scheduled Caste community 

actively participate in national festivals while 52 percent were help to maintain school 

for festival.  This picture shows that these children are not treated equal as others and 

face discrimination in school premises where the former is to perform such activity 

which is considered as intellectual and the latter is to perform dirty works like 

cleaning school premises.  

Cleaning the school premises is supposed to be done by the sanitation workers 

which do not do here in this space rather school children who belongs to schedule 

caste community perform these menial work. It was also observed that teachers in 

these government run elementary schools motivate children to participate in national 

festivals but these teachers allocate them duties on the basis of their 

intelligence/performance in the classroom which indirectly comes from idea of caste 

identity. As through the field data it was earlier revealed that schedule caste children 

are recognized as inferior in intelligence and performance in the classroom. 

Table 4.17  Participation in religious and national festivals 

Response Frequency Percent 

intelligent students 171 57.0 

students who completed homework 57 19.0 

general caste students 51 17.0 

OBC students 21 7.0 

Total 300 100.0 
 

Mid Day Meal 

Government of India‟s Mid-Day Meal Scheme (MDMS) is the largest public school-

feeding programme in the world. It was launched in 2001 provides hot, cooked meals 

to all children government elementary school on every school day. The objectives and 

potential benefits of MDMS are three-fold: increased enrolment, attendance and 

retention; improved child nutrition; and social equity. According to Gazette of India- 

Mid Day Meal rules -2015, Every child within the age group of six to fourteen years 

studying in classes I to VIII who is enrolled and attends the school, shall be provided 

meal having nutritional standards as specified in Scheduled of the Act, free of charge 

every day except on school holidays.(MDM  circular 2015) 
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Government has allocated separate budget for the construction of kitchen in every 

primary and upper primary schools. According to Mid Day Meal Guidelines food 

must be cooked inside the kitchen and not in the open spaces, but it was observed in 

field that in most of the schools, food is cooked in open spaces / in front of kitchen. 

According to the guidelines of the MDM the main purpose of kitchen is to cook food 

and maintain the stock related to cooking. No children are allowed to enter into the 

kitchen. In the field, children of scheduled caste said that, “few upper caste children 

are allowed to enter into school kitchen as they sometimes help the cook in cooking 

food in their school.   

According to field observation, few of upper caste girls were helping the cook. 

While cook was cooking the food, the schedule caste children were to do jobs like 

lighting the fire. This scenario depicts that however the school teacher uses the labour 

of all communities of children in order to save money but he allocates the duties to 

these children with respect to their caste status. While discussing MDM it is important 

to explore that “who cooks the food?” According MDM regulation it is necessary that 

there should be at least two persons involved in cooking one is a main cook another is 

to assist her in cooking. It was also mentioned that a cook should be from schedule 

caste community. When it comes to the Shrawasti, it was observed that the school 

authority appoints the assistant from the scheduled caste community but in most 

places cook from Scheduled Caste community is not allowed to enter into the kitchen 

premises where the cooked food is stored. It was also observed Scheduled Caste cook 

only does works such as cleaning of raw vegetables and cereals as well as washes 

dishes.  

Table 4.18  Who enter into school kitchen 

Response Frequency Percent 

General Caste 43 14.3 

OBC Students 24 8.0 

Intelligent Students 71 23.7 

No one is allowed 162 54.0 

Total 300 100.0 
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There is provision in Mid-day Meal programme that school teacher must taste food 

before its get distributed among children for lunch. However the reality is totally 

different, as more than 87.7 percent children reported that teacher do not taste food 

before serving to children. It was found that only in two schools food was been served 

only after being tasted by teacher. It was observed that Teachers are not interested to 

taste food because the quality of the food was not up to their level of taste. . When it 

was asked to the teacher, “why do you not taste the food cooked in the school 

premises?” he replied that, “we had had enough food from our homes so no need to 

eat here.” 

Table 4.19  Teacher taste/eat before distribution of food 

Response Frequency Percent 

Yes 37 12.3 

No 263 87.7 

Total 300 100.0 

 

It was also observed in the field that in one school, there was a separate row for 

scheduled caste children where they eat their lunch separately provided by school. 

These children said that many times they do not get enough food to eat since they 

served at last. However, there was not arrangement of separate lines in many schools 

for the distribution of food in mid-day meals. When it was asked to the teachers that, 

“whether there is a separate lines for schedule caste children?” They clearly said that, 

“No, instead we appreciate them eat together.” Indeed, all children get their food 

when their turn comes up but these SC children mostly come last to take food. It was 

also reported that while these school eat they are bound to take some specific amount 

of food. If they ask for more food their request will be denied by the teacher by saying 

that, “food is finished”. 

Table 4.20  Quality of Food served in MDM 

Response Frequency Percent 

Yes 73 24.3 

No 227 75.7 

Total 300 100.0 
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Table 4.20 revels that, 75.7 percent children reclaims that they do not get enough 

food. Despite of giving to the children the teacher and the cook make comments on 

them such as, “your stomach will never be filled.” How demand of getting more food 

to teacher can take a different twist in somebody‟s life. 

Table 4.21  Distribution of Food in second time 

Response Frequency Percent 

Yes 22 7.3 

No 168 56 

Sometimes 40 12.3 

Total 300 100.0 

 

 According to an anecdote from the field that a child who has dropped out from 

standard fourth of the elementary school in the Village „Chitaipur.‟ When I asked the 

reason, “why he left school in early stage of his schooling period?” He replied that, 

“the school teacher and cook always used to make comments on me such as “i eat so 

much during lunch and ask me to get out from there and told me to eat at home not in 

school”. So I came back to home and asked my mother to give some food to me. 

Then my mother asked me why you are asking food to me, did not you eat in school? 

I said, “No”. Then, “she caught me and took me to the school and complained to that 

teacher.” My mother asked to that teacher, “why did not she gave me food?” The 

replied that, “It is not „langar‟ (free kitchen). Take him back with you and no need to 

send him back to school because his name has been suspended from the class.” 

Table 4.22  Student from all caste eat food together 

Response Frequency Percent 

Yes 102 34 

No 198 66 

Total 300 100.0 

 

Table 4.22 reflects that 66 percent schedule caste children do not eat food together 

with other caste children they sit together with their own caste peer groups at distant 

place from upper caste children. Since it is also a cultural norm in Hindu social order 
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that “with whom do you eat?” So these SC make distance from upper caste children. 

The reason behind this is always omnipresent in their SC status.  

Children as sanitation worker  

Every school needs good students and students need good infrastructure, including 

sanitation. According to India Sanitation portal access to sanitary toilets not only 

ensures dignity of the individual but also positively impacts health, well-being and 

productivity, reduces drop-out rates and encourages regular attendance in schools. 

Sanitation is a major cause for concern for the central government as well as the state 

government and as a part of National School Sanitation Initiative (NSSI), it has 

become mandatory for all schools to focus on the practical aspects of sanitation. The 

program lays emphasis on personal hygiene, proper sanitation, clean toilet habits, safe 

drinking water, and separate toilets for boys‟ and girls‟ children, disposal of 

wastewater, wastewater recycling and waterless urinals.
3
  

The state government has not appointed any personnel to clean toilets in schools as 

it is mandated in other bureaucracies. However, the government suggests to gram 

panchayat samiti to send its safai karamchari (cleanliness workers) members to clean 

these toilets and school premises. It was observed in the field that barely any of the 

cleanliness workers do these tasks as their duty regularly. Since the school teacher 

said that, “these cleanliness workers rarely come here to clean school premises, how 

many times whether you make complain against them they shall not listen to you. We 

and our students keep our school clean.”  

When the same question was asked to children, that “who cleans the school as a 

whole?” According to field inquiry, 33.4 percent children said that they make their 

school clean together whereas 23.7 percent children said that schedule caste girls 

make the school clean. Out of total 16 percent children said that the schedule caste 

boys clean the school premises whereas 11 percent children said that cleanliness 

workers clean the school. It was also revealed through inquiry that kitchen area is 

being cleaned by assistant of the cook who belong schedule caste community.  

                                                           
3
 http://www.indiawaterportal.org/articles/upper-caste-only-school-toilets access on 01.01.17 
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This data shows that, how these children are used as sanitation workers in schools 

where they go to earn education which is the primary goal of any child when he/she 

goes to school. This picture connotes the idea of discrimination occurs in school 

especially with schedule caste children irrespective of their genders. However, gender 

perpetuates more discrimination since girls are more involved in cleaning activities in 

schools. The above line shows that women/girls are more vulnerable to these sorts of 

discrimination occurs in school or any public places. It shows the patriarchal ideology 

of Indian society that work like cleaning is always associated with girl children 

whether the space is house or school.  

Table 4.23  Who is responsible to clean school 

Response Frequency Percent 

Cleanliness worker 33 11 

Scheduled caste 48 16 

Scheduled caste Girls 71 23.7 

Everyone 103 34.3 

Cook 45 15 

Total 300 100.0 

 

The above picture is not the whole story of cleaning school it extends to the cleaning 

of toilets.  When one discusses about cleaning toilets in Indian society the idea of 

purity and pollution comes upward. Since Indian society is a highly hierarchical 

society the hierarchy is based on works according to one‟s caste. So in line with this, 

it is known that cleaning toilets or doing menial works comes under schedule caste 

category. It was also revealed in the field data that schedule caste children play a 

crucial role in doing menial works. When the question was asked to the schedule caste 

school going children that, “who cleans the toilet?” 

It was revealed through the interviews that, 71.7 percent children said that toilet is 

being cleaned by sanitation workers. And sometimes is cleaned by schedule caste 

children mainly by girls or else nobody cleans it. The point here, which needs to be 

emphasized is that those children who said that 71.7 percent toilets are cleaned by 

sanitation workers also mentions that these sanitation workers only come once in a 
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month or when some occasion occurs such as national festivals or some 

administration authority comes to check the school otherwise they do not come to 

clean. In that case theses schedule caste children do cleanliness works in toilets. It was 

also explored that none of the non-schedule caste community children do cleaning 

works in the school.  According to the field data it is clear that the practice of 

discrimination is continued in public spheres also which meant to be abolished. Most 

surprisingly it is promoted by school functionaries who are there in the school to 

eliminate these sorts of discrimination. 

Toilet cleaning was the most derogatory work forcibly practised by Scheduled caste 

children in school. 14 girls and 4 boys were reported were cline toilet.    

Table 4.24  Who is Toilets 

Response Frequency Percent 

Cleanliness worker 215 71.7 

Scheduled caste 4 1.3 

Scheduled caste Girls 14 4.7 

No one 67 22.3 

Total 300 100.0 

 

Children-Teacher Relations in school is not free from biasness 

A school teacher is a social being in an unequal Indian society. He/she is trained to 

give equal importance to every child irrespective of their caste, religion, gender, 

ethnicity etc. in class/school. Whereas his/her level of thinking and perception of 

looking society is derived by his or her own experience. In Indian society, the 

profession of teaching has been traditionally associated with Brahmins. These 

Brahmins along with other upper literate castes such as Kayastha have dominated 

school and school teaching (Veleskar, 2015) 

 Nambissan writes that personal experiences of Scheduled Caste who get educated in 

the post independence period explore their painful experiences of discrimination faced 

in schools. For instance, children of schedule castes are being asked to sit separately 

from their classmates, of being refused to drinking water or being served in broken 
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tea-cups, made to dine separately and so on. She also discusses that a number of 

observers have noted the fact that teachers refuse to touch their slates or copies, or 

even resort to physical punishment for fear of pollution 

 (Pucl 1995) the practices of untouchability may be less common in present scenario 

than in the past, discrimination still continues to exist in school practices, particularly 

in the attitudes of teachers and school authorities as well as in peer behaviour. The 

inadequate academic support is given to Scheduled caste children. The established 

attitudes and stereotypes regarding these children hold an ability to give education and 

the future of these children impinges on the right to education with dignity. According 

to field data Scheduled Caste children reveals that generally teachers do not teach in 

the school then how it is possible for teachers to interact with children. It is not 

surprising that the experience of abuse, especially physical abuse, which is prevalent 

in all schools. Physical abuse is one of the major factor for disliking a teacher by 

many children. According to children, they feel also unhappy when teacher „did not 

teach them well‟. „Teaching well‟ mean, explaining to them, repeating more than once 

for the benefit of children and not wasting time in class such as gossiping etc. 

Discrimination by teachers against children contributes to the idea of “good” and 

“bad” teacher among them.   Few children assert that a teacher who is “good” in 

nature and who treat them decently is considered as “good teacher”.  According to 

field data, there are many teachers who mainly belongs to upper caste community  

„differentiates on the basis of caste‟, which includes `not  taking drinking water from 

these children ‟, „insults them‟, and „making them sit at the back of the class‟ and beat 

them without any fair cause. These children can easily identify them.  A teacher 

whom they  consider `fair‟ – is one who ask questions from everyone, do not insult 

children from any village/community  in front of their classmates and who did not 

discriminate or practice untouchability. A „fair‟ teacher is expected to punish only 

when it is related to studies.”   

