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Abstract of the Thesis

Access, Participation and Diversity among Learners in
Primary Schools of Kerala

Abdunnasar N. Prof. (Dr.) A. Hameed
Research Scholar Supervising Teacher

Education plays an important role in promoting equality, social justice, and unity in a
diverse society like India. Schools are the first formal institutions where children from
different socio-cultural, religious, and economic backgrounds come together and learn to live
in harmony. In recent years, concerns about increasing private unaided schools and related
issues have been raised by many social critics like Soman Kadalur and others, which may
lead to cultural compartmentalisation and reduce interaction among students from different
socio-cultural and religious backgrounds. Therefore, the present study was undertaken to
examine the extent of access, participation, and socio-cultural and religious diversity among
learners in different types of schools in Kerala.

Several educational reforms and programmes have been implemented to improve the
quality of school facilities in Kerala. The ASER report (2024) shows that enrolment among
childrenaged 6-14 remains above 98% in Kerala. But disparities are still reported in
infrastructural facilities, curricular and co-curricular opportunities, and inclusion of diverse
practices. Since the primary level is an important stage for social development, the study was
carried out to understand how far schools in Kerala provide access, encourage participation,
and give students opportunities to experience socio-cultural and religious diversity through
their practices and programmes. Therefore, a systematic study on access, participation, and
diversity in primary schools in Kerala is necessary to understand the existing situation and to
suggest measures for improvement.

Objectives:

e To examine the extent of students' access to facilities, programmes, and practices across
different types of primary schools in Kerala.

e To explore the extent of students’ participation in terms of students’ satisfaction in the
use of school facilities, engagement in curricular activities, and participation in co-
curricular programmes in different types of primary schools in Kerala.

e To explore the nature and extent of socio-cultural and religious diversity in different
types of primary schools in Kerala, in terms of physical representation, school practices,
and school programmes.

Methodology: The study adopted a mixed-methods research strategy. Aconvergent parallel
mixed-method designwas used for Objectives 1 and 2 (students’ access and participation), and
an embedded multiple-case study design was used for Objective 3 to analyse diversity in
selected schools. The study was conducted in two phases. For Objective 1, 838 students; for
Objective 2,847 students; and 18 teachers were selected using the stratified random sampling
technique. For Objective 3 (case study on diversity), five schools from Malappuram and
Kozhikode districts were selected, and the participants included 5 headmasters, 10 teachers, 32
students, and 11 parents. Student questionnaires, semi-structured interview schedules,
information blank, document analysis schedules, observation schedules, and focus group



discussion guide were used to collect data. Percentage analysis and thematic analysis
techniques were used.

Summary of Findings:

Upper Primary schools in Kerala differ substantially in student access, participation, and
socio-cultural and religious diversity practices, and these variations are closely
associated with school management types.

Government schools consistently performed well in infrastructural provision and
diversity representation, although they continued to face operational challenges.

Aided schools consistently underperformed across all domains, except academics,
highlighting deep-rooted systemic challenges in infrastructure, pedagogy, management,
and inclusivity.

Unaided schools, despite offering good infrastructure and structured academics, face
difficulties in students’ access, participation, and diversity.

Case 3 (Hindu management) and Case 4 (Muslim management) showed less socio-
cultural and religious diversity, as most students belonged to the same community, and
programmes and practices are exclusively addressing specific communities.

Case 5 (Christian management) showed comparatively better diversity among students,
in programmes and practices.

In Cases 3 and 4, some school practices and programmes reflected the management
culture, while in Case 5 the programmes were more inclusive and allowed wider
participation.

Educational Implications:

Schools should consciously promote inclusive and secular school culture by ensuring
equal participation of students from different backgrounds in all school activities.

Government and aided schools should be provided with better infrastructure, learning
resources, and programme facilities

Unaided and religious management schools should adopt more open admission practices
and inclusive programmes to improve interaction among students from different
communities.

School activities, celebrations, and clubs should include different cultural, linguistic, and
religious elements to help students develop tolerance, cooperation, and social understanding.

Educational authorities should ensure regular monitoring of access, participation, and
diversity in schoolsto maintain equality and social balance in the schooling system

Religion, caste, culture, and other diversity elements are living realities of our

country. The presence of diversity alone is not enough; meaningful participation, inclusive
programmes, and secular school culture are necessary to create a truly pluralistic school
environment. Many schools, while providing strong academic programmes, remain
religiously homogeneous and offer limited opportunities for students to interact with
diversity. This highlights the need for all schools, especially private institutions, to move
beyond academic focus and actively create learning spaces that reflect the inclusive and
secular spirit of Kerala's social fabric.
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Education is an instrument of socialisation that shapes the personality,
concepts, and social behaviour of the younger generation. It has an important role in
transmitting culture, developing a sense of respect, and creating mutual
understanding and thus upholding unity in diversity, the great value our country has
perceived for centuries. As Freud (1900) observed, early experiences have more
influence on a person’s development and personality. Thus, education plays a

formative role in shaping the future of young minds of each society.

3

India is multi-ethnic, multi-linguistic, and multi-religious, where “unity in
diversity” is the core social characteristic. Education becomes significant in a
country with diversity like India, where the education system has historically been
shaped by hierarchical Great leaders like John Dewey observed education as a social
process where schools should offer opportunities for children to engage with their
communities and function as a microcosm of society. Nelson Mandela (1990) stated,
“Education is the most powerful weapon which you can use to change the world.”
Indian thinkers Jawaharlal Nehru, Dr S. Radhakrishnan, Mahatma Gandhi, and
Swami Vivekananda have also emphasised the role of education in fostering
character formation and development. Gandhi observed character building as the
ultimate aim of education. Dr S. Radhakrishnan (1927) observed that “the function

of education is not only knowledge and skill development, but it is also to help

students to live with others.”

Structures, with access being restricted along caste and religious lines
(Gupta, 2006; Nag, 2014). After independence, various commissions and policies
emphasised the need for equitable and inclusive education in India. This
commitment is affirmed through the Right to Education Act (2009) and ensures free

and compulsory education to all children between 6 and 14 years of age.



2 Pluralistic Environment in Primary Schools

Kerala stands as a good model of a well-functioning public education system
in India with the highest literacy rates and universal school enrolment. Historically,
Kerala's educational transformation can be traced to the efforts of Christian
missionaries, social reformers like Sree Narayana Guru and Ayyankali, and
progressive public policies post-independence (Nair, 1970; Tharakan, 1984; James,
2004). These developments enabled educational inclusion for marginalised

communities and established education as a public good.

Kerala has achieved a high standard in public education among other states,
and it stands as a good example of a well-functioning public education system in the
country. It has been achieved through long historical processes dating back to the
colonial period (Sengupta, 2011). Activities of social reformers and reformation
movements in the state emphasised the importance of providing education for all
(Tharakan, 1998). However, in recent decades, there has been an increasing trend of
schools being established along religious and ideological lines, particularly in the
private and unaided sectors. Scholars such as George and Sunaina (2005) and
Geetha (2004) observed a growing communal and identity-based orientation in
school management and admissions. The mushrooming educational institutions on
the basis of religions and the diversity-based division of existing institutions
somehow influence our common social system and religious understanding in
Kerala and have raised concerns about the weakening of secular and pluralistic

values and experiences within educational settings (Geetha, 2004).
The History of Primary Education in Kerala

The development of primary education system in Kerala is attributed to the
progressive government policies and the active support and participation of the

general populace. Before independence, education was mostly caste-based and
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restricted to some segments of society. Education began to become more democratic
with the arrival of Christian missionaries in the 19th century and the progressive
policies of the princely states, especially Travancore and Cochin. While missionary
organisations opened schools to underprivileged people of Kerala, reformers like
Sree Narayana Guru and Ayyankali played crucial roles in promoting educational

access among oppressed castes and social groups (Tharakan, 1984; Salim & Nair,

2002).

The Kerala public education system witnessed a significant expansion after
independence. The Kerala Education Act (1958) and the establishment of the Kerala
Education Rules (KER) (1959) laid foundation for quality schooling system in the
state. Further, the introduction free and compulsory education for all and
implementation of schemes such as mid-day meals, and scholarships for
marginalised communities improved enrolment and retention (Census of India,

2011).

In the late 20th century, the District Primary Education Programme (DPEP)
and Sarva Shiksha Abhiyan (SSA) brought activity-based, and child-centred
learning into classrooms (DPEP, 2000; SSA, 2001). Kerala was among the first
states to adopt a constructivist curriculum in 1997, later refined through KCF 2007.
This massive endeavor of all agencies in Kerala, irrespective of their religion,

culture, belief, and caste, contributed their part to make education public.

Tharakan (1984) investigated the educational upliftment of lower-caste
people in the south, central, and northern regions as well as in Malabar through the
work of Christian missionaries such as the London Missionary Society (LMS), the
Church Missionary Society (CMS), and the Basal Evangelical Mission (BEM). They

not only started schools for everyone but also fought for women's education. Joseph
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Mundassery and C. H. Mohammed Koya were two key figures in shaping Kerala’s
public education system; while Mundassery laid the foundation for equity and state
control through the landmark Kerala Education Bill of 1957, Koya played a vital
role in expanding educational opportunities for minority communities, particularly

in the Malabar region (Tharakan, 1984; Salim & Nair, 2002).

The contributions of community reformers like Narayana Guru, Ayyan Kali,
Mannathu Pathmanabhan, and Dr. P. K. Abdul Gafoor helped the educational
upliftment of Ezhavas, Pulayas, Nairs, and Muslims communities in Kerala (Salim
& Nair, 2002). The collective efforts of all these agencies and leaders helped to

make education public and accessible for all in Kerala.
Reforms in Kerala’s Primary Education

Kerala’s primary education system has undergone significant transformation
since the 1990s. It includes many programmes like District Primary Education
Programme (DPEP), Sarva Shiksha Abhiyan (SSA), Introduction of the
Constructivist Curriculum in 1997, and Kerala Curriculum Framework (KCF),
2007. These programmes and reforms were aimed not only at improving the quality
of education but also at making it more inclusive, and responsive to the needs of a

diverse student population.
District Primary Education Programme (DPEP)

District Primary Education Programme (DPEP is a centrally sponsored
scheme to promote child-centred and activity-based learning. Introduction of this
scheme in 1994 marked a major shift in Kerala’s approach to elementary education.
This scheme promoted child-centred and activity-based learning, emphasised in-

service teacher training, and encouraged community participation in education. The
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programme also sought to universalise primary education through a pedagogical
shift and improved school support systems. Sofiya (2019) observed that the
programme led to significant innovations, including the creation of school support
groups, Village Education Committees (VECs), and resource centres at block and

cluster levels.

Sarva Shiksha Abhiyan (SSA)

Sarva Shiksha Abhiyan (SSA) is a programme built upon DPEP’s principles
and launched in 2000 aiming to extant its scope to cover the entire country. The
programme reinforced the goals of universal access, retention, and quality
improvement of primary education. The programme promoted the development of
inclusive classroom practices, mobilised community involvement, and introduced
performance monitoring systems across the state (SSA, 2001; Sofiya, 2019, pp. 10—
11). It also empowered local bodies to take active roles in school governance and

planning (Rekha, 2006).

Introduction of the Constructivist Curriculum in 1997

A landmark moment in Kerala’s educational reform came with the
introduction of the constructivist curriculum in 1997, which marked an important
shift from rote-based, behaviourist models of learning to experience-based, inquiry-
oriented pedagogies. This curriculum revision was inspired by global trends in child-
centred education and aligned with the recommendations of the National Policy on
Education (1986) and the Yashpal Committee Report (1993) (Parameswaran, 2008;
NCERT, 2005). The revised curriculum emphasised social learning, active
interaction, critical thinking and creativity, particularly relevant in a socially plural

state like Kerala.
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Kerala Curriculum Framework (KCF), 2007

The constructivist approach was further consolidated in the Kerala
Curriculum Framework (KCF) 2007, which integrated national directives from the
NCF 2005 with Kerala’s own social and educational priorities. KCF advocated for
democratic and inclusive learning spaces, recognising children’s cultural
backgrounds and promoting their active participation in school life (SCERT Kerala,
2007; NCERT, 2005). It provided space for familiarising and respecting students’
diversities and developing positive values among students. These curricular reforms

in the state made primary education more accessible and public.

The development of primary education system in Kerala is the result of a
long journey shaped by social reform movements, public initiatives, progressive
policies, and private agencies. The commitment of the state to quality education,
especially in primary level, has made it a model for educational development in
India. However, emerging challenges such as increasing private institutions, social
and ideological segregation in schooling etc... call for special attention. In this
context the present study seeks to examine students’ access to school facilities, their
participation in school activities and programmes, and the extent of diversity

accommodated within different primary schools in Kerala.
Need and Significance of the Study

India is a diverse country with a large population and home to rich ethnic,
social, cultural, and religious groups. Unity in diversity is the key feature of this
country, which unites different beliefs, cultures, and languages into one. To ensure
this unity and friendship, our constitution and governments have taken different
strategies and programmes. National leaders realised that education is the focal

element in uniting these diverse social elements into one. Education is considered a
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vital instrument for promoting national integration, and it is considered the lifeblood
of social understanding, secular feelings, and common brotherhood. Among other
states, Kerala is considered a good model for educational progress, and it has
achieved remarkable success in ensuring access, enrolment, and literacy through its
long educational journey. However, beyond these achievements, concerns are
emerging in recent years regarding the inclusivity and diversity of school

experiences in the state.

Schools are the primary institutions where children experience and learn
diversity for the first time. Classrooms play an important role in developing respect
for different religions, cultures, and social backgrounds. Schools are expected to
uphold inclusive values and a pluralistic nature in their programmes and practices. In
Kerala, as studies observe (George & Sunaina, 2005; Geetha, 2004; Rachana, 2023),
many concerns were rising related to religious accommodation, social inclusion, and
mutual respect in certain educational settings. Social critics like Soman Kadalur
(2020) have observed thatthe recent trend of anincrease in religiously and
ideologically orientated schools in Kerala is leading to cultural compartmentalisation,

limiting opportunities for students to interact across social and cultural boundaries.

These recent concerns in Kerala education raise important questions about
whether different types of schools in Kerala are genuinely fostering diversity or
promoting indifference among students. Despite the educational excellence, limited
empirical research exists on how diversity, access, and participation are actually

experienced at the school level in Kerala, particularly in primary schools.

The results of this study are expected to contribute to the ongoing efforts to
create a more equitable, inclusive, and socially cohesive education system in Kerala

by providing insightful information about whether the current educational
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environment reflects growing divisions or upholds the ideals of inclusion and

pluralism.
The premises on which the researcher underpins his study are the following:
1. India is a pluralistic nation, and unity in diversity is its key feature.

2. India is a secular, democratic country where all Indians have the right to live,

learn, and express their ideology.

3. All Indians can participate and establish educational institutions
and programmes irrespective of their socio-cultural and religious

differences.

4. Indian classrooms are reflective of the nation’s social fabric, serving as
microcosms where children from diverse backgrounds come together to learn

and interact.

5. The elementary stage of education plays a foundational role in shaping a

child’s personality, values, and worldview.

6. Educational leaders such as parents, teachers, leading authorities, and

managing persons have more roles in socialising students.

7. The institutional climate and school culture directly influence learners’
attitudes, perceptions, and interpersonal relationships, thereby affecting their

engagement with diversity and democratic values.

Statement of the Problem

The present study is an attempt to explore the present status of the social
environment in primary schools in Kerala. The study tries to explore the level of

access, participation, and diversity among learners in different types of primary
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schools in Kerala managed by government agencies, aided management, and private
companies. Institutional philosophy and attitude toward managing authority may
also affect participation and diversity in educational settings. So, the present study
tries to examine the school environment and students' experiences received from
different types of schools in terms of access, participation, and diversity. Hence, the
present study is stated as “Access, Participation, and Diversity among Learners

in Primary Schools of Kerala.”
Definition of Key Terms

Researches bring knowledge and this knowledge derives its meaning from
the existing contexts. Therefore, it is the duty of the researcher to define the key
terms used in the title for better contextual understanding of the study. The key

words of this study are explained as follows.

Access

In line with the National Policy on Education (1986) and the Right to
Education Act (2009), the term 'access' refers to the equitable provision and
availability of educational opportunities, infrastructure, and learning environments to

all students, regardless of their socio-cultural, economic, or geographical backgrounds.

In the present study, access refers to the equitable opportunity for students to
use school facilities and to engage in curricular and co-curricular activities provided

by different types of primary schools in Kerala.
Participation

According to Good (1973), student participation refers to “the involvement
of learners in the activities, decisions, and responsibilities of the educational process,
including their engagement in learning tasks, classroom interactions, school

governance, and extracurricular programmes.”
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In the present study, participation refers to the extent to which students make
use of school facilities and demonstrate involvement and engagement in curricular

and co-curricular activities across different types of primary schools in Kerala.
Diversity

Diversity in education refers to the recognition, inclusion, and respectful
integration of students’ varied social, cultural, linguistic, religious, economic, and
cognitive differences within the educational system, ensuring equitable learning

opportunities for all, and reflecting India’s pluralistic society (NCERT, 2005).

In the present study, diversity refers to the presence and respectful inclusion
of students’ socio-cultural and religious differences in the school’s environment,

daily practices, and programmes in different upper primary schools of Kerala.

Learners

Learners refer to students enrolled in Upper Primary classes (Standards V,
VI, and VII) in recognised schools in Kerala, including government, aided, and

private schools.
Primary Schools

In this study, 'primary schools' refers to upper primary schools in Kerala,
including Standards V, VI, and VII, following the state syllabus prescribed by the
State Council of Educational Research and Training (SCERT), Kerala.

Research Questions

The study was focused on the following research questions. The central
question this study seeks to examine is ‘To what extent do the environment,
facilities, and practices of primary schools managed by different agencies support
equitable access, meaningful participation, and student exposure to the socio-cultural

and religious diversity of our society?’
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The study was led by the following related research questions:

1.

What is the current status of students' access to quality infrastructure and
basic facilities across Government, Aided, and Unaided upper primary

schools in Kerala?

What are the different curricular facilities and programmes accessible for
students across Government, Aided, and Unaided upper primary schools

in Kerala?

What are the co-curricular facilities and activities accessible for students

across Government, Aided, and Private upper primary schools in Kerala?

To what extent do students utilise different curricular, co-curricular and
school facilities available in different types of upper primary schools in
Kerala?

What is the nature and level of students’ participation in different curricular

activities conducted in different types of upper primary schools in Kerala?

What is the nature and level of students’ participation in different co-

curricular activities conducted in different types of upper primary schools?

What is the extent of diversity representation in the physical composition
of different types of Upper Primary Schools managed by different

agencies in Kerala?

To what extent do socio-cultural and religious diversity reflect in the
programmes and practices conducted in Upper Primary Schools managed

by different agencies in Kerala?

How do various stakeholders perceive and interpret the presence and
significance of socio-cultural and religious diversity in Upper Primary

Schools in Kerala?
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Objectives of the Study
Major objectives of the study were:

1. To examine the extent of students' access to facilities, programmes, and

practices across different types of primary schools in Kerala.

2. To explore the extent of students’ participation in terms of students’
satisfaction in the use of school facilities, engagement in curricular
activities and participation in co-curricular programmes in different types

of primary schools in Kerala.

3. To explore the nature and extent of socio-cultural and religious diversity
in different types of primary schools in Kerala, in terms of physical

representation, school practices, and school programmes.
Scope of the Study

The present study aims to examine the nature and extent of access,
participation, and socio-cultural and religious diversity in upper primary schools of
Kerala. It focuses on how educational opportunities and school-level practices
reflect the pluralistic ideals embedded in the Indian Constitution and the Kerala
school curriculum. The study looks into the social environment of the school and
explores whether schools are inclusive places where children from different
backgrounds can learn together and understand values of mutual respect and social

understanding.

The study acknowledges that educational disparity affects not only physical
access of students but also their participation and meaningful inclusion in school
programmes. In this way, the research considers diversity and participation as

experiential realities that are included in management frameworks, educational
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practices, and institutional culture. Here, diversity is considered not only by mere
physical representation of religious or socio-cultural identity but in terms of
educational opportunities, co-curricular participation, and interpersonal interactions

that shape the school culture.

This study focuses on how diversity is lived and practised within the school
and its day-to-day activities, rather than mere enrolment and attendance. It explores
the inclusiveness of the school system in terms of physical representation,
participation in school practices and programmes, and the perceptions of key
stakeholders, including students, teachers, parents, and the head of the institution.
The focus of the study is driven by three types of primary schools in Kerala, namely
government, aided and private management schools, recognising their unique
influence on access, participation and diversity experiences. The broader socio-
cultural and ideological concerns affecting parental and managerial choices are also
considered and examined for their impact on school-level programmes and practices

and learners’ experiences.

Delimitations of the Study

For clarity and precision of the study, the researcher has set come specific
boundaries to maintain the focus of the study. While the broader investigation on
access and participation encompasses upper primary schools across Kerala as a
whole, the case study focusing on diversity (Objective 3) is geographically
delimited to selected schools in the Malappuram and Kozhikode districts. The
study is limited to school in Kerala following SCRT syllabus prescribed by
Kerala General Education Department. The study focuses on school-level
experiences, institutional environment, and stakeholder perceptions. It does not

aim to evaluate academic outcomes, students’ achievements, textbook content, or
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broader policy implementation. Accordingly, the study is delimited in the

following ways:

Considering the wide scope of educational diversity, the present study is
delimited to the aspects of access, participation, and representation of socio-cultural

and religious diversity only in the school environment.

e The study was delimited to the upper primary level (Classes V to VII). The
lower primary and secondary levels are excluded from the purview of this

research.

e The study is delimited to schools following the SCERT Kerala curriculum as
prescribed by the General Education Department. Schools affiliated to

CBSE, ICSE, and other boards are not included.

e For a comprehensive understanding of access and participation, the study
includes a state-level sample of upper primary schools from across Kerala

under different management types.

e For exploring diversity in school practices (Objective 3), the study is
delimited to case studies conducted in selected schools from Malappuram

and Kozhikode districts, chosen based on predetermined criteria.

e The study includes three types of school management: government, aided,
and unaided religious management schools. The schools were selected
purposefully based on their type of management orientation, which is

important in the analysis.

e Examination of institutional environment, student participation, and school-
level representation of diversity are the focal areas of the research. It does
not focus on academic achievement, curriculum content, or teacher

performance.
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e Perceptions and experiences of students, teachers, headmasters, and parents
are considered as data sources. Experiences and perceptions of others, like

old students, resource persons, etc., are not collected.

Structure of the Research Report

The thesis is structured into six distinct chapters, and each chapter addresses

the specific aspects of the study.
Chapter I: Introduction

This chapter introduces the study by explaining its background, need, and
significance. It states the objectives, defines key terms, explains the methodology

adopted, and describes the scope and delimitations of the study.
Chapter II: Review of Related Literature

This chapter presents the theoretical and conceptual foundations of the study
and reviews relevant literature at national and international levels. It identifies

research gaps and establishes the basis for the present investigation.
Chapter II1: Methodology

This chapter details the research design, population, sampling procedures,
tools used, and methods of data collection and analysis. It also describes the

validation of instruments and the ethical considerations followed during the study.
Chapter IV: Analysis

This chapter presents a detailed analysis and interpretation of data collected,
supported by tables and figures. It discusses findings in relation to each objective

and links them to the theoretical framework and existing research.
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Chapter V: Summary, Findings and Conclusion

This chapter summarises the study, discusses objective-wise findings, and

draws conclusions based on the results.
Chapter VI: Recommendations

This chapter highlights the recommendations and educational implications of
the study. It provides implications at institutional, curricular, and pedagogical levels,

emphasizing ways to enhance access, participation, and diversity in education.



Chapter 2

REVIEW OF RELATED
LITERATURE

> Theoretical Framework of the Study

» Review of Related Studies







The present study aims to explore how students’ access to school facilities,
participation in curricular and co-curricular activities, and the experience of socio-
cultural and religious diversity are structured and practiced in upper primary schools
in Kerala. The study focussed on experiences of different stakeholders across
government, aided, and private management schools in Kerala to explore the efforts
of different types of schools to create an inclusive and pluralistic environment, to get
insights into existing research, identify theoretical perspectives, and locate gaps in
the field, a review of related literature was carried out that includes scholarly
articles, policy documents, curriculum frameworks, books, dissertations, and

educational reports related to access, participation, and diversity.

Considering the nature of this study, the review focussed on studies related
to educational sociology, curriculum studies, child rights perspectives, and studies
on diversity and inclusive education. The theoretical framing of the study was
framed based on inclusive and pluralistic educational concepts and sociocultural
developmental theories. This chapter is organised under two major sections: (1)
Theoretical Framework of the Study and (2) Review of Related Literature,

thematically categorised under access, participation, and diversity.

Theoretical Framework of the Study

The study aims to delineate the importance of the school environment and its
practices in ensuring a pluralistic nature among primary school children, focussing
on access, participation, and diversity in primary schools in Kerala. The review of
the literature on student development and developing pluralistic nature among
children indicates the importance of early experiences and environmental factors in

forming concepts and developing personality perceptions of children. Such studies
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demand an interdisciplinary approach to investigating the importance of
environment and experiences in child development. Menken and Keestra (2016)
observed that an interdisciplinary approach in research is a method of combining
information, data, and perspectives from multiple disciplines to address complex

problems.
Social Environment and Child Development

The social environment in which a child lives and the social relationships
that a child maintains have a vital role in his social and personal development. Teo
et al. (2022) found that schools, educational facilities, housing, recreational
facilities, and the neighbourhood where children live have high value in developing
social skills and positive relationships among children. The concept of the early
experience and environment is elicited in different theories of development proposed
by great developmental theorists. Psycho-sexual Developmental Theory proposed by
Sigmund Freud (1923), Psycho-social Developmental Theory by Erik Erikson
(1959), Sociocultural Theory by Lev Vygotsky (1978), and Social Learning Theory
by Albert Bandura (1977) map the root of child development to the social context

and early experiences.
Social Development

The concept of social development refers to the process of improving the
well-being of people in society or the process of children and young people learning
how to relate to others (Ryan & Deci, 2000). Environment and living surroundings
have potential importance in ensuring the social development of each individual
(World Health Organisation, 2003). Schools have a significant role in the academic
and social development of children. Roberts (2023) observed that schools help

children to develop a strong moral compass, respect for others, and an appreciation
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for diversity. Thus, education acts as a key mediator of early experiences and child
development. Hicks (1987) observed that education is the key agent of socialisation

that enables a child to live with others in peace and harmony.

Theories of Development

Theories of development stress the importance of early experiences in child
development. These theories are used to form the theoretical framework of the
study, providing a foundation for analysing the factors influencing children’s

development through their school experiences.

Theory of Psycho-sexual Development. Sigmund Freud’s Psychoanalytic
Theory provided a unique perspective on child development. Sigmund Freud
(1856-1939) observed that early experiences have a significant impact on a
person's personality and behaviour. These experiences are retained in the
unconscious mind and have an ongoing effect on a person throughout his life. To
quote the words of Freud (1933) on the importance of early experiences: “The
child is brought up to know its social duties by means of a system of love,
rewards and punishments, and in this way, it is taught that its security in life
depends on its parents (and, subsequently, other people) loving it and being able

to believe in its love for them.

Theory of Psycho-social Development. Psychosocial Theory, introduced by
Erik Erikson in 1950, observes development as a product of the interactions between
individuals and their social environments. According to the theory, from infancy
through late adulthood, a person experiences eight stages of development. Erikson’s
theory is based on the epigenetic principle, encompassing the notion that human
development takes place through an unfolding of our personality in predetermined

stages and our environment and surrounding culture influence how we progress
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through these stages (Kelcourse, 2015). The theory stresses the importance of early

experience in resolving confusion and crises in different developmental stages.

Socio-cultural Theory of Vygotsky. Vygotsky’s Socio cultural Theory
emphasised that child development is deeply rooted in social and cultural contexts.
He argued that learning and cognitive growth originate through social interactions
with family, peers, teachers, and the environment, highlighting the foundational role
of culture and society in shaping higher developmental processes. The key concept

of socio-cultural development according to Vygotsky is portrayed in Figure 1.

Figure 1

Socio-Cultural Theory of Development
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Vygotsky stressed the importance of social context in child development. He
observed that students’ development has a social origin. The theory observed that
development cannot be separated from its social context; learning leads to
development, and learning is mediated through interaction with cultural tools and
symbol systems. He argued that learning is best when new material is in the Zone of

Proximal Development (ZPD), which is the range of tasks a student can accomplish
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with guidance (Vygotsky, 1978). The shift from a mere individualised process of
development to a social context considers school and other social environments as

inevitable factors that influence student development.

Social Learning Theory. Social Learning Theory by Albert Bandura attempts
to explain the process of socialisation broadly, including processes whereby
individuals acquire their society’s norms of thought and action. Determinants of

human behaviour according to Albert Bandura are portrayed in Figure 2.
Figure 2
Determinants of Human Behaviour According to Albert Bandura (1977)
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The theory suggests that observation and modelling play a critical role in
learning. According to Bandura, imitation involves the actual reproduction of

observed motor activities (Bandura 1977). And the theory observes,

e New behaviours can be acquired by observing and imitating others.

o Learning is a social process that takes place in a social context.

e Learning occurs purely through observation or direct instruction.

e Learners learn through modelling and imitation of the behaviours and

attitudes of others.
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o Reinforcement plays a role in learning but is not entirely responsible for
learning.
o The learner is not a passive recipient of information. Environment and

behaviour mutually influence each other.

Theories of child development stress the crucial role of early experiences and
environmental influences in shaping a child’s social, psychological, and behavioural
development. School, as a child's first structured social environment, plays a
significant role in this process. Research, including that of Sylva (1994) and Parsons
(2017), stress the impact of school experiences on a child’s development and views

schools as key agents of socialisation within society.
Conceptual Framework of the Study

The conceptual framework of the study offers a detailed description of the
concept of pluralism and diversity in India, focusing on how it is supported by
tradition, the Constitution, and educational practices in Kerala. It also examines the
challenges of promoting unity in diversity, especially in the field of education, and

reviews related studies.
Concept of Pluralism

The concept of pluralism is rooted in ancient Greece and was later
introduced by Christian Wolff (1679-1754) and used in political science by Harold
Laski (1893-1950). The great works ‘Pluralistic View of the Universe' by William
James in 1908 and ‘Insight on Value Conflict' by Max Weber in 1918 laid the
foundation for modern theories of pluralism. Further, Isaiah Berlin (1909-1997),
John Rawls (1921-2002), and Martha Nussbaum (1947-) and others contributed to
the theoretical development of pluralism in the 20th century. The concept of

pluralism was a central value in the movements of great leaders like Mahatma
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Gandhi, Martin Luther King Jr, and Nelson Mandela. Horace Kallen (1915) was a
key figure in social discussions of pluralism, and he advocated for the preservation

of cultural identity within a democratic society (Gleason, 1980).

Pluralism is not just the presence of diversity but involves active engagement
with different cultures, beliefs, and identities (Koppelman, 2015). Galston (1989)
defined it as the recognition and acceptance of religious, social, and ideological
diversity. According to the Webster Dictionary (2015), pluralism allows cultural
groups to maintain their traditions within a shared society. Yumatle (2015) viewed it
as a way to interpret social diversity, while Ramadan (2010) emphasized its role in
enabling individuals to pursue happiness. Williams (2015) and Eck (2006)
highlighted that real pluralism requires deliberate participation and engagement to

build a just and inclusive society.
Principles and Features of Pluralism
The principles and features of pluralism were explained by many pluralists.

Diana Eck (2006), the Director of the Pluralism Project at Harvard

University, observed four basic features of pluralism:

e Pluralism is not diversity alone, but the energetic engagement with
diversity. Mere diversity, without real encounters and relationships, will

yield increasing tensions in society.

e Pluralism is not just tolerance, but the active seeking of understanding
across lines of difference. Tolerance is a necessary public virtue, but it does
not require to know anything about one another. It does nothing to remove
our ignorance of one another and leaves in place the stereotype, the half-

truth, and the fears that underlie old patterns of division and violence.
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Pluralism is not relativism, but the encounter of commitments. The new
paradigm of pluralism does not require us to leave our identities behind, for
pluralism is the encounter of commitments and holding the deepest

differences in relationship to one another.

Pluralism is based on dialogue. The language of pluralism is dialogue,
which means both speaking and listening. Itdoes not mean everyone will

agree with one another.

John Kekes (1996), in his theory of pluralism, proposes six elements of

pluralism. According to him the key aspects of pluralism are:

Many values co-exist: All values are not equal and no value is always

important enough to override other values.

Conflict among multiple values is inevitable: Judging the relative merit of
values is difficult because many values cannot be compared or are

incompatible with one another.

Conflicts can be settled by appealing to the larger shared interest to pursue

individual happiness.
Achieving a good life means having a rich supply of choices.
Some limits on choices are necessary to achieve happiness.

Moral progress occurs where social traditions encourage plural

Smith (1990). The dynamic of pluralism as observed by Smith (1990) states

that it is possible to pull together the various strands to define the basic features of

pluralism which include:

e Pluralism is not the sheer fact of diversity alone but is active engagement

with that diversity.
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e Pluralism requires more knowledge of diversity than the mere tolerance of

differences.

e Pluralism requires more participation and engagement than the mere

representation and presence of differences.

e Pluralism is not simply relativism but makes room for real and different

religious commitments.

e Pluralism requires nurturing constructive dialogue to reveal both common

understandings and real differences.
Types of Pluralism

There are several types of pluralism in the world, and important types of

pluralism are:

Cultural Pluralism. The concept was popularized by Horace Kallen in
1915, refers to the recognition and respect of diverse cultural practices and values
within a society. It describes a context in which minority groups maintain their
distinct identities, which are accepted by the dominant culture (Barth, 2010).
Cultural pluralism supports diversity, promotes inclusion and integration, and

affirms the cultural identities of different communities (Wintr, 2011).

Religious Pluralism. Religious pluralism is the idea that people of different
faiths can live together in peace and respect each other's beliefs. Bader (2003)
observed that religious pluralism promotes the coexistence of religious faiths and

beliefs within the society with the freedom to practice their beliefs.

Linguistic Pluralism. It is a situation where multiple languages are spoken and
valued in a community or region. Woolard (2016) observed that linguistic pluralism

refers to a country or part of a country that recognizes many official languages.
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Political Pluralism. It is a system where multiple political parties and
ideologies coexist. Here the power is distributed among various groups rather than
concentrated in a single elite (Young, 1979). Heist (2013) observed that Political
diversity, open debate, power sharing, and democratic process are key features of a

politically pluralistic society.
Diversity in India

India is a country with different cultures, religions, languages, and ethnic
communities. India exemplifies diversity with its rich cultural heritage, multiple
religions, languages, and ethnic communities. The country officially recognizes 22
languages and over 122 major languages (Census Report, 2001). Indian society reflects
different identities and traditions, and caste system plays a significant role in its social

structure (Dasari, 2008).
Types of Diversity in India

India is a land of cultures, languages, religions, andtraditions. Diversity is
one of its most defining features, contributing to its rich heritage and unique
identity. Chavan (2024) observed that the country is a melting pot of diverse cultures
and identities because it is home to many landscapes, languages, religions, cuisines,
festivals, and customs. As Dhiman (2024) observes, India as a vibrant example of
the beauty and richness of diversity. Sen (2012) observed that India's identity and
social fabric are shaped by diversity in its various aspects. There are various forms

of diversity in India that make the country beautiful.

Ethnic Diversity. India is a country with significant ethnic diversity, with its
own distinct history, language, and cultural practices. The major ethnic groups in
India include Indo-Aryans, around 72% of the total population; Dravidians, around

25% of the population; and Mongoloids, around 3% of the population (Bhasin,
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2006). Different ethnic groups and communities have contributed much to Indian
culture and history to make it rich and diverse. But it also caused too many issues

like ethnic conflicts and discrimination (Simpson & Yinger, 2013).

