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CHAPTER 1

Introduction

he untouchables are unteachable. This attitude shared by

teachers, politicians and the lay public alike has goaded me
to write this book. I want to share my experience and joy of working
with children in government-run schools, especially those from the
Scheduled Castes (SC) and Scheduled Tribes (ST). From 1976
onwards I have been working in urban schools, working mainly
with teachers, sensitizing them to the mental health needs of the
children (Kapur 1997). Deciding to do the same for rural children,
a decade ago, I discovered that they could not be reached through
the teachers. The first-hand experience of the poor infrastructure
of the single-teacher schools in the remote villages and lack of
interest in the teachers and pupils alike, prompted me to develop
alternate models of reaching out to these children. I also discovered
that promotion of normal child development in these ‘bad lands
of education’ was as important as the mental health concerns. What
needed to be done had to be carried out without further burdening
the teachers. In the village school of Doddamalur, I had a ‘eureka’
experience.

I found that children, if given the opportunity, can themselves
vastly improve their learning skills and environment. All we needed
was faith and conviction in the enormous creative potential of the
children, no matter how impoverished their backgrounds were.
The present book is an account of the experiments that proved me
right.

My work at the grassroots level needs to be examined in the
context of education at the national level. Chapter 1 deals with
the journey towards understanding the national educational scen-
ario at a macro level. The second chapter attempts to bridge the



gap between education and developmental psychology. The actual
work at the micro level, adopting quantitative and qualitative
approaches, finds its moorings in the third chapter. The process
and outcome evaluation of interventions based on the perspective
of developmental psychology amongst rural and tribal school
children are described in the fourth and the fifth chapters. Efforts
are made to integrate the disability and mental health components
into the programme. On a larger canvas going beyond the rural
and tribal schools, attempts are made to reach pre-school children
through the Integrated Child Development Services (ICDS) and
primary health care systems to liaison with schools at the taluka
level, in the seventh chapter.

Part I deals with the insights achieved during the course of
the work which will enable the reader to understand the experi-
ential aspects of the work.

A BRIEF HisToRY oF ScHooL EpucaTioN IN INDIA

The history of education in India has been one of non-interference
in the 18th century and one of vested interests in the 19th century
on the part of British Government. With the advent of the Nation-
alist Movement and the struggle for independence, it became a
matter of concern and challenge for the nationalist leaders (Baliga
1999).

Stalwarts like Gandhi, Tilak and Phule had decades ago
attempted to include the Right to Education as a fundamental right
in the Indian Constitution. But it was not accepted and instead the
states were advised to provide free and compulsory primary edu-
cation upto the age of 14 years. The implementation was attempted
but has not succeeded in many of the larger states. Till 1921,
education was a Central Subject. After 1935, under the Government
of India Act, it was transferred to the provinces. The Kothari
Commission on Education, 1964—-66 observed— ‘Education should
be given a statutory basis everywhere and in all the sectors and
Education Acts should be passed in all the states and Union
Territories’. Kerala was the first State to introduce the Education
Act. Subsequently, Andhra Pradesh (1972), Bihar (1972/1996),
Delhi (1973), Maharashtra (1965), Madhya Pradesh (1973), Madras/
Tamil Nadu (1953/1973), Uttar Pradesh (1982/1992) and Karnataka
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(1983/1993) introduced the Education Act, as reported by Baliga
(1999). However under the Directive Principles of the State Policy,
the states can get away without implementation.

Some of the data by Anagol (2003) below points to us a rather
dark picture, yet with some silver lining:

The gross school enrolment in the country was 2.23 crores
in 1951 and it rose to 15.08 crores in 1995—a seven-fold increase.
Gross enrolment of girls in the same period rose from 59 lakhs to
6.3 crores—an eleven-fold increase. More specifically, between the
years 1951 to 1995, the gains were in the lower primary, rising from
42.6 per cent to 104.3 per cent, in the upper primary from 12.7
per cent to 67.6 per cent and the gross primary from 32.1 per cent
to 90.9 per cent.

In fact, the access to schools is not a problem. 100 per cent
of the urban areas have primary and upper primary schools. 94
per cent of the rural areas have a primary school within five
kilometres.

However, the number of illiterates in the country which was
29.39 crores in 1951 rose to 49.18 crores in 1995! According to
K.R. Narayanan, the former President of India, ‘India has the
disgraceful distinction of having the largest number of illiterates
of any country in the world’ (ibid.).

Even within Asia, India stands very low regarding the number
of years spent in school. The average years of schooling achieved
across the Asian countries are—India: 2.4 years, China: 5.0 years,
Sri Lanka: 7.2 years and Korea: 9.3 years.

Within India, there exist wide disparities among the various
states. The larger states have abysmally low literacy rates. For
example, the literary rate in Bihar is 38.48 per cent, in Madhya
Pradesh 44.20 per cent, in Andhra Pradesh 44.09 per cent, in
Rajasthan 38.55 per cent and in Uttar Pradesh it stands at 41.20
per cent.

In India, education is particularly compromised for females,
scheduled caste and scheduled tribe children, especially in the rural
areas. In contrast, there in states with high literacy such as Kerala,
the gender ratio for literacy is similar.

Why does India lag behind despite stalwarts like Gandhi,
Tilak and Phule championing the cause of primary education for
decades?
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National Policy Perspectives—Do we Lack the
Right Kind of National Policies?

The last two decades in India has seen the emergence of concern
for children at the policy-making level. The Indian Constitution
between 1947 and 1974 made several provisions for welfare of
children in the successive Five Year Plans in an ad hoc manner.
Though these provisions dealt with welfare measures, education,
nutrition, maternal and child health, they lacked long-term plan-
ning and an integrated policy. Here are some policy initiatives.

Integrated Child Development Services (1972)

Integrated Child Development Services (ICDS) was a special
programme by the welfare sector to improve nutrition and health
status and promotion of physical, psychological and social devel-
opment of children below the age of six in urban and rural areas.
The programme offers day-care centres called Anganwadis for every
1,000 pre-school population.

National Policy for Children (1974)

This was one of the initiatives to deal with the welfare of children
in a systematic and integrated manner. The document has nine
statements that deal with provisions for all children.

(a) comprehensive health care, (b) adequate nutrition, (c)
healthcare, nutrition and education of expectant and nursing
mothers, (d) free and compulsory education for all children up to
the age of 14, with special provisions for girls, pre-school children
and weaker sections of the society, (¢) informal education to those
children who are not able to avail formal education, (f) promotion
of physical education, scientific and cultural activities in schools
and the community, (g) affirmative action to ensure equality to
Schedule Caste, Schedule Tribes and the weaker sections to provide
equal opportunity in urban and rural areas, (h) socially marginalized
to be provided with facilities for education, training and rehabili-
tation and (i) protection from neglect, cruelty and exploitation.