As it is clear that, these elementary schools have not appointed any peon or assistant 

to do non teaching tasks in schools. Anyhow these school teachers manage to do sort 

of official works like keeping attendance records and all. These teachers show their 

dominant status in other works like cleaning the school premises by children and ask 

to get drinking water from the hand pump for the teacher. Here they do not ask 

anyone randomly to get water. They only prefer upper caste children to get drinking 
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water for them and schedule caste do not bother to say since they know that teacher 

will accept drinking water from their hands due to their caste status. Here the question 

arises how these teachers identify anyone‟s caste? The response to this question is 

that, “they already know upper caste children since they have their personnel 

connections with their families in any way. Another reason is that they identify 

schedule caste children by their dressing sense. Schedule caste children are likely to 

be economically very low so it also reflects in their daily life for instance they wear 

mostly dirty clothes and seems filthy. It was also observed in the field that 92.3 

percent teachers in school take drinking water by themselves, or by cook, or by OBC 

children in the school whereas only 7.7 percent teachers ask for drinking water by 

anyone. Hence, it is clear that how these school teachers who are considered as 

responsible to eliminate untouchability, casteism and discrimination are itself 

propagating these ideas among children.  

Table 4.25  Who Give Drinking water to teacher 

Response Frequency Percent 

Any Student 23 7.7 

OBC Student 91 30.3 

Upper Caste Students 55 18.3 

Intelligent Students 9 3 

Cook 84 28 

Self 38 12.7 

Total 300 100.0 

 

Cultural and Intellectual absence of Scheduled Caste children in school life  

Nambisaan, writes that scheduled caste history has been filled with painful 

experiences in school which has been also neglected in textbooks. And the thing 

which carried out all along is the distinct message of social inferiority that is 

conveyed to them by their teachers (the majority of teachers continue to come from 

middle and upper castes) (1995). Teacher never discusses the family background and 

cultural activities of schedule caste children family.  
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Table 4.26  discussion of   family and cultural background  

  Frequency Percent 

Yes 9 3.0 

No 291 97.0 

Total 300 100.0 

 

Discouragement from teachers (who by and large still belong to the middle and 

upper castes in rural India) and indifference on their part to the academic needs to 

Dalit students is also reported in a few studies. 

The stereotype ideology of teachers decides  their behaviour with the scheduled 

caste children (Syed et.al.2007:91), observed that teachers often discussed the 

situation of scheduled caste peoples, as they are engage in menial works, teacher uses 

derogatory words (ibid).  Majority of teachers from non-scheduled castes, practise 

derogatory words to call children of scheduled caste. A regular practice prevalent in 

schools is that of teachers‟ calling children by their „caste name‟, or „son of a caste‟. 

Peers often did likewise. This activity makes the Scheduled caste student to „lose 

confidence‟ and „feel low‟.  

Table 4.27 shows that 69.3 percent children complains about teacher that he uses 

derogatory words to address children in class. This is quite high in modern society 

which supposed to free of any sort of biases. When it was asked that, “what kinds of 

derogatory words they use in schools?”  

Table 4.27  Teacher use Derogatory Words  

  Frequency Percent 

Yes 208 69.3 

No 92 30.7 

Total 300 100.0 

 

In response to this question 28.3 percent (Table 4.28) children have reported that 

teacher call them by the caste instead of their name whereas 10 percent said that a 

teacher call them by their parents name such as (Kali Chamar ki Aulad/ Son of Kali 

Chamar). This whole thing spins around the concept caste such as purity and 

pollution. It was also observed that if these scheduled caste children does not perform 

according to teacher‟s expectations in school/class or do some mistake teacher call 

them gadha (Donkey) and said you will never learn, your mind is full of chaff. This 
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kind of discrimination and behaviour of some teacher shows how egalitarian the 

school environment is? Respondents in the field clearly articulated that naming by 

caste creates tension and distress among them. 

Table 4.28  Ways to use derogatory Words  

  Frequency Percent 

Not Applicable 92 30.7 

Calling by caste name instead of Name 85 28.3 

Calling by Parents name 38 12.7 

You are a Donkey 27 9 

Your mind is full of chaff 28 9.3 

Others 28 9.3 

Total 300 100.0 

 

While interacting with children it came to know teacher also ask these children to 

arrange water in toilets. As it is known that, these schools mainly do not have tanks on 

the roof to store water for toilet purposes. However some schools have had tanks on 

its top but of no use. Since, there is no pipeline for lifting water up to the tanks. So 

whenever the teacher needs to use these public places he/she himself /herself does not 

fetch water from the hand pump instead he calls schedule caste children to arrange 

water. In most of the schools toilet was closed or they were only for teachers. Table 

4.29 shows that 35 percent scheduled caste boys and 27 percent schedule caste girls 

were arrange water when teacher goes to toilet during school hour. Cook was also 

pour water into the toilet and it were rare in case teacher himself pour water in toilet.  

Table 4.29  Responsibility to arrange water for toilet  

  Frequency Percent 

General Caste Students 13 4.3 

Scheduled Caste Students 105 35 

OBC Caste Students 8 2.7 

Scheduled Caste Girls 81 27 

Cook 91 30.3 

Teacher arrange himself 2 0.7 

Total 300 100.0 
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Peer Relation within/outside schools 

When one discusses about peer relations it is also not free from biases. Since the 

feeling of otherness and superiority is entrenched in upper caste ideology which 

transcends to the children from their family and society in which they live. The 

difference between two individual castes affects the social interaction among children 

as well. In this context Nambissan writes that peer relations are neglected sphere of 

school life but it is extremely critical for academic and interpersonal relations and 

their interface. The relationships and networks among children in school are seen as 

important factor for academic and emotional support systems. The extent to which a 

child is included or excluded from such relationships hence this harmonious 

relationship is important for ones‟ identity and well being in school (Nambissan 

2009). 

Mainly Scheduled Caste children appear to largely interact with members of their 

own sub-caste and nearly as often with those of another Scheduled Caste. The large 

number of respondents who said that upper caste children do not behave normally 

(102/34 percent), whereas 25.7 percent (Table 4.30) were reported that upper caste 

children always show superiority and start fighting without any logical reason.  On the 

other hand, only 19 percent said that they behave normally but only while they talk. 

These upper caste children do not share foods with schedule caste children, do not 

play with them and also do not visit their places. . In a few cases, older youth from 

schedule caste community mentions that they roam or mingle with multi-caste groups 

but it is restricted to only school boundaries it does get extended to their villages or 

the places they live. The schedule caste children cannot enter into the upper caste 

child‟s habitation and the reverse is not also expected.  One of the informants reveals 

that, “We are of `low caste‟ so their parents will not allow them‟, „they do not eat and 

drink what we offer to them”. It shows that relationship between the two different 

caste children within school is not normal most of the time. 
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Table 4.30  Upper Caste Students Behaviour  

  Frequency Percent 

Normal behave 57 19 

Tease by Using Caste name 39 14 

Fight and Threatens because of caste 21 7 

Shows superiority and start fighting any time 75 25 

Do not Behave Normal 105 35 

Total 300 100.0 

 

The experience of schedule caste children in government elementary schools such as 

participation in various school activities is not free from experiencing discrimination. 

They face multiple level of discrimination for instance, in asking questions while the 

teacher teaches lessons, offering prayer in morning assembly. According to field 

observation it is clear that these children face discrimination in their everyday life of 

school. Since the school teacher and other school functionaries has already observed 

these children as low social and economic status which also leads to less say in 

political scenario. These school functionaries who may be their school teacher or their 

peers in classrooms have already assumed that who is intelligent and who is stupid.  

To conclude this chapter, Social exclusion in elementary education is seen as 

integral part of it. Education is the way through which one can improvise his/her 

social and economic condition in the society. But it is a fact that education was and is 

in the hands of powerful such upper caste and class. So, here, in Shrawasti parents do 

not send their children to get educated even after the enrolment of their children had 

had in the school. Instead, they send their boys to work and keep their girls into 

houses to prevent them from the kind of everyday exclusion occurs in the school. 

However, there is a large scale of practice to attract masses by saying and also making 

education for all through various policies and programmes. It can be also said that 

education system is not knitted in that way which could capture the socially 

disadvantaged. Through this chapter it is clear to understand that occurrence of social 

exclusion is very much prevalent in elementary schools of Shrawasti which needs to 

get eliminated from roots. The central government along with state and community 

participation could enhance the quality of complete elementary education for 
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scheduled castes in Shrawasti as well as across other parts of Uttar Pradesh and India 

too. 

Access and participation is important because there are abundance of government 

school to provide free and compulsory education to all but till what extent it has been 

succeed in its promises. Does provision assures access and participation really? 

Through this study, it seems completely blurred because children from scheduled 

caste community face everyday exclusion in schools whether it is in terms of 

acquiring knowledge or participating in the national or cultural festivals held within 

the schools. It is also a fact that where we live, we make some bonds with others. It 

also happens with school going children as they are also humans regardless of their 

caste and gender identity. In Shrawasti children have harsh/abusive kind of 

relationship with their peer groups and with their teachers also, as many children 

complained that their teachers use abusive words to call them. They also do not 

boundless to make friends in their schools because children from upper caste or OBC 

differentiate them on the basis their caste identity.    
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CHAPTER-5 

ELEMENTARY EDUCATION, RTE AND SCHEDULED CASTE 

CHILDREN 

 

Introduction 

This chapter seeks to delineate the background and introduction of Right to 

Education. In this, it tries to understand the formation and structure of the recently 

introduced Right to Education Act (2009) in the system of elementary education and 

its implementation in government schools. It also explores the backdrops of 

implementation of RTE Act (2009) on Schedule Caste children‟s educational status in 

Shrawasti district.  

Primary education has been always a central issue, so it has been emphasised from the 

very beginning. thus various schemes were started to increase the access, enrolment 

and retention in schools, and, the recent RTE Act (2009) is one of them. In 2002, the 

Parliament of India through the 86
th

 Constitutional Amendment Act added right to 

education, Article 21A to the Constitution of India, making education a fundamental 

right of every child in the age group of 6-14 years. In 2004 education cess was 

introduced for raising additional financial resources needed to fulfil the government‟s 

commitment to universalise elementary education. Right of Children to Free and 

Compulsory Education Act was enacted 2009 and it became operative in the country 

on 1
st
 April 2010. This initiative implied that every child has right to elementary 

education of adequate and unbiased quality in a formal school which accomplish 

certain crucial norms and quality. The Act (2009) also makes it compulsory to 

governments to provide free and compulsory education to all children between the age 

of 6-14 years.  

Background of Elementary Education, Right to Education and Social Exclusion  

Before inclining into the discussion regarding implementation effects of Right to 

Education (RTE) Act 2009 in the Shrawasti district, it is substantial to explicate the 

background of RTE Act 2009. Right to Education (RTE) Act 2009 refers to the Right 
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of children to Free and Compulsory Education under this Act, passed by the Indian 

Parliament in 2009, which mandates free and compulsory education to all children of 

6-14 years of age until they complete elementary education in a neighbourhood 

government school. The Act also has mandates that every child, who is above six 

years of age and has not yet been admitted to any school or could not complete his/ 

her elementary education due to any reasons, shall be admitted in class appropriated 

to his or her age. The child admitted in class accordingly his age has a right to receive 

special training or additional instructions in order to be at par with other children of 

the class.There have been various specific efforts by central, state governments and 

voluntary organisations for improvising conditions of education of the Schedule 

castes who suffer inequalities in educational opportunities. As Schedule Castes has 

been defined earlier in the introduction of the thesis therefore only the status of 

Schedule Castes‟ education after the implementation of RTE Act 2009 is being 

discussed in this chapter. By placing gaze at RTE Act (2009) the effort has been made 

to look where the Schedule Caste Children stand on the line education system? 

Right to Education was introduced in India by Mahatma Jotirao Phule more than 125 

years ago. A substantial part of the memorandum presented by him to the Indian 

Education Commission (The Hunter Commission)  1882 depicts that how the British 

government generated funds from labour or downtrodden working population to 

provide education only to “Brahmins (caste) and the higher classes” even as masses 

wallowed in ignorance and poverty (Sadgopal 2010:17). Similarly Sriprakash (2006) 

drawing insights from Kumar‟s work “Political Agenda of Education: a Study of 

Colonialist and Nationalist Ideas” writes that the democratic rhetoric of “mass” 

education carried political value, but the school system was not sufficiently expanded 

and thus remained accessed mainly by upper-caste/class men (ibid:30). 

In 1892, Maharaja Sayaji Rao Gaekwad, the king of Baroda successfully tried to 

make compulsory education in nine villages of Amraili city Talluqa in British India. 

In line with this, Gopal Krishna Gokhale in 1911 forwarded his Free and Compulsory 

Education Bill in the Imperial Legislative Assembly, where faced tough resistance. 