Linguistic Diversity. India is rich in its language varieties. Each region of the
country often has its own language or dialect, contributing to its linguistic richness.
Mandavilli (2015) observed that there are over 1,600 languages and dialects spoken in
India. The Indian Constitution defines 22 languages as official, including Tamil,
Telugu, Urdu, Bengali, Bodo, Dogri, Gujarati, Hindi, Kashmiri, Kannada, Konkani,
Maithili, Malayalam, Manipuri, Marathi, Nepali, Oriya, Punjabi, Sanskrit, Santhali,
Sindhi, and Assamese. After independence, to make administration and
communication easier, the government formed states based on languages. Cohen
(2015) observed that the decision to form states based on linguistic boundaries created

regionalism and conflicts in different parts of the country.

Religious Diversity. India is home to many religions, including Hinduism,
Islam, Christianity, Sikhism, Buddhism, Jainism, and Zoroastrianism. Varkey (2017)
observed India as multireligious, and various religions have coexisted in this country
with peace and harmony for centuries. Hinduism is the largest religion in India, with
over 80% of the population with various beliefs, customs, and traditions. Islam ranks as
the second largest religion in India, with approximately 14% of the population adhering
to its unique customs and traditions. Christianity 2.3% o, Sikhs 2%, Buddhism 0.7%
Jainism 0.4% and other believes represents the rest of Indian population. Chopra
(2022) has explained India as a land of various beliefs and ideals where Hinduism,
Islam, Christianity, Sikhism, Buddhism, Jainism, Judaism, Zoroastrianism, Bahaism,

and many other religious and non-religious groups coexist in this country.

Cultural Diversity. India has a rich cultural heritage, with various customs,

traditions, and festivals celebrated across the country. India’s cultural diversity has
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been created over many centuries through migration, trade, and interactions with
various civilizations. The cultural diversity of India is reflected in its art, music,
dance, festivals, celebrations, languages, literature, cinema, food, clothing,
architecture, custom and traditions. Ghosh (2011) observed that each region and
social group in India has its unique traditions, customs, and festivals, adding to the

country's cultural richness and diversity.

Geographical Diversity. India is home to mountains, deserts, beaches,
valleys, and many other stunning landscapes that makes the county geographically
diverse. Its landscape is ranging from deserts to jungles and from the world's
tallest peaks to low-lying coastal plains. India is divided into 28 states and 8 Union
territories, each with its unique culture, language, and identity. The landscape
includes diverse regions such as the Himalayan Region, the Indo-Gangetic Plain, the
Western Ghats, the Deccan Plateau, the Coastal Plains, and the North-Eastern
Region (Gadgil & Guha, 1993). This diverse geography has given rise to a variety of

ecosystems, lifestyles, cultures, and traditions.

Caste Related Diversity. Caste is another factor of diversity in Indian society.
Deshpande (2010) observed the caste system as a complex social structure that plays a
significant role in shaping Indian society. The word “caste” is used to refer to both
“varna” and “jati.” Varna classifies the society into four social groups based on karma
(work) and dharma (duty): Brahmins, Kshatriyas, Vaishyas, and Shudras (Banerjee,
2014). Jati is about hereditary groups that marry within themselves and follow a
specific traditional job. There are more than 3,000 Jatis in India, which are hereditary

endogamous status groups that engage in certain traditional professions (Bhasin, 2006).
Unity in Diversity in India

Unity in diversity is the concept that unites differences in India and fosters a

sense of togetherness among diverse people. Jawaharlal Nehru coined this term as
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the motto for independent India and believed it was essential for national unity and
progress. He described India as ‘“an abiding unity and, at the same time, great
diversity”, highlighting the nation's long-standing tradition of coexistence (Nehru,
1946, as cited in Kothari, 2006). He further asserted, “The only future for India and
her people is one of tolerance and cooperation which have been the basis of our

culture from ages past.”

Mahatma Gandhi promoted religious harmony and mutual respect. He
stated, “I’ve advanced from tolerance to equal respect for all religions” (Gandhi,
1981, vol. 93, p. 64), and “I’ve broadened my Hinduism by loving other religions as
my own” (Gandhi, 1968, vol. 35, p. 462). Gandhi's idea of pluralism included

dissociation of the state from religion and equal opportunities for all faiths.

Rabindranath Tagore advocated for cultural synthesis and the unity of
diverse traditions. He wrote, “Let us unite, not in spite of our differences, but through
them... in a unity that is living” (Tagore, 1996, p. 712). On education, he believed that,
“The highest education is that which does not merely give us information, but makes
our life in harmony with all existence.”Nehru further reinforced India's secular vision
by declaring, “India is a secular state... it means equal respect for all faiths and equal

opportunities for those who profess any faith” (Nehru, 1961).

Indian social leaders and national builders considered unity in diversity as
the key feature of Indian society, which unites the different beliefs, cultures, and
languages that exist in this country into one. Kohli (2001) observed that diversity in
India is a source of strength that has helped the country to grow and prosper in many
ways. To ensure this unity and friendship among people, our constitution and

governments have taken different steps and strategies after independence.
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Diversity and the Indian Constitution

To address the diversity, India took many steps and implemented many
programmes after independence. The Constitution of India is a remarkable document
that enshrines principles of secularism, equality, and fraternity to foster unity in
diversity. It also strives to balance the diverse cultures, religions, and languages of
India. The strong constitutional democracy, acknowledged since 1947, is the glue that
holds the exceptionally diverse Indian society together (Sharma, 2003). The Indian
Constitution establishes India as a secular state, which means that the state treats all
religions equally and allows all people freedom of faith and worship. The Constitution
of India promotes pluralism by promoting secularism, providing protection for
minorities, ensuring freedom of religion, and supporting linguistic diversity through
promoting regional languages (Thakur, 2013). Major constitutional provisions that

address diversity in India are:

e Article 14: Guarantees equality before the law and equal protection of the

laws to all citizens.

Article 15: Prohibits discrimination on grounds of religion, race, caste,
sex, or place of birth.

¢ Article 16: Ensures equality of opportunity in matters of public employment.
o Article 25-28: Guarantees freedom of religion to all citizens.

o Article 29-30: Protects the cultural and educational rights of minorities.

e Article 371: Provides special provisions for certain states and tribal areas

to safeguard their unique identities.

Thus, various initiatives were taken by India to promote unity and diversity.
However, discriminations and inequalities exist among people, particularly in

education, employment, and healthcare (Mander, 2015).
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Diversity and Schools

Schools have a pivotal role in nurturing the concept of unity in diversity
among students. Schools were considered as an important agent of socialisation by
helping children learn about their environment, develop values and social skills, and
understand their role in society (Taylor et al., 2004). Loreman et al. (2005) observed
that schools can create a vibrant and inclusive learning environment where students
can learn from each other, respect and appreciate their differences, and build lasting
friendships. Voltz et al. (2010) stress the importance of the school environment and
state that "by fostering a welcoming and inclusive environment, schools can equip
students with the skills and values needed to thrive in a diverse world. Harrison and
Sin (2006) observed that diversity enriches the learning environment and provides
opportunities for students to learn from each other and develop a deeper

understanding of the world around them.

Promoting Unity in Diversity in Schools. Many Studies have suggested the
importance of schools and school environment in promoting unity and friendliness
among learners. Rasheed (2015) observed the impotence of schools in ensuring
unity among different cultures and diversities and suggested some ways to promote

it among learners:

o Ensure an inclusive curriculum that reflects the diversity of the society.
o Teach about different cultures, religions, and historical events.

e Promote students to develop a common perspective and appreciate

different cultures.

e Create a respectful environment in school where all students feel safe,

valued, and respected.
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Organise events to celebrate diversity in school.

e Peer Mentorship and Pair students from different backgrounds to
promote understanding and friendship.

o Equip teachers with the skills and attitude to give a positive response to
the needs of diverse learners.

e Encourage students to form and participate in different activities and

clubs that celebrate their cultural heritage.
e Organise social service projects that promote justice and empathy.

o Facilitate discussions and debates on topics related to diversity, equity,

and inclusion.

Haq et al. (2020) conducted study on the diversity and equality perspectives
from the national context of India and pointed to the issues of diversity and
suggested ways to address diversity in school. They observed some key roles that

schools can play in addressing diversity:

e Creating an inclusive curriculum.

e Promoting culturally responsive teaching.

e Providing support for marginalized students.
o Fostering a culture of respect and inclusion.

o Building partnerships with families and communities.

Bhatt (2024) conducted a study on embracing student diversity, encouraging
equality and inclusion for wvulnerable populations. This study explores the
importance of embracing student diversity and promoting equality and inclusion
within the Indian education system. The study identifies barriers to equality and
inclusion faced by vulnerable populations and proposes a framework for addressing

these challenges. The study suggests recognising and valuing diversity,
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implementing inclusive policies and practices, and fostering a supportive learning
environment that caters to the needs of all students. The study also stresses the role
of policies, advocacy, and empirical research in advancing the agenda of diversity,

equality, and inclusion in Indian education.

The Supreme Court of India (2022) in Aishath Shifa versus the State of
Karnataka and Case regarding the Hijab dispute in Karnataka observed that
‘secularity’ of India meant ‘tolerance to diversity,” and the Hijab ban is a violation
of the Fundamental Rights given under Articles 19(1) (a) and 21 of the Constitution
of India. The court asked in its verdict that ‘if diversity is not accommodated in
educational institutions, from where will the younger generation experience

diversity?’

Studies have shown that education plays an important role in students’ all-
round development. While education at all levels contributes to students’
development, primary education is particularly more significant in forming
students’ values and skills. The National Curriculum Framework 2005, observed
education as the foundation for the development of social skills necessary to live
together in harmony” (NCF, 2005). In this ground, primary education is considered

as key in India and various plans and policies were framed to ensure its quality.

Primary Education in India

Primary education in India has been shaped by various philosophies,
provisions and policies. The government of Indian recognised primary education as
a foundation for building a healthy society (Velaskar, 2010). Various constitutional
provisions, Five-Year Plans (since 1951), and Acts were introduced to make

primary education as public.
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Policies for Primary Education in India

The Five-Year Plans introduced in India prioritised education and focused

on expanding access, improving literacy, building infrastructure, training teachers,

and addressing disparities, and maintaining quality infrastructure at school level

(Tilak & Ghosh, 2018). These initiatives significantly increased primary school

enrolment and laid the foundation for a more educated and equitable society.

Constitutional Provisions. Understanding the profound importance of

education for individual and national development, the constitution of India made

many provisions and recommendations to ensure education is accessible for all. The

major constitutional provisions are:

Article 21A: This article, inserted by the 86th Amendment Act, 2002, states
that the state shall provide free and compulsory education to all children

between the ages of 6 and 14 years.

Article 29: Protects the rights of any section of citizens having a distinct

language, script, or culture to conserve the same.

Article 30: Grants minorities the right to establish and administer

educational institutions of their choice.

Article 45: This article directs the state to provide free and compulsory

education for all children up to fourteen years.

Article 41: This article directs the state to make effective provisions for
securing the right to work, to education, and to public assistance in cases of
unemployment, old age, sickness, and disablement, and in other cases of

undeserved want.
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e Article 46: This article directs the state to promote with special care the
educational and economic interests of the weaker sections of the people, and,
in particular, of the Scheduled Castes and the Scheduled Tribes, and to

protect them from social injustice and all forms of exploitation.

The Indian Constitution guarantees the right to education for all through
several provisions. These provisions, along with the Right to Education Act (2009),
aim to ensure that every child in India has access to quality education. For this, India
planned and implemented many programmes and practices. Recognising the
important role of education in empowering individuals and fostering national

progress, India has formulated several national education policies over the decades.

National Policies on Education. Educational system of India has faced
many changes through different national policies and programmes. The National
Policies on Education (1968, 1986, 1992, and 2020) and initiatives like Sarva
Shiksha Abhiyan (SSA) and the Right to Education (RTE) Act, 2009 etc... have

collectively shaped the direction of school education in this country.

e NEP 1968 advocating for universal free education up to age 14, and equal

opportunities for all , and focus on girls and backward communities.

e NEP 1986 promoted inclusive access to education for SC/ST communities
and women. As part of this policy Operation Blackboard programme 1987
implemented and District Institutes of Education and Training (DIETs) were
established.

e The District Primary Education Programme (DPEP) implemented in 1994
made primary education more common practice and introduced constructive

approaches in learning.

e Sarva Shiksha Abhiyan (SSA) (2000—01) programme was implemented and

it made primary education universal in this state.
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The Right to Education (RTE) Act, 2009, a landmark legislation, made free and
compulsory education a fundamental right for children aged 6-14. It laid out
minimum infrastructure norms, student-teacher ratios, non-discrimination
clauses, and community involvement through School Management

Committees.

The Draft NEP 2016 advocated a lifelong and inclusive learning system,

with emphasis on curriculum renewal, ICT integration, and social justice.

The most recent NEP 2020 introduced a 5+3+3+4 structure and placed a
strong emphasis on foundational literacy, experiential learning, mother
tongue instruction, holistic development, and vocational integration. It aims

to make primary education more child-centred, inclusive, and skills-oriented.

India’s educational policies have progressively moved towards greater

inclusivity and equity. While policies such as NEP 2020, RTE Act, and SSA have

led to improved enrolment, infrastructure, and teacher training, challenges of

inequality and exclusion remain. Continued efforts are required to realise the vision

of universal, equitable, and quality primary education for every child in India.

Diversity in Kerala

Kerala is one of the southernmost states in India with a high human

development index, high literacy rates and a skilled workforce. It's one of the most

densely populated states in India with approximately 33.4 million population as of the

2011 census report. Kerala is considered a developed state within India, with a strong

emphasis on social development, including high literacy rates, good healthcare, and

social welfare programmes (Singh, 2011). According to the 2011 Census of India,

Hinduism (54.73%) is the major religion in the state followed by Islam (26.56%),
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Christianity (18.38%) and Others (0.33%). Kerala is known for its relative religious
harmony, with different religious communities coexisting peacefully. Kerala is a state
renowned for its remarkable diversity, encompassing most of the diversity elements
like religions, castes, cultures, traditions, languages, social and economic differences.

Major features of Kerala society are:

o Religious Diversity. Kerala is home to a harmonious blend of religions, with
Hinduism, Islam, and Christianity coexisting peacefully. The culture and
tradition of the state has been shaped by the religious diversity that exists in

the state.

e Cultural Diversity. Kerala boasts a rich tapestry of cultures, influenced by
its history of trade and interaction with various civilizations. These

differences are visible 1in its art forms, music, dance, and customs.

o Linguistic Diversity. Malayalam is the official language and it also has
pockets of other languages spoken, including Tamil, Tulu, and Konkani.
There are many indigenous tribal communities with its unique languages and

these form the state's linguistic diversity.

e Social Diversity. Diversity in the social aspect of Kerala is evident in

religion, socio-economic statutes, life style, caste, culture and other aspects.

Thus, Kerala is an exceptionally diverse state in India in all its aspects and a
mix of these diversities with a relatively less pronounced differences is a notable

characteristic of the state, compared to other parts of India (Pandey, 2019).
Primary Education in Kerala

The provision for quality education was a significant factor in social progress
of Kerala. Major transformation in education of Kerala began in the 19th century with

the contributions of Christian missionaries (Mathew, 1999). Post-independence,
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education became central to Kerala’s developmental agenda. Legislative reforms like
the Kerala Education Bill of 1957 and Programmes like DPEP, SSA enhanced
infrastructure facilities, promoted inclusive education (Kumar, 2015). The state
government and related agencies continuously try to improve the quality and

accessibility of primary education in Kerala through various programmes.

The Department of General Education. This department was established in
1995 to monitor, plan and implement primary education in Karla. It handles curriculum
development, teacher recruitment, and maintains school infrastructure. Major

responsibilities of the department are:

o Setting curriculum guidelines and standards.

e Providing financial and administrative support to schools.
e Recruiting and training teachers.

e Overseeing school infrastructure development.

o Implementing various educational initiatives like Sarva Shiksha Abhiyan.

State Council of Educational Research and Training (SCERT). It was
established in 1994 to provide a new direction to school education in the state.
Abhiyan (2018) observed that SCERT has played a pivotal role in modernising the
school curriculum, aligning it with national and state education policies. Major

responsibilities of the body are:

e Develop and review the curriculum.
e Conduct teacher training programs.
e Provide support for educational research and innovation.

o Improve the quality of teaching-learning processes.

Kerala Infrastructure and Technology for Education (KITE). It was
established under Kerala General Education Department in 2001-02 to promote ICT-

enabled education in Kerala. It aimed to integrate Information and Communication
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Technology (ICT) into school education. KITE began as the "IT@School Project"

and its major responsibilities are:

o Developing and implementing digital learning resources.
e Providing technical support to schools for ICT integration.

e Promoting digital literacy among students and teachers.

KITE has played an important role in equipping schools with modern
technology, including computers, laptops, projectors, and internet connectivity.
Shankar (2015) observed that KITE has been instrumental in transforming education

in Kerala by integrating technology to education.

Local self-governments bodies, NGOs and other private agencies have
supported government efforts and they provided supplementary facilities to assisting
marginalised children and thy promoted education through active participation
community engagement. This approach of different agencies in Kerala ensured a
comprehensive and coordinated effort towards improving the quality and

accessibility of primary education in Kerala.
Review of Related Studies

The review of related studies is an important part of academic research
because it provides an opportunity for synthesizing existing knowledge and for
generalizing the present study into a broader context (Creswell & Creswell, 2018).
This section of the study focuses on important findings and research gaps and
analyzes the research context to guide the present study on access, participation, and

diversity among learners in primary schools of Kerala.
Studies Related to Access

School access, educational opportunities, and quality have been central
concerns of educational research for years. This section analyzes national and

international perspectives of studies related to school access.
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Spatial and Infrastructural Access

Spatial and infrastructural access is a basic dimension of access, and a

significant numbers of studies focus on this dimension of access to school education.

Sarma (2025) examined the status of school infrastructure: Trends, Interstate
Disparities and the Challenge of Viksit Bharat 2047. The study analyses the
disparity in access to infrastructure across schools. For their study, national
educational data, UDISE+ data from 2013-2025, were used for analyses. Access to
seven key school components of electricity, drinking water, separate toilets for boys
and girls, libraries, computers, and internet connectivity were analysed using the
data. The finding indicated that access to drinking water and toilet facilities has
reached near-universal access in most schools, and challenges were reported in

digital and academic and educational infrastructure in many schools.

Reddy and Pasupuleti (2024) conducted a study on parental preferences and
non-spatial factors influencing home-to-school distance in urban India: insights from
Visakhapatnam. The study examined school distance and parental preferences in the
area using the survey method. The study revealed that many students are travelling
long distances for their schooling even though there are schools near their homes.
The study also observes that the parental preferences in child schooling compel

students to travel, and this influences educational access.

A nationwide overview of access to physical infrastructure in schools is
provided in the UDISE+ Report 2023-24. The report explores the current status of
access to infrastructure facilities in schools in India. The report indicates that basic
facilities like electricity, drinking water, and gender-segregated toilets are accessed
in 90% of Indian schools. As per the report, functional computers are available only
in 57.2% of schools, 53.9% have internet connectivity. Ramps and related facilities

are very limited in many schools, especially in government-run and rural schools.
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The report of the Centre for Socio-Economic and Environmental Studies
(2023) observed many issues in school access in Kerala. Low support, limitations,
and preferences for others in activities are reported issues by students. The study
reported very limited access to facilities in companied institutions. The report also
highlighted the issues of aided schools. Despite enrolling a majority of students,
aided schools were often excluded from local government infrastructure schemes
and financial assistance. The study stresses these inequalities embedded in the
Kerala education system, and it observes that this discrimination affected equitable

students’ access to education in different types of schools in Kerala.

The analysis conducted by Rajan and Francis (2023) based on UDISE Plus
data from 1,200 primary schools of Kerala revealed many access-related issues.
While the study reports a good average performance of most schools in many
aspects, disparities in digital access and infrastructural facilities, especially in
government schools of Idukki, Wayanad, and Pathanamthitta districts, were
highlighted. This may affect students’ access to quality and digitally assisted

education of students from economically weaker backgrounds.

Das (2022) conducted a study on the effectiveness of the Rashtriya
Madhyamik Shiksha Abhiyan project on access, equity and quality of secondary
education in West Bengal. For the study the investigator used a descriptive survey
and data collected from 456 teachers and 1,370 students across 46 secondary schools
in five districts of the state. Findings of the study indicated that as a result of the
RMSA project, access, equity and quality of secondary school improved. The study
also identified many problems in access and equity with school facilities. Facilities
for students, like toilet facilities, ICT facilities and medical services, are very few.
Rural school students face comparatively more issues n access to these facilities.
More than mere implementation, the study suggests close monitoring and

management of the resources.
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Hurtt (2021) conducted a study on Access and Equity in California Schools.
This study comprises three articles on access and equity in California observing
school inputs, coursework and local planning efforts that support student learning
and progress. The study made use of descriptive analysis and the study examines
availability and accessibility of rigorous English courses and it reveals that college-
level course enrollment is distributed unevenly across both schools and students.
Second part of the study explores how the educational system moves toward
recovery in the midst of crisis. The last part of the study examines how schools
adapted policies and practices in the early period of the pandemic. Findings of the
study indicate that, during a crisis, equity is at the forefront of both policy and
planning, threaded through accessibility to instruction as well as academic and
socio-emotional supports. The district level plan to meet students’ needs often

focused on instruction assessment and attendance.

Expanding this discourse, Githaka et al. (2019) conducted a study on Social
Amenities and Academic Performance in Primary Schools in Gichugu Constituency
of Kenya. This study analyses impact of social amenities on student access and
academic performance in primary schools in Gichugu Constituency, Kenya. The
study aimed at assessing the status of social amenities and how this sanitation
amenities influence pupils' access and performance. The study was based on Social
Constructionist Theory and it used descriptive survey research design. 63 school
head teachers were randomly selected as sample for the study and Data was
analysed using descriptive statistical techniques. The study also established that
available social amenity influence the access and academic performance in primary
schools. In order to improve student access and academic performance in primary
schools of Kenya the study recommended that educational stakeholders should

facilitate provisions for improving social amenities in primary schools.



Kwiew of Sulated Gteratare 43

Sukumaran and Mathew (2018) conducted a study on students' access to
basic facilities in government and aided schools of Kerala. The study focused on
students' access to basic facilities, infrastructure, and teachers' availability. The
major findings of the study indicate access is very limited in government schools in
tribal and coastal areas. The study observed inadequacy in providing a suitable
learning environment for students in different types of schools in Kerala. Poor
facilities, low-maintenance classrooms, and inadequate sanitation are noted as major

issues affecting students' access.

Aakshi (2017) conducted a study on the assessment of accessibility, equity
and infrastructure in elementary schools of Western Uttar Pradesh with reference to
RTE norms. The study mainly focused on the development of elementary education
and access in western Uttar Pradesh after the RTE Act. The study used a field survey
among students and collected their own experiences. The study found that the state
of elementary education after RTE implementation is improved. The study identified
disparity in access to facilities in school. Effective utilisation of facilities, planning

and effective management are suggested for reducing inequality in access.

In a similar context of geographical and community-specific challenges,
Migosi et al. (2012) have analysed determinants of primary school access and
participation rates in the pastoralist region of Turkana County, Kenya. The purpose
of the study was to find out the factors that enhance pupils’ access and participation
in primary school education in Turkana County. The study revealed that security
provisions for students, establishment of boarding schools, adequate provision of
food, school infrastructural development, and availability of teachers and learning
materials were the important factors that enhance access and participation in primary

school education.
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Harmam (2010) conducted a study on school choice for the poor: The limits
of marketisation of primary education in rural India. The study used data from Uttar
Pradesh to explore how marketisation has affected the provision of primary
education and progress towards universal access. The study was primarily based on
a thirteen-village survey of 250 households and visits to 26 private and government
schools in one rural district of Uttar Pradesh, India. The study revealed that Sarva
Shiksha Abhiyan (SSA) is largely silent on the role of non-government providers of
educational services in extending access. The study tries to establish to what extent
these private schools meet the educational needs of children from households in
different quintiles of wealth. This study reminds us that marketisation and LFP
schools provide no simple solution to the problems of extending access to basic

education to the poor and ultra-poor.

Juneja (2010) conducted a study on access, diversity, and participation in
India’s schools. The study reviews the available database at the national level and
the findings of different research studies on the progress made by the country in
providing access to elementary education. The study focuses on the diversity within
state-provided schooling facilities, issues related to equity, and patterns matching
certain categories of population to certain types of schooling. This study gives
special focus to the increasing demand for education provided by different types of
schools, the trends in growth of private and public schools, and enrollment in these
schools and discusses issues relating to the diversification of delivery of elementary

education, which has tremendous influence on and access to quality education.

Govinda (2008), conducted an analytical study on Access to Elementary
Education in India. This study aims to explore trends in educational access and to
delineate different groups which are vulnerable to exclusion from educational

opportunities at the elementary stage. This study has drawn references from a series
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of analytical papers developed on different themes, including regional disparity in
education, the problem of drop out, education of the children of migrants, inequity in
educational opportunities, social equity in education, health and nutrition, and
governance of education. Regional disparities and social inequities, different zones
of exclusion, nature and magnitude of the problems of access, transition and equity

were addressed in this study.

Access to education was the focus of a case study by Bhat (2007), who
conducted a case study on access to education for Gujjars and Bakarwals of
Kashmir. The main purpose of the study was to examine the access to education for
Gujjars and Bakarwal children in terms of distance of schools and infrastructure
facilities in these schools in District Kupwara. The sample for the study was Gujjar
and Bakarwal students, teachers and all those in 396 schools of the region. The study
concluded that only 60.65% of children of the Gujjar and Bakarwal communities
were enrolled in different schools in District Kupwara, and the academic

achievement of Gujjar and Bakarwal students was observed to be very low.

Issues of migration-related exclusion were documented by Wadiker and Das
(2004), who investigated the educational experiences of seasonal migrant children in
Mabharashtra. The survey conducted among migrant students and families of the state
reveals several major problems facing migrant children in social development and
adjustment. From October to the end of the academic year these children are unable
to attend the school, and they migrate with their families, and no provision is made
for them to continue their schooling near the place where they have moved. The
study stresses the importance of special attention and parental care for the

development of their children.

Emily (2001) conducted an empirical investigation of access to elementary

schools in West Virginia based on school community and spatial equity. The study
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was conducted as in-depth case studies in eighty-four schools in three school
districts in West Virginia. The study mainly focused on whether the distribution of
travel cost from location to school was equitable to the density and socio-economic
status of the inmates. For the study, the researcher analysed the data set of distances
between eighty-four elementary school locations and students. The study found that
spatial inequities in access to school exist and varied by school zone. The study also
indicates the negative association between access and achievement in some way.
The finding of the study stresses the need for more research on the importance of

socioeconomic status in school accessibility.

Kaul (2001) conducted a study in Karnataka on accessing primary education:
Going Beyond the Classroom. The purpose of the study was to find out the level of
access to primary education and identify the factors which influence elementary
school access. This study was conducted in a sample of 93 schools across Karnataka
which consisted of students, teachers, headmasters, parents, members of NGOs, etc.
Descriptive and inferential statistical techniques were used to analyse the data. The
study revealed that caste, class and gender divides of the region highly influence

student access in primary schools.
Determinants of School Access

Access to school is not only influenced by facilities, but social, economic,
and cultural factors are more important. Many studies have analysed these factors in

different settings.

Gopinath et al. (2025) examined major barriers affecting access to higher
education institution in India. The study analysed institutional and policy data. The
study identified many structural barriers that hinder students' access. Socioeconomic

status, distance, and inadequate infrastructure are the identified major barriers to
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study. The study revealed that students from different sections face many structural
barriers. Students from disadvantaged sections and rural areas are facing many
structural and family-related issues in access. The study observed science courses as
having the most barriers for those students from economically disadvantaged

families.

Similarly, Choudhury (2023) conducted a study on factors effecting school
choice for educating children India. The study was based on data from the National
Sample Survey (NSS). For analysis of factors affecting school selection, the study
used a binary logit model. The study identified many factors affecting parental
decisions in school selection. Family income, parental education, nearby school
facility, and quality of education are identified as key factors. The study pointed out
the family income as the most determining factor of school selection and parental

choice.

Kumar et al. (2023) conducted a study on factors leading to school dropout
of adolescence in India. The study focused on reasons and circumstances that
compel adolescents in India to end their school education. The study was conducted
using the survey method, and data were analysed using statistical techniques. The
study revealed many factors hindering school access, such as poverty, low parental
education, gender gap, early marriage and location. The study recommended strong

economic and parental support for students' retention in school.

Nair (2022) conducted an in-depth interview-based study focusing on the
influence of religious and linguistic diversity on educational access in primary
schools of the Kasarkode district of Kerala. Using qualitative approaches and
techniques, the study tried to explore functional exclusion in schools rather than

physical barriers. The study pointed out the functional exclusion of Kannada- and
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Tulu-speaking students in Malayalam-medium schools. Migrant and tribal students
also face some practical limitations in normal classrooms, and it suggests taking the
access issue in terms of experiential and functional aspects rather than infrastructural

terms.

Joseph and Thomas (2020) conducted a study using 420 students, 60
teachers, and 40 parents from government, aided and private-aided schools to
explore barriers in access in lower primary schools in Kerala’s Malappuram and
Kollam districts. The study analysed many effective policies and programmes that
made school enrolment high in Kerala, which is due to many programmes and
practices. But the study explored many hidden barriers that hinder students' access to
school, such as gendered expectations, lack of transportation in rural areas, and

classroom practices.

Dutta (2018) conducted a survey study on access of street children in India to
health and education. The study focused on access of low-status students to
educational facilities in India. For the research purpose, 100 street children in the
age range 6-18 were selected from Mumbai and Kolkata. A convenience sampling
technique was used for collecting data. The study used a mixed research approach to
collect both qualitative and quantitative data needed for the study. The data indicate
that poverty is the primary cause for the increasing numbers of street children, and
the study observes a lack of awareness among parents as another important reason

for keeping children away from school.

Shareefa (2016) analyzed teacher readiness for inclusive education in
schools of Hithadhoo, Addu, Maldives. The study was to analyze whether all
students have equal educational opportunities regardless of their physical,

intellectual, social, emotional, or other conditions. For the study, a mixed design was
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used, and 153 teachers were selected for the survey phase and 10 teachers for focus
group sessions. The study reveals that teachers had a positive view towards the
readiness factors related to inclusive education, and it also points out some
challenging factors like lack of knowledge and skills on inclusive education, lack of
facilities, lack of awareness among all stakeholders, curriculum difficulties, and time

restrictions that affect teachers’ perceptions.

Meera (2015) conducted a case study on quality education for all based on
government schools in New Delhi. The main purpose of the study was to analyse
whether there is access to quality education in India for children from low-income
families. The sample selected for the study was a state-run government girls' school
in New Delhi. The study revealed that a high teacher-pupil ratio was the major
difficulty that resulted from the lack of infrastructure that the teachers experienced.
Moreover, the study observed that a high pupil-teacher ratio impacts the quality of
education. Hence, the study observed that there is no equal and equitable access for

all children from low-income families to quality education in India.

Devi (2014) studied issues of equity and access based on the growth of
private schools in Manipur. The study was conducted to examine the teaching inputs
in private and government schools. The descriptive survey method was used for the
study. 43 private and 59 government schools in the state were selected as samples
for the study through stratified random sampling with proportional allocation. The
data were analysed using chi-square tests, percentages, bar charts, and other
statistical techniques. The study reveals that there is a notable difference in
infrastructural facilities, access, and equity between government and private schools
in Manipur. The study also observed the influence of socioeconomic status on

student access and opportunity in primary schools in Manipur.
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Mudasir and Ganai (2012) conducted a case study on the enrolment,
infrastructure, and status of teachers at the primary level of the Batamaloo Zone of
Srinagar District. The study was conducted among students aged 6 to 14. The study
found that 49.89% of the total students enrolled in school were male and 50.11%
were female. The study observed that physical and teaching facilities included in the

zone are limited and access to such facilities is very limited.

Moala and Deletions (2010), as part of the CREATE project by the
University of Sussex, analysed educational access in South Africa to examine
patterns of access to education in South Africa. The study analyses the educational
access and exclusion based on case studies carried out in eight schools in the
Ekurhuleni South district of Gauteng and six schools in the Dutywa district of the
Eastern Cape. The study reveals that causes of educational exclusion in South Africa
are poverty, the poor state of school infrastructure, the absence of state services to
support schools in terms of social and psychological issues, and negative
perceptions. According to the study, the pattern of educational exclusion in South
Africa is in five specific areas of out-of-school children: repetition and dropout,

overage enrollment, poor-quality learning, and poor-quality teaching.

Retnakumar and Arokiasamy (2006) analyzed school enrolment trends in
Kerala based on data available in government portals, studies, and public surveys.
The study observed that all studies dealing with demographic transition and falling
school enrolment in Kerala focus on fertility decline as the sole reason. This study
finds that aside from fertility decline, the poor quality of teaching in government
schools and the quality maintained by private unaided English-medium schools lead
to a decline in enrolments in public government schools. The study reveals that only
by improving the quality of school education can the retention of students in

government schools be sustained.
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Lloyd et al. (2005) studied the effect of gender differences in primary school
access, type, and quality on the decision to enrol in rural Pakistan. The study explores
the effect of primary school access, type (public vs. private), and quality on parents’
decision to enrol their children in rural Pakistan. The quality of the girls’ school is also
a significant factor influencing parents’ decision to enrol their girls. Boys’ overall
levels of enrolment are unaffected by access and quality; parents, however, are more
likely to select private schooling for their boys and girls when a private school is

locally available.

Collectively these studies indicate many issues in school access. Socio-
cultural background, gender, parental expectations, language, and school-level
inclusivity are major determinants of access that determine the students' access. To

address these complex factors, policy-level interventions are required.

Factors Effecting School Access

School access is also influenced by governance structure, school management
type, and policy visionaries. Many studies have addressed this and examined the
influence of school nature and management philosophy and its influence on students'

accCess.

Meena (2025) analysed factors affecting students' participation and
enrolment in government schools in India. For the analysis, the study used data from
UDISE+ and ASER reports. Through this study, the investigator explored different
factors affecting school access and enrolment across the country. The study
identified many issues that lead to students' access to government schools. Low
infrastructure, low performance, parental perception, and availability of quality
private institutions are the influencing factors of access. Teachers' attitudes and their

shortage are also identified as a reason for shifting students to private institutions.
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The study suggests strong authority support and infrastructural development in

government schools in India.

The ASER report (2024) examined school access and related factors in rural
India. The report was made using a survey across many districts in India. The study
focussed on enrolment, students' attendance and their learning outcome in rural
areas. The study noted students' enrolment rate as high even in rural areas. But many
subfactors like infrastructural deficiency, absence of usable toilets, playgrounds,
proper drinking water facilities and learning resources were identified as barriers to

students' participation.

Alam (2021) conducted a qualitative analysis of contributions of Muslim
community organisations like MES to educational development in Kerala. For the
study, historic records and available data were used. The study focussed on the
contributions of Muslim community organisations to educational development in
Kerala. The study found that the increased level of educational access for
Muslims in Kerala is a result of active contributions of many voluntary, non-
political groups. The study found that MES and other organisations mobilised
local communities and created awareness about the importance of education.
Grassroots efforts that strengthened the educational aspiration of the region are
well explored in this study Alam (2021) conducted a qualitative analysis of
contributions of Muslim community organisations like MES to educational
development in Kerala. For the study, historic records and available data were
used. The study focussed on the contributions of Muslim community
organisations to educational development in Kerala. The study found that the
increased level of educational access for Muslims in Kerala is a result of active
contributions of many voluntary, non-political groups. The study found that MES

and other organisations mobilised local communities and created awareness about
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the importance of education. Grassroots efforts that strengthened the educational

aspiration of the region are well explored in this study.

Bharti (2016) conducted a study on the educational status of Dalit women
and the challenges in attaining and accessing education. It was conducted based on
Pierre Bourdieu’s theories of cultural reproduction and social reproduction. The
study observes its findings on two debates on education: one is whether educational
institutions lead to equality and justice for all and provide the same facilities and
knowledge to all, irrespective of their caste, gender, and class. The study reveals that
there is no equal access, opportunity, or consideration for Dalits. The second
discussion was on whether educational institutions are leading to social exclusion
and discrimination. The findings indicate that issues and challenges faced by Dalits,

especially girls, exist in India as they are or are in worse conditions.