National Policy on Education (1986)

The National Policy on Education (1986) was an important mile-
stone in formulating new policy on education. This policy declared
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that Early Childhood Care and Education (ECCE) would receive
high priority as it recognizes the holistic nature of child develop-
ment, including nutrition, health, social, mental, physical, moral
and emotional development. Day-care services will be provided as
a support service for providing universal primary education. The
programmes will be child-oriented and will focus on play and the
individuality of the child. It has a strong community participation
element. Integrated childcare and pre-primary education will be
integrated to strengthen the primary education. Elementary edu-
cation will aim at universal enrolment of children below the age
of 14 years and improving the quality of education. It also
emphasizes the improvement of school facilities. In its programme
known as ‘Operation Blackboard’, it was recommended that every
primary school should have a pucca building with two large
classrooms and a minimum of two teachers, one of whom must
be a woman. The school must also be equipped with black boards,
maps, charts, toys and other teaching aids. In the modified policy
adopted in 1992, the scope of the ‘Operation Blackboard’ was
enlarged to provide three large rooms with three teachers and a
library. These policy declarations have tried to correct the imbal-
ance between primary and other levels of education to a certain
extent.

Under the above policy, non-formal education will be launched
for school dropouts and for children from areas without schools.
The policy aims at free as well as compulsory education up to 14
years of age. Secondary school education and vocationalisation are
aimed for higher levels of education.

National Mental Health Programme for India (1982) and National
Health Policy (1983)

These adopt an integrated approach to health as well as mental
health. Decentralized healthcare including school health and the
involvement of teachers in the promotion of mental health have
been highlighted in these documents.

Child Labour (Prohibition and Regulation) Act (1986)

The Act prohibits child labour below 14 years of age. If the goal
of universal primary education is achieved in the country, the Act
will become redundant. Till such time, this is an essential provision
to protect children from exploitation.
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Integrated Education for Disabled Children (1988)

It aims at integrating mentally and physically disabled children
into the community and providing them opportunities for education
and training.

Itis evident that despite the enlightened and progressive policy
documents on children by the Government of India, mass education
has not had the desired impetus. There have been failures in budget
allocation and centralized attempts at implementation, with very
little understanding of ground realities at the grassroots level. There
is a need for creation of awareness about the uses of education
amongst the politicians, educationists, economists and the lay
public alike. Conventionally, Gross National Product (GNP) is seen
as the measurement of development of a country, along with the
savings. However, a broader definition of the GNP apart from
income must include enlarging people’s choices in education,
health, political freedom, women’s empowerment and environmen-
tal security.

Education needs to be viewed from different perspectives. For
example:

(@) Education as an end in itself is one’s own intellectual pursuit.

(b) Empowerment of weaker sections (women, SC and ST).

(c) Promotion of multi-linguistic, multi-religious, multi-ethnic
harmony in the secular polity of India.

(d) Universal education automatically leads to elimination of
child labour.

(e) Economic benefits of primary education outweigh that of
higher education.

(f) Health and social benefits to women especially such as late
marriage, better maternal health, lowered infant mortality
and longevity leading to population control.

() Enhanced agricultural products due to the use of advanced
technologies and methods.

In spite of the enlightened policies mentioned above, the
literacy rates as well as the quality of education in the Indian
schools are disappointing.

From the above, it can be seen that fairly enlightened policies
are in place. If we have to find reasons for poor literacy rates and
poor quality of education, we have to look elsewhere.
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EbucaTioN IN INDIA IN THEORY AND PRACTICE

Right to Education Bill 2005 (draft 25 August
2005)

The bill deals with the child’s right to free and compulsory
education of equitable quality and the right of transition till
completion of elementary education, the general responsibility of
the state towards non-enrolled child, provision of facilities to pre-
school child and to the youth to complete elementary education.
It delineates the responsibilities of the central and state govern-
ments, of the local authorities and that of the parents. Schools as
well as teachers share the responsibility to provide free and
compulsory education. Several other important issues are also dealt
with. The content and process of education form important com-
ponents of the Bill. It also accommodates the needs of the disabled
and disadvantaged groups. The 86th Constitutional Amendment Act
goes beyond Article 45 of Directive Principles of the Constitution
of 1960. The bill states that the schools shall function in a child-
friendly and child-centred manner to promote the physical and
mental development of the full potential of the child. It also
delineates several other such progressive guidelines which are to
be followed. Teacher training and innovation is mandated. The
National Commission of Elementary Education will be the agency
to monitor the implementation of the Act to monitor that the norms
laid down are followed.

The central government has also initiated centrally-sponsored
schemes of ‘Operation Blackboard’, non-formal education, estab-
lished District Institutes of Education and Training in 1987-88 and
launched a National Programme of Nutritional Support to Primary
Education in 1995-96 for provision of mid-day meals.

CURRENT STATUS OF ELEMENTARY EDUCATION
IN THE COUNTRY

People who are engaged in elementary education have been
attempting to examine the indicators such as teachers, schools and
facilities as well as the actual outcome in terms of learning. The
different surveys conducted by governmental and non-governmen-
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tal agencies have shed light on the indicators and the outcomes
based on national, state and district-level data. The general trend
has been to gather statistics on the indicators and the outcome in
terms of assessment of the children on academic skills, such as
reading and mathematics.

THE Broabp CaNvAs AT THE NATIONAL LEVEL

Under the Educational Management Information System (EMIS),
alarge number of government and semi-government agencies are
involved in gathering information through the District Primary
Education Programme (DPEP) and the Sarva Shiksha Abhiyan
(SSA). National Institute of Educational Planning and Administra-
tion (NIEPA) was assigned the task of developing a computerized
information system at the national level by the Ministry of Human
Resource Development (MHRD). The National Council for Educa-
tional Research and Training (NCERT) has been actively involved
in the assessment surveys. The District Information System for
Education (DISE) in addition to gathering of information through
NIEPA, provides technical and professional support to DPEP dis-
tricts since 1995 and to non-DPEP districts since 2001. At present
the DISE covers 581 districts in 29 states and Union Territories
(Mehta 2006).

There are four indicators. These are—school related, facili-
ties in schools, enrolment related and teacher-related indicators.
The data is provided from 1.04 million schools in 2004-05.

School Related Indicators

Nearly 86.90 per cent of schools and 91 per cent of primary schools
are in the rural areas. About 85 per cent of the total of 10,37,813
schools are government-run schools. More than half of them are
located beyond 10 kilometres from the Block Headquarters, 2,50,718
new schools have opened since 1994, with 84 per cent in the rural
and 12 per cent in the urban areas. These are mostly primary
schools. As many as 41,079 (4.37 per cent) do not have school
buildings. About 70 per cent of the rural and 74.30 per cent of the
urban schools have pucca buildings. Elementary schools in urban
areas, on an average, have 6.6 rooms and in the rural areas it is
3.3 rooms. It is sad to note that 10.90 per cent of the primary schools
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on an average are still without a classroom, 14.60 per cent have
only one classroom, 35.25 per cent with two and three or more
rooms in 39.96 per cent. 94.73 per cent of the total of 1,07,842
single classroom schools are located in the rural areas. All the
schools together have an average of 43 children in a class in the
rural and 37 in the urban areas.