The members who stood for the advantaged classes from Mumbai, Maharajas and 

other rulers from princely states and the big landlords from feudal areas discussed that 

the conditions in the country were not ripe for such Bill and the quickness should be 
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evaded rather to support the Bill. The Maharaja of Darbhanga from Bihar himself 

collected 11,000 signatures on a Memorandum from princes and landlords stating 

concern about what would happen to their farm operations if all children were 

required to attend the school. Another leader, Vittal Bhai Patel presented a bill in the 

provincial Legislative Assembly of Bombay. The aim of this bill was to introduce 

compulsory primary education in the municipal areas of the provinces. It was 

considered as the pioneer revolution in the field of education when the bill was 

become an Act in 1918 and was called Bombay Primary Act.  This was the first Act 

which mandated the principal of compulsory primary education by the Government of 

Province. This enactment was also followed by the states of Bihar, Orrisa, Panjab, 

Uttar Pradesh, Central Provinces and Madras. 

At the National Education Conference held at Wardha (Maharashtra) in 1937, 

Mahatma Gandhi had to use all the moral powers at his direction to convince the 

Ministers of Education of the newly elected Congress governments of seven 

provinces to give priority to Basic Education as Nai Talim for seven years and allot 

sufficient funds for this purpose. The ministers kept on claiming that there was 

scarcity of finance (Singh, 2012:88). This growth of compulsory primary education 

stretched till 1930 but after that from 1931-37 the development of compulsory 

education delayed. 

During the Constituent Assembly debates, an associate challenged the promise made 

in the draft Article (later to be known as Article 45) to provide "free and compulsory 

education" to children up to 14 years of age should be limited to only 11 years of age 

as India would not have the required resources. The strength would have been 

hopefully made but for Dr. Babasaheb BhimRao Ambedkar's clarity of mind, that is, 

at this age of 11 years that a considerable proportion of children become child 

labourers. He argued that the place for children in independent India should be in 

schools, rather than in farms or factories. The rhetoric of „resource crunch‟ for 

education of the masses directed the Constituent Assembly for even a more crucial 

decision. The report of the Sub-Committee on Fundamental Rights placed the 

aforesaid provision on education among the list of justifiable Fundamental Rights. 

The recommendation was considered by the Advisory Committee of Constituent 

Assembly in 1947 (Sadgopal 2010: 18). 
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After independence, Indian government has made the “right to education” for all 

children aged 6 to 14 years, an enforceable legal right under Article 21A of the 

Constitution in 2002. It became one of the few countries in the world where 

elementary education is a fundamental right of its citizens (Kumar 2006:12). In the 

field of education, various Committees and Commissions were constituted which did 

wider consultations and made recommendations for it. On the basis of these 

recommendations, a National Policy of Education (NPE) was formulated in 1986 

(Kumar 2006, Sharma and Ramchandran 2009, Govinda and Bandhopadhyay 2013). 

The Programme of Action was initiated in 1992 which spelt out short term, medium 

term and long term measures to achieve the targets as spelt out in National Policy of 

Education (1986). This was followed by various programmes and projects, both at the 

National and State levels and the progress made under them were considered.  

After constitution of NPE, at the primary/elementary level, some of the programmes 

were started up to strengthen the education system such as District Primary Education 

Programme (DPEP), Sarva Shiksha Abhiyan, Shiksha Karmi Yojana, Bihar Education 

Project, Lok Jumbish, Non-formal Education Programme, Education Guarantee 

Scheme, Kasturba Gandhi Balika Vidyalaya etc., which had their own advantages and 

specific objectives. The Article 46-depicts that the Indian state will enhance 

educational and economic interests of the weaker sections through particular ways, 

especially consider to the Scheduled Castes and Scheduled Tribes. It also protects 

them from social injustice and other forms of exploitation. The government has 

responsibility to not only guarantee universal elementary education, but also to take 

special steps to enable socially marginalised children to enjoy their right to education. 

This was again inscribed in the National Policy on Education (NPE) 1986/1992.  

NPE emphasizes on the elimination of disparities and ensuring equal educational 

opportunities; in terms of access along with conditions for successful completion of 

education. This picture shows the necessity of proper attention from government 

towards the needs of those who have been excluded so far in the social milieu (NPE 

1986/1992:6-8). Enforcing this mandate, under Article 28 of the International 

Convention on the Rights of the Child, 1989, the Indian state endorses children‟s right 

to education and commits to attain this right on the basis of equal opportunity. An 

important aspect of this right is that education must be accessible to all, especially the 
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most vulnerable children, in law and in fact, without discrimination (CESCR 1999:3). 

This right, and especially its equity component, has been interpreted to mean not only 

equal opportunity, but also the creation of conditions in which the disadvantaged 

sections of society can have the opportunities to be educated (MHRD Report, 

2011:24). 

The creation of such conditions may require different strategies for different groups of 

children, due to the diversity of circumstances and socio-economic barriers children 

face to accessing and completing their education. This is the way through which state 

can ensure equity to excluded population. However, even today, the system has 

several challenges which need to be met though the enrolment of children in schools 

has gone up. Even though, the population of Scheduled Castes and Scheduled Tribes 

are represented in appropriate proportion, substantial numbers of children drop-out at 

upper primary level. The reasons for the same are well known and efforts are being 

made to give them another opportunity to complete their education at least till the 

elementary level. In this context, Sadgopal (2010) writes that the policy debates on 

education until the formulation of the National Policy on Education, 1986 (NPE-

1986), at least in principle, covered the goal of Universal Elementary Education 

(UEE) in conjunction with the goal of moving towards education of equitable quality. 

The NPE-1986 is perhaps the first policy document since independence that attempted 

to de-link Universalisation of Elementary Education (UEE) from the agenda of 

ensuring schools that are designed to provide equitable quality education for all 

(ibid:22). Against this backdrop, the country felt the need for making education a 

fundamental right in 2009 by RTE Act passed and elaborated upon steps to be taken 

up to achieve it.  

The Central Advisory Board of Education (CABE) committee was constituted as a 

first step to drafting the RTE Bill. The bill was submitted to the government in June 

2005, although without any consultations being held with the public. It was found 

wanting on several fronts, beginning with its definition of a "child" (not less than six 

years and not more than 14 years), to not owning up to the economic responsibility of 

the union government while fleshing out the provisions. Further, not only did the bill 

have none of the tenets of the Common School System (CSS) that would have 

allowed for compulsory and uniform quality education to all, but it was also unable to 
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suggest specific amendments necessary in the Child Labour (Prohibition and 

Regulation) Act, 1986. The government, however, dithered on moving ahead with the 

recommendations made in the draft rte Bill, 2005, citing lack of funds, and drafted a 

Model Right to Education Bill, 2006, and proposed providing incentives to states for 

adopting the Model Bill. This was, clearly, a move to weaken whatever had been 

attained through enacting the 86th Amendment in 2002. It made a mockery of Article 

21A of the Constitution by misinterpreting free, universal and compulsory education. 

Due to a combination of factors, including public pressure, a decision was finally 

taken to introduce a central legislation in the budget session of Parliament in 2008. 

Although the redrafted rte Bill 2008 was not made public or opened to consultations, 

the union cabinet went ahead and cleared the draft bill on 31 October 2008, with some 

changes, this got enacted as the RTE Act 2009. 

We, as a country, are moving towards Universalisation of Secondary Education but 

cannot overlook the existing problems of Education at the Elementary Level. After 

providing the snapshot of stages of development of Right to Education it is mandatory 

to discuss Right to Education Act 2009 which stands as pillar in elementary education 

in India along with its all states. The next section has been articulated in such a 

manner which inflects the educational status of Uttar Pradesh. 

Right to Education Act 2009 and the issue of Social Exclusion 

So far, we have discussed the background of the right to education and the phases of 

its development in colonial and independent India. Now, we focus on features and 

characteristics of the right to education in terms of opportunities, implementation and 

as social exclusion which seemed to integral part of it. Education is a primary source 

for children especially of socio-economically marginalised communities to lift 

themselves up from poverty and to obtain the means to participate fully in everyday 

mainstream community life. In a country like India where more than half of the 

population lives under economic scarcity many parents may not be economically able 

to send their children to primary schools at their cost. Therefore, it becomes the 

responsibility of the government to raise funds through taxation and spend it for 

providing primary education which benefits the entire society in the long run.  This 

section is primarily based on the provisions under RTE Act 2009 for Scheduled Caste 
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children in India as well as Uttar Pradesh, since it is one of the states of India which 

has incorporated RTE Act 2009 in its school system. 

According to its definition, Right to Education Act 2009, creates a space for legally 

enforceable entitlement to free and compulsory elementary education from Class 1 to 

8 for all children aged up-to 6 to 14 years. RTE Act 2009: 

 defines a child as male or female age of 6-14 years.  

 provision of right to transfer of school to any other school. To give more clarity 

to this RTE Act 2009 explains that if any hindrance is coming in getting transfer 

certificate it is the school administration who is totally responsible for it.  

 Special provisions for children who have not been admitted to school or not 

completed elementary education are eligible to get directly admitted in a class 

appropriate to his or her age. 

 It gives right to persons with disabilities to take admission into neighbouring 

government schools, attendance and completion of quality elementary 

education, as well as access to and participation in all academic and non-

academic activities and functions based on principles of equity and non-

discrimination. 

 Duty of state and local authority to establish school.  

 Sharing of finances and other responsibilities. 

 It is the duty of state and local authority  and school to provide free and 

compulsory education to every child of age of 6-14 years in a neighbourhood 

schools, to ensure compulsory admission, attendance and completion of 

elementary education, to ensure that children belonging to weaker sections and 

disadvantaged groups are not discriminated against and prevented from, must 

pursue and complete elementary education, to provide infrastructure including 

school building, teaching staffs and learning equipments. 

 No capitation fee and screening procedure for admission. 

 Proof of the age for admission. 

 No denial of admission. 
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 Prohibition of holding back and expulsion. 

 No school to be established without obtaining certificate of recognition.  

 Organisation of School Management Committee (SMC) is consisted of elected 

representatives of the local authority, parents of children and teachers to 

monitor the working of the school, prepare and recommend school development 

plan and also to monitor the utilisation of grants. 

 Pupil teacher ratio. 

 Availability of play material and sports equipment. 

These were the clauses mentioned in Right to education Act 2009 related to school 

and children. After going through the clauses of RTE Act 2009 a question arises 

which seemed to be substantial that where are the third genders in the category of 

child?  Are they not the citizens of this country? Okay! It is another relevant topic 

related to right to education which needs to be emphasised. Right to Education Act 

2009 refers to the kind of education keeping with constitutional values and principles, 

as well as the objectives of education uttered in Convention on the Rights of the Child 

1989 and other international human rights conventions (UN). Children should 

comprehend their potential in terms of cognitive, emotional and creative capacities. 

These factors can be clustered as four features of the right to education, for which 

state and schools should have an overall monitoring and developmental strategy: (i) 

availability, (ii) accessibility, (iii) acceptability and (iv) adaptability. Particularly, the 

latter three features consist of crucial aspects related to equity and inclusion within 

each school/neighbourhood. 

However, a dimension, equity is not sufficiently covered by both the government and 

civil society organisations (Govinda and Bandhopadhyay 2013:6). It holds the bunch 

of issues that does not ensure equality and inclusion in schooling of the children. 

Equity in education means that all children should have equal access to, in and 

through elementary education to acclaim their potential and endeavours (Sedwal and 

Kamat 2013:92). Equity is interpreted to mean not only equal opportunity, but also 

the creation of enabling conditions in which socially excluded children can avail the 

opportunity to receive elementary education (Nambissan 1996:1011). Equity is also 

acknowledged under Sarva Sikhsa Abhiyan as a central theme of the agenda of 
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improving the quality of education. This is attained by generating a greater 

understanding of the issues adding to exclusion and disadvantage come up from 

inherited inequalities among them. Non-discrimination is comprehended as a least, 

core state mandate that has immediate effect, irrespective of the availability of 

resources. Hence, reformatory steps should always be ready implement in all schools 

to both prevent and redress discrimination of any kind (CESCR 1999:3). The 

contextualised education policies are built to address the inherited prejudices that 

support social exclusion of poor and socially excluded children through equity. 

Various issues under the dimension of equity are infrequently raised in terms of 

unequal provisioning of education for children, discrimination and exclusion of 

children from certain social groups in schools, which leads to dropouts from school, 

and inequalities in learning outcomes. Hence, the uneven number of girls and children 

from Dalit/ Adivasi/ Muslim communities among the population of out-of-school 

children, child labour, barriers that poor and disadvantaged parents face to engage 

with schools, and so on. As, Ramachandran (2009) writes that it is important to the 

state to pay more focused attention towards pre-school education and elementary 

education by enhancing financial as well as academic resources to create good quality 

schools accessible to all children. If the government abdicates this space, it is the poor 

and the marginalised who will bear the brunt of this neglect. As it is today the 

economic and social background of the children determines what kind of schools they 

go to and with lower investment in government primary schools, the poorest would be 

the hardest hit and within them children from disadvantaged social groups-especially, 

Scheduled Castes and Scheduled Tribes. These hierarchies of access in schooling 

have been well-documented. 