Ahuja (2011) conducted a qualitative study for understanding equality and
inclusion in diverse school cultures. The case study method was used as the key
method of study, and the researcher selected a private school situated in an urban
context. This study also focuses on language of instruction and how it creates a
culture of greater inclusion and participation of students in the learning process. For
the research purpose, the researcher conducted focus group discussions with
students and semi-structured interviews of teachers and the principal. This study
shows that social beliefs and understandings of the children interface with the
culture of school and that strengthen or weaken the school culture through its natural
process. This study also observes inclusive school culture with heterogeneous mixed

groups of students helps in nurturing greater sensitivity among students.

Govinda and Madhumita (2008) conducted a study on social exclusion and
school participation in India: Expanding access with equity. This study tries to

explore the dimensions and issues related to exclusion from education, and it
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discusses different policies to ensure social inclusion in school and actions required
to make educational expansion more equitable, which would contribute to pluralism
and harmony and promote greater social cohesion. The study found four clusters of
factors that significantly influence the patterns of exclusion. The first cluster relates
to gender; the second cluster of factors concerns the less than satisfactory outcomes
from policy, legal, strategy, and operational measures taken to address the various
dimensions of exclusion; the third cluster focuses on forces that keep children out of
school, particularly girls, and revolves around location; and the fourth factor is

poverty that prevents children from schooling.

These studies suggest that the type of school governance and the nature of
educational policy implementation play a decisive role in students' access and

enrolment.

Studies Related to Participation

Participation in education extends to students’ active involvement in school
activities and curricular programs. So, examining the pattern of students'
participation in different school activities is important. This section examines studies

that address patterns of students' participation in school.

Community and Parental Participation

Gaur and Parkash (2025) analysed the role of parents and community based
on insights from NEP 2020. The study analysed the role of family and community in
child education in the new Indian context. The study was conducted as a review
based on existing documents. The study stresses the role of family in ensuring
students' attendance and developing students' motivation in the new Indian context.

The role of community was also stressed in this study, and it suggested a
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collaborative attempt of family, community and school to improve quality of

education and students' access.

Nisha and Verma (2024) conducted an analysis of the influence of parental
support on academic achievement. For the study, the investigator collected data
from 450 students from Haryana. The data for the study were collected by using a
semi-structured questionnaire. The findings of the study indicated that family
support is highly influencing students' achievement, and it influences their
participation in classroom activities. The study indicated a marginal difference in
parental support for those from low economic backgrounds and structured
backgrounds. The study also identified socio-economic status as a key factor

influencing students' learning.

Kumar (2021) conducted a field study on community participation in schools
in West Bengal. The study analysed the participation of the community in various
functions of the schools, and it is reflected in school development. The main focus
of the study was on the participation of the rural community in education in the
context of SBM. The study used a mixed method and employed phenomenological
design for satisfying the objectives. The study reveals that the community members
in most of the village initiated an enrolment drive in the neighbouring area. SMDC
effectively instructs the community in enrolling their children in school at the
earliest. The study also found that the participation of the community in the
management and administration of the school ultimately leads to the improvement

of the school and educational quality.

Reddy and Uma (2015) conducted a case study in Andhra Pradesh on
community participation in improving enrolment, retention, and quality of elementary

education. The main objective of the study was to understand the extent of community
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participation in enrolling children in elementary school programmes. The study made
use of a qualitative research design and was conducted among a sample of 300 head
teachers, 900 academicians, and 600 community members. The study found that
community participation in making physical facilities in schools is satisfactory,

whereas their participation in enrolling socially disadvantaged children is very low.

Nayak and Mohan (2014) conducted a study on community participation in
the universalisation of primary education: a sociological study of Balasore and
Keonjher districts in Orissa. The study was an attempt to develop an understanding
of the role of communities in the universalisation of primary education. The study
used both quantitative and qualitative research techniques, and the data for the study
were obtained from primary as well as secondary sources. The study observes that
the number of educational institutions, the enrolment ratio, and the teacher-pupil
ratio have increased over the years. The study focuses on the processes and practices
of community participation and understands the interplay of caste, class, and gender
in community participation to achieve the goals of universal primary education
through the School Management Committee. Aspects of this study have some
relevance in facilitating the greater participation of rural communities in educational

planning and management.

Rao (2008) conducted a study on primary education in tribal areas: a study of
community participation in Sarva Shiksha Abhiyan. The study was aimed at studying
the community participation in education-related activities during the implementation
of the first phase of Sarva Shiksha Abhiyan. The study was conducted using a survey
method among 345 samples selected by a simple random sampling method. Based on
the data collected from SEMC and PTA members, the study indicates that the levels of

participation and involvement in the school-related activities are very low. The findings
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of the study reveal that the policy provisions and constitutional guarantees are not
successfully implemented at the grassroots level to ensure community participation and

involvement in primary education in India.

Khan (2006) conducted a study on the role of the school management
committee in strengthening relationships between the school and local community
in a community-based school in Pakistan. The study was conducted to understand
the role of the school management committee in strengthening relationships
between the school and the local community. The study observed that active
participation of SMC members will increase school quality and achievement. The
study found that faith-based community participation could bring about positive
changes in schools. And the study also observes that the poor socio-economic
status of parents, low retention of teachers and unfavourable outside school
environments might cause low retention and participation of all the community in

school activities.

Ramachandran (2001) analysed innovations in community participation in
primary education in Rajasthan. The study focuses on innovative programmes for
primary and community participation in Rajasthan. The study highlights two
important initiative programmes in Rajasthan: the Shiksha Karmi Project (SKP) and
the Rajasthan Lok Jumbish. The SKP project was implemented in 1987 to improve
basic access to education in remote areas where schools face issues related to
teacher absenteeism, non-functioning schools, and community despair and cynicism.
The study observed that these two projects play a greater role in increasing primary

school participation in Rajasthan.

Wilson (1997) conducted a case study on participatory management schools

in tribal areas of Visakhapatnam District. The study focused on the impact of
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participation of the tribal community in the growth and development of school
management in the tribal areas of Visakhapatnam District. The study was conducted
among 70 tribals who were drawn from two tribal villages, namely Mangabanda and
EGUA, Pedapalli, of Visakhapatnam District. Findings of the study reveal that the
people’s participation to establish the Maa Bad' School was successful in both
villages, and basic infrastructure, teaching aids and teaching procedures were
satisfactory in both the villages. The study observed that the tribal people’s

participation in the management of Maa Badi School was highly satisfactory.

These studies indicate different patterns of school participation and it suggest
community and parental participation for improved students’ participation in school.
It suggests for cultural sensitivity, community capacity-building, and mutual

accountability for effective participation.

Factors Promoting Participation

Institutional structure also influences student participation in schools.
Facilities such as school meals, hostel accommodations, scholarship schemes,
flexible learning systems, and child-friendly school environments significantly

influence the students’ participation in school.

Sabu and Deepa (2025) conducted a study on factors affecting student
participation in secondary schools in Kerala. For the study the investigator collected
data from 584 students from government, aided and private schools in Kerala. Based
on statistical analysis of the data collected, the study made some conclusions. The
study found that education of family, social status, and type of school were student
factors that strongly influenced student participation in school and its programmes

and practices.
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Moupiya et al. (2024) conducted a survey in India among secondary school
students to explore students’ participation in learning activities. The study was
conducted among 2000 students, and data were collected using a structured
questionnaire. The result indicated that students’ interest and participation are
different. More than the students’ interest, access to resources, faculties, and family
support are important in ensuring student participation in learning programmes. The
study found that those students from supportive backgrounds perform well in
learning activities. The study suggested providing curriculum support, effective
learning resources and teacher training to ensure maximum student participation in

learning activities.

Jackson et al. (2018) analysed the impact of free primary education in
Kenya on the enrolment of primary school students. The purpose of the study was to
determine the impact of the free primary education policy implemented in Kenya on
students’ enrolment. The study was conducted among 384 teachers and 128 primary
schools that were selected using random and purposeful techniques. Questionnaires
and interview schedules were employed for collecting data from a selected sample.
The study stressed the impact of the free education programme being implemented

in Kenya.

Adekunle et al. (2016) conducted a study on the effect of a school feeding
programme on the enrolment and performance of elementary school students of
Nigeria. The purpose of this study was to find out the impact of school feeding
programmes on the enrolment of elementary school students. The study was
conducted among students from 10 public schools selected through a random
sampling technique from Osun State of Nigeria, and the study was administered in a
mixed research design. The study found that the school feeding programme has

positively impacted the enrolment of elementary school students in Nigeria.
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Dinesh and Chandrashekar (2015) assessed the attitude and perception of
parents towards the education and schooling of their children in Karnataka. The
main purpose of the study was to examine the attitude of both tribal and non-tribal
parents towards their children’s schooling. For the study, data from 145 samples
from Channageri Taluka and Santhebenour Panchayat of Davanagree District were
collected using a questionnaire. The result indicated that the attitude of parents
towards primary education efforts was not favourable. Many of the parents consider
the education a wastage of time. The study observed that tribal parents were more

concentrated on basic literacy while non-tribal parents were on quality of education.

Mukherjee (2014) analysed elementary education in India based on
enrolment, retention and quality. The major objective of the study was to explore the
existing interrelationship between enrolment, retention and quality. The study
explores the interrelationship in elementary schools in fifteen major states and
analysed school environments based on four dimensions, viz., access, physical
infrastructure, learning time and human infrastructure. The study revealed that the
states have achieved high primary school enrolment but have failed in terms of
ensuring physical and human infrastructural facilities. The study suggests that the
government has many programmes to raise the enrolment in schools, but certain

specific programmes must be designed to raise the quality of primary education.

Namukwaya and Kibirige (2014) studied factors affecting primary school
enrolment and retention of pupils in Kotido District, Uganda. This study focuses on
factors that affect enrolment and retention of pupils from the primary first standard
to the seventh, and the study is inclined towards an interpretive paradigm. The study
reveals many factors contributing to the problem, and the majority of these factors
are culture-related: pastoral lifestyle, strong cultural values, a negative attitude

towards education, and engagement in domestic work. The study suggested some
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future strategies to improve enrolment and retention in schools should be broad-
based to address Karimojong people’s culture as well as socio-economic

characteristics.

Gautam and Vejoya (2013) conducted a study on the effect of early
childhood developmental programmes on attendance and school participation in
rural North India. The study was done among students of selected schools from
North India. The study revealed that effective use of early childhood development

programmes influences the student participation and retention in later stages.

Surendran (2013) conducted a study on school enrolment and its
determinants among children with cerebral palsy in elementary schools of
Thiruvananthapuram District in Kerala. The study focused on the proportion of
children with cerebral palsy enrolled in formal education institutions. A cross-
sectional study was done among children between 3 and 12 years of age with
cerebral palsy in the Thiruvananthapuram district, who were selected as the sample
for the study. The study found that 60.5% of children with cerebral palsy were
undergoing some kind of formal education. The study also observed that early
development in physical, cognitive and language abilitiesis important in

determining school enrolment of these children.

Migosi et al. (2012) analysed determinants of primary school access and
participation rates in the pastoralist Turkana County, Kenya. This study was focused
on factors that could enhance pupils’ access and participation in primary school
education in Kakuma and Lokichoggio divisions of Turkana County in northwestern
Kenya. The study revealed that security provisions for students, establishment of
boarding schools, adequate provision of food, school infrastructural development,

availability of teachers and learning materials were the important factors that
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enhanced access and participation in primary school education. This study
recommends establishing more boarding schools and an adequate supply of food to all
schools in the very interior nomadic pastoralist areas will enhance access and

participation to primary education of the country.

Dipankar et al. (2010) conducted an evaluative study on the school Mid-Day
Meal programme in India in the context of Tripura. It focused on the background
and the history of the midday meal programme implemented in different states of
India during the pre- and post-independence periods. It also discussed
recommendations made by different education policies and educational committees
to ensure the health and nutrition of the students that may help for a sustainable
development of our future generation. The study reveals that the midday meal
programme was a crucial programme implemented by different governments and
other authorities in ensuring and encouraging massive enrolment and student

participation in primary schools of India.

These studies stress importance of structural and programmatic supports in
promoting student participation especially for students from socially disadvantaged

categories.
Studies Related to Diversity

Diversity in education includes differences in culture, language, religion,
gender, and socio-economic background that influence the learning environment.

This section reviews studies related to different types of diversity present in school.

Pai (2025) conducted a qualitative analysis of the teachers’ experiences of
implementing culturally responsive and inclusive education in schools in New York.
The study was conducted by using interviews with teachers and field observation

conducted in selected primary schools. The study noted a trend among teachers for
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promoting dominant culture and identity in classroom practices and discussions. The
study suggested promoting culturally inclusive and responsive classroom practices

in school based on inclusive policies.

Rao and Devi (2023) analysed the status of accommodation of diversity in
Indian classrooms. The study was conducted in a qualitative structure, and data were
collected from teachers through semi-structured interviews. The study observed
many inadequacies integrating diversity in Indian classrooms. Even if policy is
strongly supporting teachers' attitudes and preparedness, there exists a strong barrier
in schools. Limited facilities, low technology integration in classrooms, and
insufficient teacher training were listed as barriers to diversity integration. The study
recommended high infrastructural support, proper teachers’ training and proper

resource allocation for integrating diversity in classrooms.

Nazish (2019) tried to conceptualise the perspectives of different
stakeholders on the implementation and impact of government plans and
programmes for primary school children in Gujarat. The study was conducted in a
descriptive design among teachers and parents of selected schools that were selected
using a purposive sampling technique from Banaskantha, the Dangs, Surat, and
Vadodara districts of Gujarat. Findings of the study indicated that the participation
of community members was negligible in the implementation of government plans
and programmes at the school level. The study observes that community
participation, a severe shortage of teachers, poor quality of institutional support for
teachers' professional development, and a lack of focus on quality education are the

biggest challenges to community participation in primary schools.

Joseph et al. (2016) conducted a study on diversity and inclusion in higher

education based on some selected institutions in Kerala. The study was conducted



64 Pluralistic Environment in Primary Schools

under the Centre for Policy Research in Higher Education (CPRHE) and funded by
the ICSSR. The study analysed the nature and issues of students' diversity and
discrimination on campuses. This research report is based on the analysis of the
empirical evidence generated from all the institutions selected for case studies in
Kerala. In order to satisfy the objectives, both qualitative and quantitative methods
were used for the study. The study indicates higher participation of females in higher
education in Kerala and gender equality in student participation. At the same time,
the inferences of the study indicate that reflections of the elements of patriarchal

culture existing in Kerala society are also highly reflected on the campus.

Subrahmanian and Unies (2002) reviewed issues of social policy based on
gender and education. The study highlighted the issues of gender inequity in
education. According to the study, access, retention, and achievement are the
pressing issues of equity in education. The study highlights the need for developing
diverse local systems within a specific school or community that are sensitive to the
local cultures and histories. The study observes that gender equity in education can
be achieved only by micro-level intervention of the cultural and social norms that

inflict gender discrimination.

Diversity in Classroom and Practices

Classroom environments are important in experiencing diversity and
transferring values. Classroom practices and management can help to transfer these
and thus can make the school more inclusive. Many studies are addressing this both

in Indian and international contexts.

Daniel (2026) analysed inclusive classroom and teachers’ preparedness in
India. The study was conducted using field observation and semi-structured

interviews with teachers, and the data were thematically analysed. The study
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identified many issues in setting inclusive classrooms in India, like inadequate
classrooms, lack of training for teachers, cultural and linguistic barriers, and ability-
based diversity in classrooms. The study indicated the importance of teacher
preparedness, a strong supportive system and reflective practices in setting a positive
learning environment in schools. The study recommends revision in the teachers'

training programme and instigating inclusive pedagogy in curricula.

Tripathi (2025) conducted a study on inclusive practices in private schools in
India. The study was conducted based on inclusive policy in India based on the Right
to Education Act. For the analysis and data collection study, a qualitative approach
and thematic analysis were used. The study has identified many issues in
implementing inclusive policy in private schools in India. Difficulties for teachers,
absence of adaptive methods and facilities, and lack of proper training were identified
as major issues. The study suggested many practical methods to address diversity in
the classroom. Appointing trained teachers, ensuring adequate facilities, and accepting

adaptive methods were suggested to address diversity in the classroom.

Jackson (2022) examined educational changes and improved diversity. The
study analyses the causes of low diversity in school settings and the importance of
creating an inclusive environment in a school setting. The study reveals the
environmental reality of working in schools based on the experiences shared by
selected teachers. The study observes that there are many challenges that hinder the
formation of an equitable and friendly social atmosphere in the school, and society
as a whole has to work hard to ensure diversity and inclusion in the school system,

and thus diversity and inclusivity should work in a synchronous fashion

Birtel et al. (2020) conducted a study on the change in school ethnic diversity
and intergroup relations: the transition from segregated elementary to mixed

secondary schools for majority and minority students. This study examines the
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impact of changes in school diversity on intergroup relations. A longitudinal survey
among 551 white British and Asian British students who transited from elementary
to secondary school was conducted for the study. The analysis revealed that the
transition from segregated elementary to mixed secondary schools was a factor in
the positive intergroup relationship in Asian British schools. The study points out
diversity exposure in the early developmental stages and the impact of changing

diversity levels on student relationships.

Nazish (2019) tried to conceptualise the perspectives of different
stakeholders on the implementation and impact of government plans and
programmes for primary school children in Gujarat. The study was conducted in a
descriptive design among teachers and parents of selected schools that were selected
using a purposive sampling technique from Banaskantha, the Dangs, Surat, and
Vadodara districts of Gujarat. Findings of the study indicated that the participation
of community members was negligible in the implementation of government plans
and programmes at the school level. The study observes that community
participation, a severe shortage of teachers, poor quality of institutional support for
teachers' professional development, and a lack of focus on quality education are the

biggest challenges to community participation in primary schools.

Kumar and Jaison (2017) examined inclusive classroom practices in different
government schools in Kerala. Based on data collected from 25 teachers and field
observations, the study found many limitations for inclusive practices in school. A
high enrollment rate and quality facilities are reported in schools in Kerala, but the
inclusive practices remain superficial. The interview with teachers revealed positive
attitudes of teachers towards diversity, but they shared their limitations due to the
absence of concrete methods and practical solutions to include children with

disabilities, linguistic minorities, or those from migrant families.
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Faas et al. (2016) theoretically analysed religious diversity in primary
schools based on reflections from the Republic of Ireland. Religious diversity and
secular issues are recent challenges in schools in Ireland due to the increased
number of migrants in the country. To address the issue of diversity, the Irish
Ministry established a Forum on Patronage and Pluralism in the Primary Sector
aimed at reducing the number of Catholic primary schools in favour of more multi-
denominational schools to meet societal changes and demands. The study observes
that religious education in schools has the potential to promote tolerance. The study
suggests that religious and moral education should be seen as an opportunity to help
younger people understand and respect the diverse world and communities around

them.

Schachner et al. (2016) analysed the cultural diversity climate at school and
how it relates to the acculturation and school adjustment of early adolescent
immigrants in Germany. The study analysed the school climate based on the existing
state of equality, inclusion, and cultural pluralism in schools. The study was
conducted among 386 -early-adolescent immigrant students in 44 ethnically
heterogeneous classrooms in Germany. The findings of the study indicated that
manifestations of both inclusive and cultural pluralism in policies promote

psychological school adjustment among students and promote cultural assimilation.

Chakraborthy (2005) conducted a comparative study on classroom
climates in secondary schools in West Bengal under different types of
management. 82 schools from rural and urban parts of West Bengal were selected
as a sample, and data was collected from 145 male and 145 female teachers in the
selected schools. The study observed that students coming from schools under
different types of management differ in their perceptions and proficiency in

education, and the environment they experience in school and in the classroom
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highly influences their common perception and understanding. The study also
observed that the diversity in the physical, social, and psychological climate or
environment of schools and classrooms could not be more complex in pluralistic

societies like West Bengal.

These studies indicate the principles of inclusion can be transferred to students
through daily practices and institutional support. Diversity should be addressed

through school practices as an educational aim.
Curriculum and Diversity

Curriculum plays a key role in shaping students' worldviews and determining
their identities. A curriculum that is not addressing diversity can contribute to
exclusion. Several studies have examined the extent to which school curricula

represent diversity.

Nisha and Menon (2022) studied diversity in school practice and textbooks of
Kerala upper primary schools. It analysed 16 Malayalam and social science textbooks
of the SCERT syllabus and conducted interviews with teachers. The study highlighted
a major gap in representation and meaningful inclusion of tribal communities and
religious diversities. While textbook content addressed diversity to an extent, these
themes were rarely transferred to classroom practices. Inclusive and diversity-focused
teacher training and classroom practices are suggested for effective transmission of

diversity themes to the younger generation.

Jhansi (2019) conducted a content analysis of the curriculum of different
elementary schools in Odessa and some other schools, such as Saraswati Sishu
Mandir and Sri Aurobindo Integral School, which place special focus on value
inculcation. A mixed approach of qualitative and quantitative techniques was
employed for the study. The study was conducted on 284 students, out of whom 151

are from Class V, 133 are from Class VII, and 30 are headmasters. The study found
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that global values, aesthetic values, humanistic values, and national and social
values are adequately incorporated into the curriculum of primary classes. Certain
values like ethics, fraternity, the concept of the world family, empathy, charity,
humanity, a secular outlook, and internationalism need to be incorporated into the

school curriculum.

Nekha (2002) conducted a socio-cultural study of cultural content in school
education in Nagaland. The study was to examine the problems related to the
presentation of cultural content in school curricula. Through the purposive sampling
technique, 24 schools were selected from four districts of Nagaland, and data was
collected from 24 headmasters, 111 teachers, 646 students, 10 experts, 20
intellectuals, and 10 community elders. The study found that the present status of
culture in the school curriculum is not satisfactory. Important problems of cultural
inclusion, as revealed by the study, were a lack of written materials, a lack of
culture-orientated teachers for the subject, and the absence of physical facilities and

time.

These studies explore inclusive curriculum design, which is not merely about
adding diverse names or stories in the curriculum. The curriculum should represent

all identities and social realities in the classroom.
Teachers and Institutional Culture

Teachers play a central role in mediating diversity within classrooms. The
institutional culture values norms, and school practices are affecting factors of the
school environment. A number of studies explored how these factors shape the

space for inclusion and recognition of diversity in school.

Jyoti and Devi (2026) examined the factors influencing inclusive education

across global contexts. The study analysed the impact of teacher attitudes, parental
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viewpoints, and school leadership on inclusive practices. The study analysed the
importance of teachers' attitudes, parental perspectives, and the importance of school
leadership in promoting an inclusive culture in school. The study identified teachers'
attitudes as a major factor in setting an inclusive environment, and the study also
indicated a need for inclusive training and professional development for teachers.
The study highlighted the strong parental support and inclusive education and their
eagerness for equal opportunities for their children. The study identified school
leadership as the critical factor in promoting and demotivating inclusive culture in a
school. The study also identified some common challenges in inclusive education

such as inadequate training, limited resources, and social discrimination.

Deepti (2025) conducted a study on teacher preparedness and attitudes
toward inclusive classrooms. Using PRISMA guidelines, the study reviewed much
literature from research articles and identified many themes to include diversity in
the classroom. Teachers’ attitudes toward inclusive education, teacher self-efficacy
and beliefs in implementing inclusive strategies in the classroom, gaps in both pre-
service teacher education and in-service training, contextual barriers, and absence of
strategies to build preparedness were the major themes. The study suggests many
strategies to improve inclusive practice in school. A comprehensive approach
addressing teacher training, professional development, and support and collaboration
among teachers, administrators, and policymakers was suggested to create an

effective and equitable learning environment in school.

Siema et al. (2025) conducted a review of teachers’ attitudes towards equity,
diversity, and inclusion (EDI) in higher education. A comprehensive bibliographic
review of studies from databases Eric (Ebsco), APA PsycINFO, Web of Science
Core Collection, and Scopus. Among these, a majority of studies had focused on

teachers’ attitudes towards the inclusion of students from minority groups.
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Openness/Resistance, Comfort/Discomfort, and Willingness/Reluctance are the
three dimensions identified among teachers. The study observed that factors like
gender, training, exposure to diversity, and institutional support influence the
attitude of teachers. The study suggested many strategies for improving the inclusive
culture of the school, like institutional support, teacher training, and attitude

building.

In a similar way, Manjrekar (2020) studied the influence of gender, caste and
social diversity on school culture in India. The research found that institutional
practices strongly influence teacher attitudes and behaviour toward students. The
study analyses the school culture, curriculum, classroom and learning practices.
Teacher attitudes and behaviours strongly influence teacher attitudes and
behaviours, and that leads to lower expectations and unequal opportunities for
marginalised students in school. To improve positive school culture, the study
suggested many practices, like setting a supportive school environment and creating
a positive attitude for teachers, setting gender-sensitive teacher training, forming

inclusive curricula, and implementing institutional reforms.

The High Court of Kerala (2020) made an important ruling in a case
regarding restricted admissions and faith-based instruction exclusive to a single
group. The court observed that these kinds of practices are against constitutional
principles, especially for institutions seeking state recognition or affiliation. The
ruling made by the court stressed all recognized institutions' upholding inclusivity

and pluralism in their school culture.

Pillai and Joseph (2017) conducted a content analysis of SCERT-prescribed
social science and language textbooks in Kerala to explore representation of

religious, caste and gender diversity. The study focussed on identifying the study. It
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analysed textbooks of classes V to VII. The study observed limited representation of
minority and marginalised communities. Visual content and textbooks are
comparatively more inclusive than narratives. Inclusive ideals were present in text

books, it fails in providing these in a livid and effective manner.

Nambiar (2015) conducted an interview-based study to explore the exclusion
in unaided schools of Kozhikode district. The study revealed many implicit activities
that discriminate against students in admission. Data from 40 parents and 15 teachers
were collected. The study findings indicated that many covert mechanisms are
working in unaided schools. Behavioural expectations, language requirements, life
standards, socio-economic status and admission screening were noted as criteria in
admission in these schools. The study observed that these screening processes
automatically exclude students from marginalised socio-economic and caste

backgrounds.

Rhodes (2014) discussed how the school and surrounding community respond
to the demographic changes that occurred in society. Teachers, staff members,
administrative personnel, and selected members from the surrounding community
were selected for the study. The study found that from 1995 to 2004, there was a 55%
increase in minority students in the rural schools of the United States of America. The
study implies that the school system serves as the centre of social development,

especially in rural areas.

Fazal (2012) analysed the readiness of school administrators for inclusion in
Pakistani schools. The study attempts to explore the awareness and attitude of
primary school principals or administrators in Karachi towards mainstreaming
disabled children. Major findings of the study indicate that the majority of the
administrators had a lack of awareness of specific disabilities and the special needs

of disabled children and require proper training; they face problems in handling
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disabled children in normal classrooms. And there are no special strategies to

accommodate disabled children in mainstream classrooms.

Conclusion

The present review of related literature covered studies from both India and
abroad. This review of studies focused on three core dimensions of access,
participation, and diversity in school education. The review related to access offered
valuable insights into student enrolment patterns, infrastructural quality, curriculum
reforms, and inclusive practices. But a significant gap is noted in evaluating how

these faculties are transformed to shape students' live school experiences.

A considerable number of studies have addressed the availability of
infrastructure and learning resources in schools. But most of these studies have
focused on student enrollment, academic programs, and observable school facilities.
But they failed to examine whether students actually access and meaningfully engage
with these curricular and co-curricular facilities, as explored in Objective 1 of the

present study.

Most of the studies related to school participation highlighted the community
participation and general involvement in academic and extracurricular activities. But
those studies were not concentrated on students' freedom, inclusion, and
participation in school programs and practices. Objective 2 of this study addresses

this study gap of students’ participation in school programs and practices.

The analysis of the studies related to diversity has largely focused on
pluralism in curriculum, different strategies in teaching, diversity in classroom
practices, and different school structures. A few of these studies examine whether
schools create an atmosphere where children can experience and internalize
diversity. Objective 3 of this study gives more focus on this dimension and tries to

systematically analyze it based on inferences collected from the schools.
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The majority of studies adopt a peripheral and policy-focused approach,
focusing on systemic outcomes such as enrolment, infrastructure, and facilities.
Some studies have examined Kerala’s SCERT textbooks for analysing diversity in
its content and themes. But students’ actual access to facilities, their participation in
school activities, and exposure to socio-cultural and religious diversity still remain

unexplored.

While reports and studies often affirm the high standards and inclusivity of
primary education in Kerala, this study takes a grounded, school-level perspective
and moves beyond a policy-focused and curriculum-based approach. The study
draws its exposure directly from student voices, teacher interviews, document
analysis, and observations. By focusing on the interrelated dimensions of access,
participation, and diversity, the study tries to explore the realities within

government-aided and unaided primary schools in Kerala.

This study tried to explore the dimensions of the study through field-based
insights, institutional practices, student experiences, and analysis of school
programs. Thus, the present study tries to fill a critical gap in educational research
by exploring how access, participation, and diversity are addressed in primary

schools based on different stakeholders' lived experiences.
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This chapter provides a detailed account of the methodology used for the
study. It begins by outlining the overall research strategy and design. Then, an
overview of the methods and techniques used for the study is explained, followed by
a description of the context of the study. This is followed by a comprehensive
explanation of the sampling strategy, including the sample selection and sampling
techniques used. The tools and techniques for data collection are then elaborated,
along with the procedures followed for data collection and the methods used for data
analysis. At the end of the chapter, an overview of the entire research design is

presented, and the reliability of the study is assured.

The study tries to explore access, participation and diversity among learners
in primary schools of Kerala. Many developmental changes, like the implementation
of new forms of curriculum, infrastructural development, and new methods adopted
for the teaching and learning process, as well as the accessibility of infrastructural
and digital facilities, have been marked in the primary education of Kerala over the
last decades. The study tries to explore access, participation, and diversity among

learners in primary schools of Kerala.

This is an inquiry-based study based on data from different samples collected
through different techniques and combined meaningfully to get a correct insight into the
social reality of primary schools in Kerala. For collecting data, different techniques
like field surveys, field notes, field observation, semi-structured interviews, document

analysis, and focus group discussions were used.
Research Method

For the smooth conduct of the study, a multifaceted mixed-methods research
strategy integrating both quantitative and qualitative approaches was adopted. This

strategy was considered most suitable for this study due to the complex and interrelated
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nature of the core areas under investigation, namely access, participation, and the
socio-cultural and religious diversity schools. By adopting this method, the study
sought to achieve both breadth and depth in understanding the educational realities
across various types of schools. Creswell and Plano Clark (2018) observed that a
multifaceted mixed methods strategy uses multiple tools, data sources, and perspectives
to explore the research problem from different angles. Thus, it provides an opportunity
for the investigator for a holistic and comprehensive analysis. Johnson, Onwuegbuzie,
and Turner’s (2007) definition of mixed methods research is aligned with this, and thus

it enhances understanding and enables corroboration.
Research Design

‘Research designs are those systematic procedures that include data
collection, data analysis and report writing’ (Creswell, 2015). As the study tries to
explore the access, participation and diversity among learners in primary schools
of Kerala, it requires understanding the school environment and nature of school
programmes and practices. So, the study requires an in-depth inquiry into the
school environment and the experiences and perceptions of different stakeholders.
Therefore, the study follows the convergent parallel mixed research design for

objectives 1 and 2 and an embedded multiple-case study design for objective 3.
Convergent Parallel Mixed Method Design

A convergent parallel mixed methods design is a design used in mixed
research in which both quantitative and qualitative data are used to understand a
research problem. ‘The purpose of a convergent parallel mixed method design is to
simultaneously collect both quantitative and qualitative data, merge the data, and use
the results to understand a research problem' (Creswell, 2015). Clark (2018)
explained that ‘In a convergent parallel mixed methods design, both quantitative and

qualitative data are collected and analysed separately but concurrently, with the
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results later integrated to provide a comprehensive understanding of the research
problem.' This design is more appropriate for Objectives 1 and 2. The overall pattern

of the design is depicted in Figure 3.

Figure 3
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Embedded Multiple Case Study Design

The study adopted an embedded multiple case study design to explore the
socio-cultural and religious diversity in primary schools (Objective 3). Embedded
case study design involves the in-depth study of multiple cases within which
different subunits, such as documents, programmes and practices, and stakeholder
perspectives were carefully examined (Yin, 2014). In this study school systems were
considered as cases, and diversity is analysed in terms of physical representation and
school programmes and practices. Document analysis, field observation, semi-
structured interviews and focus group discussions were used for collecting data from

different subunits.

For the methodological coherence, the findings of objective 3 were
integrated with the findings of objectives 1 and 2. This ensured integrated overall
analysis by linking patterns of access and participation with contextual
understandings of diversity. The overall outline of the design is depicted in

Figure 4.
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Figure 4
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The Rationale for Selecting the Design

Based on the nature of the objectives, the present study followed a two-phase

research approach. The convergent parallel mixed methods design is used for

objectives 1 and 2 (Students’ Access and Participation), and the embedded multiple

case study method is used for objective 3 (Diversity).

To examine access and participation, the convergent parallel mixed methods

design is used. This design utilises the advantages of both quantitative and

qualitative dimensions of data collection and analysis. And thus, it provides more

verifiable results. The rationale for selecting the design is mainly rooted in its

flexibility and comprehensive nature. This design allows simultaneous data

collection and enables comparison and integration of different types of data for a

more comprehensive understanding.
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The nature of the third objective requires in-depth analysis of diversity in
physical representation, school programmes, and practices. It requires the multiple
case study method by enabling in-depth exploration using multiple data sources and
integrating varied perspectives. The method permits both within-case and cross-case
analyses, and thus it opens all possibilities of studying diversity across different school
management types. Thus, the selected design helps the investigator for a deeper and

more contextually grounded investigation of core themes and research questions.
Methods Used for the Study

Research methods are those plans, processes, or strategies used in data
collection and subsequent analysis to find new information for a deeper
comprehension of the research subject. The study was conducted using a descriptive
approach using qualitative and quantitative methods of descriptive survey and
multiple case studies. The researcher utilised the survey approach to study student
access and participation in primary schools and the multiple case study method to
look at learner diversity. Questionnaires, semi-structured interview schedules,
information blanks, focus group discussions, field observations and field notes are

used as research instruments for the study.
Field Survey

Since the study deals with the present status of access, participation and
diversity among learners of primary schools in Kerala, the Normative Survey Method
was used for gathering information. A survey is an organised process that uses various
data collection tools to systematically obtain information from a population or samples
of the population in the form of opinions, attitudes, proposals, etc. This approach
necessitates meticulous planning, meticulous data collection and interpretation, and
logical and skilful reporting of the results. In addition to preparing a rigorous

examination and interpretation of the data and a logical reporting of the findings,
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surveys deal with clearly defined problems and objectives. As per the objectives, a
normative survey is the most appropriate method for studying students’ access and
participation in primary schools. While selecting the survey for the first stage of data
collection, the investigator made the field familiar, discussed with the experts the

strategies to be adopted, and ensured the cooperation of the participants.
Case Study

To study the diversity, the Multiple Case Study Method was adopted. This
method is helpful to the researcher to generate an in-depth, multi-faceted understanding
of a complex issue in its real-life context, and it is an established research design that is
used extensively in a wide variety of disciplines, particularly in the social sciences
(Creswell, 2013). Case studies can be used to explain, describe or explore events or
phenomena in the everyday contexts in which they occur (Yin, 2009). Case study
research is a qualitative approach in which the investigator explores a real life,
contemporary bounded system (a case) or multiple bounded systems (cases) over time
through detailed, in-depth data collection involving multiple sources of information
(e.g., observations, interviews, audio-visual materials and documents and reports) and

reports a case description and case themes (Creswell, 2013).
Expert Consultation

For a basic understanding and initial insight into the issues raised at the
beginning, the investigator contacted a well-experienced person who participated in
educational planning and evaluation in the state and also worked as Deputy Director
of Education (DDE) in Malappuram district, Kerala. He had rich experiences as a
teacher, educational planning board member, and DDE of Malappuram district
under the General Education Department of Kerala. When the purpose of the study
was conveyed, the expert explained the variety of experiences he had regarding the

research issues the investigator put forth and gave a clear picture and plan for
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carrying out the proposed research work. Also, the expert introduced the investigator
to many other experts in the field and helped to collect many crucial documents that
were later very useful for the conduct of research work in many ways. And also, the

expert helped in fixing the criteria for selecting the schools as cases for the study.
Participants in the Study

The description of the participants and their selection criteria gives a
rationale for identifying participants and finalising the context of the study. In a
mixed research approach, participants may be selected according to the objectives
and nature of the study. In the present study, data collection and sample selection
were done in two stages. The first phase of the study was conducted using the field

survey method, and the latter one using the case study method.
Population of the Study

A population can be defined as a group of individuals with similar
characteristics of the sample. ‘A population is the set of all elements. It is the large
group to which a researcher wants to generalise his or her sample results (Johnson &
Christensen, 2012). The population of the present study includes all primary school
students of Kerala who are studying in classes one to seven. The total number of
primary schools and enrolled students in Kerala for the academic year 2023-2024 is

presented in Table 1.