Enrolment Indicators

All the schools have an average enrolment of 150, with urban
schools having a higher average of 239 compared to 140 in the
rural areas. Schedule caste (SC) enrolment is 20.58 per cent and
schedule tribe (ST) is 10.18 per cent. This enrolment matches the
distribution in the general population. The Government has been
the main provider of education to the two groups. Disabled children
form 1 per cent of the enrolment.

Teacher Indicators

Schools without teachers in the urban areas are 2.64 per cent and
in the rural areas itis 1.49 per cent. Of the total of 1,37,704 single-
teacher schools, 96.02 per cent are in the rural areas. There are
4.17 million teachers in the elementary schools and 84 per cent
are in the rural areas. In the rural areas, the teacher availability
as on average is 3.61 per cent while in the urban areas it is 7.25
per cent. 39.78 per cent of the teachers are women but 64.70 per
cent work in urban areas. The teacher—pupil ratio in 2004-05 has
improved a great deal.

Three lakh seventy-nine thousand ‘para teachers’ were ap-
pointed in 2005 which is 9.09 per cent of the 4.17 million teachers.
Ninety-two per cent of the ‘para teachers’ are in the rural areas and
in the primary schools. They are better qualified and are without
teacher training. The global monitoring report of the UNESCO
(2007) indicts the teachers in India of absenteeism of 25-30 per
cent, which offsets the benefits of implementation on other indi-
cators.

School Facilities

As far as facilities are concerned, 16.42 per cent government
schools have pre-primary sections, 80 per cent of schools have
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drinking water, 47 per cent have common toilets and 28.37 per cent
have electricity. However, 7.07 per cent do not have blackboards.
During 2003-05, 8.89 per cent of the elementary schools have been
given computers. Five lakh fifty-eight thousand nine hundred and
sixty-five schools had medical check-ups.

The Sarva Shiksha Abhiyan (SSA 2005-2006) reports opening
of 35,306 new schools, 34,262 new buildings, 1,41,886 new
classrooms, provision of drinking water in 40,760 schools and of
toilets in 65,771 schools. 1,80,116 new teachers have been ap-
pointed. The supply of books has cost rupees 6.12 crores; in service
training of teachers, rupees 32,52,785. Of the total outlay of rupees
13,37,861.65, two-thirds of the amount is provided by the Govern-
ment of India and rest by the states.

The Public Report on Basic Education in India (PROBE 1999)
and Pratichi (2002) at the State levels have gathered information
on school participation, teacher availability and learning. Annual
Status of Education Report (ASER 2005) is a Pratham initiative.
It is a very extensive effort of 20,000 volunteers in 485 districts in
4,918 primary and 3,528 upper primary schools across the country.
It provides data on households, status of government schools and
testing of children in reading and mathematics skills.

The report estimates that 1.4 crore children are out of school
(13.55 per cent in Bihar, 10.4 per cent in Rajasthan, 9.8 per cent
in Jharkand and 7.4 per cent in Andhra Pradesh). 8.3 per cent of
primary and 7.5 per cent of upper primary schools had no teachers.
This is in spite of the DPEP and SSA efforts.

The ratio of boys to girls is 6:4 in the north of Narmada
regions, while in the southern states it is more equitable.

ASER 2005 reports 93.4 per cent enrolment in 6-14 age
groups, with 75.1 per cent in the government schools, 16.4 per cent
in private schools and 1 per cent each in Madrasas and Education
Guarantee Schemes. In states like Haryana, Uttar Pradesh, Karnataka
and Rajasthan, one-third to one-fifth of children go to private
schools, especially in the urban areas. In 80 per cent of the schools
in lower and upper primary schools, children have textbooks. At
present 70-75 per cent schools provide the midday meals. However,
the ASER report highlights the abysmally poor academic perfor-
mance across the country. In terms of reading and mathematics
when actually tested, of the 7-14 year old children, 5.35 per cent
could not read at grade one level and 60 per cent could not read
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at grade two level. The situation with respect to mathematics is
equally poor.

Karnataka has 27 districts and Mysore district is one of them.
The state and the district reflect the national trends and ranks
somewhere in the middle with respect to various indicators of
educational system. The state is closer to achieving universal
primary enrolment. However, this does not bring it any closer to
the goal of providing quality education especially in the govern-
ment schools in urban and rural areas. The District Elementary
Education Report Card 2003-04 describes the district as having
eight blocks (talukas), a population of 26,41,000. About 12.3 per
cent of the population consist of children below the age of six years.
The gender distribution is somewhat similar. There is 63.5 per cent
literacy and 15 per cent of SC and 17.7 per cent ST population.
The number of government schools is 1,010. These are mostly
located in rural areas; majority of the schools have Kannada as the
medium of instruction. The total number of children in lower
primary in government schools is 54,088 and upper primary is
2,01,515. The enrolment of SC or ST and girls is a representative
of the population samples. Midday meals are operational in
majority of the schools through governmental and non-governmen-
tal efforts. Facilities such as classrooms, toilets and drinking water
have increased substantially.

REASONS FOR PooR LITERACY AND POOR QUALITY OF
EbucaTioN IN INDIAN ScHooLs

Historical Factors

An important historical factor is the caste system which is deeply
rooted in the national ethos. The caste system in the past and to
certain extent in the present too, promotes an elitist approach to
education. The upper caste men, traditionally the Brahmins and
to certain extent Kshatriyas, had opportunities for education in the
past, while it was denied to women and people belonging to the
Scheduled Caste and Tribes.

To add to this bias, Brahmins used Sanskrit which further
alienated people who did not know Sanskrit. The language factor
operated in the traditional Muslim education system also. Mullahs
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used Arabic for teaching. This came in the way of mass education
to a large segment of the population in India. Buddhism, in
contrast, adopted the language of the people and promoted mass
education in Myanmar and Sri Lanka.

Another historical factor is that, under the colonial rule, the
British in India supported the expansion of higher education at the
cost of mass education. Amartya Sen talks of ‘...appalling neglect
of mass education at the altar of higher education’ (Anagol 2003).
Unfortunately even after independence, the momentum in favour
of higher education continued to operate. The neglect of mass
education in terms of quality has in fact has increased in terms of
quantity.

Community Response

It is generally believed that illiterate parents do not want their
children to be educated. This is a misconception, as most illiterate
parents do want their children to have education and a chance to
better their lives, an opportunity which they themselves did not
have. However, other factors also enter into a poor community
response. For example, girl children are kept out of school due to
reasons such as—the need to attend to household chores, not having
female teachers, absence of toilets in the schools and the belief that
a girl need not be educated as she is not going to be a bread winner
and will go to another home; hence not worth the investment. But
studies (Kullar 2000) also show that the mothers do want their
daughters to study.

School System

Deep fault lines run in the school system—these are high dropout
rates and absenteeism. The high dropout rates are related to—
exaggerated enrolment rates reported by teachers, high absentee-
ism amongst teachers and children, regional needs of farming
communities where extra hands are needed at certain times of the
year.

Local festivals and village shanties also take their toll as the
children accompany their parents on these occasions.