Right to Education and the special provisions for SCs students in Schools 

The title of the RTE Act 2009 emphasises on the words „free and compulsory 

education‟. „Free education‟ means that no child, other than a child who has been 

admitted by his or her parents to a school which is not supported by the appropriate 

Government, shall be liable to pay any kind of fee or charges or expenses which may 

prevent him or her from pursuing and completing elementary education. There is a 

provision of paying such kind of fees in government elementary schools not including 

capitation fees. Capitation fees refer to any kind of donation or contribution or 
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payment other than the fee notified by the school. „Compulsory education‟ casts an 

obligation on the appropriate Government and local authorities to provide and ensure 

admission, attendance and completion of elementary education by all children in the 

6-14 age groups.  

With this, India has moved forward to a rights based framework that casts a legal 

obligation on the Central and State Governments to implement this fundamental child 

right as enshrined in the Article 21A of the Constitution, in accordance with the 

provisions of the RTE Act 2009. In RTE Act 2009, child belonging to disadvantaged 

group means a child belonging to the Schedule Caste, the Schedule Tribe, the socially 

and educationally backward class or such other groups having disadvantage, owing to 

social, cultural, economical, geographical, linguistic, gender or such other factors as 

may specified by the government must be entitled to right to education (RTE Act, 

2009). Here, the government has recognised a category as disadvantaged group in 

which it includes a plethora of people which have been depicted in the above line. 

There is no such hard boundary of specific provisions of providing elementary 

education for Schedule castes who are more in numbers in the state and much 

oppressed also.  

Some of the provisions related to equity and inclusion in Right to Education Act are 

cited here and touched upon, but not yet codified into standards, under the Act, those 

are: 

i. social access, in terms of community mobilisation, creating a welcoming 

environment in schools, parent/community engagement with schools, 

transportation and safe access schools, institutional support for out school 

children, infrastructure barriers for children with special needs; 

ii. equal participation in schooling, in terms of participation in various school 

activities without experiencing discrimination, equal opportunities, special 

provisions, affirmation/encouragement of all children, child participation, 

parent/community participation; 

iii. iii) equitable educational outputs, which require building teachers‟ sensitivity 

towards different academic levels and needs of children, curriculum activities, 

flexible timings of schools, academic support for disadvantaged children, 

adequate budgetary allocations; 
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iv. inclusion in education, in terms of inclusion point, inclusion in activities and 

grievance remedies. 

According to Twelfth five year plan (2012-2017) which ensures that extraordinary 

support would be needed to guarantee safeguards and improved learning for children 

from Scheduled Caste communities that are socially, economically and educationally 

deprived and discriminated. These efforts need to converge with the programmes of 

the Ministry of Social Justice and Empowerment (MSJ&E). There is a need to review 

and revise curriculum dealing caste-based exclusion and promoting inclusion. 

Interventions for SCs include (i) process-based interventions such as curricular review 

to include discussion on caste based discrimination in textual material; (ii) residential 

schools run with assistance from the MSJ&E to conform to the RTE norms; (iii) 

convergence on pre-matric scholarships and incentives provided by MSJ&E; (iv) 

partnerships with Dalit Civil Society Organisations (CSOs) for support of Dalit 

children.  

As discussed in the previous sections so far, it is necessary to plan the stretching out 

the learning of children from underprivileged backgrounds. It is only when the 

particular efforts and provisions translate into learning gains that such children has get 

real chance to complete and go beyond elementary education. Until now, we have 

discussed the existing literature on RTE Act 2009, its phases of development from 

where it has been started and how it has became implementation after independence 

period. This was overall picture of Indian state and the data which has been narrated 

to express the RTE situation in India. Now to understand the better picture of the UP 

particularly Shrawasti we discuss its own situation. 

RTE Act 2009 and Scheduled Caste Children:  Reflections from the field 

For a brief understanding, the enactment of the Right of Children to Free and 

Compulsory Education (RTE) Act 2009 is a step in the right direction. This entitles 

children to have the right to education enforced as a fundamental right. The road 

ahead, however, seems to be rough, given that the "how" and the "where to" remain 

ambiguous in several important respects in this otherwise significant enactment. As 

such right to education act (2009) ensures free and compulsory education to all but in 
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reality in Shrawasti it portrays a bleak picture. This section broadly analysis of the 

interviews of the parents, of the school going children and school teachers.  

In Shrawasti almost after six years of enactment of Right to Education Act 2009, 

people of rural district 

have not aware of the 

said Act. According to 

graph 5.1 vast majority 

of parents of Scheduled 

Caste children (82.3 

percent) do not have any 

information about Right 

to Education Act 2009 

they said that school 

teacher has never 

discussed about RTE.  

However, only 17.7 percent parents of Scheduled Caste children were aware about the 

Right to Education Act.  Among them only 8 percent know through media sources 

like news paper, radio and Television whereas 7 percent came to know through some 

of their friends and 2.7 percent knew about it through school teacher. Murthy (2016) 

in her study also reveals that 67 percent parents have not heard of RTE Act in their 

life yet (ibid:52). To ensure universalisation of elementary education for children, 

government of India by support of the State government provide free books and free 

uniform every year. The schools provide school uniform for children to create 

discipline and uniformity among children and to reduce the economic burden of the 

parents. In Shrawasti 88.7 percent children gets free uniform and books according to 

their parents in the last year. The remaining children did not get uniform and books in 

the previous year as they were absent from the school on the days when these things 

were being distributed among children. When asked for the school uniform and books 

from the school, the school authority/teachers distributed only books but not 

uniforms. These children said that they are using old uniforms for school the stitches 

of which have been opened.  

17.7

82.3

Graph 5.1:  Information of Right to Education 

Act, 2009 (in Percent)

Yes

No
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According to Table 5.1, mostly, heads of the households of Scheduled Caste said that 

they send their children to government school that is 97 percent but in reality 

according school data and interviews conducted with kids reveals that they do not go 

to school regularly. Here the question is not about going to school only, but instead 

going to school regularly since in Shrawasti there was quite high rate of enrolment in 

elementary schools. For primary it is 93.34 percent enrolment whereas for upper 

primary it is 55.7 percent children in schools (District Report Card 2015-16:1280).  

Table 5.1: Do you send your children to school regularly? 

Response Frequency in Percent 

Yes 293 97.7 

No 7 2.3 

Total 300 100 

This shows a sense of inferiority among schedule caste households‟ heads in revealing 

the truth that they do not send their children to school daily. Since 66.78 percent of 

SC kids said that they do not go to school on regular basis. Among them the 

proportion was high for girls. There is not a singular reason rather various reasons to 

not sending their children to school such as those children who do not go to school 

would help them in fields or the girls would help their mothers in household chores. 

As, Manjrekar (2013) and  Jha and Jhingran (2005) highlight that parents ask help 

from their children due to their low social and economic status irrespective of their 

genders but the division of labour works as a crucial theme in the society (ibid: 167, 

91). However, these scholars write that the need of domestic help from the children in 

the context of economy but it is their social status which prevents them from 

achieving economic equality in the social order. The parents wonder that what they 

will do after getting education, who will give them job, our caste positions in the 

society does not let us uplift our status; therefore it is better to not waste time in 

studies rather to work for earnings.  

Govinda and Bandhopadhyay (2013) argue that the causes for not sending children to 

school or exclusion from school is them being first generation learners and their 

parents or guardians are illiterate too (ibid:68). It was a fact in the Shrawasti that the 

parents send their children only to learn how to read and write so that their children 

could read any official papers. It is also a serious cause of huge dropouts among SCs. 
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In the RTE Act 2009 provisions it is clearly stated that parents along school and local 

authority is responsible for accessing and completing elementary education of the 

child but in Shrawasti where most households are daily wage earners how could they 

send their children to school.  

 Graph 5.2 shows the overall data of school going children in Shrawasti but when we 

discuss about female school going children the scene is comparatively miserable 

 Graph 5.2 depicts around 

forty two percent (42.3%) 

parents do not send their 

daughters to school regularly. 

This percentage was derived 

from the total number of 

interviewed school going girls 

which was 133. It shows 

prevalence of huge gender 

inequality among SCs in 

sending their children to 

school. In this context, Valeskar (2013), Sharma and Ramachandran (2009) and 

Bandhopadhyay and Subrahmanian (2013) point out that gender is recognised as key 

social barrier to school enrolment (ibid:112-9-138). Bandhopadhyay and 

Subrahmanian (2013) highlights that parental preference for male children plays a 

crucial role in determining household preferences and attitudes to education 

(ibid:133). Those 57.7 percent girls who go to school regularly are those who are 

mostly enrolled in class I-V. Interviews conducted with the respondents shows that 

those who are younger are likely to go to schools. There may be various causes 

behind it, such as, they are very young so they could not contribute in any kind work 

whether it is productive or household. Another factor which matters a lot in sending 

these children to school is the parents feel free and get proper time for their work 

without hindrance. 
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When it comes to the question why they do not send their girl child to school?  

According to graph 5.3 a large number of families 36 percent out of 42.7 percent 

respond that they do not send their girl child to school because they need domestic 

helps from them and they say finally girls have to do this in their whole life so it is 

very much needed for them. Whereas 3.7 percent families said that education is not 

compulsory for girls because they are someone else‟s property, they have to go to 

their in laws houses, they have to make contributions in household activities and 

reproduce children for their families.  

Rest of the 2.7 percent families reported that they do not feel safe to send their 

daughters to school. Though, it is a small number but this is very miserable to hear 

because in a country like India where women are considered as second gender and her 

identity is associated with chastity prevents them from availing education. The reason 

why they do not feel safe to send their daughters to school is their growing age.  They 

thought that other men stare at them that poses question to their chastity/identity. The 

parents said that these upper caste men always have a bad eye on our daughters and 

many times they tease our daughter on the way to school. So, if something wrong 

happens to our daughter who will marry them. Chanana (2006) writes in the context 

of safety of girls in sending schools, that the division of structure of the schools and 

their physical location affects girls much more than the boys. The transition from 

primary to upper primary school corresponds with transformation from girlhood to 
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womanhood that is puberty, and the social concerns affect the decisions of the parents 

in withdrawing their daughters from the school (ibid:215). This overall picture 

suggests that how household chores and marriage is closely associated with girl child 

however they also have equal opportunity to get education.  

Case Study 1: An excerpt from the interview, Suman, the oldest among the four 

children of Ram Bahadur and Devanti from Chahlwa in Hariharpur Rani, is 13 

years old and does not go to the school regularly because her younger siblings Raju 

(11.5 years old) and Mahesh (8 years old) go to school. She also had a sibling Pintu 

(5.5 years) who stays at home. Her mother works as labourer in her own small piece 

of land and also has to take care of her cattle (goats). In peak days of harvesting, she 

works in other‟s field of the neighbouring village for earning little amount of money 

in cash. Whatever her father earns is spent on her grandfather‟s health as he is 

suffering from asthama (respiratory disease) along with continuing fever which has 

not been diagnosed thoroughly yet. She does household chores such cooking, 

washing dishes, pasting floors with mud and cow-dung and also takes care of her 

younger siblings as feeding them since her mother is doing other works. Ram 

Bahdaur works as a helper in factory based in Jalandhar, Punjab as he is educated 

till 10
th

 standard. He keeps coming on festivals and in emergency. 

Subrahmanian (2007) writes in the context of gender inequality in primary and 

secondary education that existing norms about what men and women do, and how 

their activities and roles are to be valued, sets their educational opportunities. Thus, 

households may discriminate, as often they do, against girls in favour of boys in 

accessing education. These are clearly relative phenomena as boys are also likely to 

be excluded from school in some contexts of poverty or conflict, but where children 

are sent to school, boys are often advantaged over girls (ibid:42). It is often assumed 

that women perform it is often assume that women perform household chores 

voluntarily and as a result of their natural instincts, rather than recognising that the 

division of labour is socially constructed, creating asymmetries between women and 

men in the distribution of resources and power. Naturalising these differences has 

over time translated into inbuilt social norms that define anticipated behaviour for 
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men and women becoming widely accepted as a cultural sanction for the unequal 

treatment of women.  

While discussing about Right to Education Act 2009 while conducting interviews in 

Shrawasti district it is remarkable to notice that although, the government of India 

(GoI) with the support of state government implemented the Right to Education Act 

2009, which clearly ensures free and compulsory education for all but in reality in the 

research area 29.3 percent parent face problems to get admission of their ward in 

government school meanwhile 11 parents reported that teacher ask for money from 

them as fee. It seems a crude reality that how school administration (teachers) is 

violating the norms.  

Table 5.2: What is your opinion on your child regarding quality of education in 

school? 