Table 1
Total Number of Students in Primary Schools of Kerala (2023-2024)

School Level Government Aided Unaided Total
Lower Primary 241887 443257 61816 746960
Upper Primary 232240 597464 62347 892051

Total 474127 1040721 124163 1639011

Note. Data retrieved from the Sametham Portal, General Education Department, Govt. of Kerala (2023-2024)
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The details of primary schools in Kerala under Public Education Department

(2023-2024) is given in Table 2.

Table 2

Total Number of Primary Schools in Kerala under Public Education Department (2023—
2024)

School level Government Aided Unaided Total
Lower Primary 2749 3919 367 7035
Upper Primary 867 1873 271 3011

Total 3616 5792 638 10046

Note. Data retrieved from the Sametham Portal, General Education Department, Govt. of Kerala (2023-2024)

For feasibility, effective response, and richer school experiences, the study
was delimited to upper primary schools, as this stage offers a more mature student
population capable of articulating views, participating actively in interviews and

FGDs, and reflecting on diverse school practices and programmes.

Table 3 presents stratified details of students and schools at the upper

primary level for the 2023 — 2024 academic year, based on the delimited population.

Table 3

Details of Upper Primary School Students by Management Type (2023-2024)

Particulars Government Aided Un Aided

No. of No. of No. of No. of No. of No. of
Upper Primary ~ Students Schools Students Schools Students Schools

schools 232240 867 597464 1873 62347 271

Note. Data retrieved from the Sametham Portal, General Education Department, Govt. of Kerala (2023-2024)

Sampling Technique Used for the Study

The present study used both probability and non-probability sampling
techniques to suit the mixed-method research design. Stratified Random Sampling

Technique was used for objective 1 and 2. This technique ensures proportionate
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representation of different samples. Purposive sampling was used to select schools

and participants for Objective 3.

Stratified Random Sampling. Stratified Random Sampling. In this study
stratified random sampling technique was used to examine students' access
(objective 1) and students’ participation (objective 2). This is a probability
sampling technique in which the population is divided into subgroups based on
homogeneity. Government, aided, and unaided upper primary schools were the
three strata fixed for the study. From each stratum, samples are randomly selected

to ensure fair representation of the population.

Purposive Sampling. To explore diversity (objective 3), a purposive
sampling technique was used. This is a non-probability sampling method where
participants are deliberately selected based on specific, predetermined criteria
relevant to the research purpose. Schools were selected using this technique for an
embedded case study. This technique provides an opportunity for in-depth

understanding of the cases (Oliver, 2006; Campbell et al., 2020).

Description of Participants in the Study

The study has been conducted in two phases. For studying the first and second
objectives, the investigator used a field survey among primary school students, and for
studying diversity, the multiple case study method was used. For objectives one and

two, the following criteria were used for the selection of the participants:

e Students should have a minimum of one year of school experience in the

same school.

e Teachers should have a minimum of three years of teaching experience in the

same school.
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An overview of the participants in the first objective is given in Table 4.

Table 4

Participants in the First Objective (Students’ Access)

School Type Government Aided Unaided Total
Number of Students 318 315 205 838
Number of Schools 10 13 9 32

An overview of the participants in the second objective is given in Table 5.

Table 5

Participants in the Second Objective (Students’ Participation)

School Type Government Aided Unaided Total
Number of Students 316 314 217 847
Number of Teachers 6 7 5 18

Participants in the Case Study

To study diversity in primary schools of Kerala, the selected primary schools
were considered as an embedded system that includes teachers, headmasters,
students, parents, and other personalities related to primary schools. Documents such
as the admission register, teachers register, magazines, advertisements and news
reports, school facilities, school calendar, curricular activity report, co-curricular
activity report and school social media handles were considered as part of this
embedded system to collect data. An overview of the embedded case study design is

given in Table 6.
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Overview of the Embedded Case Study Design

Case Study Method

Cases Different Types of School Systems

e Head of the school .

e Teachers J
e Students ]
Sub systems e Parents °

Admission register

Teachers Register

Magazines

Advertisements and news reports
School facilities

School calendar

Curricular activity report
Co-curricular activity report.

School social media handles.

Profile of Schools Selected as Cases

To study diversity in primary schools in Kerala, five exemplar cases were

selected from the Malappuram and Kozhikode districts of Kerala. One government,

one aided, and three unaided upper primary schools were selected. Criteria for

selecting the schools were:

e Schools must have a minimum of 10 years of operational history.

e Schools should have a composite structure or a large student population

(minimum 200 students).

e Schools should follow the Kerala (SCERT) syllabus.

e Schools may be government, aided, or unaided; unaided schools should be

under religious managements (Hindu, Christian, and Muslim).

e Schools should not be boarding-type or exclusively for culturally specific

groups like tribal students.

The details of the selected case schools are given in Table 7.
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Table 7

Schools Selected as Cases

SI. No. Management Type District Medium
1. Government Malappuram Malayalam
2. Aided Malappuram Malayalam
3. Unaided Hindu Management Malappuram English
4, Unaided Muslim Management Malappuram English
5. Unaided Christian Management Kozhikode English

Description of the Schools Selected as Cases

To ensure ethical compliance and protect the confidentiality of sample

institutions, the identities of the selected schools were anonymised, as disclosure

of school names, locations, or distinctive features could lead to identification and

potential bias. For the study, Five Upper Primary schools representing different

management types from Malappuram and Kozhikode districts were selected as

case schools. These are referred to as Case School A to Case School E.

Case School A is a government-managed Upper Primary school in
Malappuram district, offering classes from Grades 1 to 7, following the
Kerala State Syllabus with Malayalam as the medium of instruction, and

serving a socially diverse community.

Case School B is an aided Upper Primary school located in a rural area of
Malappuram district. It follows the Kerala State Syllabus with Malayalam as
the medium of instruction and caters mainly to students from the local

community.

Case School C is an unaided Upper Primary school under Hindu

management in Kozhikode district. It follows the Kerala State Syllabus with
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Malayalam as the medium of instruction and emphasises holistic

development through curricular and co-curricular practices.

Case School D is a private, unaided Upper Primary school under Muslim
management in Malappuram district. The school follows the Kerala State
Syllabus with English as the medium of instruction and integrates value-

based education with formal schooling.

Case School E is an unaided Upper Primary school under Christian
management, located near the Malappuram- Kozhikode district border. It
offers education up to Grade 7, follows the Kerala State Syllabus with

English as the medium of instruction.

Participants of the Schools Selected as Cases

Five schools were selected from Kozhikode and Malappuram districts of

Kerala as cases, including the head of the institution, teachers, students and parents

are chosen as the participants of the study. The head of the institutions, teachers,

parents and students of the selected schools were selected for in-depth interviews

and focus group discussions, and they were considered as basic data sources. The

following criteria were used for selecting the participants in the study:

All participants should have direct involvement and participation in the

primary education programme.

Selected teachers should have a minimum of 3 years of teaching experience,

of which 2 years should be in the selected school itself.

Children selected for focus group discussion should be learning in the school

for a minimum of 1 year.
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An overview of the participants in the third objective is given in Table 8.

Table 8

Overview of Participants in Case Study

Participants HM Teachers Students Parents

Case 1 - Government 1 2 6 3

Case 2 - Aided 1 2 7 2

Case 3 — Unaided Hindu Management 1 2 6 2
School

Case 4 - Unaided Muslim Management 1 2 6 2
School

Case 4 Unaided Christian Management 1 2 7 2
School

Total 5 10 32 11

Tools and Techniques Used in the Study

The present study used different techniques and approaches in which
multiple perspectives of the phenomena have been integrated using multiple data
sources and different data collection techniques. Field survey and multiple case
study methods were used as key methods in the study. Multiple case studies
facilitate the exploration of a larger range of theoretical developments and research
topics, with recommendations that are more deeply rooted in various empirical data.
Additionally, this kind of case study yields more persuasive research findings

(Eisenhardt & Graebner, 2007).

Questionnaires, information blanks, semi-structured interview schedules,
Focus Group Discussion (FGD) guide and observation, and field note schedules
were used as tools for the study. Field survey, semi-structured interview, Focus
Group Discussion (FGD), document analysis and observation were used as

techniques for the study.
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Description of the Tools used for the Study

In order to fulfill the specified objectives of the study, the researcher

developed different tools and instruments for the study.

Tools for Objective 1 (Student Access)

Questionnaire Student Access in Primary Schools in Kerala. The
questionnaire included both open-ended and closed-ended questions on student
access to infrastructural and physical facilities, curricular materials and activities,
and co-curricular materials and activities. The final version of the questionnaire

comprised 29 items, organised into three sections:

Section A — Access to infrastructural facilities
Section B — Access to curricular materials and activities.

Section C — Access to co-curricular facilities and programmes.

Information Blank on Student Access. The information blank was
developed for on-site observation of school premises and facilities, along with casual
discussions with teachers to contextualise the data collected through questionnaires on
students' access. It consisted of 24 items addressing the availability and condition of
school resources, including: Classroom and infrastructural facilities, Curricular

activities and facilities. Co-curricular facilities and programmes.

Validity of the Tools. The validity of the questionnaire and information
blank were established through content and face validity procedure. The preliminary
drafts of the tools were submitted to a panel of subject experts, experienced teachers,
and research scholars, who examined each item for clarity, relevance, and alignment
with the respective study objectives. Based on expert feedback and discussions, the

validity of the final versions of tools were ensured.
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Tools for Objective 2 (Student Participant)

Questionnaire on Student Participation. The questionnaire included both
open-ended and closed-ended items (see Appendices 3 and 4). The preliminary draft
of the questionnaire was prepared with reference to the facilities, curricular
activities, and co-curricular programmes suggested by the Department of Public
Education, Government of Kerala. The final version of the questionnaire consisted
of 28 items, organised into three sections: Section A — students’ satisfaction in
infrastructural facilities, Section B- Students’ use of curricular facilities and
participation in curricular activities and Section C- students’ use of co-curricular

facilities and participation in co-curricular activities.

Semi Structured Interview Schedule for Teachers. The semi-structured
interview schedule was developed to elicit teachers’ experiences, perceptions, and
observations regarding students’ utilisation of school facilities and participation in
curricular and co-curricular activities. 10 questions were included in this schedule

(see Appendices 6 and 7), and the schedule was organized under three major themes:

a) Adequacy and use of infrastructural and learning facilities by students
b) Engagement in classroom learning and curricular practice

c) Students’ participation in co-curricular activities

Validity of the Tools. The validity of the questionnaire and interview
schedule were established through content and face validity. The drafts of the tools
were subjected to the discussion of a panel of subject experts, experienced teachers,
and research scholars. Based on expert feedback and discussions with the
supervising teacher and insight from the pilot study, ambiguous items were revised
and necessary additions were made to ensure comprehensive coverage of each

construct and thus the validity of the tools were ensured.
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Tools for Objective 3 (Student Diversity)

Schedule for Field Observation. An observation schedule was developed to
systematically record data on the material and visual indicators of socio-cultural and
religious diversity in the selected schools. The tool was designed to capture
objective evidence from the school environment that reflects diversity in its physical
representation. It consisted of structured items to be observed and documented by
the investigator during school visits. The observation schedule included categories
such as: Emblems and quotations, Displays and portraits, Prayer rooms and religious
artefacts, Decorations for events, Dress code and patterns and Library resources

reflecting diversity

Schedule for Document Analysis. A document analysis schedule was
developed to systematically collect demographic information on both students and
teachers from official school records in the selected upper primary schools. The
schedule was designed to extract data from admission registers, staff registers, and
other institutional documents across schools. Themes focused in the document
analysis schedule are, General information, Religion-based details and Caste-based

details of school participants.

Schedule for Field Note. A field note schedule was developed to
systematically document observations on regular school practices that reflect socio-
cultural and religious diversity in the selected schools. The schedule was designed to
capture both descriptive details and analytical notes on everyday activities and
routines within the school environment. It consisted of structured items to be observed
and recorded by the investigator. The field note schedule included categories such as:
Morning prayer (nature of prayer and participation), Morning assembly (nature of
messages, representation of students and duties), adjustment for religious needs (dress
and uniform, provision for prayer and religious attire) and Value education and moral

lessons (themes and specifications)
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For each item, space was provided to describe the observed practice, record
detailed notes, and indicate whether the practice was inclusive or exclusive. The
schedule was filled by the investigator through direct observation within the school
premises, enabling systematic documentation of diversity-related aspects of regular

school practices.

Document Analysis Schedule for School Programmes. This schedule was
developed to systematically record information on school programmes that reflect
socio-cultural and religious diversity in the selected schools. The tool was designed to
capture details from school records, reports, and other documentary sources related to
events and activities. It consisted of structured categories to be examined and included
the following areas: Celebrations of social events, Cultural celebrations, Religion-based
celebrations, Arts and cultural programmes and Clubs and activities (active clubs,

programmes conducted, and event details)

Semi-Structured Interview Schedule for Head of the Institution. This
Semi-Structured Interview Schedule was developed to collect in-depth
information from the heads of institutions regarding school policies, practices,
and perspectives on socio-cultural and religious diversity. The tool was designed
to elicit detailed responses while allowing flexibility for probing. It consisted of
13 main questions under four broad thematic areas: school establishment and
vision, admission policy, process and practices, staff recruitment policies and
preferences and material and visual representation (rationale behind the selection

of logos, quotes, portraits, symbols, decorations, and festival displays).

Semi-Structured Interview Schedule for Teachers. This interview
schedule was developed to gather teachers’ view on regular school practices and
programmes with regard to socio-cultural and religious diversity. The schedule
consisted of 22 questions, organized under School Practices and School

Programmes. The questions focused on morning prayer and assembly, religious
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accommodation, classroom seating arrangements, value education and moral

lessons, celebrations, arts and cultural programmes, clubs and activities.

Focus Group Discussion (FGD) Guide. The FGD Guide was developed to
explore students’ perceptions and experiences related to school practices and
programmes with regard to socio-cultural and religious diversity. The tool was designed
to facilitate group discussion while ensuring coverage of key themes. It consisted of two

sections and nine sub-sections, with guiding prompts under each section.

e School Practices. Morning Prayer and assembly, religious accommodation,
classroom seating arrangements, student interaction in public spaces and

moral lessons.

e School Programmes. School celebrations, arts and cultural programmes,

clubs and activities, suggestions and reflections.

Semi-Structured Interview Schedule for Parents. The semi-structured
interview schedule was developed to explore parental perspectives regarding their
children’s schooling experiences. The tool was designed to capture in-depth
qualitative data on parents’ reasons for school choice, levels of involvement in their
child’s education, satisfaction with school programmes and activities, and perceptions
of inclusivity and representation of diversity. The tool consists of nine open-ended

questions that explore parents’

e Preferences in the school selection and the reason
e Involvement in school programmes and activities

e Opinions on school activities and suggestions

Validity of the Tools. The validity of the tools for objective three were
established through content validity and face validity. The preliminary drafts of the

tools were submitted to a panel of subject experts, and experienced teachers, who
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examined each item for clarity, relevance, and alignment with the respective study
objectives. Unclear and irrelevant items were revised or removed, and necessary
additions were made based on expert feedback and discussions. Thus, face and

content validity of the tool were ensured.
Pilot Study

A pilot study was carried out to evaluate the usefulness of research tools and
their applicability for research endeavours. A well-structured pilot study has the
ability to improve the quality of the research, and a thorough examination of the
methods and findings of the study makes it easier to see if there are any flaws that
could be fixed in the primary investigation (Leon et al., 2011). The pilot study
helped the researcher to understand various issues and aspects necessary to prepare
the tools for the final research work. For the purpose of conducting a pilot study, the
researcher visited two primary schools in Malappuram district, one from the
government sector and another from the unaided sector, in July 2023. The study was
aimed at assessing the practicability of administering tools prepared for the study
among students and observing the primary school premises and their functioning.
The researcher observed the school atmosphere and daily activities going on in the
selected schools. The researcher also conducted a discussion with the head of the
institution and some teachers about the programmes and practices conducted in the
school. The insights received from the field visit and discussion helped the

researcher to develop tools for the final study.
Description of the Data Collection Techniques Used in the Study

Field survey, semi-structured interview, field observation, document analysis
and focus group discussion are the five major data collection techniques used for the

study.
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Field Survey

Since the study deals with the present status of access participation and
diversity among learners of primary schools in Kerala, A field survey was used as the
primary technique to collect quantitative data from students. The survey was conducted
among sample students from upper primary school across government, aided, and
private management schools in Kerala. This approach necessitates meticulous planning,

data collection and interpretation, and logical and skillful reporting of the results.
Semi-Structured Interviews

Semi-structured interviews were another important technique used in the study
to obtain in-depth perspectives on school practices, programmes, and patterns. This
Semi-structured were conducted with different stakeholders like selected teachers
head teachers and parents, using semi-structured interview schedules developed with
the expert guidance. With the consent of participants, Interviews were audio-recorded

with consent, and it provided rich qualitative data to complement other sources.
Field Observation

Observation was another technique employed to systematically record visual
and material indicators of diversity in different schools. A structured observation
schedule provides an opportunity for the investigator to observe actual practices
being conducted in school. By observing the natural setting of the school life during
class hours and other special occasions, the investigator prepared detailed field notes

supported by relevant photographs.
Document Analysis

Document analysis technique is more effective in collecting official data
from school records and registries. To understand the formal structures and

programmes reflecting diversity, this technique was used. School records, activity
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reports, event photographs, notices, school magazines, and other relevant materials
were analysed. Thematically for the study, this method allowed the triangulation of

self-reported data with documentary evidence

Focus Group Discussion (FGD)

Focus group discussions (FGD) is another technique used for the study, and
this was conducted with groups of upper primary students from selected schools.
This explored students’ shared experiences of school life, and it provided more open
exposure to the research. Each FGD consisted of 5-8 students, and a discussion
guide was used to ensure focus of the discussions while allowing free expression and

opinion. This provided rich narrative data to supplement the survey and interviews.
Data Collection and Analysis

Data for the study were collected using different methods. It includes student
surveys, semi-structured interviews, field observation, document analysis, and focus
group discussions. And data were collected from multiple sources. It includes

students, teachers, headmasters, and school documents.
Data Collection

Using multiple methods within a mixed frame work the data for this study
were collected. A field survey was used for Objectives 1 and 2, and an embedded
multiple case study was used for Objective 3. Quantitative data were collected from
students using structured questionnaires. The qualitative data were collected by
using different techniques like interviews, FGDs, document analysis and field

observation with different stake holders in selected schools

For objective 3, selected schools were considered as embedded systems.
Physical and visual representations, school practices, programs, and stakeholder

perspectives were considered as subsystems. Data for this objective were collected
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from school records such as admission registers, staff registers, activity reports,
magazines, and official social media handles. Field observations were conducted

using structured schedules and collected notes and contextual details.

Data Analysis

Keeping in view of the nature of the present study; both quantitative and
qualitative techniques were used for data analysis. Based on the nature of the
objectives of the study, the selection of these techniques was more suitable for

comprehensive interpretation of the findings.

Quantitative Analysis

Percentage analysis was used as the principal statistical technique. For
analyzing the data collected through student questionnaires in Objectives 1 and 2. This
method was selected due to its suitability for comparing patterns of access and
participation in curricular and co-curricular activities across various school
management types. For comparing results of different types of schools Percentage
values were calculated for each item separately using following percentage analysis

formula.

Percentage (%) = (f/n) x100
Where, f=Frequency (number of responses)
N = Total number of respondents

Qualitative Analysis

The qualitative data related to Objectives 1, 2, and 3 were analysed using six
phased thematic analysis method proposed by following Braun and Clarke’s (2006).

This six phased analysis process involved:
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Familiarizing data through repeated reading of transcripts and field notes.
¢ Generating initial codes to capture recurring ideas related to the research topic.
e Searching for themes and clustering codes into broader concepts.

e Reviewing themes to ensure internal consistency and distinctiveness.

¢ Defining and naming themes related to research questions and conceptual

framework of the study.

e Producing the final report by integrating narrative descriptions with

quantitative responses from participants.
Data Triangulation

Data triangulation is a research strategy that uses a variety of data sources
and data sets in a study. It can help a researcher enhance the validity and credibility
of findings. ‘The term “triangulation” refers to the practice of using multiple sources
of data or multiple approaches to ensure the credibility of a research study’ (Salkind,
2010). Creswell (2015) also observed that triangulation refers to the process of
verifying descriptions and themes with evidence from several sources, including
different people, kinds of data, and data gathering that ensures the accuracy of the
study and enables the researcher to produce a reliable and credible report. In the
study, the researcher collected the qualitative and quantitative data for the study. The
quantitative data and qualitative data are triangulated by integrating the qualitative
information, observations, and dialogues with the quantitative data collected from
student questionnaires. Observations and FGD were used to contextualise the
statistical patterns, while the quantitative data provided a measurable ground for the
qualitative narratives. This integration of trends across schools and lived

experiences, ensured the validity and interpretive richness of the study.
Overview of the Design

An overview of the design is presented in Table 9.
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Table 9
Overview of the Method
Objectives Research Questions Tools Type of Data Analysis
1.What is the current status of students' access to quality infrastructure
Objective 1: and school facilities in upper primary schools across different
To examine the extent of management types (government, aided, and private) in Kerala? Questionnaire on  Quantitative Percentage
students' access to facilities, 2.What are the different curricular facilities and programmes accessible student access Qualitati analysis
: ualitative
programmes, and practices for primary school students across government, aided, and private dat
. ata .
across different types of upper primary schools in Kerala? Information Thematic
primary schools in Kerala . . . . . Blank analysis
: 3.What are the different co-curricular facilities and activities accessible
for upper primary school students across government, aided, and
private primary schools in Kerala?
Objective 2: 4.To what extent do students utilise available school facilities, such as
To explore the extent of libraries, computer labs, playgrounds, and other learning resources, in
students’ participation in upper primary schools across Kerala? Questionnaire on
terms of students’ 5.How actively are students involved in classroom activities and student I
Quantitative Percentage
satisfaction in the use of curricular practices across different types of primary schools in Kerala?  participation.
. analysis
school facilities, 6.What is the nature and level of student participation in different co- Semi-structured
. . emi-structure
engagement in curricular curricular activities conducted in different types of upper primary intervi Qualitative Thematic
o S interview
activities and participation schools? data analysis

in co-curricular
programmes in different
types of primary schools in
Kerala.

7.Are there significant differences in student participation in school
facilities, curricular, and co-curricular activities among government, aided,
and private upper primary schools in Kerala?

schedule for
teachers
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Objectives Research Questions Tools Type of Data Analysis
Objective 3: 8. What is the extent of diversity representation in the physical Schedule for
composition of different types of upper primary schools managed by Field
To explore the nature and . L
different agencies in Kerala? Observation
extent of socio-cultural and
religious diversity in 9. To what extent is socio-cultural and religious diversity reflected in the ¢ |4 1o for
different types of primary programmes and practices of upper primary schools managed by Document
schools in Kerala, in terms different agencies in Kerala? Analysis
of physical representation, 10 How do various stakeholders perceive and interpret the presence and schedule for
school practices, and school significance of socio-cultural and religious diversity in upper primary Field Note
programmes. schools in Kerala?
Semi-Structured
Interview
Schedule for HM  Qualitative Thematic
Data analysis

Semi-Structured
Interview
Schedule for
Teachers

Focus Group
Discussion (FGD)
Guide

Semi-Structured
Interview
Schedule for
Parents




Chapter 4
ANALYSIS

> Analysis of Students’ Access to Primary Schools (Objective 1)

> Analysis of Students’ Participation in Primary Schools
(Objective 2)

» Analysis of Diversity in Primary Schools (Objective 3)







Education is a fundamental right and a key driver of social transformation,
particularly in Kerala, a state known for its remarkable achievements in literacy and
schooling. However, ensuring equitable access, meaningful participation, and an
inclusive learning environment remains a challenge. This chapter presents a detailed
analysis of the data collected to examine the extent of access, participation, and
diversity among primary school students in Kerala. As per the three pre-set
objectives of the study, the analysis is structured around three core dimensions of
students’ access, participation and diversity by applying both qualitative and

quantitative research methods.

The first objective of this study is to explore the extent of students’ access to
facilities and programmes and practices conducted in different types of primary
schools in Kerala. This is focusing on students’ access to infrastructural facilities
and on curricular and co-curricular programmes. Data for this objective is collected
from the responses of students and information blank filled by the investigator by

field observation.

The second objective was to explore the status of students’ participation in
terms of students’ use of school facilities, involvement in curricular activities, and
participation in co-curricular programmes of different types of primary schools in
Kerala, based on the responses of primary school students and teachers. For this, the
investigator collected data from 834 primary school students using a questionnaire.
The investigator also collected data from 26 primary school teachers using a semi-

structured interview schedule from different parts of Kerala.

The third objective was to explore the social diversity in different types of

primary schools in Kerala in terms of physical representation, curricular activities
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and co-curricular programmes. The third objective is studied using the case study
method by selecting primary schools as cases based on some predetermined criteria.
For this, the investigator analysed data collected from the responses of students,
teachers, heads of the institution and parents using semi-structured interviews and
FGDs, apart from analysing the school documents, school registers, programme
schedules, school social media handles, day celebration book, students' club reports

and other external agencies.

Based on the nature of the data collected, the study employs percentage

analysis and thematic content analysis to derive observations and conclusions.
Analysis of Students’ Access to Primary Schools (Objective 1)

The first objective of the study was to examine the extent of students' access
to facilities, programmes, and practices across different types of primary schools in

Kerala

The data on students’ access to primary schools are derived from the

following research questions.

1. What is the current status of students' access to quality infrastructure and
school facilities in primary schools across different management types

(Government, Aided, and Private) in Kerala?

2. What are the curricular facilities and programmes accessible to primary
school students across government, aided, and private primary schools in

Kerala?

3. What are the co-curricular facilities and activities accessible to primary
school students across government, aided, and private primary schools in

Kerala?
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The data for the first objective is derived from two kinds of data sources:

1. Responses from 838 Upper Primary school Students using a questionnaire

to assess their access to infrastructural facilities, programmes, and

practices in primary schools.

2. Data collected by the researcher using information blanks based on field

observations and inquiries.

The data for the first objective is presented under three main themes and

related sub-themes

e Theme 1: Infrastructural facilities

Classroom and basic facilities
Transportation facilities
Drinking water facilities

Other school facilities

e Theme 2: Curricular facilities and programmes

(@)

(@)

(@)

(@)

Curricular materials and facilities.
Curricular resources and faculties.
Library and facilities

Curricular Activities

e Theme 3: Co-curricular facilities and activities

O

O

O

Co-curricular facilities
Co-curricular activities and support.

Clubs and activities
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Theme 1: Infrastructural Facilities

Access to proper infrastructure in schools is essential for students’
academic success and well-being. Quality infrastructure in schools has a direct
impact on student learning and academic performance. Well-maintained
classrooms, proper lighting, ventilation, access to technology, clean sanitation
facilities, and safe learning spaces create an environment where students can
focus, feel safe, and stay motivated. Such conditions reduce distractions, improve
attendance, and support better teacher-student interaction. Quality classrooms,
clean water, sanitation facilities, and access to curricular and co-curricular
facilities and programmes create a safe and supportive learning environment in
school. When students have access to quality infrastructure, they are more likely
to engage actively in the classroom, perform better in activities, and develop skills

essential for their future success.

Classroom and Basic Facilities

Classroom facilities play a vital role in enhancing students' learning
experiences and outcomes. A well-equipped and comfortable classroom, with
adequate lighting, ventilation, seating, and space, helps students stay focused,
reduces fatigue, and encourages active participation. To better understand the
current state of classroom infrastructure from the students’ point of view, a
survey was conducted to collect their feedback, and the results are presented in

Table 10.
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Table 10

Students' Access to Classroom Facilities

Particulars Government Aided Private Total
Comfortable classroom 95.52 73.66 77.90 82.36
Seating facility 100.00 98.20 99.07 99.05
Black board 99.31 99.32 97.66 98.77
Light and ventilation 77.44 95.58 57.81 76.94
Clock 28.91 13.98 1.40 16.35
Book shelf 86.05 19.49 41.05 50.00
Notice board 21.01 51.92 23.55 32.82
Table and chair for the teacher 98.28 96.78 91.71 95.59
Podium 23.77 22.60 11.01 19.13

The analysis of data related to primary students’ access to classroom
facilities across government, aided, and private schools reveals significant
disparities in infrastructural provision and classroom quality. Core instructional
elements such as seating facility (99.05%), blackboards (98.77%), and tables and
chairs for teachers (95.59%) exhibit high levels of availability across all school

categories, indicating the presence of basic infrastructure.

Government primary schools exhibit a relatively strong infrastructural
profile, particularly in terms of basic facilities. The availability of seating
arrangements (100%), blackboards (99.31%), and tables and chairs for teachers
(98.28%) suggests that core instructional needs are consistently met across these
institutions. Notably, 95.52% of students reported access to comfortable
classrooms, and 86.05% noted the presence of bookshelves, indicating a greater
emphasis on creating a supportive and resource-rich learning environment.
However, government schools lag in providing classroom management and
supplementary teaching aids, with only 28.91% of classrooms equipped with

clocks, 21.01% with notice boards, and 23.77% with podium. These deficiencies
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highlight the need for targeted interventions to enhance the functionality and

instructional efficiency of classrooms.

Aided schools demonstrate strong performance in several infrastructural
aspects, particularly with respect to instructional support facilities. Nearly all
classrooms in Aided schools have blackboards (99.32%) and student seating
(98.20%), and 95.58% of classrooms are equipped with lighting and ventilation.
Access to facilities for teachers like table and chair is also high (96.78%). However,
aided schools report the lowest level of access to bookshelves (19.49%) and clocks
(13.98%). Interestingly, aided schools provide better access in notice board
(51.92%), which may support better student-teacher communication and visibility of

educational content.

Unaided primary schools exhibit a more inconsistent infrastructural profile.
While basic educational facilities such as seating (99.07%) and blackboards
(97.66%) are widely available, other critical aspects show considerable
deficiencies. Only 77.90% of students reported having comfortable classrooms,
and just 57.81% had access to proper lighting and fans, which may hinder learning
in adverse weather or in poorly lit environments. The availability of
supplementary facilities is especially limited, and only 1.40% of classrooms have
clocks, 11.01% have podium, and 23.55% have notice boards. Although private
schools meet the minimum instructional requirements, a substantial gap remains in
the provision of facilities that contribute to a holistic and interactive learning

environment.

Analysis of Data from the Information Blank. To verify the current state
of students' access to infrastructural resources within classrooms, an information

blank was used. The data collected using the information blank highlighted that:
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Students’ Access to Infrastructural Resources in Government Primary

Schools.

Government primary schools have showcased comparatively better

infrastructure and learning environments.

Classrooms are structurally sound and are well-painted, fully walled, tiled,
and often decorated with educational drawings, creating an inviting and
stimulating space for learners. Seating facilities are reported as sufficient and

satisfactory.

Functional blackboards are available in almost all classrooms, although

maintenance issues are noted in a few.

Lighting and fans are present; however, many are non-functional due to

electrical and maintenance-related issues, as reported by teachers.

Availability of clocks is better in government schools compared to other

types, though still below expected standards.

Most classrooms are equipped with book storage in the form of shelves or

racks.

Teacher tables and chairs are generally available, supporting teaching

practices. Podium, however, remain limited in number.

Overall, government schools provide a relatively well-resourced learning

environment.

Students' Access to Infrastructural Resources in Aided Primary Schools.

Classroom conditions in aided primary schools are less favourable in terms

of physical infrastructure.

Many classrooms are old, not well-maintained, and, in some cases, only

half-walled or divided by temporary partitions.
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Flooring is basic, and the overall appearance lacks cleanliness and aesthetic

quality. Despite this, student seating is largely adequate and functional.

e Blackboards are available and usable, though, like other school types, minor

maintenance problems are present.

e Aided schools stand out for their excellent maintenance of lighting and
ventilation facilities, with 95% of classrooms having functional lights and

fans. However, clocks are rarely seen.

e Book storage is notably poor - most classrooms lack shelves, forcing

students to place their bags on the floor or benches.

e Teacher tables and chairs are mostly available and used. Podium remain

scarce, limiting options for instructional display.

Aided schools reflect a contrast between strong lighting provision and weak

structural and storage support.
Students'’ Access to Infrastructural Resources in Private Primary Schools.
e Private schools present a mixed picture. While classrooms are generally
walled and structurally sound, they are often not well-maintained.
e Floors are ordinary and lack enhancement.
e Seating facilities meet the basic requirements and are rated as satisfactory.

e Blackboards are functional and readable, though, as with other types,

maintenance inconsistencies exist.

e Lighting and fan facilities are suboptimal and poorly maintained, which

affects classroom comfort.

¢ C(Clock availability is extremely low, making time management a challenge in

many classrooms.
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e Book storage is provided in some schools but is typically insufficient.

e Teacher tables and chairs are inconsistently available; in some schools,
teachers report being instructed not to use them in the classroom, and

podium are rarely present.

e While private schools fulfil basic instructional needs, there are notable
shortcomings in maintenance, supplementary resources, and teacher support

tools.

Summary. This study explores the present state of student access to
classroom facilities across government, aided, and private primary schools based on
data from student feedback and information blanks. Key instructional facilities,
including seating, blackboards, and teacher furniture, are widely present in all
school types. Government schools generally offer better structural quality and more
supportive learning environments, but lack sufficient supportive facilities such as
clocks and notice boards. Aided schools maintain good lighting and ventilation, but
often have poor classroom conditions and limited storage facilities. Private schools
meet basic facility requirements but fall short in classroom comfort, lighting, and
supplementary resources, with inconsistent maintenance. Essential classroom
infrastructure exists across all school types, yet significant disparities exist in

quality, maintenance, and availability of supplementary resources.

Transportation Facilities

Access to reliable transportation is a foundational element in facilitating
consistent school attendance and educational equity, particularly at the primary
level. It enables students to attend school regularly and participate fully in
academic activities. Reliable transportation also plays a crucial role in bridging

the gap between home and school environments. For young children, who are
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often dependent on adult assistance for commuting, the availability of school-
provided transport can significantly influence enrolment decisions, attendance
patterns, and overall learning outcomes (UNESCO, 2020). The Table 11 reveals
the students' access to transportation facilities in different types of primary

schools in Kerala.

Table 11

Students' Access to Transportation Facilities

Particulars Government Aided Private Total

Availability of Transportation Facilities 88.33 94.93 98.23 93.83

The table indicates that 88.33% of government school students have access
to transportation facilities to reach schools. Aided schools demonstrate a
comparatively higher rate of transportation availability, with 94.93%. Private
schools report the highest availability of transportation facilities, with 98.23% of
institutions ensuring such access. The strong infrastructure observed in private

institutions serves as a benchmark for other school types.

Data from the Information Blank. The data regarding students’ access to
transportation facilities in government, aided and private primary schools in Kerala
were collected by the investigator using an information blank. The findings reveal
that although transportation facilities exist across all school types, significant
disparities in access and management are evident. Private schools generally
maintain their transportation infrastructure more effectively and independently. In
government schools, many students face transportation challenges due to geographic
remoteness and financial constraints, resulting in a reliance on walking or public
transport, which may not always be reliable. Aided schools provide limited bus
services, which are efficiently managed through shift systems; however, a

considerable number of students still travel on foot, with financial difficulties also
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reported. These variations highlight the influence of institutional capacity,

socioeconomic factors, and location on transportation access.