The above problems are not irremediable. In Kerala, for
example, 100 per cent of the children complete five years of
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schooling. In contrast, it is only 38 per cent in Bihar. Among the
Schedule Caste and tribal children, it is even lower.

School Management

The schools are managed by a single teacher or by a headmaster
who is poorly qualified or inadequately trained.

Economic Factors

Conditions of the schools continue to be very poor even after
decades of Operation Blackboard. The cost of primary education
seems to be one of the causes. Yet Himachal Pradesh has set a model
of high achievement for the entire country because of political will
to do so. In fact at present, there is increasing funding for education
by the Government of India, UNICEF and the World Bank.

Poor Teacher Motivation and Poor Teaching
Methods

The attendance of the teachers is low. Teachers often reach late and
leave early. They often do not hold classes. This reflects poor
motivation on the part of the teachers. Motivation is further
compromised by the government asking the teachers to do other
non-teaching duties. About 150 days of 200-250 days, the teachers
are being given additional unrelated duties such as elections,
census, collection of food rations for school, collection of uniforms,
books and their distribution.

Teaching methods are archaic. Children are asked to copy
from the board or books. Use of the stick is rampant in spite of
government orders against it. Education is often in a language other
than the mother tongue. There is emphasis on rote learning. Despite
the time and money spent on training of teachers, change of attitude
in teachers is yet to become a reality.

CHALLENGES OF IMPROVING THE QUALITY oF EbucATioN

Improving the quality of education is possible and can be done if
the following steps are taken, appropriate to the local contexts of
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the schools, the children and the community. Teachers’ involvement
can be increased by increasing the working days, releasing the
teachers from other work and adopting regional holidays to
accommodate the rural communities (flexi-hours and days), in-
volvement of parents, panchayats and non-governmental organi-
zations working in the area in the recruitment or firing of the
teachers and monitoring the quality of instruction. Infrastructural
support for the daily requirements of teachers and pupils such as
stationery, teaching aids, space and other requirements will go a
long way in improving the quality of education.

If education is carried out in the mother tongue or at least
the children are spoken to in their mother tongue, it would increase
the interest shown by children. It would also help if more female
teachers are recruited, especially in the rural areas, as younger
children are more comfortable with them. Female teachers are also
likely to be less brutal. The mothers would find it easy to send older
girl children if there are female teachers. The attitude of most of
the teachers to the children is one of indifference. This needs to
be changed to improve the quality of education imparted to the
children.

The special needs of SC or ST groups needs to be examined,
remembering that they have a set of unique problems of their own.
It should be noted that literacy rates of SC groups are 37.41 per
cent as against 57.40 per cent for the other caste groups. Among
the tribals, it is 29.60 per cent, the lowest of all. In the case of
tribals, it should be noted that they thrive in their natural habitat
and are accustomed to a free and joyous life despite poverty and
other disadvantages. The school system needs to accommodate
freedom in the classrooms. The tribal children are considered most
resistant to schooling and have higher dropout rates.

SoME INNoVATIVE APPROACHES ACROSS THE COUNTRY
Some large-scale innovative approaches to improve the quality of
education have been attempted across the country. To name a few

comprehensive pioneering works in the field of education:

i. Education Guarantee Scheme of Madhya Pradesh, and con-
ducted with foreign aid,
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ii. Back to School programme of Andhra Pradesh,
iii. Non-formal education with NGO initiatives such as Eklavya
(emerging out of the earlier programme of Kishore Bharati),
iv. District Primary Education Project (DPEP) across India in the
low literacy districts.
V. Pratham with focus on pre-primary education in the State
of Maharashtra, currently spreading to other states.

There have been research reports on approaches to provide
primary education to the children at risk from marginalized
communities in Uttarkhand, Tamil Nadu, Madhya Pradesh, Andhra
Pradesh, Rajasthan and Karnataka (NIAS Reports 2002).

There have been several pioneering experiments by individu-
als in pockets across the country since the 1960s and to name a
few—Neelabagh by David Horsburgh, Sita Shreni by Jane Sahi,
Vikasana by Malathi around Bangalore, and Pragati Vidyalaya by
the Trust Human and Community Development in Mysore are some
of the examples from Karnataka. Suma Vanam is run by Usha and
Narasimhan in Andhra Pradesh and Satya Vanam by Shankar and
Sharada in Pondicherry. These groups of schools have worked with
disadvantaged groups of children.

While most of the efforts have been small to medium initia-
tives by the government and non-governmental players, at present
Karnataka has seen large-scale contributions of the corporate
sector exemplified by the new wealthy and socially committed
groups such as the Azim Premji Foundation and Akshara Founda-
tion. The need to providing quality primary education to all the
children is such an enormous task that I would endorse the Chinese
proverb and say ‘Let a million flowers bloom’.

In her review of innovative efforts, Ramachandran (2003)
points out that these, though laudable, have not been evaluated and
have not been incorporated into mainstream education.

Kumar and Sarangapani (2005) in their edited book Improv-
ing Government Schools provide an excellent backdrop of the
various small and large educational initiatives across the nation
meant to improve the quality of education. These focus on—specific
subjects in the school curricula, specific unconventional areas such
as health and environmental education, whole school approaches
such as the entire curriculum, teacher training and inclusive
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education, interventions in the primary schools especially in lan-
guages and maths and community mobilization. It may be seen that
there are hardly any attempts at the evaluation of the outcomes of
the interventions and these are curriculum-driven with heavy
reliance on the training of the teachers.

I am inclined to say that all these efforts are aimed at
improving the academic achievement in specific curricular sub-
jects. These are segmental as they focus only on academic achieve-
ment and not on the overall healthy development of the children.

All the above innovative programmes, however, have pro-
vided us with better models to choose from. The focus is obviously
on improving infrastructure and teachers’ contributions to joyful
learning.

Evaluation of the outcome of these efforts is essential and has
been carried out to some extent at least with reference to perfor-
mance in examinations, teacher training and the infrastructure.
There have been several efforts at evaluation. These are:

National level NCERT surveys in 1970s started with Kulkarni’s
report on mathematical skills (working paper reports). This was
followed by an evaluation of educational achievement in the Hindi-
speaking states. In 1988, a study by Dave and others on achievement
in primary classes and a project on Primary Curriculum Renewal
(PECR) reported poor acquisition of basic skills at primary levels.
There were however noticeable differences in the various states.
DPEP has been conducting baseline, mid-term and terminal sur-
veys. More recently, the NCERT has conducted surveys with World
Bank support under the Sarva Shiksha Abhiyan (SSA) at elementary
school level. Pratham has conducted the Annual Status Education
Report (ASER) 2005.

It may, however, be seen that evaluation of the outcome as
always is on academic achievement with some major revisions in
the format of assessment. Until the concept of joyful learning
percolates into the grassroots level in a top-down fashion or a
bottom-up approach of children creating their own learning envi-
ronment comes into force on countrywide scale, the results are
likely to be below our expectations.