Response Frequency Percent 

Yes 135 45 

No 165 55 

Total 300 100 

While the class room is not the only aspect of quality education what takes place in 

the classroom is nonetheless important and, as a unit of analysis. There are various 

reasons that have appeared to contribute to the quality of education. The quality of 

education determines the good quality of future of the child. The quality of education 

would be ensured through teaching and learning process. In this, the message should 

be conveyed through the way a child could „learn and analyse‟. According to Table 

5.2 more than half of the children do not understand what the teacher has been taught 

in the classroom. But why the children do not understand what has been taught in the 

classroom? In answer to this, their parents said that, mostly teachers come from upper 

caste families therefore they are not interested to teach, make able to learn our 

children. They already have preconceived notion about our lives particularly as we are 

dirty since our economic status is low. The teachers thought about us that we send our 

send our children to get food for free of cost not to learn.  
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Case Study 2: An excerpt from a discussion with a mother of a school going child 

Shyam (9 years) child of class IV study in Pure Adhari village . She narrated that how 

the school teacher scolds and makes abusive comments on her child who was taking 

her permission to go to toilet because they belong to upper caste and also they have 

more money. In her words, the teacher said, “You! The son of Basfor (Dom Caste) 

come to school to eat for free of cost provided by government so all the time you go to 

discharge faeces”.  

With reference to the above statement Vasavi (2015) and Jeffery (2005) write that 

many of the teachers due to their social and cultural background with its own logic 

and rationale endorse and reproduce many biases and prejudices about children (ibid: 

41-2095). There is a fact that government schools have the high proportions of school 

going children from schedule caste communities. Universal access requires schools of 

equitable equality. It is important to ensure that birth in particular caste does not 

define one‟s life chance forever. Elementary schooling should ensure comparable 

opportunities for understanding what has been taught (monitor) to children which also 

an integral part of the mandate of RTE Act 2009 as a whole.  

According to parents‟ views 14.7 percent children do not learn in the school because 

they show little interest towards learning in the classrooms. Since their focus is on 

playing. Simultaneously, children expressed that, “we do not understand because 

neither the teacher nor our parents clarifies the things which have been taught once in 

schools. Our classmates from upper caste community understand those things because 

teacher responds to them politely and their family members also make them learn. It 

portrays the fault of the school teacher as the parents of these children are illiterate 

and comparatively less educated than upper caste. The other 40.3 percent parents of 

children gave reason of not learning their child in school is the low interest of the 

teacher in teaching them in schools. In this context, Jeffery (2005) writes on the basis 

of the study conducted in Bijnor district of Uttar Pradesh on Chamars  (a scheduled 

caste), “teachers in many local schools preventing them from progressing in schools 

so they discriminate them on the base of their caste” (ibid:2095). 
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According to Graph 5.4, mostly parents (97.7 percent) were not able to help their 

ward to complete their 

homework because most of 

them were illiterates. Those who 

were literate they had had 

scarcity of time because they 

work from early morning to late 

evening in the fields or on the 

construction sites to earn 

livelihood for their family and 

mothers too were having the same sort of problems. Jha and Jhingran (2005) on the 

basis of their study conducted in Uttar Pradesh, Bihar and Madhya Pradesh in the 

north India write that literacy and schooling of parents are positively linked in many 

ways with school participation pattern among their children (ibid: 120). In Dalit 

families, both parents are found to be illiterate which result inadequate help in 

learning and also completing the homework of their children by them. As Govinda 

and Bandhopadhyay (2013) write that participating in schools and successfully 

completing the whole cycle with no one at home to support and to understand 

schooling processes is a challenging task for many learners. Moreover, many of these 

households are from low socio-economic groups. The solution to providing support 

for first generation learners seems to lie in rigorous efforts by government and 

community based  campaigns for effective school functioning (ibid: 68). 

Under the provisions of RTE Act 2009, constitution of a School Management 

Committee (SMC) in every 

Government elementary 

school with an account of 

75% of members from parents 

or guardians of children and 

25 percent shall be from 

elected representatives of 

local authorities, from school 

teachers and local 

educationists or children in the school by the decision of parents and committee is 
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mandatory as one of the points indicates in the said Act. Among the various tasks, this 

Committee has also been commended with the task of making the communities aware 

of the rights of children in relation to education, monitoring of the quality of 

education and the duties of State Government, local authority, school and parents, for 

monitoring and implementation of the midday meal program in schools and preparing 

an annual account of receipts and expenditure in schools. In fact, according to Graph 

5.5 depicts that a huge number of parents that is 88 percent from Shrawasti reveal that 

they do not aware of existence of SMCs or its functions. In the context of SMCs, 

participation of parents in it is compulsory. Malik (2015) writes that SMCs is a 

provision in the RTE Act for involvement of the community and parents for better 

managements of schools (ibid: 27). So, it is obvious that when they even do not know 

about SMCs how it is possible to be part of it as a member. 

According to Right to Education Act 2009, there is a provision of Parents Teacher 

Meeting (PTM) under the 

organisation of SMC once 

in a month. According to 

Graph 5.6, in Shrawasti a 

huge number of people 

approximately 85 percent 

parents from them who 

knows about SMCs 

reported that teacher never 

invite them to school for 

any kind of meeting with 

regard to their children or anything else. The remaining of 15 percent who know 

about SMCs said that they (SMC committee members from the school) ask to come to 

school very infrequently. There is no regular basis of meeting as mandated in SMCs 

curriculum. They (parents) were unable to clearly state that how many times did they 

attend PTM. Only 15 percent parents were invited by school teacher to attend parent 

teacher meeting in which teacher does not necessarily discuss the children‟s condition 

and their performance in the classroom rather call them for having signatures on the 

documents as formality which shows the commencement of PTMs. 

15

85

Graph 5.6: Does teacher ever invite/talk you for 

the Parent's - Teacher's Meeting? (in Percent)

Yes
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Table 5.3: Does School motivate you to re-joining the dropout students? 

Response Frequency Percent 

Yes 40 13.3 

No 260 86.7 

Total 300 100 

Rejoining school of the drop-outs is significant point mandated in RTE Act 2009. The 

Act also has a provision for every child, who is above six years of age and has not yet 

been admitted to any school or could not complete his/ her elementary education due 

to any reason, to be admitted in a class appropriate to his or her age. According to 

Table 5.6, 86.7 percent parents said that school does not motivate drop out children or 

their parents to join school again. Though, there is 93.34 percent enrolment at primary 

level whereas 55.7 percent (District Report Card 2015-16) for upper primary level in 

Shrawasti at elementary levels of schooling but it does not literally meant as the 

completion of elementary education. It is the fact that dropout rates in primary 

education particularly at upper primary level accounts high. There may be various 

causes and factions for dropouts such as religion, caste, class, ethnicity and gender 

too. Dropouts among SCs are more higher compared to other castes among them SC 

girls are more disadvantaged in this social construction.  

To crosscheck the outcomes of the question „motivation for rejoining the dropouts‟ it 

was reiterated to school staff. Their responses were totally shocking as they said, “we 

almost organise a meeting every month and ask its members to come and participate 

where we discuss about school functioning and achieving education for all kinds of 

goals. We ask to our members to promote rejoining schools through their parents who 

have dropped school for any reason”. One thing which seemed noticeable was that in 

the whole research period in field there was not a single formal meeting held in any of 

schools instead once in winters (December) school teachers were gathered at the local 

authority‟s courtyard with some papers and asked a child to call his father (who was a 

member of SMC) for discussion. It was moreover a general talk related to village 

politics and household rather a SMC meeting where the welfare of a child/school is 

considered to be discussed. 

Provision of schooling facilities at appropriate locations is an essential prerequisite to 

elementary education. In most of government elementary schools dalit/other 

marginalised community children are enrolled. Schedule caste lives in segregated 
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clusters because of their lower social identity (Thorat 2009: 48). Physical segregation 

adversely affects access to school unless the school is located within the dalit 

habitation. According to Graph 5.7,  schools were mainly located outside of the SCs 

locality. As, it was discussed earlier in the same chapter that due to the safety 

measures for dalit girls their parents do not send them to school because of the distant 

location of the school from their residence. Therefore, it is noticeable that the too 

much distance between the school and dalit locality affects the education of especially 

girl children since parents of boys send them to school in large numbers.  

 

It is need of the hour to invest more on the most disadvantaged and deprived to ensure 

that they could access the best quality elementary education so that we can 

proactively break the barriers, accumulated distortions of the past, this may impose a 

huge challenge on education planners and policy makers. Instead of pushing the 

burden of finances on each other, the central and state government must ensure that 

they shall provide better kind of education to its citizens. For that the government has 

to make availability of resources and to achieve it we have to create a strong and 

autonomous quality assurance mechanism, where all schools are made accountable to 

ensuring children learn and are provided a nurturing environment for development. 

Since the right to education is not about optimal allocation of funds rather it is about 

ensuring that every single child has access to education of comparable quality at all 

levels and it will start from the elementary level. It will be going against the spirit of 

this right, if we relegate the poor to as numbers for achieving goals not as citizens 

who needs quality to life. 
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CHAPTER- 6 

CONCLUSION: AN OVERVIEW 

 

This study is based on social exclusion and the educational status of Scheduled Caste 

children, access to government school infrastructure, and participation in the everyday 

school life in Shrawasti district of Uttar Pradesh. In order to do this, this study has 

been divided into six chapter including conclusion as chapter. 

According to Census 2001, 80 percents of Scheduled Caste population lives in the 

rural areas. The marginalised rural Scheduled Caste population works as an 

agricultural labourer.  Even in urban areas Scheduled Caste peoples are depended on 

low paid jobs, mostly in the unorganised sector or barely managing to earn their daily 

wage.  In order to survive under poor economic situations, some of them do not mind 

if their school- going age children add to the family income by working as a child 

labour. According to 2011 census the all India literacy rate of Scheduled Castes is 

66.07 per cent. The Scheduled Caste which comprises a large population and scattered 

over the length and breadth of the country, still remaining backward in Educational 

level. The causes of illiteracy for Scheduled Caste children are not because of lack of 

school or learning system but the dropout tendency amongst the most of the students 

at elementary level push them out to complete basic education and for their further 

development.  

First chapter- introduction inculcates the debates and development of elementary 

education, current status of educational profile of Scheduled Caste in Shrawasti and 

the research methodology has been discussed which provided a ripe background for 

this study.  

Second chapter- it made an attempt to provide the ongoing discourses on social 

exclusion in Europe as it is emerged in first academics in European context. It gets 

introduced in India in the context of caste. And, lastly, the relationship between caste, 

social exclusion and elementary education in India and Uttar Pradesh has been 

depicted through various scholarly articles. 

Third chapter- attempts to look up the socio-economic and educational conditions of 

Scheduled Caste families in Uttar Pradesh and Shrawasti. Scheduled Caste children  
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are denied education due to their low ascribed status from their position in the 

traditional social structure in relation to caste and culture. These children belong to 

illiterate or poorly schooled families, who fail to provide the necessary cognitive, 

language and social skill which is necessary for social adaptability in schools Mostly 

families resides as joint family (57 percent) structure and on an average 8 members 

are in a family. 

Fourth chapter- attempts to analyze the nature of social exclusion faced by Scheduled 

Caste children in availing elementary education.  It also attempted to find out the 

relations of Scheduled Caste Children with their teacher and peer groups. As per 

findings of this study, a large number of population which is 59.7 percent of 

scheduled caste community habitats on the outer boundaries of the main village which 

creates hurdle to access school. In term of Physical accessibility, most of the 

elementary school are within the  distance, which is by norm accessible for  scheduled 

caste children but in reality dominance of upper caste people affects and make 

difficult for marginalised children to reach directly school. Thus, these socially 

excluded communities are not easily able to access schooling because they find school 

environment and their social setting totally different. The egalitarian character of the 

schools behaves differently, when they are in a situation to access school. At schools 

they face different types of discrimination like they were made to carry task such as 

cleaning the toilet, brooming the school  premises, make them sit separately from  the 

other student in the classrooms, getting meal at last and least during mid day meal. 

Majority of the Scheduled Castes live in the rural areas, have less access to education, 

as these schools are normally located in the higher caste dominated area, making them 

not only physically distant from Scheduled caste habitation, but also socially 

inaccessible as well. A considerable numbers of schools are without basic amenities 

like drinking water, urinal, toilets etc and those schools have these facilities the 

condition are pitiable and worst. 

Chapter five- attempts to understand the provisions of Right to Education Act 2009 

along with Righ to Education, for the inclusive education of Scheduled Caste 

Children of Shrawasti District. As per the recommendation of Kothari commission, 

equal education opportunity for all in the elementary level of schooling by providing 

common school based on neighbourhood pattern in which all the children from caste, 

creed and religion of said area would attend the common school. Six percent of gross 
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domestic product was recommended to be allocated for education. Thus, the idea of 

common school for all children without any bothering of socio-economic status of the 

children and their family, failed to see the light of the day. The Right to Education act 

(2009) was passed with an aim to provide education to all the children up to the age of 

fourteen years.  The multi- layered schooling system is prominent feature in this Act. 

In this system there have been chances of drop out. The provision of education from 

six years to fourteen years is no doubt a right time period for availing education, but 

this has led to the wide and deep social division, because under Article 51A (k) of  

Right to Education  it is not the responsibility of the State to get enrolled the children 

into school, rather it is the fundamental duty of parents and guardians. 