The synthesis of data from student questionnaires and information blanks
shows that 88.33% of government school students have access to transportation
facilities, reflecting significant challenges related to geographic remoteness and
financial constraints, which often force many students to rely on walking or unreliable
public transport. Aided schools show higher access at 94.93%, with limited bus
services managed through shift service system. Private schools exhibit the highest
availability at 98.23%, maintaining transportation infrastructure effectively and
independently, aligning with parental expectations, and setting a benchmark for other
sectors. Government and aided schools face structural and system related barriers,

especially in remote areas, which may affect student attendance and participation.
Access to Drinking Water

Access to clean drinking water in primary schools is vital for safeguarding
students’ health, promoting hygiene, and supporting their cognitive and physical
development. Educational commissions globally emphasise that safe water
availability directly impacts attendance and learning outcomes. In Kerala, the
government has issued clear directives to school managements mandating the
provision and regular maintenance of hygienic drinking water facilities in all primary
schools. School Infrastructure Standards Samagra Shiksha Kerala (2023) insists
every school to have properly designed and maintained drinking water facilities that
meet Indian quality standards. This includes new constructions, repairs, and
renovations, supported by ongoing funding and documentation mechanisms (pp. 13—
16). The result of survey on student access to drinking water facilities in Upper

Primary schools is presented in Table 12.
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Table 12

Students’ Access to Hygienic Drinking Water Facilities in School

Government Aided Private Total

Particulars
Boys Girls Total Boys Girls Total Boys Gils Total

Drinking
Water Facility 80.69 89.02 84.85 70.27 76.65 73.46 87.76 97.20 92.48 83.60
in the School

Table 12 reveals notable differences in access to drinking water facilities
based on school management type and gender. Overall, 83.60% of students reported
having access to drinking water in their schools. Private schools showed the highest
access rates, with 87.76% of boys and 97.20% of girls reporting availability, leading
to an impressive total of 92.48%. Government schools followed, where 80.69% of
boys and 89.02% of girls confirmed access, averaging 84.85%. Aided schools lagged
behind, with only 70.27% of boys and 76.65% of girls reporting access, resulting in a
total of 73.46%. Girls consistently reported better access than boys across all school

types, reflecting possible efforts toward gender-inclusive infrastructure.

Analysis of Qualitative Data. Data collected through information blanks
filled by the investigator provides valuable insights into the status of drinking water
facilities across different types of primary schools in Kerala. The analysis reveals
significant disparities in the availability and maintenance of drinking water

amenities among government, aided, and private schools.

In aided schools, the presence of drinking water facilities such as water
purifiers and coolers is limited. While some schools have installed these amenities,
their overall availability remains insufficient to meet the needs of the student
population adequately. Moreover, the quality and functionality of these facilities are

inconsistent, with many requiring regular maintenances to remain operational.

The situation in government schools is more concerning. The data indicates

that existing drinking water facilities are often damaged, non-functional, or not
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public. Water purifiers and coolers, when installed, tend to be poorly maintained,
rendering them ineffective. The lack of proper maintenance and timely repairs
highlights systemic challenges in infrastructure management and funding within

government-run schools.

In contrast, Unaided schools demonstrate a comparatively better scenario.
The majority of private institutions maintain adequate and functional drinking water
facilities. Water purifiers and coolers are generally well-maintained, ensuring
consistent access to safe drinking water for students. This reflects better resource
availability and good administrative emphasis on student health and welfare within

private school settings.

Student access to clean drinking water in Upper Primary schools is relatively
high, but varies by management type and gender. Qualitative data support the
quantitative findings. Unaided schools maintain functional, well-kept purifiers and
coolers; government schools often have damaged or poorly maintained facilities;

and aided schools face limited availability and inconsistent maintenance.
Other School Facilities

Access to Playground. Playgrounds play a crucial role in the holistic
development of children, especially in Upper Primary schools where physical,
social, and cognitive growth accelerates. Availability of playgrounds in schools not
only promotes physical health and motor skills but also fosters social interaction,
teamwork, and emotional well-being (Singh & Kaur, 2018). Recognising these
benefits, governments worldwide, including India, have integrated playground
provision into educational policies to ensure students receive a balanced education
encompassing physical activities alongside academics. The Right to Education

(RTE) Act of 2009 in India mandates that schools provide adequate infrastructure,
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including safe and accessible playgrounds, to encourage physical activity among
students. Kerala, recognised for its progressive education system, aligns with this
mandate through state-level policies that prioritise playground availability. The
Right to Education (RTE) Act of 2009 in India mandates that schools provide
adequate infrastructure, including safe and accessible playgrounds, to encourage
physical activity among students (Ministry of Education, 2009). The result of data
on students’ access to playgrounds in different types of Upper Primary schools in

Kerala is presented in Table 13.

Table 13

Result of Students' Access to Playground Facilities in Upper Primary Schools of Kerala

Particulars Government Aided Private Total

Availability of Adequate

90.22 70.33 95.54 85.36
Playground

The table indicates the result of students' access to playground facilities
across different types of upper primary schools in Kerala. The result reveals
significant variation in students access with government and private schools
exhibiting higher percentage of 90.22% and 95.54%, respectively. In contrast, aided
schools demonstrate substantially lower access at 70.33%, indicating a considerable
infrastructural disparity within this category. The aggregate access across all schools
stands at 85.36%, indicating that a majority of students have access to adequate

playground facilities.

Analysis of Qualitative Data. Based on field data collected through
structured information blanks and on-site verification, the following analysis
explores the availability and accessibility of playgrounds for Upper Primary

students across government, aided, and private schools in Kerala.
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Playground facilities are observed to be available in all government schools
included in the study, indicating adherence to state infrastructure norms. However,
in compound institutions, where multiple institutions share the same playgrounds,
the students’ access sometimes restricted due to limited scheduled physical activity

sessions.

In aided schools, the availability of playgrounds is observed in the majority
of institutions, yet several contextual challenges were noted. Recent expansions in
building infrastructure - such as the construction of additional classrooms or
auditoriums - have led to the encroachment of previously open areas. Consequently,
some schools have had to repurpose available spaces for parking buses and other
activities, thereby compromising the intended recreational function. Furthermore, in
a few cases, the playground is situated at a distance from the main school building,
sometimes across public roads, raising safety and accessibility concerns, especially

for younger students.

Most Private schools included in this study possess dedicated play areas that
are relatively well-kept. Nevertheless, in combined or multi-school campuses, the
playgrounds are occasionally shared among several institutions, and in some
instances, they are located slightly away from the primary academic blocks.
Teachers indicated that, in such cases, students are accompanied by faculty
members to ensure safe and supervised access. This practice reflects a proactive

institutional approach to facilitating physical activity despite spatial constraints.

The combined analysis of quantitative data and field observations highlights
disparities in playground access across different types of Upper Primary schools in
Kerala. Unaided schools report the highest access, government schools moderate and

aided schools the lowest. While government schools possess playgrounds, shared use
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within compound institutions may constrain access. In aided schools, functional use is
often undermined by encroachment, non-recreational use, and unsafe or distant
locations. Private schools generally maintain well-equipped, dedicated facilities, with

potential access limitations mitigated through active supervision.

Access to Restroom Facilities. Access to clean restrooms, where students
can rest temporarily during health-related emergencies, in Upper Primary schools is
essential for ensuring the welfare, safety, and overall well-being of students.
Research indicates that the availability of adequate resting facilities and prompt
medical care significantly reduces student tension, enhances student well-being, and
fosters a supportive learning environment (Jasper et al., 2012; WHO, 2018). The
general education department of Kerala has implemented detailed policy directives
aimed at strengthening school infrastructure and emergency preparedness. As per
recent guidelines issued by the General Education Department of Kerala (2025), all
schools must establish comprehensive child emergency medical response plans,
coordinate with local health canters, and conduct regular safety drills to mitigate
health risks and ensure rapid medical intervention when needed (Kerala Education
Department, 2025). The data regarding the student access to resting and medical

room facilities in Upper Primary schools is as follows in Table 14.

Table 14

Students’ Access to Rest Room Facilities

Particulars Government Aided Private Total

Access to Restroom 0.69 2.70 71.57 24.99

Table 14 indicates a substantial disparity among different school types in
students’ access to rest rooms, designated spaces within schools. Overall, only

24.99% of students across Upper Primary schools reported access to such facilities.



CAualysca 117

A closer examination of the data shows that government schools provide minimal
access, with only 0.69% of students reporting the availability of restrooms. Aided
schools also reflect a similar inadequacy, with just 2.70% reporting access. In
contrast, private schools appear significantly better equipped, with 71.57% of
students confirming the presence of restrooms. This gap also reflects a broader issue

of unequal infrastructural provisioning between public and private sectors.

Analysis of Qualitative Data. The analysis of data collected through
information blanks reveals a significant disparity in the provision of emergency rest
facilities between government, aided, and private schools. In majority of
government schools, no separate space exists for students to rest during
emergencies, despite the availability of unused classrooms that could be repurposed
for this need. Instead, verandas and staff rooms are informally utilised for such
purposes, which compromises student privacy and comfort. Students themselves
reported that they often rest on back benches when feeling unwell, indicating a lack

of institutional support for their physical well-being.

Aided schools exhibit similar trends, with minimal or no provision of
separate rest areas and also relying on shared spaces. In contrast, private schools
demonstrate relatively better preparedness, with approximately 70% of them having
designated rest and first aid rooms. Some of these schools, especially those
including lower primary divisions, have gone further by appointing nurses to

manage health-related emergencies.

Triangulation of student data with field data exposes the inadequacies:
government and aided schools lack formal restrooms altogether, despite the
presence of unused classrooms that could be repurposed. Instead, verandas and staff

rooms are informally used, and students often rest on back benches for emergencies,
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highlighting a lack of institutional mechanisms for student health support. In
contrast, approximately 70% of private schools not only provide rest and first aid
rooms but some also appoint nurses, especially in institutions with lower divisions.
This stark contrast reflects a systemic infrastructural divide between public and
private educational sectors, where government and aided schools are underprepared

to meet basic student welfare needs.

Conclusion of Theme One

The analysis of students’ access to Infrastructural Facilities across different
types of Upper Primary schools in Kerala reveals that, while basic infrastructure is
generally available, significant disparities persist in quality, functionality, and equity
of access. Government schools possess relatively strong physical infrastructure
access but face maintenance challenges and lack certain supplementary amenities.
Aided schools demonstrate strengths in sanitation yet struggle with space
constraints, maintenances, and provision of key facilities. Across facilities such as
drinking water, playgrounds, and emergency rest spaced, private schools tend to
outperform in availability and maintenance, where as aided schools often register
the lowest access. Government schools occupy a middle ground, with solid core

structures but irregular functionality.
Theme 2: Curricular Facilities and Programmes

Access to curricular facilities and programmes is critically linked to
students’ academic achievement and holistic development, as they provide essential
support for effective learning, subject mastery, and the integration of co-curricular
learning experiences. In the context of Kerala’s Upper Primary schools, such access
plays a key role in reducing educational disparities and ensuring inclusive quality

education, in line with the objectives of the Right to Education Act (2009) and NEP
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2020. Many factors associated with students’ access to curricular facilities and

programmes are identified. They are as follows.
Curricular Materials and Facilities for Curricular Transaction

The availability of adequate and satisfactory learning materials constitutes a
fundamental factor influencing the educational outcomes and experience of Upper
Primary school students. As learners progress from elementary to more advanced
cognitive stages, the provision of quality textbooks, supplementary educational
resources, and instructional aids is imperative to facilitate effective comprehension
and the development of critical skills (NCERT, 2019). Kerala’s longstanding
emphasis on universal education and its notably high literacy rates highlight the
critical importance of equitable access to learning materials across diverse socio-
economic groups (Government of Kerala, 2020). Such access not only ensures the
effective delivery of the prescribed curriculum and enhances academic performance
but also promotes learner autonomy and accommodates varied learning needs and
experiences (ASER, 2021). Therefore, a systematic investigation into the
availability and utilisation of learning materials within Upper Primary schools in
Kerala is essential to inform strategies aimed at improving educational quality and
fostering equity and learning experience within the state’s schooling system

(UNICEF, 2018).

To assess the students’ access to sufficient learning materials, a survey was
conducted among the learners and to verify the data, the investigator filled

information blank by field inquiry and observation. The details are given as follows:

Access to Basic Learning Materials. Access to Basic Learning Material is
a foundational requirement for effective teaching-learning process. Data obtained

from the student survey regarding current status of students is presented in Table 15.
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Table 15

Students’ Access to Basic Learning Materials

Government Aided Private
Particulars
Boys Girls Total Boys Girls Total Boys Gils Total
Text book 100.00 100.00 100.00 96.62 100.00 98.31 9490 91.59 93.24

Notebooks for

. 55.20 1850 35.11 49.32 61.08 55.20 88.78 90.65 89.71
all subjects

Pen and pencil 42.76 18.50 30.63 50.68 53.89 5228 91.84 9439 9311

Others 31.03 17.92 2448 4730 52.10 49.70 85.71 94.39 90.05

Table 15 indicates the result of students’ access to basic learning materials in
Upper Primary schools across Kerala. The analysis reveals distinct disparities
among government-aided and private schools in students’ access to basic learning
materials. The data reveals that government schools provide universal access to
textbooks, with 100% of both boys and girls reporting availability. However, access
to other essential materials, such as notebooks, pens, pencils, and supplementary
items, is considerably lower, especially among girls, where only 18.50% have
notebooks and 17.92% have other materials. Aided schools show moderate access to
these materials, with overall percentages around 50% and relatively smaller gender
gaps. Private schools demonstrate the highest and most equitable access to all
learning materials, with over 90% of both boys and girls reporting availability of
notebooks, writing tools, and other supplementary items. These findings underscore
the effectiveness of government programmes in textbook distribution but highlight
significant gaps in the provision of other learning resources in public schools,

particularly for female students.

Analysis of Qualitative Data. Based on the data collected through field
inquiry, it was observed that there are significant variations in the availability and

accessibility of curricular materials across government, aided, and private schools.
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In government schools, while textbooks are uniformly provided by the government,
ensuring access for all students, there is a notable shortage of notebooks, with many
students using a single notebook for multiple subjects. Supplementary learning
materials are also extremely limited, which may hinder comprehensive learning.
Additionally, some girl students in government schools expressed difficulty in
accessing or obtaining the required materials, highlighting gender-based or socio-

economic barriers that may further affect equitable resource distribution.

Aided schools demonstrate comparatively better conditions, with sufficient
availability of textbooks and improved access to notebooks and supplementary
materials, likely due to additional support from private or community sources
alongside government provisions. In contrast, private schools, despite having
relatively better access to general learning resources, face challenges in textbook
availability. Teachers reported difficulties in obtaining books from the department,
leading some students to rely on photocopied versions, which may affect content
quality and standardisation. While notebooks are generally available for core
subjects in private schools, certain supplementary subjects lack dedicated materials.
These findings indicate disparities in resource allocation and equitable access to

curricular materials across different types of schools.

Evaluation. An integrated analysis of student survey data and qualitative
field inquiry reveals significant disparities in access to basic learning materials
across government, aided, and private Upper Primary schools in Kerala.
Quantitative findings indicate that while government schools provide universal
access to textbooks, access to other essential materials, such as notebooks, writing
tools, and supplementary resources, is substantially lower, particularly among girls,
reflecting underlying socio-economic and gender-based inequities. Aided schools

demonstrate moderate access, with about half of the students reporting availability
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of key materials. Private schools show the highest and most equitable access, with
over 90% of students having necessary resources, though some challenges remain in

textbook procurement.

Qualitative insights from field inquiry reinforce these patterns, revealing that
students in government schools often use a single notebook for multiple subjects,
and that girls face additional barriers to access materials due to financial and social
constraints. In aided schools, improved access appears to be supported by
community or private contributions, while private schools, despite better access to
most materials, sometimes rely on photocopied textbooks due to departmental
delays. Together, these findings highlight the need for targeted, equity-focused
policy interventions to ensure comprehensive and inclusive access to learning
resources across all school types, with particular attention to gender-sensitive and

socio-economically responsive distribution strategies.
Curricular Facilities and Faculties

Curricular facilities and faculty play a pivotal role in Upper Primary
education by providing the essential infrastructure and pedagogical expertise
required for effective curriculum delivery. These elements collectively ensure that
students in grades 5 to 7 receive quality instruction and access to diverse learning
resources, which are critical for cognitive and social development (Smith, 2018).
The current state of student access to curricular facilities and faculties is discussed

under some related subthemes as follows:

Systematic Running of Curricular Programmes. Data regarding students’
access to a systematic, running curricular programme in Upper Primary schools is

discussed in Table 16.
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Table 16

Students’ Access to Systematic Curricular Programmes in School

Particulars Government Aided Private Total
Systematic Daily Working Structure 87.49 82.53 89.03 86.35
Availability of the Timetable 92.93 84.92 94.14 90.66
Following the Timetable 89.65 83.32 89.03 87.33
Teacher Assessment of Students' Work 87.97 91.55 97.58 92.36
Consideration in the Classroom 84.36 69.74 93.11 82.41

Table 16 shows the result of the analysis of student responses to a
questionnaire regarding access to the systematic running of curricular programs in
schools. From the analysis, it is evident that variations exist across different types of
schools, namely, government, aided, and private institutions. The data indicates that
private schools demonstrate the highest degree of systematic functioning, with
consistently high percentages across all measured parameters, including availability
and adherence to timetables, structured daily routines, and teacher assessment of
student work. Particularly, private schools excel in teacher engagement and
classroom consideration, suggesting a more individualised and organised approach

to curriculum implementation.

Government schools also exhibit a relatively strong performance,
particularly in operational aspects such as timetable availability (92.93%) and
adherence (89.65%). However, they show slightly lower scores in areas reflecting
student-centred pedagogy, such as classroom consideration (84.36%) and teacher
assessment (87.97%), implying a need to enhance instructional responsiveness and
engagement. In contrast, aided schools report the lowest levels of systematic
curriculum delivery across almost all indicators. Of particular concern is the low

percentage of students in aided schools who feel considered in the classroom
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environment (69.74%), which may reflect deficiencies in inclusive teaching

practices and classroom management. The overall average across all school types

remains moderately high, indicating a general adherence to structured curricular

practices.

Analysis of Qualitative Data. The data collected through the information

blanks indicate that students across government, aided, and private schools have

varied levels of access to the systematic implementation of curricular programmes.

In government schools, a structured timetable is universally available, and
the daily routine typically begins with a prayer and concludes with the
national anthem, with adequate breaks integrated throughout the day.
Teachers in these institutions reported providing consistent attention to

students and engaging in regular evaluation of their academic work.

Aided schools also maintain a timetable; however, some operate on a shift
basis due to transportation constraints, with the first shift starting and ending
30 minutes earlier than the standard schedule. Teachers in aided schools
expressed a strong commitment to student engagement and were observed to
evaluate student work, such as notebooks and workbooks, more frequently
than their counterparts in government schools. In addition, both aided and
private schools reported conducting comparatively more class tests as part of

their ongoing assessment practices.

In private schools, a highly systematic daily routine is maintained, often
including activities like the morning pledge and news reading. Consideration
for students in the classroom and academic evaluation was reported to be
satisfactory, reflecting a generally well-organised approach to the delivery of

curricular programmes.
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This analysis suggests that while all three types of schools make efforts to
implement curricular programmes systematically, the extent and consistency of
these efforts vary depending on institutional type and contextual factors such as

resources, infrastructure, and school management practices.

The analysis of both qualitative and quantitative data reveals considerable
variability in the systematic implementation of curricular programmes across
government, aided, and private schools. Private schools consistently demonstrate the
highest levels of structured curriculum delivery, as evidenced by superior
performance in timetable adherence, daily routines, teacher assessment, and
classroom consideration, reflecting a well-organised and individualised pedagogical
framework underpinned by adequate institutional resources. Government schools
exhibit strong structural coherence, particularly in operational domains such as
timetable availability and adherence; however, these institutions show comparatively
lower scores on student-centred dimensions, indicating a need for enhanced

instructional responsiveness and classroom engagement.

Conversely, aided schools display the greatest inconsistency in systematic
curriculum delivery, which may be attributable, in part, to infrastructural and
logistical constraints, most notably the implementation of shift-based schedules. The
shift system, characterized by staggered start and end times and compressed
instructional periods, likely disrupts continuity in teaching and learning processes,
thereby diminishing students’ perceptions of a coherent and systematic curricular
structure. This structural limitation plausibly contributes to the notably lower
percentage of students reporting classroom consideration and systematic functioning
within aided schools. These findings underscore the critical impact of institutional
scheduling and resource allocation on the quality of curriculum implementation and
highlight the necessity for targeted structural interventions to promote equitable and

systematic curricular delivery in aided school contexts.
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Faculties and Curricular Resources. Curricular facilities and faculty play a
pivotal role in Upper Primary education by providing the essential infrastructure and
pedagogical expertise required for effective curriculum delivery. These elements
collectively ensure that students receive quality instruction and access to diverse
learning resources, which are critical for cognitive and social development (Smith,
2018). The current state of student access to curricular facilities and faculties is

discussed under some related subthemes as follows.

Availability of Faculties for Curricular Transaction. The availability of
qualified faculty is a critical factor influencing the effective implementation of
curricular programmes, particularly at the Upper Primary school level. The National
Education Policy (NEP) 2020 emphasises the need to improve the pupil-teacher
ratio and ensure equitable distribution of teachers to enhance learning outcomes.
Kerala, known for its progressive educational indicators, reports a favourable pupil-
teacher ratio (Education for All in India, 2023). Therefore, analysing student access
to faculty in the real field is essential for understanding its direct impact on access to
and engagement with curricular programmes in Upper Primary education. The result

1s discussed as follows:

Table 17

Students’ Access to Faculties for Curricular Programmes

Particulars Government Aided Private Total

Availability of teachers for all subjects 89.32 87.49 92.48 89.76

Table 17 shows the students’ responses regarding access to subject-specific
teaching faculty for all curricular subjects. The findings highlight significant
variations across different types of Upper Primary schools. Private schools report
the highest teacher availability at 92.48%, followed by government schools at

89.32%, while aided schools lag behind at 87.49%. The overall average of 89.76%
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indicates that, on the whole, students have relatively good access to teachers for all
subjects. However, the gap between private and aided schools underscores persistent

inequities in the distribution and management of teaching resources.

Analysis of Qualitative Data. The analysis of data collected through field
enquiries concerning teacher availability for curricular transactions in Upper
Primary schools reveals several key challenges. In government schools, teacher
shortages caused by transfers, retirements, and unfilled vacancies disrupt teaching
continuity. This forces the remaining teachers to take on extra work and leads some
schools to hire guest teachers, which creates inconsistency. Aided schools generally
have enough permanent teachers, but new teachers often feel uncertain about their
appointment status. Additionally, overcrowded classrooms and poor infrastructure
make teaching difficult, and extra non-teaching duties reduce teachers’ classroom
presence. Private schools usually report having enough teachers and good
management of attendance and activities, but some employ unqualified staff, which
may harm teaching quality. Overall, while private schools manage staffing numbers
well, government and aided schools need to ensure the availability of faculties in

classrooms to ensure effective curriculum transaction.

The availability of subject-specific teaching faculty constitutes a
fundamental prerequisite for effective curricular transaction in Upper Primary
education. Quantitative data indicates that, on average, 89.76% of students report
access to faculty for all curricular subjects, with private schools exhibiting the
highest access rate (92.48%) compared to government (89.32%) and aided schools
(87.49%). The qualitative findings contextualise these figures by revealing
operational challenges. In government schools, frequent teacher shortages arising
from transfers, retirements, and unfilled vacancies precipitate discontinuities in

instruction and necessitate the engagement of temporary guest teachers, thereby
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compromising curricular coherence. Aided schools, while maintaining adequate
staffing levels, contend with issues related to teacher appointment insecurity,
infrastructural inadequacies, overcrowding, and non-teaching duties, all of which
affect regular classroom engagements. Private schools generally maintain better
faculty management and engagement, facilitating more stable curricular
transactions, although the employment of unqualified personnel poses risks to

instructional quality.
Students Access to Curricular Facilities.

Access to Proper Audio-visual Aids. Access to appropriate audio-visual aids
during curricular transactions plays a critical role in enhancing student engagement
and understanding by catering to diverse learning styles and bridging theoretical and
practical knowledge. Empirical evidence and policy recommendations from the
Educational Commission and the Department of Education, Kerala, underscore the
significance of integrating audio-visual resources in classrooms to improve
educational outcomes and ensure effective curriculum implementation and student
experiences (Kumar, 2020; Department of Education, Kerala, 2019; Educational
Commission Report, 2018). The present status of student access to audio-visual aids
for their learning is analysed based on the data collected from Upper Primary

students, and the result is presented in Table 18.

Table 18

Students’ Access to Audio-visual Aids in Classroom

Particulars Government Aided Private Total

Access to audio-visual aids for learning 51.58 52.34 31.66 45.19

Table 18 shows the result of the data collected from Upper Primary school

students in Kerala regarding access to audio-visual (AV) aids during curriculum
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transactions. The result reveals notable disparities across different types of Upper
Primary schools in Kerala. While aided schools report the highest access at 52.34%,
closely followed by government schools at 51.58%, private schools lag significantly
behind, with only 31.66% of students having access to AV tools. This is particularly
surprising given the perception that private institutions are typically better resourced.
The overall average stands at just 45.19%, indicating that less than half of the students
have access to AV aids, which are essential for enhancing student engagement and
providing better learning experiences for younger minds. The relatively low AV aid
integration in private institutions is indicative of infrastructural and resource
limitations among unaided private schools. The data underscores the necessity for
targeted interventions in the form of policy reinforcement, infrastructure

augmentation, and sustained teacher professional development.

Analysis of Qualitative Data. Based on the data collected through
investigator-filled information blanks, it was found that government schools are
generally well-equipped with a rich variety of audio-visual (AV) aids, with basic
amenities readily available to teachers and a designated faculty in charge who is
responsible for maintaining these facilities. This structured approach facilitates
regular use of AV aids in classrooms. In contrast, aided schools have limited AV
resources, which are not available in all classrooms; teachers reported sharing
portable facilities as needed, indicating inconsistent access and potential disruptions
in teaching. Similarly, private schools also exhibit limited AV facilities, with both
teachers and authorities confirming the use of portable aids only when required.
Despite being privately managed, these schools do not show significant advantages
in AV infrastructure over aided schools. Overall, the analysis highlights a clear
disparity, with government schools leading in AV resource availability and
utilisation, while aided and private schools face constraints that hinder consistent

and effective use of AV aids in education.
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Evaluation. The triangulation of quantitative and qualitative data reveals a
significant discrepancy between reported audio-visual (AV) infrastructure and its
actual use in classrooms, particularly within government schools. While school
authorities and teachers report that these institutions are well-equipped with AV aids
and follow a structured approach to their integration, student feedback presents a
contrasting perspective. According to student responses, only 51.58% of learners
reported actual access to AV aids in their classrooms. This indicates a substantial gap
between the availability of AV resources and their effective utilisation from the
students’ point of view. It suggests that although resources exist, their integration may
not be uniform across different subjects, classrooms, or teachers. The mere presence of

AV tools does not guarantee their consistent or meaningful use in everyday teaching.

Access to ICT Resources. Student Access to ICT resources in Upper Primary
classrooms is essential to support effective learning and prepare students for the
digital world. With technology becoming a key part of everyday life, students need to
develop digital skills early. The government recommends integrating ICT in schools
to improve teaching quality, enhance student engagement, and bridge the digital
divide. Providing access to computers, internet, and related facilities in Upper Primary
schools helps build a strong foundation for future education and career opportunities
(Ministry of Education, 2020). The result of the enquiry on students' access to ICT
resources in different types of Upper Primary schools is given in Table 19.

Table 19

Students’ Access to ICT Resources

Particulars Government Aided Private Total
Laptop / Computers 23.78 21.31 8.42 17.84
Projectors 53.18 23.09 1.02 25.76
Internet Connectivity 15.72 8.09 0.00 7.94

Smart board 13.11 9.27 4.08 8.82




OAnatysia 131

Data in the Table 19 regarding students’ access to ICT resources for
classroom practices reveals notable disparities across different types of primary
schools in Kerala. Government schools demonstrate relatively higher levels of
access to key ICT tools. Specifically, 23.78% of students in government schools
reported access to laptops or computers, compared to 21.31% in aided schools and

only 8.42% in private schools.

Access to projectors is particularly concentrated in government schools, with
53.18% of students reporting availability, while aided and private schools reported
significantly lower access at 23.09% and 1.02%, respectively. Internet connectivity
is generally inadequate across all school types, with only 15.72% of government
school students and 8.09% of aided school students reporting access. Notably,
private school students reported no access to internet connectivity (0.00%),
indicating a critical gap in digital infrastructure. Access to smart boards is also
limited overall, though government schools again lead at 13.11%, followed by aided
schools at 9.27% and private schools at 4.08%.The data suggests that government
schools are better equipped with ICT resources than aided and private schools.
However, the overall percentages across all categories remain low, indicating

widespread limitations in ICT integration for classroom practices

Analysis of Qualitative Data. The qualitative data reveal significant
disparities in the availability and utilisation of ICT infrastructure across

government, aided, and private schools.

e Government schools possess limited ICT facilities, with computers typically
confined to a few smart classrooms available only in select institutions.
Regular classrooms largely lack such provisions, with only two to three
classrooms per school equipped with projectors or televisions. Internet

connectivity is scarce, and digital access during instruction is often enabled
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through teachers' personal mobile data. Smart boards are almost entirely
absent in common classrooms, and student exposure to smart classrooms is

occasional.

e Aided schools face similar infrastructural constraints, with even fewer
projectors and rare instances of smart board usage. Internet access is limited
to a small number of classrooms, and as in government schools, instructional

use of ICT is frequently dependent on teachers’ personal devices and data.

e Private schools, particularly those with limited financial resources, exhibit
the weakest ICT infrastructure, with very rare access to digital tools. In some
instances, office laptops are repurposed for instructional use, but projectors,

televisions, and internet connectivity are largely unavailable.

Across all school types, there is a common reliance on teachers' personal
ICT resources, highlighting systemic inadequacies in institutional support. These
findings indicate the urgent need for targeted investment in ICT infrastructure,
equitable distribution of resources, and comprehensive support mechanisms to

enable the effective integration of digital tools into everyday teaching practices.

The combined analysis of the quantitative and qualitative data on student
access to ICT resources in primary schools across Kerala shows clear differences
between school types and highlights major shortcomings in digital infrastructure.
The survey data suggests that government schools are somewhat better equipped
than aided and private schools. However, the qualitative data provides important
context that helps explain these numbers. It shows that even in government
schools, ICT resources are limited to a small number of smart classrooms, usually
just two or three per school. Most regular classrooms have no access to projectors,
computers, or smart boards. Internet connectivity is often poor, and many teachers

rely on their personal mobile data to use digital tools during lessons. Aided
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schools face even greater challenges, with fewer projectors, almost no smart
boards, and limited internet access. This triangulation highlights not only inter-
school disparities but also intra-school inconsistencies and a systemic dependence
on teachers’ personal devices, indicating a lack of institutional support for

effective digital integration.

Curriculum Labs and Facilities. The effective transaction of curriculum in
Upper Primary schools requires well-equipped, experiential learning environments
that support the transition from rote learning to experience. "Curriculum transaction
at the Upper Primary level is most effective when supported by structured, hands-on
learning environments that translate abstract concepts into tangible experiences"
(NCERT, 2021). As learners at this stage encounter more complex academic
content, the presence of such facilities becomes essential to bridge theory and
practice (National Policy on Education, 2020). In Kerala, educational policy
initiatives have underscored the importance of strengthening school infrastructure,
including the establishment of subject-specific labs, to ensure quality curriculum
delivery and improved learning outcomes (Kerala Education Department, 2021).
The status of students' access to curricular lab facilities in Upper Primary schools in

Kerala is investigated, and the result is discussed in Table 20.

Table 20

Students’ Access to Curricular Lab Facilities

Particulars Government Aided Private Total
Science lab 63.51 91.80 34.64 63.31
Language lab 22.87 34.92 11.30 23.03
Mathematics lab 23.62 40.78 1.02 21.81
IT lab 98.97 99.70 81.17 93.28

Social science lab 48.85 56.22 2.55 35.87
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Table 20 shows the result of students’ access to laboratory facilities in Upper
Primary schools in Kerala. The analysis shows clear differences based on the type of
school management. Aided school students have the highest access to most labs,
especially science (91.80%), Mathematics (40.78%), and social science (56.22%)
labs. Government schools have moderate access, with strong availability in IT labs
(98.97%) and science labs (63.51%). In contrast, private schools report much lower
access to most labs, particularly in Mathematics (1.02%) and social science (2.55%)
labs. While access to IT labs is high, overall, private schools still lag behind aided
and government schools (81.17%). These results highlight the need for focused
efforts to improve laboratory access, especially in private schools and for labs such
as language and mathematics, to ensure more equal learning opportunities for all

students.

Analysis of Qualitative Data. The qualitative analysis of the data collected
through a structured information blank indicates the real picture of lab facilities
available in different types of Upper Primary schools in Kerala. The study examined
facilities in government, aided, and private schools with a focus on five key types of
laboratories: science, language, social science, Mathematics, and information
technology (IT). The purpose of the investigation was to assess the current status of
lab infrastructure available for students learning in these three types of schools. The

key findings are:

e Science Laboratory. Science laboratories were found to be present in all
government and aided schools. However, the facilities were typically under-
equipped and inadequately organised. In most cases, science lab materials
were stored in shared spaces, such as multi-purpose rooms or on common
shelves, limiting their accessibility and practical utility. In private schools,

the situation was less favourable, with many institutions lacking a dedicated
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science laboratory altogether. Where materials were available, they were
often kept in staff or administrative rooms, suggesting that science practical

are not prioritised in daily teaching practices.

Language Laboratory. The absence of dedicated language laboratories was a
consistent finding across all three school types. In some government and aided
schools, existing IT labs were informally labelled as language labs. However,
this reclassification was nominal, as no specialised equipment, software, or
structured programmes for language learning were present. Private schools
also did not report any specific infrastructure to support language lab
activities. The overall findings indicate a significant gap in facilities designed

to enhance language proficiency, particularly for second and third languages.

Social Science Laboratory. Basic materials related to social science
education, such as globes, charts, and maps, were found in most schools.
However, their utilisation was limited. The majority of schools, regardless of
type, did not have a dedicated space for a social science laboratory. Aided
schools showed slightly better management practices, with some institutions
maintaining inventories and assigning a teacher in charge of lab materials.
Nonetheless, the lack of integration of these resources into instructional

processes was evident across the schools.

Mathematics Laboratory. Mathematics laboratories were also found to be
underdeveloped in all school categories. While some materials were
available, they were generally stored in non-dedicated areas such as staff
rooms or shared lab spaces. In many private schools, a lack of awareness
among teachers regarding the existence or purpose of a mathematics lab was

reported.
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e Information Technology Laboratory. 1T labs were the most consistently
available and operational among the five categories of labs studied.
Government schools typically had dedicated IT labs with multiple computers,
although not all systems were functional. Aided schools showed better
maintenance, with most IT facilities in working condition. Private schools
generally had fewer devices, but the available infrastructure was usually well-
maintained and actively used. The presence and usability of IT labs across

schools reflect a relatively higher institutional priority on digital literacy.

The findings from the data collected through the information blank highlight
critical disparities in the availability, functionality, and pedagogical integration of
laboratory facilities in Upper Primary schools, while IT labs show comparatively

better presence and usage.

Evaluation. The triangulated analysis of laboratory facilities in Upper
Primary schools in Kerala reveals significant disparities in access, quality, and

usage across government, aided, and private schools.

e While the quantitative data shows that aided schools have the highest
access to science labs, the qualitative findings reveal that even where
labs exist, they are often under-equipped, poorly maintained, or not

pedagogically integrated.