Policy development and implementation falls under govern-
ment initiative; the actual curricular development has been prima-
rily taken care of by the apex body—The National Council for
Educational Research and Training (NCERT) in collaboration with
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several related institutions and individuals. This is evidenced in the
document ‘Learning without Burden: A Report of the National
Advisory Committee appointed by the Ministry of Human Resource
Development’ (Yash Pal 1993). The report focuses on the curriculum
load, especially in urban schools. To quote Professor Yash Pal,
education is characterized by ‘joyless learning, examination sys-
tem, textbook as the truth’. The language used in the textbook is
viewed as a poor vehicle for communication; discovering, obser-
vation, the structure of syllabus, dense syllabus covering every-
thing, starting formal teaching too early, etc—are some of the
problems highlighted in the report.

In 2004, the NCERT established 21 focus groups dealing with
the entire spectrum of issues of curriculum and of those of national
concern that need to be examined extensively and in depth. (NCERT
News, January 2005). It needs to be pointed out that despite the
commendable and forward-looking efforts of NCERT, the cause of
the urban and the rural poor has been, except in theory, paid scant
attention. It is evident that primary education in India suffers from
a quality deprivation. There is ‘too much’ of it in the so-called elitist
institutions of education; there is too little of it in the disadvantaged
population. The NCERT documents over a period of time on the
curriculum development also reflect the political compulsions of
the time. A document of 2000-04 for example, reflects strong Right
wing ideological learning, which was not present in the documents
before or after the period. There is a need to ‘firewall’ the
educational policies and practices of the nation from political
whims and fancies. However, all the well-meaning efforts at the
national level are paved with good intentions, idealism and elitist
educational approaches to quality education. Yet they are flawed
in the following respects:

(a) Little effort is made to evaluate and validate theories and
practices at the grassroots (rural or tribal schools in distant
India).

(b) The methods of instruction are laid down in a ‘top-down’
manner from the centres of excellence than being put
together at the grassroots level.

() The teachers may be well versed in the theories of good
teaching practices, for example, joyful learning’ but do not
follow it in their day-to-day teaching practices.
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(d) The burden of teaching rests entirely on the already over-
burdened teachers.

(e) The barrier between the teachers and the taught and the
community remains strong and un-yielding.

(N Understanding correct concepts of child development across
physical, intellectual, language, emotional, social, sexual
and moral development is totally lacking amongst the teach-
ers. Their firm commitment is to teach in the traditional way
with only the teaching aid of a stick—Teachers indiscrimi-
nately beating the children is a common sight in government
schools. They believe that children need to be disciplined and
corporal punishment is the only way to do it.

(g) Child-centred and developmentally appropriate teaching or
learning aspects are alien to most of the teachers.

(k) The fact that promotion of the psycho-social development
of disadvantaged children is possible has not been convin-
cingly demonstrated to the teachers so they are convinced
to adopt them.

(1) Special needs of the SC or ST groups have not been acknow-
ledged by them. This prevents them from capitalizing on the
inherent potential of children.

() The need to relate and empathize with children and to
understand their families is not thought as necessary.

PreamBLE TO THE PRESENT WORK

At the national level, the various indicators of the school system
are better than before. Yet a very large number of children do not
learn enough to realize their full potential. While the Right to
Education Bill may succeed in providing free and compulsory
education by 2010, provision of equitable or quality education
remains of a distant dream. Provision of quality education requires
a radical paradigm shift in the translation of policies into reality
at the grassroots level. Micro level studies focusing on the learner
potential and characteristics and child-friendly practices to reach
a large majority of the children need to be carried out. These need
to be developed in the natural settings, especially in rural primary
schools and tribal schools representing the majority of government
schools, particularly for disadvantaged groups such as SC, ST, girls,
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the disabled and children with mental health problems. These
strategies need to be carried out at a small scale and evaluated
in terms of the process and the outcome.

Introducing the Present Work

Teachers and the school system have been traditionally viewed as
the ‘reservoir’ of learning. The purpose of this book is to draw the
attention that the child is the ‘learning capital’ or ‘the scientist in
the crib’. The child is capable of enormous learning if given the
opportunity. This book proposes a teaching or learning approach
that capitalizes on the understanding gained from the latest
research in developmental psychology of the creative potential of
children. Indian schools traditionally have favoured the inflexible
teacher-centred instructional methods. The present work attempts
to evolve and evaluate innovative approaches for the promotion of
psycho-social development of school children especially in the rural
areas where there are few teachers.
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CHAPTER 2

Bridging the Gap between
Education and Child Developmental
Psychology

hildren and their learning have been viewed from different

vantage points by educationists and developmental psycholo-
gists. Only when both the approaches complement each other can
we can get a holistic picture of the child. Developmental psycholo-
gists and those engaged in education have a common interest in
children. Developmental psychologists focus on the overall do-
mains of development such as motor, cognitive, language, emo-
tional, social, moral and sexual domains adopting a life span
approach (Hurlock 1988).

The theories and research deal with normal behaviour or
otherwise, adopting observational techniques in the natural and
experimental settings. Normative data is derived from psychologi-
cal assessments. Those in the field of education are interested in
child development at conceptual, methodological and in the ap-
plied aspects.

How the psychologists and educators have differed in their
thinking may be exemplified with an illustration. Piaget and
Vygotsky are two of the most influential thinkers whose theories
of cognitive development have enriched both psychology and
education. They developed a method that involved close and
detailed observation of babies and young children over a long
period of time in the natural settings. This method can be an
empirical tool for a teacher or a psychologist. To quote Gopnik,
Meltzoff and Kuhl (1999)—‘Looking at babies attentively make us



treat them differently’. Child development is an individual process,
a product of heredity and environment and their interaction,
changes and the development that occurs over time, in the age span
from birth to 11-13 years of age. Most of the research carried out
by the educators on the cognitive development focus on Piagetian
observations as a methodology to promote cognitive development.
Piaget built the theory of cognitive development by simply observ-
ing his three children in action in a natural setting. He did not
instruct, guide or ask them to copy him. Similar interested obser-
vation is needed on the part of the teachers, very little else. Had
Piaget followed the technology adopted by our teachers, there
would have been no theory of cognitive development.

The four major theories of development are—(a) Orgasmic—
reflecting Piagetian framework; holds the child as the active
constructor of knowledge, (b) Mechanistic view of qualitative
changes in the child due to environmental forces, (¢) Contextual—
reflecting the interaction between child and the environment which
is bi-directional, as suggested by Vygotsky and (d) Psychometric
approach which adopts a position of empirical study of character-
istics such as intelligence.

All the theories are complimentary and add completely to our
understanding of the child. But none of these individually, fully,
explain children. Though theories are important, the segmental
nature of individual theories must not be lost sight of. For example,
Piaget’s theory cannot explain all the domains of development and
even in the areas of cognitive and language development, the theory
provides valuable though partial insights.