The Right to Education Act 2009 provides the 25 percent seats reserve for the poor 

economically background children’s in initial stage at first standard in the private 

school. This has only reinforced the already exiting inequality in the education system 

as on the one side there is a private unaided institution or school catering to the rich 

students and in the other side poor quality government school are catering largely to 

the scheduled caste students.  Most of the scheduled caste students are beaten down 

by the economic and social deprivation. Scheduled caste are increasingly excluded 

from the educational system in general and particularly in the elementary level, 

haunted by landlessness, unemployment, and poverty. It is difficult to even think of 

accessing education. The caste practices have continued in India to create havoc in the 

rural as well as in urban areas, despite the many policies and article of constitution for 

the betterment of these sections. The Scheduled Caste peoples are facing 

discrimination even in present times. In the educational system positive 

discrimination continues in the form of incentives like free textbook, uniform in 

elementary level and scholarship, Mid Day meal. However there were many flaws for 

instance corruption, at level of implementing these policies. At times inadequate 

availability of resources leads to the failure of these measures as discussed in Chapter 

four, 37.7 percent of government school children’s are not get  mid day meal regularly 

and those how get food, did not according to menu only 12 percent among these 37.7 

percent get food according to roster. 

Despite these opportunities, since the structure and organization of the school the 

quality of education and teaching, physical and social access to school were 

influenced by the caste practices and belief that scheduled caste to be excluded from 
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the educational process – this resulted low enrolment, attendance and completion rate 

and high drop out among scheduled caste in elementary level as compare to general 

students. It needs to be point out that elementary education can be made accessible 

and meaning full to scheduled caste only through the Common schooling pattern 

based on neighbourhood education in which all caste, creed, community children are 

go to the same school without any form of hierarchy in access and participation to 

school activities. Effective implementation of policies and programme that are meant 

to protect and empower scheduled caste.  Initiatives on the part of the government to 

promote good quality elementary education as well as free and compulsory education 

till 12
th

 standard with facilities catering to the interests of the marginalized groups. 

Education up to 12
th

 standard is really basic for scheduled caste because it opens the 

doors for employment opportunities and social mobility. According to findings, these 

Scheduled Caste Children who are mainly come from lower economic background 

,face everyday Social Exclusion while availing education leads to dropout schools. In 

this manner they feel hopless towards education since they also do not have 

alternative option for schooling, as their parents/ other family members are not too 

well educated, instead of attending to government primary and upper primary schools.  

Here, I want to pose a question, where do these Scheduled Caste children stand in the 

education system even in the 21
st
 century. Despite of various policies and 

programmes (SSA, RTE Act, 2009) related to elementary education issues of social 

exclusion have been noticed among the school going SCs children of 6-14 years of 

age in Shrawsti. The place like which is already a most backward region in Uttar 

Pradesh needs to look up for its welfare specifically in terms of education. The 

broader issue which needs to be dealt with regard to Scheduled Caste children’s 

elementary education is to provide equitable environment. Moreover, availability of 

equitable environment does not necessarily mean enrolments; however, it also ensures 

quality education with dignity to the SC children.  Since, Right to Education Act, 

2009 does not proposed specific remedies for occurrence of discrimination led out to 

social exclusion (perpetuated by school teachers, their peer groups, who comes 

mainly from upper caste background) on the basis of their caste identity. So, through 

this study, I try to suggest that issues of social exclusion, related to one’s caste 

identity in elementary schools should be diminished through specific monitoring. Last 

but not the least, this study suggest that those children (6-14) who are out of school, 
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one can easily found them roaming in village locality even if they are enrolled into the 

school should be bring back to school. Since, it is not only their economic status 

which push themselves out of the school system rather their caste status in the society 

in the form of social exclusion. 
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Social Exclusion & Elementary Education:  
A Study Of Scheduled Caste Children Of Shrawasti 

lk{kkRdkj vuqlwph  

6 ls 14 o’kZ rd dh vk;q ds Ldwy tkus okys cPpksa ds fy;s 

 

1- lkekU; tkudkjh& 

1-1   mRrjnkrk dk uke&---------------------------------------- 

1-3 fyax% ckyd&1@ckfydk&2 

1-5   mitkfr&------------------------------------- 

1-2   mez&---------------------------------- 

1-4 d{kk&-------------------------------- 

 

2. Access to school 

2-1-   vkids fo|ky; esa v/;kid tks i<+krsa gS og le> esa vkrk gS% gkWa&1@ugh&2@dqN&dqN&3 

2-2   ;fn ugh rks D;k dkj.k gS   ………………………………………………… 

2-3 D;k vki d{kk esa nksckjk iz”u iwNars gS% gkWa&1@ugh&2 

2-4   nksckjk iz”u iwNusa ij v/;kid }kjk le>k;k tkrk gSa% gkWa&1@ugh&2@ 

      MkWVrs gSa&3@fiVkbZ djrs gSa&4 

2-5 ;fn le> esa ugh vkrk rks vki fdl ls iwNrs gS % cxy esa cSBs lgikBh ls&1@mPp tkfr 

ds Nk= ls&2@viuh gh tkfr ds Nk= ls&3@gksf”k;kj Nk= ls&4@Vkfid NksM+ nsrs gSa&5 

2-6 D;k fo|ky; }kjk fn;s tkus okys gkseodZ djds vkrs gSa gkWa&1@ugha&2 

2-7 ;fn ugh rks f”k{kd dh D;k izfrfdz;k jgrh gS % psd ugh djrs&1@Dykl esa djkrs 

gSa&2@ltk feyrh gS&3@fiVkbZ gksrh gS&4@MkaVrs gS&5 

2-8  D;k vkidks izfrfnu feM Ms ehy feyrk gS% gkWa&1@ugh &2 

2-9  D;k vki dks izR;sd fnu [kkuk jksLVj ds vuqlkj feyrk gS% gkWa&1@ugh&2 

2-10  ;fn ugha rks T;knkrj [kkus esa D;k ijkslk tkrk gS---------------------------------------------- 

2-11  D;k vki feM Ms ehy [kkrs gS % gesalk&1@dHkh&dHkh&2@ dHkh ugh &3 

2-12 ;fn ugh [kkrs rks D;ks% Lokfn’V ugha yxrk&1@[kkuk [kkus ls chekj gks tkrs gS&2@[kkus 

es dhMs~+ fudyrs gS&3@[kkuk fuEu tkfr ds yksx cukrs gS&4 @vU;&5 

2-13 D;k fo|ky; esa feyus okyss [kkus dh ek=k ls vki dk isV Hkj tkrk gS % gk¡&1@ugha&2 

2-14 ;fn ugh rks D;k vkidks nksckjk [kkuk feyrk gS % gk¡&1@ugha&2@dHkh&dHkh&3 

2-15 D;k vkidks bl o’kZ@fiNys o’kZ fo|ky; ls eq¶r fdrkcsa feyh gS@Fkh% gk¡&1@ugha&2 
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2-16 D;k vki dks bl o’kZ@fiNys o’kZ fo|ky; ls eq¶r ;wfuQkeZ feyh gS@Fkh  gk¡&1@ugha&2 

2-17 vki ds fo|ky; es ihus ds ikuh dk lzksr gS% gk¡&1@ugha&2 

2-18 ;fn gk¡& rks uy&1@gS.Miai&2@lkeqnkf;d gS.Miai&3@dqvk¡&4@vU;&8----- 

2-19 ;fn ugh rks dgkWa ls ihrs gS -------------- 

2-20 D;k vki yksxksa dks fo|ky; esa ikuh ihus esa fdlh izdkj dh leL;k gksrh gSA dksbZ leL;k 

ugh&1@ lkekU; tkfr ds  cPps igys ihrs gSa&2@Lo;a ugh ih ldrs fdlh vU; ds }kjk 

fiyk;k tkrk gS&3@mPp tkfr ds cPps ikuh ihus ls igys uy ds eqWag dk /kqydj ikuh 

ihrs gSa&4@ vU;&-4------------------ 

2-21 D;k vki ds fo/kky; esa “kkSpky; dh lqfo/kk gS % gk¡&1@ugha&2 

2-22 D;k vki ds fo/kky; es iq:’k vkSj efgyk ds fy, vyx vyx “kkSpky; gS% gk¡&1@ugha&2 

2-23 D;k vki fo/kky; es “kkSpky; dk bLrseky djrs gS % gk¡&1@ugha&2 

2-24 ;fn ugh rks D;ksa % dsoy ekLVj iz;ksx djrs gS&1@ xank jgrk gS&2@rkyk cUn jgrk 

gS&3@vU;&4 

2-25 fo/kky; es vki dh d{kk dgkWa pyrh gS% [kqys&1@cjkeUns esa&2@dejs es&3@ isM+ ds 

uhps&4@ vU;&4 

2-26 D;k lHkh d{kk ds fy;s vyx vyx d{k fu/kkZfjr gS % lHkh d{kk ds Nk=ksa dks ,d lkFk&1 

@daqN d{kk;sa tSlss 1&2]2&5 dks ,d lkFk &2@6&8 ,d lkFk&3 

2-27 D;k vki ds fo/kky; es [ksyus dk lkeku gS% gk¡&1@ugha&2@irk ugh&3 

2-28 D;k vki ds fo/kky; es vkidks [ksyus dk lkeku feyrk gS gk¡&1@ugha&2 

2-29 D;k vki fo/kky; es cPpksa ds cSBus ds fy, dqlhZ est dh O;oLFkk gS % lHkh esa&1@dqN 

esa&2@ dksbZ esa ugh &3 

3. Participation 

3-1   D;k vkids fo|ky; es izR;sd fnu izkFkZuk djk;h tkrh gS% gk¡&1@ugha&2@dHkh&dHkh&3 

3-2   vkids fo|ky; esa gksus okyh izkFkZuk dkSu djkrk gS% dzeokj lHkh dks leku volj feyrk 

gS&1@gksfl;kj cPps djkrs gS&2@lkekU; tkfr ds&3@flQZ vuqlwfpr tkfr 

dss&4@vuqlwfpr tutkfr ds&5@fiNM+h tkfr ds&6@lHkh ds&7 

3-3 vki d{kk esa ges”kk dgkWa cSBrs  gS% vkxs dh iafDr esa&1@e/; iafDr esa&2@ihNs dh iafDr 

esa&3@tgka LFkku feyrk gS ogha cSB tkrs gSa&4 
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3-4 fo|ky; dh d{kk es vkxs dh iafDr esa cSBus dk D;k izko/kku gSa% gksf”k;kj cPps vkxs cSBrs 

gSa&1@v/;kid ds vuqlkj tks gkseodZ djs vkSj ;kn djds lquk;sxk oks vkxs 

cSBsxk&2@lkekU; tkfr ds&3@vuqlwfpr tkfr dss&4@vuqlwfpr tutkfr ds&5@fiNMh 

tkfr ds&6@dksbZ fu;e ugh&7 

3-5 vki Loa; d{kk esa fdu&fdu yksxksa ds lkFk cSBrs gS% viuh tkfr ds cPpksa ds 

lkFk&1@eqgYys ds nksLrksa ds lkFk&2@lkekU; tkfr ds&3@vuqlwfpr tkfr 

dss&4@vuqlwfpr tutkfr ds&5@fiNMh tkfr ds&6@fdlh ds Hkh lkFk&7 

3-6 tc d{kk esa v/;kiu gks jgk gksrk gS rks vkidh D;k izfrfdz;k gksrh gS% /;ku ls le>rs 

gaS&1@loky&tokc djrs gS&2@”kkar jgrs gS&3@cksyus ugh fn;k tkrk&4@vU;&5 

3-7 ;fn “kkar jgrs gS rks D;k dkj.k gS% iz”u iwNaus ij MkaV iM+rh gS&1@mRrj u ns ikus ij 

fiVkbZ gksrh gS&2@lgikBh etkd mM+krs gSa&3@v/;kid cksyrs gS i<+krs le; /;ku D;ksa 

ugh nsrs&4 

3-8 iz”u iwNus ij v/;kid dh D;k izfrfdz;k gksrh gS % v/;kid nksckjk crkrs gSa o izksRlkfgr 

djrs gSa&1@Vhpj MkaVrs o ekjrs gS&2@tokc ugh nsrs&3@ vU;&4----------- 

3-9 fo/kky; es [kkuk cukus ,oa ijkslus dh izfrfdz;k es dkSu&dkSu cPps lg;ksx djrs gS % 

lkekU; tkfr ds&1@vuqlwfpr tkfr dss&2@vuqlwfpr tutkfr ds&3@fiNM+h tkfr 

ds&4@lc fey tqy dj&5@dksb ugha&6@gksf”k;kj cPps&7 

3-10 D;k vki ds fo/kky; es lHkh tkfr ds cPps ,d lkFk cSBdj [kkuk [kkrs gS gk¡&1@ugha&2 

3-11 ;fn ugh rks D;ks % ----------------------------------------------------------------------------------------------------- 