¢ Government schools show strong access to IT labs and moderate access to
other labs, but qualitative data indicates that science and math materials
are frequently stored in multi-purpose areas, limiting their instructional

use.

e Private schools consistently report lower access, particularly in

mathematics and social science labs, and qualitative observations
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confirm a lack of dedicated lab spaces and low teacher awareness of lab-

based learning practices.

e Language laboratories are notably absent across all school types, often

substituted nominally by IT labs without appropriate resources.

e IT labs emerge as the most consistently available and functional, though

equipment quality and usage vary.

The result highlights that while physical access to labs is better in aided and
government schools, effective utilisation remains limited. There is a pressing need
for improved infrastructure, dedicated lab spaces, and teacher training, especially in
private schools, to ensure students’ access to equitable and meaningful learning

experiences through laboratory education.
Access to School Library

Access to school libraries is a critical component for Upper Primary school
students for enhancing their literacy skills and knowledge acquisition and fostering
intrinsic motivation toward learning. School libraries provide students with access
to different learning resources beyond textbooks, which supports deeper
understanding and encourages self-directed learning (Krishnan, 2019). Research
shows that school libraries enhance literacy skills, promote reading habits, and
improve academic achievement by offering diverse materials aligned with the
curriculum (Singh & Pillai, 2021). The Kerala Government’s Education Policy
(2021) explicitly advocates for the integration of accessible library facilities within
schools to support inclusive education and holistic student development. To analyse
the present status of students' access to school libraries and related facilities in
Upper Primary schools in Kerala, the study collected data from different types of

primary schools. The results are presented in Table 21.
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Table 21

Students’ Access to School Library

Particulars Government Aided Private Total

Library facility for students 90.34 88.67 56.23 78.40

Data in Table 21 shows the result of students’ access to school across
different types of Upper Primary schools in Kerala. Government and aided schools
exhibit high levels of provision, with 90.34% and 88.67% of institutions,
respectively, offering library access to students. In contrast, private schools lag
significantly behind, with only 56.23% providing such facilities. This discrepancy
lowers the overall state average to 78.40%, suggesting that while public sector
schools in Kerala have largely succeeded in meeting infrastructural norms related to

library access for students, the private sector falls short.

Students’ Access to Facilities Available in Library. The result of student

access to basic facilities in the school library is presented in the Table 22.

Table 22

Students’ Access to Facilities in School Library

Particulars Government Aided  Private Total
Librarian in charge 70.75 88.30 74.63 77.92
Availability of catalogue 62.67 46.08 45.52 52.74
Proper Seating facility 89.50 88.99 24.57 73.15
Time schedule for library use 61.57 30.51 34.77 43.44

Table 22 describes the result of student responses regarding school library
facilities, and reveals notable disparities across government, aided, and private
institutions. Government schools demonstrate comparatively better provision in key
areas such as the presence of a librarian (70.75%), availability of a catalogue

(62.67%), proper seating arrangements (89.50%), and scheduled time for library use
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(61.57%), indicating a relatively well-structured library environment. Aided schools
report the highest presence of librarians (88.30%) and adequate seating (88.99%),
yet lag significantly in catalogue availability (46.08%) and library usage scheduling
(30.51%). In contrast, private schools show moderate librarian presence (74.63%)
but perform poorly in seating (24.57%), catalogue availability (45.52%), and time
scheduling (34.77%), suggesting limited infrastructural support and organisational
structure. The overall values reflect that while some basic facilities are in place,
there is a critical need, particularly in private and aided schools, to enhance
catalogue systems, physical infrastructure, and structured access to library resources

to ensure equitable learning environments.

Analysis of Qualitative Data. Based on the qualitative data collected,
notable differences were observed among government, aided, and private schools in

terms of infrastructure, book availability, and library practices.

Government schools generally have basic library facilities with a
reasonable variety of books and a designated teacher in charge; however, many
suffer from inadequate seating arrangements and irregular student access, which
limits effective use. In aided schools, libraries are relatively better maintained with
a richer collection of books, and several schools have set up reading corners or
small spaces for library-related activities such as newspaper reading. Teachers in
these schools are often seen engaging with students in reading corners, helping to
cultivate a reading culture. Despite this, many aided schools do not share the
catalogue of available books with students, even though such records are

maintained.

Private schools, on the other hand, tend to have the least developed library

infrastructure. Though most private schools have libraries, they are often located
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adjacent to staff rooms, with limited space, few books, and minimal seating
arrangements. Reading corners are rare, and access to the library is often restricted.
Students from private schools reported receiving very limited opportunities to use

the library, and catalogues are provided only in a few cases.

Evaluation. The triangulation of quantitative and qualitative data highlights
that government schools show comparatively better performance in key indicators.
However, qualitative insights complicate this narrative. While government schools
generally maintain basic library facility and have a designated teacher in charge,
many are reported to suffer from poor seating infrastructure and irregular student
access. This suggests a disconnect between reported infrastructure and the
functional usability of these facilities, pointing to limitations in translating

availability into effective educational utility.

In the case of aided schools, the quantitative data suggests a highly
favourable profile in terms of librarian and seating arrangements, yet lower
performance in areas such as catalogue availability and scheduled usage time. The
qualitative findings support the view that aided schools tend to have better-
maintained libraries, often with richer collections and reading corners established to

foster a reading culture.

Unaided schools, on the other hand, consistently exhibit underdeveloped
library systems across both data sources. The qualitative data reinforces these
deficits, indicating that libraries in private schools are often small, under-resourced,
and situated in spaces not conducive to student engagement, such as adjacent to staff
rooms. There is a notable lack of reading corners or separate reading spaces, and
access is often restricted, with students reporting minimal opportunities to use

library facilities.
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Access to Different Curricular Activities

Student Access to diverse curricular activities is a fundamental component
of holistic education at the Upper Primary level, where students begin to shape their
interests, skills, and identities. The students' access to different forms of curricular

activities was studied, and the result is presented in Table 23.

Table 23

Access to Different Types of Curricular Activities

Particulars Government Aided Private Total
Group discussions 84.32 82.67 94.52 87.17
Role play 33.86 46.14 53.34 44 .45
Filed work 24.50 45.81 49.72 40.01
Field visit 62.11 46.94 49.47 52.84
Group project 68.02 68.02 62.55 59.19
Video presentation 73.97 78.48 49,93 67.46
Experiment and exhibition 73.48 58.77 53.34 61.86

Table 23 describes the result of student access to curricular activities in
Upper Primary schools across Kerala, based on student surveys. The data reveals
differentiated patterns of exposure based on different types of Upper Primary
schools. Group discussions emerged as the most widely used activity, with reported
participation exceeding 80% across all school types. Private school students
recorded the highest access (94.52%), and government and aided schools followed
closely, suggesting that this pedagogical strategy is broadly institutionalised across

educational sectors.

Student access to role-play activities was markedly lower, particularly in
government schools (33.86%), as compared to aided (46.14%) and private schools
(53.34%). This disparity underscores potential limitations in the incorporation of

performance-based and student-centred instructional approaches within government
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classrooms. The data also indicate significant inequity in student opportunities for
fieldwork, with only 24.5% of students in government schools reporting access, in

contrast to 45.81% and 49.72% in aided and private schools, respectively.

Government school students reported the highest access to field visits-
related learning activities (62.11%). Group project access was relatively uniform
across government and aided schools (68.02%), with slightly lower access in private
institutions (62.55%). This suggests a shared emphasis on cooperative academic
tasks among public-sector schools. The data reveal that access to video-based
instructional strategies was highest in aided schools (78.48%), followed by
government schools (73.97%), while private schools reported the lowest access
(49.93%). Government school students mark a higher access to experiments and
exhibitions (73.48%) than aided (58.77%) and private (53.34%) schools, indicating
a stronger institutional emphasis on practical, hands-on learning experiences within

the public education system.

Analysis of Qualitative Data. The analysis of the qualitative data reveals
distinct patterns in the access and implementation of curricular activities. Teachers in
government schools indicated that they incorporate a range of active learning
strategies, such as group discussions, fieldwork, and practical assignments, within
their instructional practices. However, they also reported significant challenges that
hinder the consistent and effective implementation of such approaches. Overcrowded
classrooms and time constraints, which limit individualised attention and experiential
engagement, and inadequacy of facilities and instructional materials are key

challenges reported by the teachers in the execution of diverse curricular activities.

In the case of aided schools, teachers reported a varied use of activity-based

methods, often influenced by individual interest and pedagogical autonomy. Some
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teachers expressed interest in activities like field-based and library-supported learning
experiences. While systemic limitations were less emphasised than in government
schools, the data suggest that the presence and quality of curricular activities are

inconsistent and heavily dependent on the initiative of individual educators.

Private schools presented a more proactive and structured engagement with
curricular activities. Teachers in these settings emphasised their commitment to
field-based learning, supported by self-initiated efforts to design and facilitate
diverse activities. Moreover, there was evidence of collaborative learning
environments where students contributed to the creation of materials and equipment
used in these activities. This suggests a more resource-rich and flexible instructional
setting, where both teachers and learners are actively involved in the teaching-
learning process. The emphasis on student agency and teacher innovation in private
schools points to a more enabling environment for implementing activity-based
education. The analysis of data reflects a hierarchy in access to and quality of
curricular activities, with private schools demonstrating the highest levels of

implementation, followed by aided schools and then government schools.

Evaluation. Drawing on student survey data and qualitative inputs, the
findings highlight significant patterns and disparities in the implementation of
activity-based pedagogies across government, aided, and private schools. Based on
the quantitative data; group discussion was the most accessible curricular activity
across all school types, with private schools showing the highest participation and
Government schools had the lowest participation in role-play and fieldwork while
private schools had better access to both. The qualitative findings complement the
survey data by providing context to these trends. Qualitative insights revealed that

although government schools employed various active learning strategies, they
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faced challenges such as overcrowding, limited time, and inadequate facilities,

affecting consistent activity delivery.

The analysis of both qualitative and quantitative data reveals a distinct
hierarchy in the implementation of curricular activities across school types. Private
schools demonstrated the most consistent and diverse use of activity-based
pedagogies. Aided schools occupied a middle ground, where teacher autonomy
largely influenced practice, leading to variability. Government schools, while
constrained by systemic challenges, showed notable strengths in certain domains

such as practical learning and group projects.

Summary of Analysis of the Theme 2

The analysis of theme 2 investigates student access to curricular facilities
and programmes across government, aided, and private Upper Primary schools in
Kerala, using a triangulated data approach combining student surveys and
qualitative field observations. The findings reveal notable disparities in resource

provision, utilisation, and pedagogical implementation across different school types.

Access to basic learning materials shows a clear institutional divide. While
textbooks are universally distributed in government schools, access to
supplementary materials such as notebooks and stationery is limited, particularly
among female students. Aided schools present moderate access with minor gender
disparities, where as private schools exhibit the highest and most equitable access,

with over 90% of students reporting adequate provision.

Private schools lead in systematic curricular implementation, offering
structured timetables and consistent teacher evaluations. Government schools follow

with moderate organisational strengths but are less effective in promoting student-
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centred pedagogy. Aided schools report the lowest implementation levels, often

hindered by shift-based schedules that disrupt curricular continuity.

Faculty availability, although broadly aligned with Kerala’s inclusive
education goals, reveals systemic challenges. Government schools face teacher
shortages, administrative gaps, and dependency on guest faculty. Aided schools,
while better staffed, struggle with infrastructure and workload. Private schools are

comparatively better organised but sometimes employ underqualified personnel.

Access to audio-visual (AV) aids is reported to be relatively high in
government and aided schools, yet regular usage by students remains limited,
suggesting gaps in pedagogical integration. Despite superior infrastructure
perceptions, private schools demonstrate lower AV resource utilisation, potentially

due to underinvestment or neglect.

ICT resources reveal a pronounced digital divide. Government schools
report better access to digital tools, albeit unevenly distributed and reliant on
teachers’ personal data. Aided and private schools lag, with private institutions
particularly weak in internet connectivity and smart classroom infrastructure,

undermining effective digital pedagogy.

Laboratory infrastructure is inconsistent. Aided schools show the highest
access to science and subject-specific labs, while government schools often
repurpose multipurpose rooms, affecting hands-on learning. Private schools lack
dedicated labs, especially in mathematics and social science. Language laboratories

are absent in all school types.

Library access exceeds 88% in government and aided schools but often lacks
effective utilisation. Government school libraries face limitations in space and
scheduling, while aided schools report better collections and teacher involvement.

Private school libraries are frequently under-resourced and marginalised.
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Curricular activities are most vibrant in private schools, especially for group
discussions. Government schools participate more in field visits and experiments
but lag in performance-based activities due to infrastructural constraints. Aided

schools show variable implementation, depending heavily on teacher motivation.

The analysis reveals a stratified curricular landscape in Kerala. Private
schools are better resourced and structured; aided schools perform moderately with
teacher-led variation, and government schools, despite strengths, remain hindered

by systemic and socio-economic barriers.
Theme III: Factors Related to Co-curricular Facilities and Activities

The integration of co-curricular facilities and activities within the school
environment plays a pivotal role in fostering holistic student development. Access to
such opportunities is essential not only for enhancing academic performance but
also for promoting emotional well-being, physical health, and essential life skills
such as leadership, teamwork, and civic responsibility. National and international
policy frameworks, including India's National Education Policy (NEP) 2020 and the
Right to Education (RTE) Act 2009, emphasise the significance of equitable access
to these resources to ensure inclusive and comprehensive education. At the state
level, the Kerala State Curriculum Framework (KSCF) 2007 and the revised draft of
the Kerala Curriculum Framework 2023 explicitly recommend the integration of co-
curricular activities within the curriculum structure. These frameworks stress the
importance of providing equitable access to arts, sports, and work education as a
means to promote experiential learning, cultural literacy, and democratic
participation. The General Education Protection Mission (Samagra Shiksha Kerala)
also includes provisions for strengthening infrastructure and training teachers to

facilitate meaningful co-curricular engagement across all school types. Therefore,
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examining the extent and nature of student access to co-curricular facilities becomes
critical in understanding broader patterns of educational equity and quality,

especially in a progressive educational context.

The study attempts to explore the co-curricular facilities and activities
accessible for Upper Primary school students across government, aided, and private
primary schools in Kerala. The result of the data collected through structured

questionnaire and information blank discussed under many subthemes as follows:

Co-curricular Facilities

Access to co-curricular facilities in schools is a critical dimension of holistic
education, contributing significantly to students' cognitive, emotional, social, and
physical development. Analysing students’ access to these facilities enables a
deeper understanding of how schools support well-rounded development and
equitable learning opportunities. This analysis becomes particularly relevant in the
context of policy goals such as those outlined in India’s National Education Policy
(NEP) 2020, which emphasises the integration of co-curricular and academic
domains to nurture competent and confident individuals. The detailed analysis of the

facilities accessed by Upper Primary students in Kerala are as follows.

Facilities for Physical Recreations. Analysis of the result related to sports
and related facilities are analysed and data regarding students access to equipments

for sports and games is presented in Table 24.

Table 24

Students’ Access to Sports Equipments

Particulars Government Aided Private Total

Satisfactory Sports equipment 93.50 76.20 94.01 87.90
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Data presented in Table 24 shows the result of the students’ access to
satisfactory basic sports equipment in different types of Upper Primary schools in
Kerala. The data reveals important trends across different school types. Government
and private schools report very high levels of student access, with 93.5% and
94.01% of students, respectively, indicating access to sports equipment. This
suggests that both sectors have been successful in either the provision or
maintenance of sports resources. In contrast, aided schools show a significantly
lower access rate at 76.2%, highlighting a potential gap in resource availability or
infrastructure management within this category. The overall average stands at a
commendable 87.9%, reflecting a generally positive scenario for primary school

sports infrastructure in Kerala.

Analysis of Qualitative Data. Based on the field observations recorded
through structured information blanks, a comparative analysis of sports and games
equipment across government, aided, and unaided schools reveals notable variations
in availability, maintenance, and gender inclusivity. Government schools generally
possess the necessary facilities and a diverse range of equipment available to both
boys and girls. However, the absence of a designated storage area for this equipment
may lead to issues related to organization, security, and longevity of use. Aided
schools appear to be significantly under-resourced in comparison, both in terms of

quantity and quality of equipment and infrastructure.

Evaluation. An integrated analysis of quantitative data and field
observations presents a clear picture of students access to sports infrastructure
across government, aided, and unaided (private) Upper Primary schools in Kerala.
Student survey data reveals high levels of student access to basic sports equipment
in both Government and unaided schools and Aided schools lag significantly

behind. This discrepancy suggests systemic disparities in resource allocation or
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management practices among school types. The qualitative data provides insights
into well-equipped and gender-inclusive facilities in government schools but lacks
proper storage, affecting organisation and equipment durability. In aided schools,
facilities are poor in both quality and quantity of sports infrastructure, with notable
gender disparities limiting girls' access. While quantitative data highlights high
access levels in government and unaided schools, field observations reveal deeper
qualitative differences. Government schools excel in equipment range but face
logistical challenges. Aided schools face both quantitative and qualitative
shortcomings and Unaided schools, despite fewer resources, display efficient

management and equitable usage.

Access to First Aid Facilities. Access to first aid facilities is an essential
component of co-curricular infrastructure in Upper Primary schools, as it ensures
immediate medical support and promotes a safe environment for students to actively
participate in physical, cultural, and other extracurricular activities (UNESCO,
2020).Result of student access to first aid facility in different types of Upper

Primary school is presented in Table 25.

Table 25

Students’ Access to First Aid Facilities

Particulars Government Aided Private Total

Student Access to First Aid Facility 38.36 52.69 85.36 58.80

The data presented in Table 25 reflects the proportion of Upper Primary
school students in Kerala with access to first aid facilities across Government,
Aided, and Private schools. The data indicate significant disparities in the
availability of these essential first aid facilities. In particular, only 38.36% of
students in government schools report having access to first aid facilities, which is

markedly lower than their counterparts in aided schools (52.69%) and significantly
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lower than in private schools (85.36%). When aggregated, the overall access rate
across all school types stands at 58.80%, suggesting that more than 40% of students

in Upper Primary schools lack access to immediate medical assistance.

Analysis of Qualitative Data. The qualitative data related to the availability
of first aid facilities in different types of primary schools across Kerala reveals
distinct patterns. Government schools show a wide disparity in the availability and
quality of first aid services. While a few schools maintain reasonably good facilities
under the supervision of physical education teachers or designated staff, the
majority lack adequate infrastructure and emergency medical provisions. Aided
schools generally offer basic first aid amenities, although these are often limited in
facility. Notably, some aided schools demonstrate better preparedness by
maintaining emergency arrangements through active collaboration with Parent-
Teacher Associations (PTAs), indicating community involvement in health-related
support. Private schools report comparatively better standards in first aid
preparedness. Many private institutions have dedicated medical facilities with a
well-stocked inventory of first aid supplies, and some even employ nursing
assistants to manage medical needs. Only a minority of private schools reported
subpar facilities, suggesting a relatively higher baseline of health infrastructure in

this sector.

Evaluation. The analysis of access to first aid facilities in Upper Primary
schools reveals significant disparities when examined through both quantitative and
qualitative lenses. When analysing the quantitative and qualitative data, a clear
pattern emerges that associates school management type with the level of health
service provision. Private schools consistently offer better access and higher quality
first aid facilities, likely due to better resource availability, institutional autonomy,

and financial flexibility. Aided schools show moderate performance, influenced by
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both institutional policy and external support mechanisms such as PTA engagement.
Government schools remain the most under-resourced, hindered by systemic

challenges, limited funding, and administrative difficulties.

Facilities for Art and Work Experience. Art and Work experience form an
essential component of the holistic education system in Upper Primary schools in
Kerala. By engaging students in activities like clay modelling, needlework, papercraft,
gardening, and simple repair work, etc., schools foster self-reliance and motivation for
labour. These activities are designed to bridge the gap between theoretical knowledge
and real-life applications, nurturing not only technical and aesthetic skills but also
values like cooperation, patience, and respect for traditional arts and crafts. To
effectively implement work experience and craft programs, the Department of Public
Education in Kerala recommends that schools be equipped with basic facilities such
as a separate craft room or workshop space and sufficient tools and materials relevant
to various crafts (Department of Public Education, Kerala, 2020).The students' access
to such facilities in the current working atmosphere of the different primary schools in
Kerala is highly important. The data related to students' access to these facilities were
collected, and the result is presented in Table 26.

Table 26

Students’ Access to Art and Work Experience Facilities

Particulars Government Aided Private Total

Art and Work Experience Facilities 31.69 8.32 2.55 14.19

Table 26 presents the data on students' access to art and work experience
facilities in different types of primary schools in Kerala and reveals significant
disparities. Government schools show the highest provision, with 31.69% of

students having access to such facilities. Aided schools lag behind significantly at
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8.32%, indicating limited emphasis or resource allocation for creative and
experiential learning in these institutions. Private schools fare the worst, with only
2.55% access, possibly because the primary focus in many private institutions
remains on academic performance, often at the expense of non-academic
development. The overall average across all school types stands at 14.19%,
highlighting that while there are efforts in place, access to art and work experience

facilities is still limited to the students across all types of schools.

Analysis of Qualitative Data. Based on the data collected by the
investigator, it is evident that the availability of facilities and infrastructure for art
and work experience across different types of schools is significantly limited and

inconsistent.

In government schools, while some small-scale provisions exist, only two
schools were found to have dedicated art and craft centres or rooms during the
investigation. The majority of institutions lack proper infrastructure, and students
reported that craft and work experience activities are largely confined to school-
level competitions rather than being part of regular instructional practice. This
suggests a lack of systematic integration of practical and creative education into the

mainstream curriculum.

In aided schools, the situation appears similarly constrained. There are no
schools with established art and craft centres, and faculty for these subjects are
available in only a few institutions. The limited availability of both physical
infrastructure and human resources reflects a broader issue of under-prioritisation of
vocational and skill-based education within this category of schools. The absence of
structured programs further impedes students’ opportunities to develop hands-on

skills essential for holistic education.
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Private schools show the most significant gaps in this area. The investigation
found no evidence of dedicated facilities or specialised faculty for craft and work
experience education in any of the private institutions surveyed. Moreover, there
were no observable efforts or initiatives aimed at incorporating such practices into
the school environment. The analysis indicates a pervasive lack of emphasis on art
and work experience education across all types of schools. The scarcity of facilities
and qualified faculty, along with the absence of regular and meaningful engagement
with these activities, underscores a critical gap in the current educational

framework.

Evaluation. Both the quantitative and qualitative findings illustrate a critical
gap in the educational framework regarding art and work experience education.
While government schools demonstrate somewhat better access numerically, the
lack of meaningful integration and adequate infrastructure limits the effectiveness of
such provisions. Aided and private schools face even greater challenges, with
limited resources and minimal emphasis on skill-based education. The analysis
points out that the students’ access to art and work experience facilities in Kerala’s
primary schools remains limited and uneven, with significant deficiencies in

infrastructure, human resources, and curricular emphasis.

Multi-purpose Hall. Recognising the significance of multi-purpose halls in
Upper Primary schools, various government education bodies have recommended
the inclusion of such facilities to support diverse learning and extracurricular
activities. Government policies like the Right to Education (RTE) Act, the National
Education Policy (NEP) 2020, and state infrastructure guidelines emphasise the
need for adequate school facilities. They recommend multi-purpose halls to support
co-curricular activities, physical education, cultural events, and community

engagement in schools. The inquiry into the students’ access to the multipurpose



154 Pluralistic Environment in Primary Schools

halls in different types of Upper Primary schools in Kerala reveals the current status

of students ‘access to these facilities. The research result is presented in Table 27.

Table 27
Students Access to Multi-purpose Hall

Particulars Government Aided Private Total

Access to Multipurpose Hall 80.00 85.84 49.72 71.85

Table 27 reveals the result of student responses regarding access to
multipurpose halls in different types of Upper Primary schools in Kerala. The
analysis reveals significant variation across different types of schools. Aided
schools report the highest access rate, with 85.84% of students accessing, followed
closely by government schools at 80.00%. This suggests that public sector
institutions, particularly aided schools, have made substantial investments in
infrastructure that supports co-curricular and extracurricular activities. In contrast,
only 49.72% of students in private schools report having access to a multipurpose
hall, highlighting a considerable gap. The overall access rate of 71.85% indicates

moderate infrastructural provision across the system.

Analysis of Qualitative Data. The qualitative data collected regarding multi-
purpose hall facilities in Upper Primary schools reveal notable differences across
government, aided, and private institutions. In government schools, a multi-purpose
space is available in most cases, typically taking the form of open auditoriums or
roofed courtyards. These spaces, though not specifically designed or equipped for
varied functions, are consistently present and serve multiple purposes, such as

school assemblies, cultural events, and extracurricular activities.

Aided schools tend to have comparatively limited facilities for formal multi-
purpose hall facilities. The data indicate that these schools commonly rely on open-

staged courtyards or un-walled classrooms to conduct activities that would



CAualyaca 155

otherwise require a dedicated space. Private schools exhibit a high degree of
variability in the provision and quality of multi-purpose hall facilities. While some
private institutions are equipped with well-designed halls that include seating
arrangements, sound systems, and projection equipment, others lack such spaces
entirely. This inconsistency reflects disparities in funding and management priorities

within the private sector.

The data suggest a significant disparity in access to and quality of multi-
purpose hall facilities among different types of school management. Government
schools ensure functional but basic facilities, aided schools struggle with minimal
and often inadequate provisions, and private schools show a broad spectrum of

availability and quality.

Evaluation. An analysis of both quantitative and qualitative data on students’
access to multi-purpose hall facilities in Upper Primary schools across Kerala reveals
clear disparities among government, aided, and private institutions. In the analysis of
both data sources, the disparities become even more evident. Aided schools illustrate
a clear mismatch: the high access reported quantitatively does not align with the poor
quality and limited functionality described qualitatively. This reveals a potential
overestimation of meaningful access. Government schools, by contrast, show
consistency between the two data sets; while the facilities are modest, they are
consistently present and serve their intended purposes well. In private schools, the low
average access rate masks a wide internal variation, highlighting significant inequity
in infrastructure even within the same school category. While 71.85% of students
appear to have access to multi-purpose halls, the qualitative data underscores that
access does not necessarily equate to adequacy. The disparities in quality, usability,

and consistency are most pronounced in aided and private schools.
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Teachers’ Support and Access to Special Faculties. Teachers’ support and
faculty availability are vital for ensuring student access to co-curricular activities in
Upper Primary schools. The Kerala Education Rules (1959) emphasise teacher
involvement in extra-curricular programmes such as Scouts, arts, and science clubs,
highlighting their integral role beyond academics (Kerala Education Rules, 1959).
Observation of effective support promotes students’ involvement in different co-
curricular activities, making faculty support crucial for the successful delivery of
these activities. The current status of teacher support and special faculty availability

is studied, and the result is presented in the following.

The result of student response regarding the teacher support for different co-

curricular activities is presented in Table 28.

Table 28

Faculty Support in Co-curricular Activities

Particulars Government Aided Private Total

Teacher support for different co-curricular activities 73.45 7739 60.73 70.52

Data in Table 28 reveals that the status of teacher support in co-curricular
activities across different types of Upper Primary schools. Students from Aided
schools report the highest level of support, with 77.39% of students indicating that
teachers actively engage in co-curricular domains. This suggests that aided schools
may have a stronger institutional emphasis on holistic development, possibly
supported by policies or practices that encourage teacher participation beyond core
academics. Government schools show a moderate level of support, with 73.45% of
students affirming teacher involvement in co-curricular activities. In contrast,
private schools report the lowest level of teacher support at 60.73%, significantly

below the overall average. This disparity may be attributed to a stronger focus on
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academic performance in private institutions, potentially limiting the time and

resources available for co-curricular engagement.

Analysis of Qualitative Data. Based on the data collected through the
information blank, teachers from government, aided, and private schools reported
maximum support and engagement with students in co-curricular activities. The
responses indicate that teachers across all three types of institutions are actively
involved in encouraging and guiding students in co-curricular activities. The
consistency in reporting high levels of support suggests that co-curricular

involvement is a common practice among teachers, irrespective of the school type.

Evaluation. The analysis of quantitative student perceptions and qualitative
teacher self-reports reveals both alignment and mismatches. According to student-
reported data, aided schools have the highest level of perceived teacher support.
Government schools show a moderate level and unaided schools report the lowest
support. These figures suggest varying degrees of institutional emphasis on co-
curricular activities, with private schools possibly prioritising academic
performance over holistic development. Qualitative data collected from teachers in
all three school types consistently report high levels of teacher support in co-
curricular activities. Teachers express a strong professional commitment to guiding
and supporting students beyond academics, suggesting that from their perspective,
co-curricular engagement is a shared priority regardless of school type. The
triangulated analysis reveals that while teachers across all school types report
valuing and supporting co-curricular activities, student perceptions vary,

highlighting inconsistencies, particularly in government and private schools.

Availability of Special Faculties. Based on students’ response, the students

access to faculties for different co-curricular activities is presented in Table 29.



158 Pluralistic Environment in Primary Schools

Table 29

Students’ Access to Special Faculties

Particulars Government Aided Private Total
Physical education teacher 55.45 76.35 66.81 66.21
Music teacher 5.87 6.86 1.02 4.59
Art and craft 44.38 46.60 1.02 42.40

Data presented in Table 29 shows the result of students’ responses regarding
the availability of special teachers for co-curricular activities in different types of
primary schools in Kerala. The result reveals significant disparities across
government, aided, and private schools. Physical education is the most well-
supported area, with an overall availability of 66.21%. Aided schools lead in this
category with 76.35%, followed by private schools at 66.81%, while government
schools trail behind at 55.45%. This suggests that while physical education is
generally prioritised, government institutions may face challenges in providing

dedicated physical education staff.

Availability of faculty for music education shows the lowest availability,
with only 4.59% of students overall reporting the presence of music teachers. All
three types of schools reflect this trend, but private schools report the least (1.02%),
followed closely by government (5.87%) and aided schools (6.86%). This indicates
that music is severely under-represented in the school system, likely due to low

prioritisation or a shortage of trained educators in this field.

Art and craft education shows a mixed pattern. Government and aided
schools report moderate availability (44.38% and 46.60%, respectively), suggesting
some level of institutional support. However, private schools again report a
surprisingly low figure of just 1.02%. The analysis highlights a need for improved

access to qualified special teachers, particularly in music and art education. It also



CAualysca 159

reveals that private schools, despite their reputation for broader extracurricular
offerings, may not be adequately staffed in these areas, while government schools

lag in physical education resources.

Analysis of Qualitative Data. The qualitative data collected through
investigator-filled information blanks during field inquiry reveals varying patterns
in the availability of faculty for co-curricular activities in Upper Primary schools
across Kerala. In government schools, faculty presence is only partially adequate
and appears to be less than what students perceive. Students tend to consider general
teachers and teacher trainees, who actively participate in co-curricular activities, as
specialised faculty, indicating a possible overlap in roles rather than distinct
specialisation. Aided schools show relatively better faculty availability for physical
education and art and craft; however, the presence of music teachers is notably

limited in most schools surveyed.

In unaided schools, physical education teachers are generally available and
often cater not only to Upper Primary but also to lower and higher grade levels.
Conversely, faculty for music and art are infrequent and mostly engaged as guest
instructors during special events such as annual day functions, as reported by
students. The qualitative insights derived from field enquiries highlight that while
physical education faculty are more commonly accessible across school types,
specialised faculty for music and art remain scarce, especially in government and
private institutions. This disparity points to a need for strengthening co-curricular
faculty availability to ensure a more comprehensive educational experience for

Upper Primary students in Kerala.

Evaluation. The analysis of data on the availability of special teachers for
co-curricular activities in Upper Primary schools in Kerala reveals notable

disparities across government, aided, and private schools. Quantitative data
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indicates physical education emerges as the most supported area followed by private
schools. Qualitative insights confirm this trend, showing that physical education
teachers are generally present, especially in private schools where they often serve
multiple grade levels. However, in government schools, the presence of specialised
staff is only partially adequate, with students sometimes perceiving general teachers
or trainees as specialists, indicating role overlaps and possible shortages of

dedicated faculty.

Music education, on the other hand, is severely under-represented and Art
and craft education shows a mixed pattern: government and aided schools report
moderate availability, where as private schools report a surprisingly low figure.
Field observations reveal that private schools largely depend on guest instructors for
art, contrasting with the more consistent staffing seen in government and aided

schools.

Together, these findings illustrate that while physical education is relatively
well-supported, especially in aided and private schools, government schools face
challenges in this area. Meanwhile, music and art education suffer from inadequate
staffing across all school types, with private schools particularly lacking in these

domains despite their broader extracurricular reputation.

Co-curricular Activities

Co-curricular activities play a crucial role in the development of students,
especially at the Upper Primary level where children begin to form stronger social
identities and cognitive skills. Research highlights that participation in such
activities enhances students' academic performance, self-esteem, and social

competencies (Eccles & Barber, 1999). Student access to different co-curricular
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activities in school is very essential to encourage their participation and engagement
in such activities. The result of data regarding student access to such activities is

studied, and the result is presented in Table 30.

Table 30

Students’ Access to Different Co-curricular Activities

Particulars Government Aided Private Total
Annual Sports meet 97.59 95.92 88.70 94.07
Arts fest 98.97 96.81 94.77 96.85
Study tour 95.56 91.64 97.20 94.80
Onam celebration 95.20 95.85 58.27 83.11
Independence Day celebration 93.17 97.24 83.13 91.18
Republic day celebration 90.88 94.92 82.92 89.57
Vishu celebration 14.85 30.30 4.59 16.58
Christmas celebration 84.90 93.17 23.84 67.30
Eid celebration 41.68 70.82 40.33 50.94
Annual day 94.83 81.31 90.05 88.73
Others 52.35 16.98 76.71 48.68

The data presented in Table 30 provides a comparative analysis of student
access to different co-curricular activities. In students' access to the Annual Sports
Meet, government schools reported the highest student access at 97.59%, followed
by aided (95.92%) and private (88.70%) schools, indicating strong support for
physical education in public institutions. Similarly, for the Arts Fest, access
remained high across all categories, with government schools again leading at
98.97%, aided at 96.81%, and private at 94.77%, suggesting uniform importance

given to cultural activities.

Study tours showed a slightly different trend, with private schools providing
the highest access at 97.20%, possibly due to greater resource availability, while

government and aided schools followed at 95.56% and 91.64%, respectively.
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The Onam celebration, a major regional festival, witnessed high access in
government (95.20%) and aided (95.85%) schools, but only 58.27% in private
schools, indicating a notable disparity in cultural inclusion. In the case of
Independence Day and Republic Day celebrations, aided schools reported the
highest access (97.24% and 94.92%, respectively), while private schools reported
lower access (83.13% and 82.92%), suggesting stronger emphasis on national

observances in publicly funded schools.

A significant gap is observed in the Vishu celebration, with very low
access across all school types — Government (14.85%), Aided (30.30%), and
Private (4.59%) — indicating limited institutional engagement with this regional
festival. Christmas celebrations reveal stark contrasts: aided schools reported
93.17% access, government 84.90%, and private schools just 23.84%, potentially
pointing to differences in religious diversity or inclusivity. Eid celebrations also
show disparities, with aided schools at 70.82%, while both government and
private schools were below 42%, reflecting varying degrees of religious

accommodation.

Annual Day celebrations were widely accessible, with government schools
reporting 94.83%, private schools 90.05%, and aided schools lower at 81.31%,
possibly due to resource constraints. Lastly, under 'Other' activities, private schools
showed significantly higher access (76.71%) compared to government (52.35%) and
especially aided schools (16.98%), suggesting greater flexibility or innovation in

private school programming.

The data highlights that while government and aided schools offer broad and
inclusive access to state and cultural programmes, private schools excel in select

areas but lag behind in many celebrations.
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Analysis of Qualitative Data. The qualitative data collected through
information blanks filled by investigators from various Upper Primary schools in
Kerala provides valuable insights into the implementation of co-curricular activities
across different school management types. Government schools predominantly
celebrate common and widely recognised events, with a notable emphasis on
community participation and support, particularly in programmes related to sports,
arts, and other extracurricular domains. This reflects an inclusive approach aimed at
fostering community engagement. Aided schools exhibit a more comprehensive and
structured involvement, with most activities being celebrated and special efforts made
to organise diverse celebrations, including day-specific commemorations and related
events. The qualitative responses indicate that aided schools place greater importance
on variety and frequency in their co-curricular offerings. Private schools tend to
celebrate common activities but also focus on promoting specific culture-based
programmes, suggesting a selective approach tailored to cultural identity and targeted

student interests.