INDIAN SCENARIO FROM EDUCATIONAL
AND PsycHoLoGIcAL PERSPECTIVES

The Indian research as reported by the Sixth Survey of Educational
Research from 1993-2000, volume I, NCERT (2006) reflects some
of the trends in the research in educational field. It lists out 2,500
studies. The teaching models examined are—concept attainment
model, information processing model, inductive thinking model
and inquiry training model. In order to be applicable in the rural
primary schools these need to be carried out and evaluated at the
grassroots level.
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The methods examined are educational technology, multime-
dia, UGC classroom, audio, video and computer assisted and
programmed instruction. How many of these can work in the rural
schools needs to be examined.

It is obvious that though the point of beginning is the same,
educationists have moved towards instructional practices to pro-
mote academic skills. While psychologists have been interested in
all the domains of development, in addition to cognitive develop-
ment of children, their academic achievement is incidental. But
when the child becomes an active learner, academic skills are
automatically imbibed.

In addition, much of the research focuses almost entirely with
teaching or learning of syllabus subjects such as languages,
mathematics and science subjects. It may be a provocative state-
ment, but the child as an active agent of his own holistic devel-
opment seems to have been lost sight of somewhere along the way
as the teacher gains the status of the prime mover of education.

The author attempts to bring the child into the foreground.
Cognitive and language development alone is not enough. All the
domains of development need to be focused upon and enhanced.

As rightly observed by Srivastava (1998), the challenge to
child development in India lies in dealing effectively with the
problems of birth and infant mortality, pre-school, girl, tribal and
special children. However, if we were to achieve universal primary
education, all the children will be in the safety net of the school
system. Promotion of healthy development in all domains for all
the children is essential in view of the paucity of manpower and
financial resources across the nation. However, it can become a
reality with the development of effective strategies which capitalize
on child as the resource, especially as teacher as the sole resource
has not succeeded very well at the national level. If we are to
provide quality education, there should be a shift of focus from
teacher initiated instructional practices to improve academic skills
to child initiated play-away methods, to promote development
across all domains.

RoLE oF TEAcHING AIDs PREPARED BY TEACHERS

It is useful to have posters, maps, but not essential. Instead of
readymade charts of animals where a mouse and an elephant have
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the same size, children themselves could make better pictures of
the animals known to them. I have seen most convoluted snakes
and ladders prepared by experts to teach mathematics, while
children themselves can put together the game fairly easily.

The experience in teaching materials available such as those
for cursive writing and filling colours inside already drawn figures
are examples of teaching technology which do not facilitate, in fact
thwart the child’s creativity. With a plain sheet of paper and crayons
a child can draw and colour whatever he wishes. How can a Mickey
Mouse or Indian version of Hanuman drawn by an adult promote
creativity and imagination in children? Why do we believe that
adults know better and do things better?

The author proposes to demonstrate this change of paradigm
and its effective outcome adopting qualitative and quantitative
approaches in the following chapters.

The approach is multi-pronged with children, with child-
centred methods in the focus and at the same time working within
the education, health and welfare systems in a coordinated manner.
The approach reflects a mixed model of person—process and
outcome. Psychological tests are used to assess attention, memory,
intelligence, creativity and language (reflected in vocabulary and
number work).

Play is supposed to enhance all domains such as motor,
cognitive, language, emotional, social, moral and sexual develop-
ment. As it is not possible to assess the impact of the intervention
on all the domains, cognitive skills, creativity and basic academic
skills of language and number work are focused upon. Motor and
emotional development in the younger and social, moral and
sexual development in the older children was incorporated in the
activities, though not measured quantitatively.
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CHAPTER 3

Backdrop to the Present Work

he overall objective of the author’s work was to evolve models

to effectively reach out to the rural child population, to promote
their psycho-social development and delivery of services for mental
health and disabilities. These efforts could not be carried out
through a single project. The programmes had to be comprehen-
sive, including physical and psychological development. These
should also examine feasibility of providing primary, secondary
and tertiary intervention at school level. A tall order indeed, if not
impossible. In order to be replicable elsewhere in the developing
countries where there is similar paucity of financial and personnel
resources, the programmes had to use the available infrastructure
and resources. This available infrastructure includes the teachers
in the education sector, anganwadi workers in social welfare sector
and doctors and health workers in the Primary Health Centres
(PHCs). Promotion of psycho-social development and educational
goals of the nation in providing quality mass education, were the
goals of the work.

Three studies were carried out by the author and her team
from 2000-2005. An integration of these efforts was to provide a
comprehensive holistic approach to promote of child development.

The field of work was Heggada Devana Kote or H.D. Kote
as it is commonly known. H.D. Kote can boast of considerable
antiquity. The gazetteer of Mysore ‘Mysore, in General’, Volume 2
edited by B.L. Rice (1876) has the following description:

It is situated in a wild forest tract 36 miles west of Mysore on
Sargur Hunsuar road. Sometimes Sargur was the headquarters,
especially during monsoon (between 1870 and 1895, yearly



rainfall was 24.83 feet or almost 300 inches) In 1886, H. D. Kote
became the headquarters. The population at that time was
1,295, consisting of mostly Hindus, with 101 Muslims and 28
Christians.

The puranic name of H.D. Kote was Brihad bhanu pura. First
the Pandavas, then Janamejaya are said to have been there.
Janamejaya was the founder of the city. Heggada Deva was
supposed to have rebuilt and restored the fort. He represented
a line of rulers from the 10th century. Later it was subdued by
the Vijayanagara kings and only the town was offered to the
chief. In 1624, it was conquered by Chamaraja Wodeyar of
Mysore. As described by Wilks, Mysore army attacked the place
when chief Chennaraja who was on a distant expedition was
absent. A negotiator or a vakil went to the invaders and said,

The Master is absent with the troops. Rani is in labour and
exceedingly alarmed at your approach. We have only 50 soldiers
at the place and the late rains have made two breaches in the
ramparts, one on southern and one on eastern face. To come at
such time is very improper and ungenerous.

As an aside, when the various reports on assessment of
children paint a bleak picture, I feel like the vakil and would say
that to assess school children on their academic achievement when
there are no roads or transport and the teachers do not arrive, the
school buildings are dilapidated, with no pencils, books or black-
boards and when the children come to the school hungry, ‘is very
improper and ungenerous’ in the archaic language of the gazette.

H.D. Kote area was famous for the ‘Khedda’ operation of
trapping elephants in the days of Maharajas of Mysore. Now
fortunately, for the elephants and the wildlife enthusiasts, trapping
and taming of elephants is banned. Unfortunately, poachers and
smugglers with the connivance of politicians and businessmen,
continue to kill the magnificent elephants and tigers for ivory and
skin and smuggle precious sandalwood and rose-wood and other
timber such as teak, which grow abundantly in the area. In fact,
this area was a favourite hunting ground of the notorious bandit
Veerappan, till he was recently killed in a police ambush. The forest
department owns large acreage of the reserved forest. All the areas
mentioned in our study lie within the fringes of the forests rich in
exotic flora and fauna.
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In 1998, the project area, Heggada Devana Kote (H.D. Kote),
became a part of Mysore district. The eight educational blocks or
the talukas (Census 1998) within it are: H.D. Kote, Hunsur, K.R.
Nagar, Mysore city, Mysore taluka, Nanjanagud, Periapatna and T.
Narasipur. Perhaps, it is worthwhile mentioning that these talukas
in old Mysore have a long-standing tradition of using initials of
the names in abbreviated forms, which can be confusing to
outsiders unfamiliar with the tradition. It could be Heggada
Devana Kote, termed H.D. Kote, or simply ‘Kote’. The name means
fort of Heggada Deva. The town has the ruins of ramparts of an
old fort and an ancient dattatreya temple. Some of the names
referred to in our work are Badiga and Matkere (Matkere is close
to Badiga village). B. Matkere or N. Begur for North Begur and
D.B. Kuppe stands for Dodda Bhyrana Kuppe).