3-12 vki fo/kky; es fdl tkfr ds cPpksa ds lkFk [ksyrs gSa% viuh tkfr ds cPpksa ds 

lkFk&1@eqgYys ds nksLrksa ds lkFk&2@lkekU; tkfr ds&3@vuqlwfpr tkfr 

dss&4@vuqlwfpr tutkfr ds&5@fiNMh tkfr ds&6@lHkh ds lkFk&7 

3-13 D;k vki fo/kky; es vk;ksftr jk’Vªh; ioksZa (tSls 26 tuojh 2 vDVwcj 15 vxLr) es Hkkx 

ysrs gS gk¡&1@ugha&2 

3-14 ;fn gkWa rks fdl izdkj dh lgHkkfxrk jgrh gS -------------------------------------------------------------- 
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4. Discrimination 

4-1 D;k vki fo|ky; esa izfrfnu gksus okyh izkFkZuk djkus esa Hkkx ysrs gS% gkWa&1@ugha&2 

4-2 ;fn ugh rks dkj.k crkb;s%------------------------------------------------------------------------------- 

4-3 vki fo|ky; dh d{kk esa fdl iafDr esa cSBrs gks % vkxs dh iafDr esa&1@ e/; dh iafDr 

esa&2@fiNyh iafDr esa&3 

4-4 vkxs dh iafDr esa uk cSBus dk dkj.k--------------------------------------------------------------------------- 

4-5 D;k fo|ky; esa lHkh tkfr;ksa ds cPps feytqy dj [ksyrs gS% gkWa&1@ ugha&2 

4-6 ;fn ugh rks dkj.k crkb;s%------------------------------------------------------------------------------ 

4-7 d{kk esa v/;kid i<+krs le; fdu cPpksa ij T;knk /;ku nsrs gSa % ---------------------------------------------------------

------------------------------------------------------------------------------------------------------------- 

4-8 D;k v/;kid d{kk esa vki ds ifjokj o muls tqM+h gqbZ lkaLd`frd xfrfof/k;ksa dh ppkZ djrs 

gSA gkWa&1@ ugha&2 

4-9 ;fn gkWa rks fdl izdkj dh ppkZ------------------------------------------------------------------------------- 

4-10 D;k v/;kid d{kk esa egkiq:’kksa tSls egkRek xka/kh] tokgj yky usg: dh rjg dHkh 

vuqlwfpr tkfr ds egkiq:’kksa ¼vEcsMdj] Qwys½ ds thou vkSj muds ;ksxnku  dh ppkZ djrs gSa% 

gkWa&1@ugha&2 

4-11 ;fn gkWa rks Li’V djsa---------------------------------------------------------------------------------------- 

4-12 D;k v/;kid fo|ky; esa i<+kbZ ds nkSjku tkfr lwpd “kCnksa dk iz;ksx djrs gS % gkW&1@ 

ugha&2 

4-13 ;fn gkWa rks laokn dk D;k rjhdk gS% uke ds ctk; tkfr dk iz;ksx djrs gSa&1@firk&ekrk 

ds uke ls&2@ you are donkey/-3 vU;&4 

4-14 mPp tkfr ds cPpksa dk vkids izfr O;ogkj o laokn dSlk jgrk gS% lkekU; O;ogkj jgrk 

gS&1@tkfr lwpd “kCnksa ls fp<+krs gSa&2@fuEu tkfr ds dkj.k /kedkrs o yM+kbZ djrs 

gSa&3@fo|ky; ls okil ?kj ykSVrs le; csotg yM+kbZ o ekjihV djrs gSa&4@fuEu tkfr ds 

dkj.k lkekU; O;ogkj ugha djrs gSa&5 

4-15 fo|ky; esa gksus okys jk’Vªh; ;k /kkfeZd iokZs esa fdu cPpkssa dh lgHkkfxrk T;knk jgrh gS% 

gksf”k;kj cPpks ij&1@gkseodZ djds vkSj ;kn djds vkus okys cPpksa ij&2@ lkekU; tkfr ds 

&3@ vuqlwfpr tkfr dss&4@ vuqlwfpr tutkfr ds&5@ fiNMh tkfr ds &6 
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4-16 vki ls fo|ky; esa gksus okys jk’Vªh; ;k /kkfeZd iokZs esa gksus okys dk;ksZ esa vkidks fdl izdkj 

ds dk;Z djus dks dgk tkrk gS% eq[; Hkwfedk esa lgHkkfxrk&1@esgur okys dk;ksaZ tSls 

lkQ&lQkbZ&2@dksbZ lgHkkfxrk ugha&3  

4-17 fo|ky; esa lkQ&lQkbZ ds dk;ksZ dks dkSu djrk gS% lQkbZ deZpkjh&1@ lkekU; tkfr ds 

&2@vuqlwfpr tkfr dss &3@vuqlwfpr tutkfr ds&4@fiNMh tkfr ds&5@vuqlwfpr tkfr 

dh yM+fd;ks }kjk &6@lHkh feytqy dj djrs gSa&7 

4-18 vkids fo|ky; esa “kkSpky; dh lQkbZ dkSu djrk gS % lQkbZ deZpkjh&1@ lkekU; tkfr ds 

&2@vuqlwfpr tkfr dss &3@ vuqlwfpr tutkfr ds&4@ fiNMh tkfr ds &5@ vuqlwfpr 

tkfr dh yMdh;ks }kjk &6@lHkh feytqy dj djrs gSa&7@dksbZ ugh&8 

4-19 If teacher goes to toilet who is responsible to arrange or pour water before or after 

toilet : lkekU; tkfr ds &1@vuqlwfpr tkfr dss &2@vuqlwfpr tutkfr ds&3@fiNMh 

tkfr ds&4@vuqlwfpr tkfr dh yM+fd;ks }kjk &5 jlksbZ;k }kjk -6/ v/;kid Lo;a ysrs gSa -

7 

4-20 fo|ky; ds jlksbZ ?kj es vkus tkus dh vuqefr fdu cPpksa dks  gS % lkekU; tkfr 

ds&1@vuqlwfpr tkfr dss&2@vuqlwfpr tutkfr ds&3@fiNMh tkfr ds &4@vuqlwfpr 

tkfr dh yM+fd;kas }kjk&5@lHkh feytqy dj djrs gSa&6@gksf”k;kj cPps&7@fdlh dks 

ugh&8 

4-21 D;k feM Ms ehy cPpksa dks ijkslus ls igys v/;kid Loa; [kkrs o p[krs gSa gkWa&1@ugha&2 

4-22 ekLVj th dks ihus dk ikuh dkSu nsrk gS % Lo;a ysrs gSa&1@jlksbZ;k }kjk&2@gksfl;kj cPps 

}kjk&3@mPp tkfr ds cPpksa }kjk&4@fiNM+h tkfr }kjk&5@,llh o ,lVh ds cPps 

}kjk&6 

4-23 D;k feM Ms ehy ijkslrs le; vuqlwfpr tkfr o lkekU; tkfr ds cPpksa dh iafDr;k 

vyx&vyx yxrh gS% gkWa&1@ugh&2 

4-24 fdu cPpksa dks feM Ms ehy igys ijkslk tkrk gS% dzeokj lHkh dks leku feyrk 

gS&1@gksfl;kj cPps dks&2@lkekU; tkfr ds cPpksa dks&3@vuqlwfpr tkfr dss cPpksa dks 

&4@ vuqlwfpr tutkfr ds cPpksa dks &5@fiNMh tkfr ds &6@igys ekLVj dks&7 

4-25 D;k vkidks feyus okys [kkus ls vki dk isV Hkj tkrk gS % gkWa&1@ugh&2 

4-26 ;fn ugh arks D;k nksckjk [kkuk ijkslk tkrk gS% gkWa&1@ugh&2 

4-27 ;fn ugh ijkslk tkrk rks D;k dkj.k gSa------------------------------------------------------ 
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Social Exclusion & Elementary Education:  
A Study Of Scheduled Caste Children Of Shrawasti 

lk{kkRdkj vuqlwph vfHkHkkodksa ds fy;s 

 

mRrjnkrk dk uke&------------------------------------------------------- 

1- ifjokj esa lnL;ksa dh la[;k---------------------------------- 

2- mRrjnkrk dk fyax iq:’k&1@efgyk&2 

Ø-

la- 
Ukke 

f'k{kk ¼ dksM% 

ns[ksa& 1-1 ls½ 

LokLF; ¼vPNk 1] 

lkekU; 2] fodykax 

3] dqiksf’kr 4½ 

is'kk ¼dksM % 

ns[ksa 

1-2½ 

vk; ¼dksM % 

ns[ksa 

1-3½ 

dk;Z&LFky ¼vius xkao 1] 

nwljs xkao 2] nwljs 'kgj 

3½ 

3-1  firk      

3-2 ekrk      

3-3 vU;      

 

dksM% 1-1 vf'kf{kr&1 iwoZ&izkFkfed ¼vkaxuokM+h½&2@ izkFkfed&3@ mPp&izkFkfed&4@ gkWbZLdwy&5@ b.Vj&Ldwy&6@ 

Lukrd&7@  vU;&8A 

dksM% 1-2 taxy ij vk/kkfjr&1@etnwjh&2@Ñf’k&3@i'kqikyu&4@”kgj esa dekus tkrs gSa&5@ljdkjh 

ukSdjh&6@xkWao ;k vklikl ds lEiUu O;fDr ds ogkWa iw.kZdkfyd etnwj&7@x`g.kh&8@ vU;&9-----------------  

dksM 1-3 :0 3000 ls de&1@:0 3001 ls 5000&2@:0 5001 ls 8000&3@:0 8001 ls Åij&4 

ifjokj ds lkekftd ?kVd ¼voyksdu vk/kkfjr½ 

2-1  ifjokj dk Lo:Ik % la;qDr&1@,dkadh&2@vU;&3 

2-2  ifjokj dh vk; dk eq[; lzkssr % etnwjh&1@d`f’k&2@O;olk;&3@ljdkjh 

ukSdjh&4@xSjljdkjh ukSdjh&5@ vU;&6 

2-3  ifjokj ds edku dk izdkj % >ksiM+h&1@dPpk&2@ iDdk&3@fefJr&4 

2-4 vki ds edku esa  dejksa dh  l[a;k gS % ------------- 

2-5 vki dk edku es miyC/k lqfo/kk % “kkSpky;- 1@ Luku?kj -2@ jlksbZ ?kj -3@ cjkenk&4  

2-6 vki dk edku es miyC/k lalk/ku % lkbfdy &1@ lkbfdy eksVj&2@LdwVj VªSDVj&3 @ 

vU;&4 

2-7 ifjokj esa ÅtkZ ds lzksr % ,yihth&1@ ydM+h&2@ fctyh&3@ dsjksflu&4@ xkscj dk 

daMk&5@ Ñf’k vof'k’V&6@ lkSj ÅtkZ&7@  vU;&8----- 



159  

2-8 ty vkiwfrZ ds lk/ku % lkewfgd uy&1@O;fäxr uy&2@ gS.Miai&3@ lkeqnkf;d 

gS.Miai&4@ dqvk¡&5@ VSadj&6@ rkykc&7 vU;&8------- 

2-9 vki ds edku dk xkaWo esa vofLFkfr % xkaWo esa&1a@xkaWo ls lVk&2@xkaWo ls ckgj&3  

2-10 vki ds xkaWo esa fctyh dh O;oLFkk gS% % gk¡&1@ugha&2  

2-11 vki ds edku esa fctyh dh O;oLFkk gS% % gk¡&1@ugha&2  

2-12 vki dk ifjokj ds lkekftd lEcU/k vU; tkfr ds yksxks ds lkFk dSls gS % vPNs¡&1@ de 

vPNs¡&2@ [kjkc¡&3@ cgqr [kjkc&4 

2-13 D;k vkius ?kjsyw R;ksgkj] fookg] mRlo ,oa eqR;q laLdkj dk;Zdzeksa esa vU; tkfr ds yksxksa dks 

vkef=r djrs gSa % gkWa&1@ugha&2 

2-14 mPp tkfr ds yksxksa }kjk vkids ;gkWa [kkuk [kkus ds fy;s D;k fu;e gSa % [kkuk ugha [kkrs 

gSa&1@lHkh ds lkFk [kkrs gSa&2@;fn [kkuk mPp tkfr ds gyokbZ us cuk;k gks&3@[kkuk 

[kkus dh O;oLFkk vyx gksus ij &4 

2-15 D;k vU; tkfr ds yksx vkidks R;ksgkj] fookg] mRlo ,oa e`R;q laLdkj dk;Zdzeksa esa cqykrs gSa % 

gkWa&1@ugha&2 

2-16 ;fn cqykrs gSa rks D;k vkidks vius ;gkWa [kkuk f[kykrsa gSa % gkWa&1@ugha&2@cqykrs gSa ysfdu 

vyx [kkus dh O;oLFkk gksrh gSa&3@[kkuk lcls ckn esa f[kykrs gSa&4 

2-17 D;k vki ds ifjokj ds lnL;ksaa dh lgk;rk fdl&fdl  tkfr ds yksx djrs gS % flQZ viuh 

tkfr ds &1@viuh ls mPp tkfr ds&2@viuh ls fuEu tkfr ds&3@vU; tkfr&4@lHkh 

ds&5  

3 ifjokj dh vkfFkZd fLFkfr 

3-1 ifjokj dk ekfld vk; %  :0 3000 ls de&1@:0 3001 ls 5000&2@:0 5001 ls 

8000&3@:0 8001 ls Åij&4 

3-2 orZeku esa dtZ ysus dh fLFkfr % ugh fy;k gS &1@cSad&2@ xSj ljdkjh laLFkk&3@ egktu 