Evaluation. The quantitative data on student access to co-curricular
activities across government, aided, and private Upper Primary schools in Kerala
reveals distinct patterns of participation and emphasis among the different school
management types. Government schools demonstrate the highest access rates in
major events such as the Annual Sports Meet and Arts Fest, reflecting a strong
institutional commitment to physical education and cultural engagement with a
broad-based, inclusive approach. Aided schools show consistently high access
across most activities, especially in national celebrations like Independence Day and
Republic Day, highlighting their structured and comprehensive implementation of
diverse co-curricular programmes. Private schools, while excelling in resource-
intensive activities such as study tours and certain 'Other' activities, exhibit lower

access in culturally significant regional festivals such as Onam and Vishu, as well as
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in religious celebrations like Christmas and Eid, suggesting a more selective and

culturally targeted focus.

Qualitative insights from investigator reports complement these findings by
revealing the underlying organisational approaches in these schools. Government
schools prioritise community participation and inclusivity, emphasising widely
recognised events to foster collective engagement. Aided schools adopt a more
systematic and varied approach, ensuring frequent and diverse celebrations, which
aligns with their higher access rates across multiple activities. Private schools, on the
other hand, appear to strategically emphasise culture-specific programmes that
resonate with their student demographics, thereby adopting a more selective co-

curricular profile.

The quantitative and qualitative data suggest that while government and
aided schools emphasise access to a broad variety of co-curricular activities, private
schools focus more narrowly on culturally specific initiatives and resource-driven

programmes
Clubs and Related Activities

Clubs and related activities in Upper Primary schools play a vital role in
complementing academic learning by providing students with essential
opportunities for holistic development. These activities are needed to nurture
creativity, teamwork, leadership skills, social skills and emotional well-being,
helping students build a well-rounded foundation for future growth both inside and
outside the classroom. Student access to these facilities is seriously studied and the

result is presented in Table 31.



CAualyaca 165

Table 31

Students’ Access to Different Clubs and Related Activities

Particulars Government Aided Private Total
Language Club 79.14 86.30 40.67 68.70
Science Club 80.56 91.79 47.26 73.21
Maths Club 68.17 78.66 42.08 62.97
Natural Club 54.62 61.05 6.42 40.70
Social science Club 77.98 40.65 18.15 45.59
Sports club 57.71 83.36 63.54 68.20
SPC, Junior Red Cross (JRC), etc. 61.97 7.19 4.46 24.54
Literary club 67.62 50.49 11.61 43.24

The data in Table 31 presents students’ access to various clubs and related
activities across government, aided, and private Upper Primary schools in Kerala.
The result indicates t that, overall, aided schools show the highest levels of students’
access to most clubs, with percentages consistently higher than government and
private schools. For example, the Science Club access is highest in aided schools
(91.79%), followed by government (80.56%) and private schools (47.26%).
Similarly, the Language Club and Maths Club follow this pattern, where aided
schools have notably higher access rates (86.30% and 78.66%, respectively)
compared to government and private schools. Government schools generally have
moderate access levels, while private schools report the lowest access across nearly
all clubs. The Natural Club and Social Science Club display the most significant
disparities, with private schools reporting extremely low access (6.42% and 18.15%,
respectively). Students’ access to the physical education club shows relatively high
access across all categories, with private schools outperforming government schools
(63.54% vs. 57.71%), although aided schools remain the highest at 83.36%. Clubs
such as SPC and Junior Red Cross show very limited access overall, especially in

aided (7.19%) and private schools (4.46%), while government schools report higher
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access (61.97%). The Literary Club access is moderate but similarly skewed,

favouring government and aided schools over private ones.

Analysis of Qualitative Data. The data collected through information blanks
from various Upper Primary schools reveal notable differences in the availability
and functioning of clubs across government, aided, and private institutions. In
government schools, the majority reported the presence of multiple curricular clubs
with regular activities being conducted under the supervision of teachers. These
schools actively promote student service programmes, and teacher involvement in
monitoring club activities is consistently observed, indicating a structured and

supportive environment for co-curricular development.

Aided schools also demonstrated a well-organised approach to club
activities. Events and celebrations are conducted through different clubs in a
systematic manner, with teachers providing close monitoring. Notably, community
participation in club activities is evident in these schools, reflecting a broader
engagement beyond the school context. However, the presence of social service
programs, such as the Junior Red Cross and SPC, is reported to be rare, suggesting a
potential area for further development. The situation in private schools appears less
favourable. Although some clubs have been formed, many are reported as inactive,
with no regular programmes being implemented. A lack of commitment from
certain teachers in charge of these clubs has also been noted, as evidenced by their
uncooperative responses during data collection. This indicates a general lack of
institutional support and accountability in fostering co-curricular engagement within

private Upper Primary schools.

Evaluation. An integrated analysis of quantitative and qualitative data
reveals significant disparities in students’ access to and participation in club

activities across government, aided, and private Upper Primary schools in Kerala.
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Quantitative findings indicate that aided schools demonstrate the highest level of
access to various student clubs. Triangulating these findings with qualitative data
collected through structured information blanks further contextualises these
patterns. Government schools consistently report the existence of multiple co-
curricular clubs with regular, structured activities under the active supervision of
teachers. These institutions also demonstrate a strong commitment to student service
programmes and teacher-led monitoring, indicating a supportive and organised
approach to co-curricular education. Aided schools similarly exhibit structured club
functioning, often involving systematic planning of events and celebrations.
Importantly, these schools also benefit from community involvement, which
enhances the visibility and impact of club activities. However, a notable gap
remains in the implementation of social service-orientated programmes such as the
Junior Red Cross and SPC in aided schools, highlighting an area for potential policy
attention. In contrast, private schools reveal substantial deficiencies in the
functioning and oversight of student clubs. While some clubs are formally
established, many are reportedly inactive, lacking regular programming or
meaningful engagement. Teacher involvement in these institutions is often minimal,
with data collection suggesting instances of negative attitudes and institutional
apathy. This points to systemic issues in promoting co-curricular activities in private

schools, including a lack of accountability and institutional support.

The analysis indicates significant differences in the availability,
implementation, and quality of club activities across school management types.
While government and aided schools provide relatively structured and inclusive
environments for co-curricular engagement, private schools exhibit limited access
and functionality, requiring strong measures to strengthen institutional commitment

and teacher participation in club-based learning.
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Summary of Analysis of the Theme I11

The analysis of co-curricular facilities and activities in Upper Primary
schools across Kerala reveals significant disparities in access and quality among
government, aided, and private institutions. The study, guided by both quantitative
and qualitative data, aimed to assess how well different school types support
students’ holistic development through physical, creative, cultural, and social

opportunities.

Government and private schools show relatively high access to basic sports
equipment, with 93.5% and 94.01% of students, respectively, reporting availability.
Aided schools lag behind at 76.2%, reflecting infrastructural and resource
constraints. Similarly, playground access is strong in private (95.54%) and
government (90.22%) schools, while only 70.33% of students in aided schools
report sufficient facilities. Field observations indicate that while government schools
tend to be inclusive, logistical issues like shared spaces and limited scheduling
affect usage. Private schools, though resourceful, show variation in quality, while

aided schools face both infrastructural and gender-based access challenges.

Access to essential health infrastructure, such as first aid facilities, also varies
significantly. Private schools demonstrate superior provision (85.36%), where as
government schools report critically low access (38.36%). Aided schools offer limited
support (52.69%), often supplemented by community or PTA involvement. In terms
of creative and vocational learning, access to art and work experience facilities is
overall poor (14.19%), with government schools slightly ahead (31.69%). Aided and
private schools show minimal engagement in this domain, indicating a general under-

prioritisation of non-academic learning experiences.

Access to Multipurpose hall is highest in aided schools (85.84%), followed

by government schools (80.00%). However, qualitative data reveal that these figures
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may overstate functional adequacy, especially in aided schools where spaces are
often improvised or poorly equipped. Private schools show the lowest access

(49.72%), with marked disparities in infrastructure quality.

Teacher support for co-curricular engagement is moderately high in
government (73.45%) and aided (77.39%) schools but significantly lower in private
schools (60.73%). Although teachers across all sectors report strong involvement,
student perceptions suggest gaps in visibility and effectiveness, particularly in private
settings. Furthermore, the availability of specialised faculty (physical education, music,
arts) remains inconsistent. Physical education teachers are more common, especially in
aided schools, but music and art instructors are scarce across all types, especially in

private schools, where such roles are often filled temporarily or during events.

Participation in co-curricular activities such as sports meets, arts festivals,
national day celebrations, and study tours is generally high across school types.
Government and aided schools demonstrate strong engagement in public and
cultural events, while private schools excel in resource-intensive activities like study
tours but lag in regional and religious celebrations. This reflects a selective

institutional focus that may marginalise broader cultural inclusion.

Finally, student access to clubs such as science, language, mathematics, and
social service organisations reveals a similar pattern. Aided schools offer the most
comprehensive access, followed by government schools. Private schools exhibit the
lowest access and engagement, with many clubs inactive and poorly supported. This

suggests a systemic issue in co-curricular implementation within private institutions.

The analysis highlights critical inequities in co-curricular provision across
different types of school in Kerala. While government and aided schools show
stronger institutional commitment to holistic development, both face challenges in

infrastructure, staffing, and consistency. Private schools, despite better funding in
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some areas, show gaps in inclusivity, faculty provision, and programme diversity.
These findings underscore the need for policy interventions aimed at strengthening
infrastructure, enhancing faculty availability, and ensuring equitable co-curricular

access for all students.

Conclusion of the Analysis of Students’ Access in Primary Schools (Objective 1)

The analysis of students’ access, which aimed to examine Upper Primary
students' access to facilities, programmes, and practices across government, aided,
and private primary schools in Kerala, revealed significant inter-school differences.
With respect to infrastructure and school facilities, government schools showed
strength in overall classroom structure and access to playgrounds, offering well-
built and spacious learning environments. Private schools performed best in
transportation access, with nearly universal provision, while aided schools led in
toilet facility access- achieving near-universal availability, especially for girls. In
contrast, emergency restroom access was lowest in government and aided schools,

where as private schools provided the highest access.

In terms of curricular facilities and programmes, government schools ensured
universal textbook availability, while private schools performed best in access to
learning materials such as notebooks, pens, and supplementary resources. Private
schools also maintained the most systematic curricular implementation, marked by
routine adherence to timetables, structured assessments, and classroom engagement.
Aided schools excelled in science and social science lab access, while government
schools led in access to ICT tools like projectors and smart boards, although usage
remained inconsistent. Regarding library facilities, government schools reported the

highest access (90.34%), compared to aided and especially private schools.

Access to co-curricular facilities and programmes varied notably.

Government schools provided better access to audio-visual aids, though integration
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into classroom instruction was uneven. Private schools, on the other hand,
demonstrated higher student participation in co-curricular clubs and structured
activities. Aided schools showed limited access and engagement in co-curricular

domains, despite maintaining some related infrastructure.

The findings illustrate that each school type holds specific strengths.
Government schools excel in physical infrastructure and ICT availability but face
maintenance and health-service gaps. Aided schools are strong in sanitation and lab
access but are constrained by infrastructure limitations and shift-based operations.
Private schools perform well in transport, curricular delivery, and co-curricular
engagement but require improvements in sanitation, gender-sensitive facilities, and
ICT integration. These results underscore the need for targeted policy actions and
equitable investments to bridge infrastructural, curricular, and programmatic gaps,

ensuring inclusive and quality education for all students in Kerala’s primary schools.
Analysis of Students’ Participation in Primary Schools (Objective 2)
The second objective of the study was:

e To explore the extent of students’ participation in terms of students’
satisfaction in the use of school facilities, engagement in curricular activities,
and participation in co-curricular programmes in different types of primary

schools in Kerala.

Exploring the extent of students’ participation in school through their use of
available facilities, engagement in curricular activities, and involvement in co-
curricular programmes is vital to understanding the true quality of primary education.
In a state like Kerala, renowned for its educational achievements, such a study holds
significant value. It sheds light on how different types of schools, government, aided,

and private, nurture the all-round development of young learners. Meaningful
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participation in school activities not only enriches academic learning but also cultivates

creativity, confidence, teamwork, and a sense of belonging among students. These

form the second objective of the study, which was to explore the extent of student

participation in programmes and practices of primary schools in Kerala.

The data for Objective II are derived from the following research questions.

1.

To what extent do students in primary schools utilize available school
facilities, such as libraries, computer labs, playgrounds, and other

learning resources?
How actively are students involved in classroom activities and learning

practices across different types of primary schools?

What is the nature and level of student participation in co-curricular

activities, including arts, sports, cultural programmes, and school clubs?
Are there notable differences in student participation in school facilities,
curricular, and co-curricular activities among government, aided, and

unaided primary schools in Kerala?

Data Sources of Students’ Participation (Objective 2)

The result for the second objective is derived from two Primary Data

Sources of students’ survey and semi-structured interviews. Details are as follows:

1. Student Survey. Responses from 847 upper Primary school Students

were collected about their utilisation of school facilities, involvement in
curricular programmes and learning activities, and participation in co-

curricular activities.

Semi-structured Interviews. Conducted interviews with 18 teachers to

obtain teachers’ perspectives on student use of school resources,
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participation in curricular activities and participation in co-curricular

activities.

The data collected for the second objective is presented under three main

themes and related sub-themes, as follows:
Theme 1. Utilisation of School Facilities and Infrastructure

Student Utilisation of school facilities and infrastructure is explored in terms
of student satisfaction with the facilities accessible in different types of primary
schools in Kerala. The analysis of this theme is presented under many subthemes,

such as:

e (Classroom facilities
e Common school facilities
e Curricular facilities.

e Co-curricular facilities
Theme II. Involvement in Curricular Activities
Theme II included the following subthemes:

e Regularity and Interest

e Use of Learning Resources

o Engagement in Different Curricular Activities

e Students’ Engagement with Curricular Resources
e Teachers' Support and Peer Collaboration

Theme III. Participation in Co-curricular Programmes
Theme III is presented under the following subthemes:

¢ Student Interest

o Participation in Sports and Games
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e Participation in Arts and Cultural programmes
o Participation in School Celebrations
o Participation in Club Activities

Theme 1. Utilisation of School Facilities and Infrastructure

The effective use of school facilities by students is critical and affects their
academic success and overall development. Beyond serving as the backdrop for
instruction, school environments, including curricular and co-curricular facilities,
provide students with vital spaces for studying, collaboration, exploration, and physical
activity. The extent to which students utilize these resources has a direct influence on
their learning experiences and educational outcomes. Studies show that when students
actively engage with well-designed school environments, their performance and well-
being improve significantly. Kumar and Tripathi (2024) observed that ‘Educational
infrastructure, including classrooms, toilets, libraries, science and computer labs, and
sports facilities, not only affects the academic environment but also influences

attendance, engagement, health, and holistic development.’

Studies support the idea that student engagement with school facilities
correlates with higher academic performance and improved well-being. A study
conducted by the University of Salford in the UK revealed that well-utilized,
flexible, and well-lit learning environments can enhance student academic
performance by up to 25% over the course of an academic year (Barrett et al.,
2013). Similarly, findings from the Texas Association of School Boards (TASB)
indicate that students who learn in classrooms with ample facilities tend to develop
rapidly in both academics and social skills. These insights emphasize that beyond
the physical quality and availability of educational infrastructure, the frequency and
opportunity of student use of school facilities play a pivotal role in promoting

academic success and student development and well-being.
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Student Utilization of school facilities and infrastructure is explored in terms of
student satisfaction in the use of different facilities accessible in different types of

primary schools in Kerala. The analysis of this theme is present under many subthemes
Classroom Facilities

The effectiveness of classroom facilities is not just dependent on their
quality and availability but also on how actively students use them. Active
student use of classroom facilities is essential for meaningful learning and skill
development. NEP 2020 emphasizes the creation of engaging, learner-centric
classrooms that promote experiential learning, creativity, and collaboration. The
value of classroom infrastructure lies not just in its presence, but in how actively
and purposefully students use it to improve learning outcomes. To study the
current state of student satisfaction in the effective use of classroom facilities, a
survey was conducted among upper primary students, and the result is presented

in Table 32.

Table 32

Students’ Satisfaction with the Basic Classroom Facilities

Particulars Government Aided Private Total
Seating facility 98.39 96.99 98.15 97.87
Black board 93.99 93.64 92.69 93.39
Light and ventilation 50.07 37.31 25.60 37.66
Book shelf facilities 95.86 19.86 50.26 61.96
Other facilities 65.74 22.62 8.85 35.30

Table 32 reveals the result of student satisfaction in engagement with key
classroom facilities in government-aided and private upper primary schools in
Kerala. The findings reveal that seating facilities received consistently high

satisfaction across all school types - government (98.39%), aided (96.99%), and
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private (98.15%) - indicating that basic physical infrastructure is largely adequate
and supports student comfort and participation. Blackboard usage also reflected
strong satisfaction levels — Government (93.99%), Aided (93.64%), and Private
(92.69%) — suggesting uniform use of this core teaching tool across institutions. In
contrast, student satisfaction in lighting and ventilation emerged as a concern,
particularly in private (25.60%) and aided (37.31%) schools, with government
schools performing moderately better (50.07%). These findings highlight
deficiencies in the physical learning environment, which may adversely affect

student attention and well-being.

Satisfaction with bookshelf facilities varied significantly, where
government schools reported a high 95.86%, compared to 50.26% in private and
only 19.86% in aided schools. This suggests that government schools are better
equipped in providing access to supplementary learning materials for students
among the three categories. Other classroom facilities, including display boards,
learning corners, and storage, received lower satisfaction ratings overall, with
government schools again leading at 65.74%, followed by aided (22.62%) and

private (8.85%) schools.

The analysis underscores that government schools report higher levels of
student satisfaction in most categories of classroom facilities, particularly in areas
that enhance the overall learning environment. While private and aided schools
show comparable performance in core infrastructure, they lag significantly in

environmental and auxiliary supports.
Common School Facilities

Transportation Facilities. Students’ use of reliable transportation facilities

plays a critical role in ensuring regular and equitable attendance of students in upper
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primary schools. The satisfaction of upper primary school students in the available

transportation facilities is studied, and the result is presented in Table 33.

Table 33

Students’ Satisfaction in Transportation Facilities

Particulars Government Aided Private Total

Satisfaction with the Transportation facility 58.08 46.67 92.38  65.71238

The data on students' satisfaction with transportation facilities across
different school types reveals notable disparities. Private schools report the highest
satisfaction level at 92.38%, suggesting the availability of well-organised and
reliable transportation services. In contrast, government schools show a moderate
satisfaction rate of 58.08%, while aided schools lag behind at 46.67%, indicating
potential issues such as limited transport availability, poor vehicle condition, or
irregular services. The overall satisfaction rate stands at 65.71%, highlighting a
moderate level of effectiveness in transportation facilities across the board. These
findings suggest that students in private schools are more likely to benefit from
consistent and convenient transportation options, whereas those in government and
aided schools may face barriers that could impact regular attendance and

punctuality.

Students’ Satisfaction with the Toilet Facilities. Toilet facilities are a
basic part of school infrastructure, and their cleanliness and usability directly affect
students’ comfort and attendance. For upper primary students, the regular use of
toilets depends not just on their presence but also on their accessibility,
maintenance, and hygiene standards. The results of student satisfaction with the
usability of toilet facilities available in government-aided and private upper primary

schools in Kerala are presented in table 34.
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Table 34

Students’ Satisfaction with the Usability of Toilet Facilities

Government Aided Private
Particulars Total
Boys Girls Total Boys Girls Total Boys Gils Total

Satisfaction with the

. - 62.59 34.32 48.45 24.14 14.79 19.47 33.65 28.32 30.99 32.70
Toilet Facility

The table 34 presents the data regarding students’ satisfaction with the
available toilet facilities across government, aided, and private upper primary
schools in Kerala. Government schools report a moderate satisfaction rate, with
62.59% of boys and 34.32% of girls expressing satisfaction, resulting in an
overall average of 48.45%. This suggests that while boys in government schools
have relatively better access to acceptable toilet facilities, a significant gender
disparity exists, highlighting a potential area of concern regarding girls’
sanitation needs. In aided schools, satisfaction levels are notably lower, with only
24.14% of boys and 14.79% of girls reporting satisfaction. The combined total of
19.47% points to critically poor sanitation infrastructure in aided institutions,
posing a potential risk to student hygiene, health, and attendance-particularly for
female students. Private schools perform somewhat better than aided institutions
but still fall short of acceptable standards. Here, 33.65% of boys and 28.32% of
girls report satisfaction, leading to a total of 30.99%. While gender disparity is
slightly narrower in private schools, the overall satisfaction rate indicates room

for significant improvement.

The overall satisfaction rate with toilet facilities across all school types is
relatively low, with a total average of 32.70%, indicating a general inadequacy in
meeting students’ basic sanitation needs. A closer examination reveals considerable

variation across school types and between genders.
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Students' Use of Drinking Water Facilities. Clean and safe drinking water
in schools is basic and directly contributes to students’ comfort and overall school
experience. Table 35 presents the results of students’ satisfaction with the drinking
water facilities available in government, aided, and private upper primary schools in

Kerala.

Table 35

Students’ Satisfaction with the Drinking Water Facilities

Particulars Government Aided Private Total

Drinking Water Facility 77.07 61.45 88.44 73.55

Table 35 presents the result of the level of student satisfaction associated
with the use of drinking water facilities in government, aided, and private upper
primary schools across Kerala. The data is based on students’ responses regarding
their actual use of school-provided drinking water and reflects the perceived
adequacy, cleanliness, and reliability of these facilities. 73.55% of students across
all school types reported using the drinking water facilities available in their
schools, which indicates a moderate level of satisfaction. Among the different
management types, private schools recorded the highest satisfaction-linked use, with

88.44% of students using the facility.

This suggests that drinking water systems in private institutions are well-
maintained, easily accessible, and meet student expectations for quality and
hygiene. In government schools, 77.07% of students reported using the drinking
water facility, reflecting a satisfactory level of usage. Aided schools lag behind,
with only 61.45% student usage, which may be indicative of dissatisfaction related
to water quality, insufficient supply, or poor upkeep. These results highlight
disparities in infrastructure use, emphasising the need for interventions in aided

schools to upgrade water facilities and encourage student usage.
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Use of Restroom Facilities. Restroom facilities are an essential part of
creating a safe and healthy school environment for students. The usability,
cleanliness, and maintenance of restrooms play a key role in ensuring students’
comfort and regular attendance. Table 36 presents the results of students’
satisfaction with the use of restroom facilities in government, aided, and private

upper primary schools in Kerala.

Table 36

Students’ Satisfaction with the Use of Restroom Facilities

Government Aided Private

Particulars
Boys Girls  Total Boys Girls  Total Boys Gils Total

Restroom 3.40 355 3.48 7.59 1.78 4.68 4.81 46.02 2541

The analysis of data in Table 36 regarding the students’ use of restroom
facilities in upper primary schools across Kerala reveals significant disparities in
satisfaction levels among government, aided, and private institutions. Government
schools recorded the lowest overall satisfaction (3.48%), with minimal differences
between boys (3.40%) and girls (3.55%), indicating widespread inadequacy and
limited usability of restroom facilities. Aided schools showed slightly higher overall
satisfaction at 4.68%, with a noticeable gender gap. In contrast, private schools
reported a substantially higher combined satisfaction level of 25.41%, driven largely
by a high response from girls (46.02%), while boys reported a significantly lower
satisfaction (4.81%). The data points to a pressing need for targeted infrastructural

improvements and gender-sensitive approaches in all three types of schools.

Playground. Playground facilities are essential not only for promoting
physical development but also for fostering social interaction and well-being among
students. In the context of upper primary schools, student satisfaction with

playgrounds is a critical indicator of functional use of the facilities. The result of the
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current status of students' regular use of the playground is analysed based on student

satisfaction, and the result is presented in Table 37.

Table 37

Students' Regular Use of the Playground

Particulars Government Aided Private Total

School Playground 96.36 72.15 92.38 86.96

The data in table 37 reveal that a substantial majority of students in
government (96.36%) and private (92.38%) schools expressed high levels of
satisfaction with playground facilities. This suggests that these facilities are not only
present but are actively utilised and valued by students for daily recreation and
physical activity. The high satisfaction rates reflect regular student engagement with
the available infrastructure, indicating that the playgrounds meet usability
expectations. In aided schools, the satisfaction level drops to 72.15%, suggesting that
their usability is limited due to limited space, poor maintenance, or inadequate
supervision. The overall satisfaction level across all schools is 86.96%, affirming that

playgrounds are a widely used and appreciated component of the school environment.

Student Satisfaction in the Use of Curricular Facilities and Support

Curricular facilities and academic support systems are essential for
improving students’ learning experiences and academic performance in schools. The
availability and effective use of learning resources, audio-visual aids, laboratories,
libraries, and supportive teaching practices directly influence students’ satisfaction
and engagement in classroom activities. Table 38 presents the results of student
satisfaction with the use of curricular facilities and support services in government,

aided, and private upper primary schools in Kerala.
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Table 38

Students’ Satisfaction with the Use of Curricular Facilities and Support Services

Particulars Government Aided Private Total
Overall Learning Facilities 75.66 46.97 71.07 63.52
Audiovisual Aids 89.19 81.57 41.07 74.14
ICT Facilities 65.74 22.62 8.85 35.30
Lab Facilities 76.33 59.59 59.05 65.41
Library Facilities 60.81 30.70 21.45 39.79
Faculties and Support 74.56 52.15 73.84 66.85
Parental Support 57.23 72.73 95.28 75.08

The analysis of data regarding the use of curricular facilities in upper
primary schools presented in table 38 reveals significant disparities in students’
satisfaction levels across government, aided, and private institutions. The data
reflects the extent to which essential learning resources and support systems meet
the expectations and needs of students in different school types. Government
schools reported the highest level of satisfaction with overall learning facilities
(75.66%), closely followed by private schools (71.07%), while aided schools
registered substantially lower satisfaction (46.97%). This indicates that students in
government and private institutions generally report the infrastructural and

instructional environment to be more supportive of their learning.

In terms of specific resources, audio-visual aids were most positively rated
in government (89.19%) and aided schools (81.57%). On the other hand, private
schools had a much lower satisfaction rate of 41.07% for these tools, which may
point to issues with how available, well-kept, or effectively used audio-visual

resources are in private institutions.

ICT facilities present a critical area of disparity. Government schools again

led with 65.74% satisfaction, while aided (22.62%) and private (8.85%) schools
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showed significantly lower levels. This data highlights a concerning lack of digital
infrastructure and usage in non-governmental schools, potentially impacting

students’ exposure to technology-enhanced learning.

Laboratory facilities received generally favourable feedback across all
categories, with government schools at 76.33%, followed by aided (59.59%) and
private (59.05%) schools. Similarly, satisfaction with library facilities was highest
in government schools (60.81%), while aided and private schools showed relatively
limited student satisfaction at 30.70% and 21.45%, respectively. These findings
indicate that foundational academic resources remain unevenly distributed,

particularly disadvantaging students in private and aided schools.

Faculty and academic support were perceived as adequate in both
government (74.56%) and private (73.84%) schools, but were rated significantly
lower in aided schools (52.15%). This may reflect differences in teacher availability

or student-teacher interaction across institutional types.

Parental support emerged as a key strength in private schools, with a very
high satisfaction rate of 95.28%, compared to aided (72.73%) and government
(57.23%) schools. This suggests that private schools may benefit from stronger
parental engagement, which can positively influence the learning climate and

reinforce student motivation.

The data reflects a complex pattern in student satisfaction with curricular
facilities. While government schools appear to provide stronger infrastructural and
academic support, private institutions show strengths in home-based support
through parental involvement. Aided schools consistently lag behind across most

indicators.
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Co-curricular Facilities and Support

Co-curricular facilities and support systems play an important role in
promoting students’ physical, social, and creative development alongside academic
learning. The availability of playgrounds, sports equipment, arts spaces, and active
teacher support encourages students to participate in a variety of activities beyond
the classroom. Table 39 presents the results of student satisfaction with co-curricular
facilities and support services in government, aided, and private upper primary

schools in Kerala.

Table 39

Students’ Satisfaction with Co-curricular Facilities and Support Services

Particulars Government Aided Private Total
Sports and Physical Activities 92.29 49.92 93.38 76.62
Arts and Cultural Facilities 34.15 29.72 10.39 26.68
Clubs and activities 77.81 43.13 63.45 61.16
Faculty Support 66.66 53.48 38.85 53.00

Table 39 provides insight into students’ satisfaction with co-curricular
facilities across government, aided, and private upper primary schools. Sports and
physical activities show the highest levels of satisfaction in government (92.29%)
and private schools (93.38%), indicating regular and active student participation.
Aided schools, with a much lower satisfaction rate (49.92%), suggest that either the
facilities are less frequently available, underutilised, or inadequately maintained,

resulting in reduced student engagement and satisfaction.

Arts and cultural facilities reflect the lowest overall satisfaction (26.68%).
This implies limited opportunities for regular student involvement in artistic or

cultural programmes, particularly in private schools with 10.39%.
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Clubs and activities receive relatively higher satisfaction scores in
government (77.81%) and private schools (63.45%) compared to aided schools
(43.13%). This trend is aligned with the likelihood that students in government and
private institutions are provided with more structured, accessible platforms for

participation in club-based activities.

Support systems for co-curricular engagement also show varied satisfaction—
highest in government schools (66.66%), followed by aided (53.48%), and lowest in
private schools (38.85%). The satisfaction here is analysed as a reflection of how
students perceive the encouragement and facilitation of their participation in co-

curricular activities.

The analysis indicates that student satisfaction with co-curricular facilities is
strongly tied to the extent of their actual use. Where schools provide ample,
inclusive, and consistent opportunities for participation, satisfaction is notably
higher. Conversely, limited or irregular use correlates with diminished student

satisfaction.

Analysis of Qualitative Data. To complement the quantitative data gathered
from students, qualitative data were obtained through a series of semi-structured
interviews conducted with 18 selected teachers from government, aided, and
unaided upper primary schools in Kerala. The primary objective of these interviews
was to elicit teachers’ perspectives regarding the adequacy and utilisation of school
facilities, the nature of student engagement in curricular activities, and the extent of
participation in co-curricular programmes. The qualitative data obtained through
these interviews were thematically analysed, and the findings are organised and

presented under the following three core themes.
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Utilisation of School Facilities

The analysis of teacher interviews revealed considerable variation in the

adequacy, usability, and maintenance of school facilities across different school

types.

Basic School Facilities. In government schools, teachers reported that most
basic infrastructural facilities such as classrooms, playgrounds, and information
technology (IT) laboratories were available. However, their maintenance posed
significant challenges due to financial constraints and a lack of support staff. One
teacher noted, “Most facilities are here; classrooms are sufficient, but maintenance
is difficult due to funds and unavailability of labour”. A recurrent issue was the
inadequacy of toilet facilities, with several toilets often remaining closed because of

cleaning and maintenance problems.

In aided schools, infrastructural provisions were described as markedly
limited. Teachers characterised facilities as outdated and insufficient, with poorly
maintained toilets, ageing school buildings, and inadequately stocked libraries. As
one respondent remarked, “Old buildings, poor toilets, limited library -we try to
provide maximum with what we have”. Despite these limitations, teachers made

active efforts to make the best use of available resources.

In private schools, infrastructural provisions were comparatively better.
However, limitations persisted in areas such as laboratory equipment and
information and communication technology (ICT) infrastructure. One teacher
commented, “Satisfactory facilities are provided, but lab resources and ICT remain
limited”. Teachers expressed a need for further investment, especially in sanitation

and technology-enhanced facilities.
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Use of Curricular Facilities. Across all school types, IT laboratories and
libraries were functional, but teachers reported limited student utilisation,
particularly with library resources. Students were noted to have weak reading habits,
prompting schools to organise special reading initiatives like “Ente Pusthakam, Ente
Kurippu, Ente Ezhuthupetti” to encourage library use. Teachers in government and
aided schools cited challenges in regularly updating curricular resources, while
private schools, despite having better overall infrastructure, also struggled to fully

utilise available ICT and laboratory facilities for academic enrichment.

Use of Co-curricular Facilities. In the areca of co-curricular facilities,
teachers in all school types acknowledged varied levels of provision and usage.
Government schools offered playgrounds and open spaces but faced maintenance
issues. Aided schools had limited space and fewer organised programmes, often due
to financial and staffing constraints. Private schools had comparatively better co-
curricular infrastructure but lacked sufficient investment in arts, cultural spaces, and
ICT-supported activity areas. Teachers across schools emphasised the importance of
enhancing co-curricular provisions to improve student participation and holistic

development.

Teachers from all school types identified several challenges affecting the
effective use of facilities. These included financial limitations, inadequate cleaning
and maintenance staff, overcrowding, seasonal water shortages, and limited support
from school management or local communities - particularly in government and

aided schools.
Data Triangulation

Triangulated analysis of data collected from both students and teachers

regarding the utilisation of infrastructural, curricular, and co-curricular facilities in
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upper primary schools across Kerala gives a clear picture of effective use of
facilities for student purposes. By integrating quantitative student responses with
qualitative teacher insights, the study aimed to identify consistencies as well as

perceptual mismatches in the availability and use of school resources.

The findings revealed notable areas of convergence in school facilities. Both
students and teachers consistently acknowledged that government schools provide
comparatively better infrastructure in terms of classroom seating, playgrounds,
laboratory facilities, and audio-visual aids than aided and private schools. Students
expressed high satisfaction with these facilities, particularly seating arrangements
and playgrounds, which were confirmed by teachers who noted that, despite
maintenance challenges, these basic infrastructural provisions were generally
adequate and regularly used by students. Facilities related to sanitation presented
further converging evidence of inadequacy, as students expressed dissatisfaction and
teachers confirmed operational and maintenance issues, especially in aided and

government schools.

In terms of use of curricular facilities, students reported high satisfaction
with audio-visual aids, laboratory facilities, and overall learning resources in
government schools, followed by private schools. Aided schools consistently lagged
behind across all parameters. Teachers corroborated the general adequacy of
infrastructure in government schools, though they frequently emphasised problems
related to facility maintenance, financial constraints, and staffing shortages.
However, a key mismatch was evident in the use of ICT and audio-visual facilities.
While students reported satisfaction with their presence and occasional use, teachers
across all schools highlighted that these facilities were limited and not adequate for

regular academic purposes.
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On closer examination, these differences can be attributed to the fact that
many teachers, especially in government schools, reported using ICT resources
obtained from outside sources. In such cases teachers use personal devices and
equipment borrowed from local resource centres, to supplement classroom
instruction. Consequently, students’ positive experiences and satisfaction levels
likely reflect these enriched instructional encounters rather than the actual status of
school-owned facilities. As Creswell and Plano Clark (2011) recommend, when
interpreting perceptual mismatches in mixed-method studies, it is essential to
distinguish between 'institutional availability' and 'classroom experience' as
perceived by students (p. 218). Patton (2002) further argues that perception data
should be contextualised within operational realities to avoid overestimating
system-level adequacy based on individual effort (p. 246). This distinction is
critical, as it implies that positive student feedback on ICT use does not necessarily
equate to institutional adequacy, but somehow, teachers are trying to provide such

experiences to students by their own personal efforts.

Library facilities presented a similar imbalance. Student responses,
particularly in government schools, indicated moderate satisfaction with the use of
library resources. Yet, teachers widely reported poor reading habits among students
and minimal active use of library services. As Creswell and Plano Clark (2011)
emphasise, when self-report measures contradict observational or qualitative data, it
is methodologically sound to prioritise observational findings and programme
records for functional assessment while treating quantitative perception data as
reflective of facility climate rather than actual use (p. 215). This points to a
perception gap where students associate satisfaction with facility availability rather

than regular and meaningful use.
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Regarding the use of co-curricular facilities, both students and teachers
acknowledged high engagement with playgrounds and sports facilities in
government and private schools, while aided schools fell behind due to limited
space and poor maintenance. Another partial mismatch emerged in private schools.
Students reported high satisfaction with sports facilities, but teachers noted that
while infrastructure for sports existed, the systematic use of clubs, arts, and cultural
spaces remained limited due to an academically oriented institutional culture. Based
on Patton’s (2002) recommendation, in cases where social desirability bias may
affect student reports, qualitative observations from teachers and activity records
should be given interpretative precedence in determining actual engagement (p.
248). So, while students appreciate the availability of playgrounds and opportunities
for informal recreation, teachers recognised a lack of structured, organised

programmes in co-curricular areas.