The population description of H.D. Kote according to Primary
Census Abstract 2001 (DCO, Karnataka, 2001) is—total households
in H.D. Kote are 50,178 (population is 2,45,930). In the urban
areas, the total number of households is 2,572 (12,045) and in the
rural areas there are 47,606 households (population 2,33,885).
Thus, H.D. Kote is predominantly rural. Children below the age
of six are 34,086 (17,182 boys and 16,904 girls). Males and females
are almost equally represented. Of the total population of 2,45,930,
66,372 belong to Schedule Castes and 51,482 belong to the
Schedule Tribes. Approximately 30 per cent of SCs and 25 per cent
of STs are represented in the population. Literate population is
1,11,926 while the illiterate population is 1,34,004; larger than
the literate population, amongst whom more women are illiterate.

The language spoken in the area is Kannada. But the various
Scheduled Castes and tribals speak their own languages. During
the building of a large dam and reservoir across the Kabini River,
alarge number of tribals called Kadukurubas and Jenukurubas and
other forest dwellers were displaced from their homes. They were
deprived of their means of livelihood. The government did what
it could and would, by giving them small pieces of land, small
constructed houses and at times, contributed to the construction
of their own houses. Suffice to say that there is a large population
of economically and educationally backward people in this region.

Due to the above reasons, several innovative experiments have
been carried out in the region by governmental and non-govern-
mental organizations in developing outreach programmes for
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health, education, development and welfare over the last almost
two decades. Of the NGOs, MYRADA and SVYM (Swami Vivekananda
Youth Movement) deserve a special mention in view of their long-
standing commitment and efforts. They have carried out develop-
mental work, women’s empowerment and provision of health
services in these remote areas. SVYM also runs a residential school
for tribal children from Class 1 to 10 for about 450 children. The
H.D. Kote experiment in education, two decades back, was the first
one heralding the DPEP programmes. The model adopted at that
time was that of Rishi Valley, founded by J. Krishnamurthy, a
renowned philosopher and educator. The programme was carried
out in 270 schools. In this approach children could learn using
1,500 charts prepared by teachers. The child could learn by himself
or herself at his or her own pace guided by the teacher. There were
no dropouts and parents were willing to contribute towards
equipping the schools and midday meals.

Under the DPEP programme, H.D. Kote was selected for its
initial experiments. The programme was termed nali kali or joyful
learning. All the teachers were trained in child-friendly play-away
methods. They were trained to prepare and display education charts
and teaching aids. All the schools in H.D. Kote taluka came under
the DPEP programme. The schools are organized as shown below:

(@) Block Education Officer (BEO)
(b) Block Resource Person (BRC)
() Cluster Resource Persons (CRP)

One of our studies, for example, was conducted in B. Matkere
cluster, one of the typical 19 clusters. There were 15 schools in this
cluster. There was one government high school; and also a private
high school nearby. The majority of the children in government
schools belonged to the Scheduled Castes and Scheduled Tribes.
There were 10 ashram schools in the area in the H.D. Kote taluka
including the one in B. Matkere. ‘Ashram schools’ refer to the
residential schools managed by the Social Welfare Board to
promote education among the tribal children. In 1808, residential
centres for rural children were introduced under a system called
Agrahara system. Unfortunately, it was only the upper caste that
was benefited by them. Ashram schools have been established all
over India in the regions with tribal settlement for more than two
decades.
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ScHooL TEACHERS

A great deal has already been said about school teachers in the
earlier chapter. Government school teachers are paid about rupees
8,000 per month currently, far better than they used to be. However,
temporary and untrained teachers, or the para teachers, are hired
by the NGOs and are paid rupees 500 to rupees 800, which is too
low even for basic subsistence. These teachers can be hired only
for one academic year at a time or even for few months.

ANGANWADI WORKERS

Many of the schools have anganwadis in the same premises.
Anganwadi workers who take care of pre-school children get paid
only rupees 500 per month. They have to work long hours and carry
out large number of tasks allotted by the Social Welfare Department
and other governmental projects. The main tasks are child and
maternal health care and care of pre-schoolers. For example, in
H.D. Kote in 2001-02, there were nine circles covering 34 villages
with 189 anganwadis. The number of pre-schoolers below the age
of three attending the anganwadis was 4,689 and was 5,882 for
who were between three to six years. Thus, about 51.3 per cent
of the children below the age of six were attending anganwadis;
the rest stayed home. The children spend half a day here and are
given a meal and not much else. Anganwadis hold great potential
for promotion of psycho-social development of children below the
age of six years. But this has not been actualized.

The current census (2001) lists children below six years of
age as 34,086, which is about 15 per cent of the adult population.
Most of the anganwadi workers are local women. The majority of
them have been working for about two decades since the inception
of the programme by the Integration Child Development Services
(ICDS).

They are trained for a duration of three months at first, the
second time for 15 days and then for seven days through the CDPO
(Community Development Project Office). The nine circles are
supposed to have nine supervisors, but most of the posts lie vacant.
Anganwadi workers are expected to run the Anganwadis in the space
where it is available. It could be in a school, panchayat office,
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community hall, temples or even a room in a private residence.
They have to get the rations, find fuel and cook food, serve meals
to the children and wash dishes! All of them complain of tardy
arrival of the rations, poor salaries and poor accommodation. They
find that their work on the other hand is ever increasing. They have
to prepare weight and growth charts of the children, survey of
population for various diseases, work with pregnant and nursing
women, conduct meetings with mothers, and take the children and
mothers with health problems, to hospitals and Primary Healthcare
Centres (PHCs). They are also expected to report the children with
various disabilities. They work 12 months a year and have only
10 days as holidays. They work with children in the mornings, feed
them at noon and go for other duties in the afternoons.

PriMARY HEaLTH CENTRE DoCTORS

Workshops for Primary Healthcare (PHC)
Doctors and Health Workers

There are 14 PHCs and five sub-centres in H.D. Kote taluka. One
PHC generally caters to 9,000 children. Of eight of the PHCs, 19
doctors have been working in this region for past nine years; the
others for less than a few years. Their morale is low. The reasons
are poor housing, bad roads and inadequate transport facilities,
no drinking water and presence of local political and community
interference. They also face frequent transfers, poor drug supply,
poor compliance by rural patients and no facilities for necessary
investigations. There is also a general hospital with seven specialist
doctors. However, the general hospital is facing several cases of
corruption and malpractice among their cadres. On the whole, the
doctors appeared to be the most disgruntled lot.