&4@tehu ca/kd nksLr ;k fjLrsnkj&5 

3-3 D;k vki ;k ifjokj ds lnL; Ñf’k ;ksX; tehu ds ekfyd gS % gk¡&1@ugha&2- 

3-4 vkids ds ?kj dh efgyk,Wa ?kjsyw dk;ksZ ds vykok ifjokj dh thfodk pykus esa vU; fdu&fdu 

dk;ksZ esa lg;ksx djrh gSa% Ñf"k&1@ etnwjh&2@ i'kq ikyu&3@ ljdkjh ukSdjh&4 

@vU;&5--- 

3-5 D;k vkids ?kj dh efgykvksa dks iq:’kksa ds cjkcj etnwjh feyrh gS gkWa&1@ugha&2 

 

 

 



160  

4 f'k{kk dk vf/kdkj 

4-1 D;k vki vius lHkh Ng ls pkSng o’kZ rd ds cPpksa dks Ldwy Hkstrs gSa% gkWa&1@ugh&2 

4-2 D;k vki vius yM+dks dh rjg yM+fd;ksa dks Ldwy Hkh Hkstrs gSa% gkWa&1@ugh&2 

4-3 ;fn ugh arks yM+fd;ksa dks Ldwy u Hkstus ds D;k dkj.k gSa % ?kj ds dke esa lg;ksx&1@f”k{kk 

t:jh ugh&2@Ldwy Hkstuk lqjf{kr ugha&3@de mez esa “kknh djus ds dkj.k&4 

4-4 vkidks vius 6&14 o’kZ ds cPpksa dks Ldwy esa nkf[kyk djkus esa fdlh izdkj dh dfBukbZ;ka 

gqbZA% ------------------------------------------------------------------------------ 

4-5 D;k vkidks yxrk gS fd Ldwy esa tkss i<+k;k tkrk gS og vids cPps dks le> vkrk gSA% 

gkWa&1@ugh&2 

4-6 ;fn ugh rks D;k dkj.k gSa% cPps dh Loa; dh f”k{kk ds izfr v:fp&1@f”k{kdksa dk v/;kiu esa 

mnklhurk&2 

4-7 D;k vki vius cPpksa dks fo|ky; ls feyus okys gkseodZ dks djokus esa lgk;rk dj ikrs gSa% 

gkWa&1@ugh&2 

4-8 D;k vkidks dHkh fo|ky; ds f”k{kdksa us vkils vkids cPpksa dh i<+kbZ dh fLFkfr ij ppkZ ds 

fy;s cqyk;k gS gkWa&1@ugh&2 

4-9 D;k vkidks fu%”kqYd o vfuok;Z cky f”k{kk ds vf/kdkj vf/kfu;e dh tkudkjh gS% 

gkWa&1@ugh&2 

4-10 ;fn gkWa rks tkudkjh dgkWa ls feyh% Ldwy ekLVj }kjk&1@lekpkj i=] jsfM;ks ;k Vh0oh0 

}kjk&2@fdlh lg;ksxh }kjk&3@ vU;&4 

4-11 D;k vkids cPps dks izR;sd o’kZ fo|ky; ls feyus okyh fu%”kqYd ikB~;&iqLrdsa] onhZ izkIr 

gksrh gSA% gkWa&1@ugh&2 

4-12 D;k vkidks cPpksa dks izfrfnu Hkkstu feyrk gS% gkWa&1@ugha&2 

4-13 ;fn ugh arks D;k dkj.k gSa----------------------------------------------- 

4-14 fo|ky; esa Hkkstu idkus okys dk uke o tkfr D;k gS------------------------------------------------- 

4-15 D;k vkidks fo|ky; izca/ku lfefr ds fo’k; esa tkudkjh gS% gkWa&1@ugh&2 

4-16 D;k vki fo|ky; izca/ku lfefr ds lnL; gS gkWa&1@ugh&2 

4-17 ;fn gkWa rks lfefr dk xBu dc fd;k x;k % N% ekg igys&1@ ,d o’kZ igys&2@ nks o’kZ 

ls vf/kd&3  

4-18 D;k vkidks fo|ky; izca/ku lfefr dh cSBd esa cqyk;k tkrk gS% gkWa&1@ugh&2 
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4-19 vkidks fo|ky; izca/ku lfefr dh cSBd fdrus le;kUrjky esa cqyk;k tkrk gS % ,d ekg 

esa&1@ nks ekg esa&2@nks ekg ls vf/kd&3 

4-20 D;k fo|ky; izca/ku lfefr esa efgyk lnL;  gS% gkWa&1@ugh&2 

4-21 ;fn gkWa rks mudh la[;k fdruh gS% 2 ls de&1@ 4 ls de&2@ 4 ls vf/kd&3 

4-22 ;fn gkWa rks lfefr es vuqlwfpr tkfr dh efgyk dh  Hkkxhnkjh gS gkWa&1@ugh&2 

4-23 D;k fo|ky; izca/ku lfefr }kjk vuqlwfpr tkfr ds cPpksa dh f”k{kk ds fy;s dksbZ iz;kl 

fd;k x;k gS% gkWa&1@ugh&2 

4-24 ;fn gkWa rks dSls % ------------------------------------------------------------------------------- 

4-25 D;k vkids eqgYys ;k xkWao ds 6 ls 14 o’kZ rd ds Ldwy u tkus okys ;k Ldwy NksM+ pqds 

cPpksa dks iqu% Ldwy tkus ds fy;s iM+ksl ds ljdkjh fo|ky; ds v/;kidksa us izsfjr fd;kA 

gkWa&1@ugh&2 

4-26 vkidh cLrh ls fo|ky; dh nwjh fdruh gS% izkFkfed fo|ky;&,d fdeh0 ls de&1@,d 

fdeh0 ls T;knk&2@mPprj ek/;fed fo|ky;&,d fdeh0 ls de&3@,d fdeh0 ls 

T;knk&3 

4-27 vkids iM+ksl dk ljdkjh fo|ky; dh vofLFkfr dgkWa ij gS% xkWao ls ckgj&1@nfyr cLrh 

ds ikl&2@mPp tkfr&3@fiNM+h tkfr dh cLrh ds ikl&4 

4-28 ;fn vkids eqgYys ;k xkWao ls fo|ky; ls nwjh vf/kd gS rks D;k fo?kky; ;k ljdkj }kjk 

fu%”kqYd ;krk;kr ;k vkoklh; lqfo/kk iznku dh tkrh gSA %gkWa&1@ugh&2 
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Interview Schedule For Ph.D. Research Work 

Social Exclusion & Elementary Education:  
A Study Of Scheduled Caste Children Of Shrawasti 

lk{kkRdkj vuqlwph v/;kidksa ds fy;s 

1- fo|ky; dk uke o irk------------------------------------------------------------------------------------------- 

2- fo|ky; dk izdkj % 1 ls 5 rd&1@d{kk 6 ls 8 rd&2 

3- fo|ky; esa f”k{kdksa ,oa  dk;ZdrkZ dk fooj.k% 

Ø-la 
v/;kid 

dk uke 

mez ¼o"kZ 

esa½ 

fyax % 

iq:"k&1] 

efgyk&2 

in 

lkekU;&1 

vkschlh&2,llh&3 

,lVh&4 

vk; 

izfrekg 

¼:½ 

ljdkjh&1 

lafonk&2 

vLFkkbZ&3 

3-1        

3-2        

3-3        

3-4        

3-5        

3-6        

3-7        

 

4- ukekafdr cPpksa dh la[;k dk fooj.k% 

d
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5- Nk=&f”k{kd vuqikr -------------------------------------------------- 

6- fo|ky; dh bekjr dk izdkj % dPpk&1@iDdk&2@ttZj&3@Vs.V&4 

7- fo|ky; dh pgkjnhokjh % gkWa&1@ugha&2 

8- fo|ky; esa dqy dejksa dh la[;k %  

9- dejksa dk fooj.k %  

9-1 v/;kidksa ds fy;s---------------------- 

9-2 i<+kbZ ds fy;s------------------------------- 

9-3 jlksbZ ds fy;s----------------------- 

10-  fo|ky; esa miyC/k lqfo/kk;sa%  

10-1 ihus dk ikuh % gkWa&1@ugha&2 

10-2 “kkSpky; % gkWa&1@ugha&2 

10-3 “kkSpky; efgyk&iq:’k cPpksa ds fy;s % gkWa&1@ugha&2 

11- “kkspky; dh n”kk % mi;ksx djus yk;d&1@mi;ksx djus ds yk;d ugh&2 

12- jlksbZ ?kj % gkWa&1@ugha&2 

13- fctyh % gkWa&1@ugha&2 

14- vkids fo|ky; esa dqy ukekafdr cPps izfrfnu vkrs gS ;fn ugh rks D;ksa 

-------------------------------------------------------------------------------------------------------------------------------------------------------- 

------------------------------------------------------------------------------------------------------------------------------------------------------ 

15- T;knk ls T;knk cPps fo|ky; vk;s blds fy;s fo|ky; }kjk fdl izdkj dk iz;kl fd;s x,----

--------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------

----------------------------------------------------------------------------- 

16- D;k vkids fo?kky; esa vfHkokod&v/;kid ehfVax gksrh gS% gkWa&1@ugha&2 

17- ;fn gkWa rks ehfVax vUrjky dk fooj.k nsa% ---------------------------------------------------------------------------- 

18- D;k fo|ky; esa dHkh vfHkHkkod ;k cPpksa }kjk tkfr&/keZ vk/kkfjr HksnHkko gksus dh  f”kdk;rsa 

feyrh gSa-------------------------------------------------------------------------------------------------------------------- 

19- vkids }kjk fo|ky; esa tks i<+k;k tkrk gS D;k og cPpks dks le> esa vkrk gS ;fn ugh rks 

D;ksa----------------------------------------------------------------------------------------------------------------- 

20- vkids }kjk fn;s x;s gkse odZ D;k lHkh cPps djds vkrs gSa ;fn ugh rks D;ksa 

-------------------------------------------------------------------------------------------------------------------------------------------------------- 

21- detksj o i<+kbZ ij /;ku u nsus okys cPps T;knkrj fdu tkfr ds gksrs gSa 

mailto:dPpk&1@iDdk&2@ttZj&3@Vs.V&4
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-------------------------------------------------------------------------------------------------------------------------------------------------------- 

----------------------------------------------- dkj.k --------------------------------------------------------------------------------------- 

22- D;k vki dks yxrk gS dh fdlh tkfr fo”ks’k ds cPpsa gh Ik<us esa detksj gSA------------------------------------

-------------------------------------------------------- dkj.k ---------------------------------------------------------------------------------------------------------------

---------------------------------------------------------------------------------------------------------------- 

23- Xkjhc vuqlwfpr tkfr ds cPpksa dh f”k{kk esa lgHkkxhrk c<kus ds fy;s D;k fo|ky; }kjk dHkh 

dksbZ iz;kl fd;k x;k-------------------------------------------------------------------------------------------------------------------------------------------- 

24- D;k vkidks yxrk gS fd ljdkjh Ldwyksa esa dsoy ogh cPps i<+ jgs gSa ftuds vfHkHkkod futh 

Ldwyksa dh Qhl nsus esa vleFkZ gksrs gSa%-------------------------------------------------------------------------------------------------------------

----------------------------------------------------------------------------------------------------- 

25- vkids fo|ky; esa Hkkstu cukus o ijkslus okys jlksbZ;s ds pquko dh D;k izfdz;k gS-------------------------

--------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------------------------------------------------------------------- 

26- D;k vkids fo|ky; esa izfrfnu jksLVj flLVe ds vuqlkj [kkuk ijksluk lEHko gks ikrk gS% 

gkWa&1@ugha&2 

27- e/;kgu Hkkstu ijkslus esa fdu izdkj dh dfBukbZ;ksa dk lkeuk djuk iM+rk gS---------------------------------

--------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------

--------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------  

28- D;k vkidks yxrk gS fd e/;kg~u Hkkstu ;kstuk ls fo|ky; dh “kSf{kd xfrfof/k;ksa esa ck/kk 

igqaprh gS%-------------------------------------------------------------------------------------------------------------------------------------------------------------------

----------------------------------------------------------------------------------------------------------------------- 

29- vkids vuqlkj ljdkjh Ldwyksa esa ukekadu esa deh ds fy, dkSu&dkSu ls dkjd ftEesnkj gSa%--------

--------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------ 

30- vkids vuqlkj cPpksa }kjk Ldwy NksM+us ds D;k&D;k dkj.k gSa% 

-------------------------------------------------------------------------------------------------------------------------------------------------------- 

31- vkids vuqlkj izkFkfed f”k{kk esa lq/kkj ds fy;s D;k mik; djus pkfg;s 

-------------------------------------------------------------------------------------------------------------------------------------------------------- 


















































