The doctors are supposed to maintain school health records.
They report problems such as—teachers failing to report or bring-
ing the children with illness to the doctors, parents not being
available to give information or not following the instructions and
doctors not being paid the fees due to them especially from SC or
ST children.

All the above seemed to suggest that the linkage between the
schools and the PHC left much to be desired.

Backdrop to the Present Work | 41



PHC HeaLtH WORKERS

There were 70 health workers, with more female than male health
workers. A health worker is expected to cater to 3,000-5,000
people and is expected to work from 9.00 a.m. to 6.30 p.m. Apart
from managing PHCs, they work in the areas related to children’s
health, nutrition, personal hygiene, immunization, identification
and treatment of iodine deficiency, survey of pregnant women,
mother’s health, family planning and report the incidence of
communicable diseases. They too faced the problems of poor
transport, water and housing shortage, travelling to inaccessible
areas and caste bias hampering their work.

There was an interesting anecdote narrated by health workers
about their predecessor who had since retired and was very
committed to his work. He used to hold health camps in remote
areas. He used to go on an elephant, carrying the rations along
with him for providing the meals for the participants. He also
organized health campus on market days.

It may be seen from the above account that there is already
in place infrastructure in health, education and social welfare
sectors to provide overall care to all the children, yet none of the
agencies work at an optimal level. If the three sectors could network
and work together for the comprehensive care of children, it would
revolutionize the service delivery to the children in the country.
Unfortunately, even the Right to Education Bill overlooks possibility
of an integrated approach of the three sectors promotion of overall
development of children.

As illustrated in figure 1, the largest number of workers are
the teachers coming under the education sector, with more than
1,000 teachers in the taluka. The next group consists of anganwadi
workers under ICDS programme of the Social Welfare sector.
Health workers attached to the Primary Healthcare Centres are the
next largest group. Doctors are the smallest group in the health
sector. All three sectors should liaison towards effective health
delivery to the child population.
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Figure 1 The Pyramid of Providers of Care for Children in
H.D. Kote

Teachers
Largest number (approx 1000)

AWS 186

HW 70

Doctors 14

Source: Author

EvoLuTioN oF THE VARIOUS EXPERIMENTS BY
THE AUTHOR AND HER TEAM

Between August 2000 to August 2005, several experiments were
conducted by the author and her team in the H.D. Kote region. The
first one was a project on promotion of psycho-social development
of rural school children in Badiga Matkere (B. Matkere) cluster
(2003). There were about 1,200 children, from 15 schools, from
classes 1 to 9. There were 41 teachers. The project was funded by
National Council of Rural Institutes (under the HRD Ministry at
National Institute of Mental Health and Neurosciences, NIMHANS,
Bangalore). Details of the study are given in Chapter 4. The next
was a project (2002) on Prevention and Intervention of Disabilities
of rural children, funded by the Department of the Welfare of the
Disabled and Women and Child Development of Karnataka. It was
supported by NIMHANS. The project aimed at conducting multi-
disability camps to identify and counsel the disabled and to help
in providing identity cards aids and appliances to children with
multiple disabilities, to train PHC doctors in child mental health
and disabilities, to train PHC health workers in child mental health
and disabilities and to train anganwadi workers in child develop-
ment and child mental health and disabilities. A brief description
of the work is given in Chapter 6.

The third programme (2005) was to evolve innovative ap-
proaches for the promotion of psycho-social development of ashram
school children. The project covered nine ashram schools and 800
children in H.D. Kote taluka. The project was funded by World
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Health Organization (South East Asia Regional Office, India) and
institutional support was provided by the National Institute of
Advanced Studies, the details of which are given in Chapter 5.

It may be seen that through the above three projects an effort
has been made to reach out to the child population directly in the
schools and indirectly through teachers, anganwadi workers, health
workers and PHC doctors. The work allows one to speculate on
possible methods of reaching out to the children across age, gender,
social and caste divides in rural India. Such work needs to be
carried out in an integrated manner with the health, education and
social welfare sectors (see for details Chapter 6).

Low cost approaches using the available infrastructure are:

(a) Direct approach long term—to all children and teachers; is
possible only in the school setting.

(b) Direct short term approach—through camps, but effective
only for identification of problems and not follow up.

(©) Indirect approach—through various cadres of workers in the
health, education and welfare sectors.

Itis essential in the initial phase to establish contact and seek
cooperation of the heads of all three sectors, provide required
material in the various settings and cover expenses to be incurred
in the camps, training workshops, honorarium, travel and food
expenses. In the absence of such networking and support, these
programmes are likely to fail as participants simply refuse to
attend. The logistics of starting and maintaining these programmes
is much harder than what will appear in this account. For example,
we had last-minute changes in the venues because of competing
programmes thrice on the day of the workshop. The building
allotted to us finally had to be swept and the furniture hired. Video
demonstration had to be scheduled first thing in the morning when
there was electricity. Another time, the CDPO office had forgotten
to inform the anganwadi workers about the camp. Upon arrival
from Bangalore, we had to personally go and pick up all the
workers from various Anganwadis. However, at the end of the day,
all hardships are forgotten and only joyful experiences remain in
our hearts. This account simply highlights the difficulties which
need to be anticipated and faced by NGOs, researchers and service
providers in the rural areas.
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CHAPTER 4

Families of the Children of the Forests

e worked in ashram schools in Metikuppe, Bheemanahalli,

Penjally, Jakkally, Kibbepura, Channagundi, Dodda Bhairana
Kuppe (D.B. Kuppe), Udbhur and educational complex for girls in
Udbhur. The ashram schools are located near various tribal
settlements. The tribals are also called girijans (or forest people).
Some of the settlements (or colonies) are government sponsored.
Some are partially supported through money or materials like
bricks and tiles. Some are not supported and only use of the land
is permitted. Some houses are built in encroached land. The
following is a brief description, which gives one the flavour of the
background from which our children in ashram schools come from.

Much of the literature on tribal children available in the
country focus on basic demographic data such as age, gender, years
of schooling, socio-economic and occupational profiles of families.
One fails to get much of the family, socio-cultural, health aspects
of these communities.

The tribals of H.D. Kote were originally dwellers of the dense
forests of the vast expanse of reserved forests straddling the states
of Karnataka, Tamil Nadu and Kerala on the foothills of the Western
Ghats and along the banks of the rivers, Kabini and Nugu. Building
a dam across Kabini and shifting the tribals out of the forest, as
part of forest protection because of poaching of animals and
smuggling of valuable timber like sandalwood, rosewood and teak,
caused the tribals to be uprooted from their homes. As a part of
rehabilitation measure, they were allotted land, settlements to live
in and ashram schools for their children. However, the tribals are
mostly unsatisfied with rehabilitation efforts.



Between July 2004 and April 2005, Shri Ranga Naik, one of
our field staff with a masters degree in anthropology, a local young
man who was comfortable in the tribal communities, started