The triangulated analysis reveals that while government schools maintain a
relative advantage in the provision and use of curricular and co-curricular facilities,
aided schools struggle with infrastructural deficits and limited use of facilities, and
private schools, despite good physical infrastructure, underutilise key facilities like
ICT labs, libraries, and co-curricular spaces. The mismatches between student and
teacher perceptions, particularly concerning the use of ICT, library services, and co-
curricular facilities in private schools, suggest that students often equate satisfaction
with the presence or occasional exposure to a facility, whereas teachers assess based
on regular, purposeful, and integrated use. This triangulated evaluation thus
highlights not only infrastructural disparities but also the significant difference
between facility availability and its functional, impactful use in enriching student

learning experiences.
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Theme II. Engagement in Curricular Activities

Student engagement in curricular activities is a critical construct in
educational research, widely acknowledged for its direct influence on academic
performance, retention, and holistic development. It encompasses three interrelated
dimensions: behavioural, emotional, and cognitive engagement (Fredricks et al.,
2004). Among upper primary school students, regular attendance serves as a key
indicator of behavioural engagement, while interest in learning activities reflects
emotional investment in the schooling process (Appleton, Christenson, & Furlong,
2008). Beyond these, cognitive engagement is fostered through meaningful
interaction with instructional resources such as learning materials, laboratories, and
library facilities, which provide avenues for inquiry, exploration, and knowledge

construction (Guthrie & Wigfield, 2000; Singh, 2015).

In the context of Kerala’s upper primary education system, comprising
government, aided, and private management types, it becomes essential to explore
how these dimensions of engagement are manifested and supported across
institutional settings. This analysis focuses on students’ reported levels of
attendance and interest in learning while situating these indicators within the
broader framework of participation in curricular activities. Understanding these
patterns offers critical insight into the strengths and disparities in student

engagement and informs efforts toward equity and quality in school education.

Regularity and Interest

Regular attendance and interest in learning activities are critical for
evaluating student engagement and the curricular activities in different types of

schools. The result of student response is presented in Table 40.
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Table 40

Students Attendance and Interest in Curricular Activities

Particulars Government Aided Private Total
Regular attendance in school 88.39 86.60 91.42 88.67
Interest in learning activities 85.95 67.13 51.65 70.72

The data in Table 40 reflect student responses regarding their regular
attendance and interest in learning activities within government-aided and private
upper primary schools. These indicators are critical for evaluating student

engagement and the effectiveness of curricular delivery in different types of schools.

Student Regularity. The overall level of regular attendance among students
stands at 88.67%, indicating a generally high rate of participation across all
institutional types. Private schools exhibit the highest attendance rate at 91.42%,
followed by government schools at 88.39% and aided schools at 86.60%. This
pattern suggests that attendance is consistently maintained. And the minimal
variation across school types highlights a uniformity in participation, which is

essential for sustained learning outcomes.

Student Interest. In contrast to attendance, students’ reported interest in
learning activities presents a more varied and concerning trend. While government
school students reported a high interest level of 85.95%, aided and private school
students reported significantly lower levels, at 67.13% and 51.65%, respectively.
The aggregate level of interest across all schools is 70.72%, suggesting a moderate
but uneven pattern of engagement. The notably lower interest in private schools,
despite their high attendance rates, may indicate a disconnect between instructional
practices and student motivation or satisfaction. This points to potential issues such
as excessive academic pressure, lack of interactive teaching methodologies, or

limited student agency in learning processes.
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Use of Learning Materials

The regular use of learning materials is a fundamental indicator of student
engagement within the school environment. This analysis seeks to examine the
consistency with which students bring essential educational materials like textbooks,
notebooks, and other learning aids to school and how this practice reflects their
participation in curricular programmes across different types of school management.

The data collected in this regard is presented in Table 41.

Table 41

Students’ use of Basic Learning Materials

Particulars Government Aided Private Total
Text book 99.41 96.16 95.79 97.28
Notebook 47.96 47.68 96.27 63.97
Others 67.91 32.14 20.89 42.03

Table 41 indicates a consistently high percentage of students bringing
textbooks to school across all management types, with government schools
reporting the highest compliance (99.41%), followed by aided (96.16%) and private
(95.79%) schools. This suggests that textbooks remain the primary instructional
material through which curriculum content is delivered, ensuring a foundational
level of engagement with prescribed academic programmes. In contrast, the regular
use of notebooks exhibits significant variation. Private school students reported
notably higher rates (96.27%) of bringing notebooks, in comparison to students in
government (47.96%) and aided schools (47.68%). This discrepancy implies a
differential in instructional practices and student engagement strategies, with private
schools potentially placing greater emphasis on continuous note-taking, practice
exercises, and written assignments — all of which are integral components of active

academic engagement. The category of 'Other Materials', which includes
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workbooks, drawing books, activity kits, and supplementary aids, showed the
highest regular use in government schools (67.91%), while aided (32.14%) and
private (20.89%) schools lagged behind.

The high prevalence of textbook usage signifies a baseline engagement with
curriculum content delivery, while differences in notebook and supplementary
material use suggest varied opportunities for active engagement in curricular

programmes.
Engagement in Different Curricular Activities

Student engagement in curricular activities plays a pivotal role in shaping
the educational experiences and academic outcomes of learners. It refers to the
active participation of learners in academic tasks and instructional processes:
classroom discussions, project work, experiments, reading assignments,
assessments, and other classroom-based academic exercises within the formal
educational curriculum. The degree to which students involve themselves in these
activities directly impacts their academic performance, cognitive development, and
overall educational experience. The present study seeks to examine the extent of
students’ participation in various curricular activities across different types of

schools in Kerala and the key findings are presented in Table 42.

Table 42

Students’ Participation in Various Curricular Activities

Particulars Government Aided Private Total
Discussion 80.69 80.58 93.81 85.03
Role play 45.11 25.97 46.26 38.72
Field work 50.94 27.06 21.52 34.59
Field visit 36.97 41.71 24.93 35.77
Debate 69.62 41.15 59.70 56.67

Experiment and exhibition 70.06 50.32 49.53 57.50
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The data presented in Table 42 reveal significant variations in student
engagement in various curricular activities across different categories of upper
primary schools in Kerala. Based on the data, it is observed that discussion-based
activities register the highest participation rates among students in all school types,
with private schools leading at 93.81%, followed closely by government and aided
schools at 80.69% and 80.58%, respectively. This indicates that discussions are a
universally preferred pedagogical strategy across upper primary schools. In contrast,
participation in role-play activities is moderate, with government schools (45.11%)
and private schools (46.26%) reporting higher involvement than aided schools

(25.97%).

A noticeable disparity is evident in the case of fieldwork, where government
schools report the highest student engagement at 50.94%, while aided and private
schools lag behind with 27.06% and 21.52%, respectively. This suggests that
experiential, outdoor learning opportunities are more frequently provided and
encouraged in government schools. Similarly, for field visits, aided schools record a
slightly higher participation rate (41.71%) than government schools (36.97%),
whereas private schools report the lowest (24.93%), indicating inconsistencies in

organising exposure visits across institutions.

Debates also witness substantial engagement in government schools
(69.62%) and private schools (59.70%), while aided schools once again record a
lower percentage (41.15%). Notably, experiments and exhibitions record high
participation in government schools (70.06%), moderate levels in aided (50.32%)
and private schools (49.53%), emphasising the stronger emphasis on practical

activities in the government sector.

The data suggest that government schools consistently demonstrate higher

participation rates in most curricular activities, reflecting a broader integration of
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interactive and participatory learning strategies. Private schools show strong
engagement in discussions but limited involvement in field-based and experiential
activities, while aided schools tend to report lower participation across nearly all
activities. These findings highlight the need for planned implementation of diverse
curricular activities, particularly in private and aided schools, to ensure equitable

and holistic educational experiences for students at the upper primary level.
Students’ Engagement with Curricular Resources

Use of School Library Facilities. The regular use of school library facilities
is a significant indicator of students' academic engagement and active participation
in curricular activities. In the present study, data was collected to assess the extent
of regular library use among students in different types of upper primary schools.

The result is presented in Table 43.

Table 43

Regular Use of School Library

Particulars Government Aided Private Total

Regular use of the school library 66.73 21.19 17.87 36.84

Table 43 reveals marked differences across the three types of schools.
Among government school students, 66.73% reported the regular use of library
resources. In contrast, only 21.19% of students in aided schools and 17.87% in
private schools engaged in regular library use. When considering the total across all

schools, the percentage of students regularly using the library was 36.84%.

This trend indicates that government schools are comparatively more
successful in integrating library facilities into students' learning practices, thereby
supporting broader participation in curricular activities. The notably lower

percentages in aided and private schools suggest possible limitations in library
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engagement. The observed disparities highlight the need for concerted efforts to
improve library engagement practices, especially in aided and private institutions, to

develop the overall quality of curricular participation and learning experiences.

Engagement in Laboratory-based Activities. Student engagement in
laboratory-based activities constitutes a critical dimension of effective curricular
practice at the upper primary level. According to the National Education Policy
(2020), this stage of education should prioritise experiential, activity-based, and
inquiry-driven learning experiences to foster deeper understanding and skill
acquisition (Government of India, 2020). The present analysis seeks to examine the
extent of student engagement in laboratory-based curricular activities across

different types of upper primary schools and the result is presented in Table 44.

Table 44

Students’ Engagement in Different Laboratory-based Activities

Particulars Government Aided Private Total
Science Lab 59.99 61.71 17.31 46.34
Language Lab 16.45 15.28 3.10 11.61
IT Lab 94.59 89.11 78.48 87.39
Social Science lab 19.36 31.29 1.85 17.50

The data in table 44 data regarding students’ regular engagement in various
laboratory facilities as part of their curricular activities highlights significant

variations across different types of upper primary schools.

Science laboratories are accessed by 59.99% of students in government
schools and 61.71% in aided schools, while only 17.31% of private school students
report regular participation, resulting in a total engagement of 46.34%. This pattern
suggests that government and aided schools provide comparatively better

opportunities for practical science-based learning. In the case of language
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laboratories, the overall utilisation is relatively low, with 16.45% participation in
government schools, 15.28% in aided schools, and a marginal 3.10% in private
schools, averaging just 11.61%. On the other hand, IT laboratories show
consistently high engagement across all school types, with 94.59% in government,
89.11% in aided, and 78.48% in private schools, leading to an overall participation
rate of 87.39%. This reflects a growing emphasis on digital literacy within the
curricular framework. Social science laboratory participation remains limited, with
19.36% of students in government schools, 31.29% in aided schools, and only
1.85% in private schools regularly using these facilities, accounting for a total of

17.50%.

These findings indicate that while digital infrastructure is increasingly
integrated into school education, there remains a notable gap in the utilisation of

subject-specific laboratories, particularly in private institutions.

Teachers' Support and Peer Collaboration

Active participation in curricular activities is strongly influenced by the
support provided by teachers and the collaboration among peers. Teachers act as
facilitators and motivators, creating a learning environment where students feel
encouraged to actively engage in various activities (Slavin, 1995). At the same time,
peer collaboration fosters interpersonal skills, shared learning, and mutual support,
which are crucial for meaningful participation (Vygotsky, 1978). Socio-cultural
learning theory emphasises that learning is not an isolated activity but a social
process, shaped by the support and collaboration with teachers and classmates.
Therefore, examining the role of teacher support and peer collaboration is essential
to understand how these factors contribute to students’ active involvement and the

overall success of curricular programmes in schools. In this context, the present
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study aims to assess the extent of teachers’ support and peer collaboration in upper

primary schools, and the results are presented in Table 45.

Table 45

Teachers' Support and Peer Collaboration in Curricular Activities

Particulars Government Aided Private Total
Teachers’ attendance in the classroom 74.56 52.15 73.26 66.65
Teacher support for students work 87.97 91.55 97.58 92.36
Teacher consideration in classroom 84.36 69.74 93.11 82.41
Peer support 93.85 84.28 91.42 89.85
Sharing learning materials with peers 98.73 93.79 94.79 95.99

The data presented in the Table 45 highlights significant patterns in the
extent of teachers’ support and peer collaboration in upper primary schools across
different management types. Regarding teachers’ attendance in the classroom,
government and private schools show relatively similar and higher attendance rates
(74.56% and 73.26%, respectively), while aided schools lag considerably behind at
52.15%. This indicates a concerning inconsistency in teacher presence within aided

institutions, potentially affecting instructional continuity.

In terms of teacher support for students' work, private schools lead with
97.58%, followed by aided schools at 91.55% and government schools at 87.97%.
This trend suggests that students in private schools receive more consistent
academic assistance and encouragement from teachers, which could positively
influence learning outcomes. Similarly, for teacher consideration in the classroom,
which involves teachers’ sensitivity to students’ needs, feedback, and classroom
interactions, private schools again report the highest at 93.11%, with government

schools at 84.36% and aided schools at a lower 69.74%.

Examining peer collaboration, the findings reveal an encouraging overall

trend. Peer learning support is widely practised, with government schools at
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93.85%, private at 91.42%, and aided at 84.28%, averaging 89.85%. This indicates a
generally strong culture of peer-assisted learning in upper primary schools.
Furthermore, the practice of sharing learning materials with peers is exceptionally
high across all categories, with government schools at 98.73%, aided schools at
93.79%, and private schools at 94.79%, resulting in a total average of 95.99%. This
high level of material sharing reflects a cooperative and inclusive classroom

environment supportive of collective learning.

The analysis suggests that while peer collaboration practices are high across
all school types, disparities exist in areas of teacher attendance, support and
consideration — particularly within aided schools. These findings emphasise the
need for interventions to strengthen teacher engagement in aided schools, alongside

the promotion of collaborative learning practices.

Teachers’ Perception of Student Engagement in Curricular Activities

The analysis of qualitative data from teacher interviews regarding student
participation in curricular activities revealed distinct patterns across government,

aided, and private schools. The findings are presented under four subthemes:

Student Regularity. Teachers across all school types reported that student
attendance was generally consistent. In government schools, while most students
were regular, their engagement in classroom learning activities was often minimal
and largely driven by compulsion rather than intrinsic motivation. One teacher
commented, “Most students are regular, but their involvement in learning activities
is often out of compulsion”. In aided schools, attendance was similarly steady,
though students’ active interest in curricular participation remained comparatively
low. In private schools, teachers observed both regular attendance and better

classroom involvement, particularly when teaching incorporated activity-based
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methods. A teacher remarked, “Students are regular and active in classroom

sessions, though some are hesitant”.

Active Participation in Curricular Activities. Variations were evident
in the degree of active participation in learning tasks. In government
schools, teachers noted that routine participation was limited, but students
showed greater enthusiasm when exposed to activity-based learning experiences
such as experiments, projects, and audio-visual lessons. In aided schools,
participation in interactive activities like discussions, debates, and role-plays was
minimal. Teachers attributed this to personal or family issues affecting students’
focus and motivation, as well as to the limited availability of learning materials.
By contrast, private schools demonstrated comparatively higher student
involvement, especially in interactive and participatory classroom sessions,
facilitated by improved resource availability and supportive school management

practices.

Availability and Use of Learning Materials. The provision and use of
learning materials emerged as a key factor influencing participation. In
government schools, while essential resources such as textbooks and notebooks
were available, supplementary materials for activity-based learning were
inconsistent, limiting opportunities for experiential engagement. Aided schools
faced greater constraints, with teachers highlighting the irregular availability of
notebooks and additional learning aids, which adversely affected student
preparedness and participation. Private schools, on the other hand, maintained
satisfactory access to learning materials, supported by active parental involvement
and proactive school management initiatives, contributing to improved student

engagement.
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Peer Collaboration and Influence. Across all school types, peer
collaboration was generally positive. Teachers reported that students often shared
learning materials and supported each other with academic tasks, fostering a
cooperative classroom environment. However, occasional instances of negative peer
influence were also noted. Some teachers recounted incidents where students
deliberately concealed their completed assignments to help friends avoid teacher
scrutiny. While such occurrences were limited, they highlighted the complex peer

dynamics that could both support and hinder academic engagement.

The analysis of qualitative data reveals consistent student attendance across
all school types, but varying levels of active participation. In government and aided
schools, involvement was often driven by compulsion or affected by personal and
resource-related constraints, whereas private schools recorded comparatively higher
engagement, especially in activity-based lessons. The availability of learning
materials emerged as a significant factor influencing participation, with private
schools better equipped than their government and aided counterparts. Peer
collaboration was generally positive, though minor instances of negative influence

highlighted the complex social dynamics within classrooms.

Data Triangulation and Interpretation

Student engagement in curricular activities is studied through student
questionnaires administered among upper primary school students and qualitative
insights derived from semi-structured interviews with 18 upper primary school
teachers across government, aided, and private schools in Kerala. Both these data
were triangulated to corroborate, compare, and contextualise patterns of student
engagement in curricular activities from both student-reported experiences and

teacher observations. The interpretation and triangulated result are as follows:
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Student Regularity. Quantitative data indicated consistently high student
attendance across all school types, with an overall attendance rate of 88.67%,
highest in private schools (91.42%), followed by government (88.39%) and aided
schools (86.60%). Teacher interviews substantiated this pattern, confirming
generally regular attendance across institutions. Qualitative findings highlighted
that mere physical presence in classrooms did not always translate to active
learning. This was more evident in government schools, where students’
participation often seemed driven by teacher-made pressure rather than genuine

enthusiasm.”

Student Interest. Quantitative data showed the highest self-reported
interest in learning activities among government school students (85.95%),
compared to aided (67.13%) and private schools (51.65%). This finding contrasted
with qualitative data, which suggested that private school students exhibited
greater engagement during interactive, activity-based sessions, though some
hesitation persisted. In aided schools, teachers reported low student interest,
attributing it to personal and familial challenges, as well as inadequate access to

learning resources.

These disparities align with Fredricks et al.’s (2004) multidimensional model
of engagement, which observes self-reported data often reflects emotional
engagement (how students feel about learning), whereas teacher observations
primarily capture behavioural engagement (how students act in learning situations).
This theoretical distinction accounts for the mismatch observed here, where students
may report high interest due to optimism bias or social desirability (Appleton et al.,
2008), even if such interest does not consistently translate into active classroom
participation. Based on this observation, the qualitative insights that emerged from

teachers’ interviews were prioritised over student-reported self-interest.
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Engagement in Curricular Activities

Quantitative results showed that discussion-based activities recorded the
highest participation rates across all schools, particularly in private institutions
(93.81%). This was corroborated by qualitative data, where teachers acknowledged
that students responded positively to participatory methods such as classroom
discussions and audio-visual lessons. However, participation in activities such as
role-plays, fieldwork, and debates varied notably by school type. Quantitative data
indicated relatively higher engagement in government schools for fieldwork
(50.94%), debates (69.62%), and experiments (70.06%). Qualitative findings
affirmed this, with teachers reporting that government schools offered more
frequent opportunities for experiential and practical learning. Aided schools
consistently underperformed in both data sources, with teachers citing limited

facilities and external constraints as contributing factors.
Use of Learning Materials and Facilities

Quantitative data revealed near-universal textbook usage across schools,
though notable discrepancies existed in the use of notebooks and supplementary
learning materials. Students in Private schools reported the highest notebook usage
(96.27%), consistent with qualitative accounts of structured, note-based
instructional practices. Government schools demonstrated higher use of
supplementary materials (67.91%), supported by teacher reports of integrating

activity kits and workbooks to promote active learning.

Library use was reported to be highest in government schools (66.73%), a
finding attributed by teachers to the regular scheduling of library periods within the
academic timetable. Both data sources confirmed consistently high IT lab usage
across all school types, while the utilisation of science and social science

laboratories remained limited, particularly in private schools.
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Teacher Support and Peer Collaboration

Both quantitative and qualitative findings highlight the pivotal role of
teacher support and peer collaboration in ensuring student engagement in curricular
activities. Quantitative data reflected high rates of peer learning support and
material sharing across all schools. This was substantiated by qualitative accounts
highlighting students’ cooperative behaviours, though occasional incidents of
negative peer influence, such as concealing completed assignments to protect

friends, were also reported.

Disparities in teacher presence and involvement emerged prominently in the
triangulated data. Quantitative findings from student questionnaires revealed that in
aided schools, only 52.15% of students reported regular teacher attendance and
support in the classroom. In contrast, qualitative data from teacher interviews
presented a markedly different perspective, with teachers in aided schools asserting

consistent attendance and maximum classroom support.

This analysis highlights a perceptual gap between students and teachers in
aided schools regarding classroom support and presence. Student-reported data, which
directly captures learner experience, indicates limited teacher presence, while teacher-
reported data suggests consistent attendance and maximum classroom support. As
Creswell and Clark (2018) advise, when investigating variables rooted in individual
experiences, such as classroom engagement and teacher support, the perceptions of
the direct recipients- in this case, students - carry primary interpretive weight. Hence,
student-reported data is prioritized in assessing the effective presence and support of
teachers in aided schools. Here, teachers may be present and active in school, as they
argue by themselves. Factors such as multiple responsibilities, administrative duties,

and limited infrastructure, as shared by some teachers, might affect the quality of
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teacher-student interactions. It highlights the importance of not solely relying on self-
reported professional accounts but integrating learner perspectives to obtain a holistic

understanding of classroom dynamics.

Regarding the peer collaboration in learning, while quantitative data
indicated high peer collaboration rates (above 90% in most schools), qualitative
insights exposed the dual nature of peer interactions. Wentzel (1998) notes that
while positive peer collaboration enhances engagement, peer dynamics can also
undermine learning through counterproductive behaviours, as seen in the few

instances of negative peer influence reported here.

The triangulation of quantitative and qualitative data on student engagement in
curricular activities reveals both convergences and discrepancies across school types
in Kerala. While student attendance remains consistently high, meaningful
engagement and active participation vary considerably. Government schools
demonstrate relatively stronger participation in activity-based learning; aided schools
face significant challenges regarding student interest and teacher involvement; and
private schools, despite structured environments and higher attendance, report lower

student-reported interest and limited experiential learning opportunities.

Theme 3. Participation in Co-curricular Activities

Student participation in co-curricular activities is widely recognised as a
crucial component of holistic education, particularly at the upper primary level,
where children undergo significant social, emotional, and intellectual development
(Singh & Sharma, 2020). Activities such as sports, arts, day celebrations, and club
initiatives are not mere supplementary engagements but serve as key indicators of
students’ personal growth, social skills, and school engagement (Kumar, 2019).

Bandyopadhyay (2020) further highlights that participation in co-curricular
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programmes positively influences students' academic motivation, social interaction,
and emotional growth. Interest and involvement in these areas contribute to the
development of essential life skills such as creativity, teamwork, leadership, and
emotional resilience (National Education Policy, 2020). In this context, examining
the extent of student interest and participation in co-curricular activities provides
valuable insights into the educational environment and institutional practices of
upper primary schools. The present study attempts to assess these aspects in upper
primary schools, and the results of this investigation are presented in the following

sections.
Students’ Interest

Students’ interest is an important factor in ensuring active participation in
co-curricular activities conducted in schools. Acknowledging interest as an essential
factor of participation, the present study tries to examine the extent of students’
interest in engaging with co-curricular initiatives at the upper primary level and the

result is presented in Table 46.

Table 46

Students’ Interest in Co-curricular Activities

Particulars Government Aided Private Total
Arts and Cultural Programme 94.71 83.53 95.28 90.71
Sports and Games 94.82 93.64 86.44 91.63
Celebrations 98.39 96.99 98.15 97.87
Club-related Activities 70.06 50.32 49.53 57.50

The data presented in Table 46 reveal notable trends in students’ interest
across various co-curricular activities conducted in upper primary schools in Kerala.
Celebration such as festivals and events attract the highest interest among students,

with participation rates exceeding 96% in all school types, culminating in a total of
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97.87%. Similarly, sports and games enjoy significant popularity, with over 90%
overall participation, indicating that physical activities remain a preferred
engagement for students, particularly in government (94.82%) and aided (93.64%)
schools. Arts and cultural programmes also register strong student interest, with an
overall participation of 90.71%. Private schools lead slightly at 95.28%, followed
closely by government schools (94.71%), while aided schools record a relatively
lower interest at 83.53%. However, a noticeable decline is observed in club-related
activities, which show comparatively lower participation interest, particularly in
aided (50.32%) and private (49.53%) schools, bringing the overall total to 57.50%.
This suggests the need for better structuring and promotion of club activities to

ensure student engagement in club-related activities.
Participation in Co-Curricular Activities

Student participation in co-curricular activities forms an integral part of
education, fostering comprehensive development beyond the academic curriculum.
These activities include diverse programmes such as sports and physical activities, arts
and cultural events, celebrations and festivals, and club-based initiatives. Recognising
their significance in students’ development, the present study investigates the extent of

student participation in these key areas at the upper primary school.
Engagement in Sports and Physical Activities

Student engagement in sports and physical activities is recognised as a vital
element of holistic education, contributing significantly to students’ physical,
mental, and social development. In light of this, the present study focuses on three
key dimensions of physical education: regular participation in physical activities,
effective use of designated sports hours, and involvement in school sports events.

These dimensions serve as indicators of how well physical education is integrated
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into the school experience. The results of the study, based on student responses, are

presented in Table 47.

Table 47

Students’ Participation in Sports and Physical Activities

Particulars Government Aided Private Total
Regular engagement in games and physical activities 90.92 84.62 78.48 84.673
Use of Sports hour for physical activities 92.29 49.92 93.38 76.62
Participation in school sports meet 40.18 35.03 83.41 52.87

Table 47 indicates the result of the analysis of students’ responses regarding
engagement in sports and physical activities across government, aided, and private
schools reveals distinct patterns in different schools. Government schools
demonstrate the highest level of regular engagement in physical activities, with
90.92% of students reporting consistent participation. This suggests a structured
emphasis on regular physical activity within the government school framework.
Aided and private schools follow with 84.62% and 78.48%, respectively, indicating

comparatively lower levels of regular engagement.

In terms of the utilisation of the designated sports hour for physical
activities, private (93.38%) and government schools (92.29%) show high student
engagement, reflecting effective implementation of scheduled physical education
periods. However, aided schools report significantly lower utilisation at 49.92%,

highlighting a potential area of concern.

Participation in school-level sports meets presents a contrasting trend.
Private schools report the highest participation rate at 83.41%, whereas
government and aided schools lag considerably behind at 40.18% and 35.03%,

respectively.
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The data indicates that while government schools are more effective in
promoting routine physical activity, private schools excel in fostering competitive
participation through sports meets. Aided schools, on the other hand, consistently
underperform across all indicators, suggesting the need for targeted interventions to

improve student participation related to physical education and sports.
Engagement in Arts and Cultural Programmes

Students’ participation in school arts festivals and cultural programmes is
essential for fostering creativity, cultural understanding, and social skills. This study
focuses on analysing student participation levels in arts and cultural programmes in
government, aided, and private schools to better understand the level of student

participation, and the result is summarised below in Table 48.

Table 48

Students’ Participation in Arts Festivals and Cultural Programmes

Particulars Government Aided Private Total
School Arts fest 54.43 63.63 66.23 61.43
Cultural programmes 9.81 7.96 7.83 8.53

Table 48 summarises the results of students’ engagement in school arts and
cultural programmes across government, aided, and private educational institutions.
The results reveals that private schools demonstrate the highest level of student
involvement (66.23%), followed by aided schools (63.63%), with government
schools exhibiting the lowest engagement (54.43%). In contrast, student
engagement in cultural programmes is markedly lower across all school types, with
government schools reporting a slightly higher participation rate (9.81%) relative to
aided (7.96%) and private schools (7.83%). The uniformly low levels of
involvement in cultural activities indicate potential limitations in programmes. The

data collectively indicate a pronounced imbalance in student engagement between
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arts festivals and cultural programmes, with higher participation concentrated in the

former, particularly within private and aided schools.
Participation in Common Celebrations and Festivals

The extent of students’ participation in school-based celebrations provides
meaningful insights into the cultural inclusivity and institutional priorities of
schools. An analysis of student responses across government, aided, and private

upper primary schools was done, and the results are presented in Table 49.

Table 49

Students’ Participation in School-based Celebrations

Particulars Government Aided Private Total
Independence Day 92.88 91.77 88.17 90.94
Onam 97.80 89.85 51.45 82.88
Christmas Celebration 85.37 86.84 20.01 64.07453
Eid Celebration 53.78 61.02 45.89 54.90
Day Celebrations 36.07 33.12 19.81 29.67
School Annual Day Celebration 82.91 52.22 91.70 75.61
Others 36.39 31.52 63.13 46.68

Table 49 presents data on students’ participation in school-based festivals
and celebrations across government, aided, and private upper primary schools. The
findings highlight important dimensions of student engagement, particularly in

terms of behavioural and emotional involvement in school activities.

Participation in nationally significant events such as Independence Day is
consistently high across all school types: 92.88% in government, 91.77% in aided,
and 88.17% in private, reflecting strong student engagement and shared institutional
emphasis on civic values. Similarly, the high participation in the regional festival

Onam, particularly in government (97.80%) and aided schools (89.85%),
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demonstrates culturally embedded engagement practices. The notably lower
participation in private schools (51.45%) may reflect weaker institutional integration

of local cultural identity.

Religious celebrations such as Christmas and Eid also show patterns relevant
to student engagement. While Christmas participation is high in government
(85.37%) and aided schools (86.84%), it drops significantly in private schools
(20.01%). A similar trend is observed for Eid, with participation highest in aided

(61.02%) and lowest in private schools (45.89%).

School Annual Day participation is another strong indicator of institutional
engagement, with private schools showing the highest involvement (91.70%),
followed by government (82.91%) and aided schools (52.22%). In contrast, Day
Celebrations recorded lower engagement across all school types, especially in
private institutions (19.81%), possibly indicating gaps in fostering collective school
identity. Participation in other celebrations is highest in private schools (63.13%),

indicating diverse engagement opportunities beyond formal curricula.

The data reveal that student participation in school celebrations varies
notably across government, aided, and private upper primary schools. While
national events show consistently high engagement, participation in cultural and
religious celebrations is significantly lower in private schools. These patterns
suggest that school type and institutional priorities play a key role in shaping student

engagement through celebratory practices.
Involvement in Club Related Activities

The extent of student engagement in club-related activities presents valuable
insights into the co-curricular culture across different types of schools in Kerala.

This study examines student participation in club-related activities as a key
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dimension of co-curricular engagement in upper primary schools. Participation in
such clubs enhances students’ personal, social, and academic development by
fostering skills like leadership, teamwork, and critical thinking. The following
section presents the data and detailed analysis of student participation in various
clubs, highlighting trends and disparities across different types of upper primary
schools in Kerala. The result is presented in Table 50.

Table 50

Students’ Participation in Club-related Activities

Particulars Government Aided Private Total
Science Club 51.13 43.81 37.60 44.63
Maths Club 34.77 39.82 11.85 30.46
Natural Club 42.00 11.88 0.96 19.48
Social Science Club 39.79 39.52 6.54 30.81
Sports Club 44.46 27.20 36.81 35.30
Language Club 42.17 52.44 20.01 40.26
SPC, Junior Red Cross (JRC), etc. 16.12 30.95 17.21 22.08

Table 50 illustrates the distribution of students’ participation in various club-
related activities across government, aided, and private upper primary schools, and
the analysis of the data reveals significant disparities in student involvement in club-

related activities in different types of upper primary schools.

Student involvement in Science Clubs-related activities reports the highest
overall participation, with 44.63% of students engaged. Government schools lead in
this domain with a 51.13% participation rate, followed by aided schools at 43.81%,
while private schools record a lower rate of 37.60%. This suggests that public-sector

institutions are more proactive in promoting science-related extracurricular activities.

Student participation in Mathematics Club-related activities stands at

30.46% overall. Aided schools show the highest level of student engagement
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(39.82%), followed by government schools (34.77%). Private schools, however,
report a notably lower engagement rate (11.85%), pointing toward a potential gap in

the emphasis on mathematics-based enrichment activities within private institutions.

A clear difference is evident in Natural Club activities, where overall student
participation is low (19.48%). Government schools again show significantly higher
involvement (42.00%), while aided schools report a sharp drop (11.88%) and

private schools fall to a negligible 0.96%.

This data highlights the limited student engagement in nature-related
activities in upper primary institutions, especially in private and aided ones. Student
engagement in Social Science Club-related activities also presents a similar pattern.
Government (39.79%) and aided (39.52%) school students report nearly identical
participation levels, indicating consistent support for social awareness programmes
in the public education system. However, private school students' participation is

critically low (6.54%).

Participation in sports clubs is more evenly distributed across school types,
though variations still exist. Government schools lead with 44.46%, followed by
private schools at 36.81% and aided schools at 27.20%. The overall participation
rate stands at 35.30%, reflecting relatively widespread involvement in physical and

athletic activities.

Language clubs show a unique trend where aided schools lead with a
participation rate of 52.44%, surpassing government schools (42.17%) and private
schools (20.01%). This pattern may reflect strong curricular and co-curricular

integration of language development programmes, especially in aided institutions.

In contrast, student participation in SPC (Student Police Cadet), Junior Red

Cross (JRC), and similar civic service groups records the lowest overall
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participation (22.08%). Aided schools again show higher engagement (30.95%),
while both government (16.12%) and private schools (17.21%) show limited student
involvement. These programmes often require external collaboration and

institutional commitment, which may vary across school types.

The analysis of the data reveals significant disparities in student participation
in club-related activities across government, aided, and private upper primary
schools. Government schools consistently show higher involvement in science,
nature, social science, and sports clubs, while aided schools lead in language and
civic service programmes. Private schools generally report lower participation

across most activities, highlighting a potential gap in extracurricular engagement.
Teachers’ Perception of Students’ Participation in Co-curricular Activities

The thematic analysis of teacher interviews has highlighted consistent
patterns in student participation in co-curricular activities across school types, with

sports and games being the most preferred area of engagement.

In government schools, while sports and games attracted high levels of
student participation, involvement in arts, cultural events, and club activities
remained relatively limited. Teachers attributed this to student disinterest and the

compulsory nature of participating in certain programmes. One teacher explained,
“Sports are preferred, but club activities aren’t attended by many”.

Participation in celebrations and events was largely driven by teacher pressure

rather than intrinsic motivation.

Similarly, in aided schools, students displayed interest in sports and arts
programmes but exhibited limited participation in club-related activities. Despite
infrastructural and financial limitations, teachers made active efforts to motivate

students and manage co-curricular programmes. Constraints such as poor
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infrastructure, limited financial resources, and a shortage of faculty dedicated to co-

curricular activities were identified as major barriers.

In private schools, participation rates in sports and arts activities were higher
relative to government and aided schools. Teachers organise a variety of
programmes and ensure active parental involvement. One respondent remarked,
“Even different curricular programmes are conducted in the school; students are
more interested in arts and sports”. However, club activity participation remained
selective, with teachers emphasising the need for enhanced ICT and laboratory

resources to support co-curricular learning.

Support from teachers and management was actively extended in all school
types, with teachers playing pivotal roles in motivating students, organising events,
and collaborating with Parent-Teacher Associations (PTAs) and community
organisations to enhance participation. However, several challenges affecting
student involvement were consistently identified, including student hesitation, low
interest, overburdened academic schedules, infrastructural deficiencies, and

specialised faculty.

Suggestions for improvement put forth by teachers across all schools
included infrastructural development, recruitment of specialist faculty for co-
curricular areas, enhancement of ICT and laboratory facilities, integration of
diverse, student-centred learning experiences, and increased parental and
community engagement. A teacher aptly summarised, “Motivation and support from
teachers and schools, maintaining and increasing infrastructure, and preferring

student interest in activities are essential for improvement”.

The thematic analysis of teacher interviews offers valuable qualitative

insights into the differential patterns of student use of infrastructure and student
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engagement in curricular and co-curricular activities across government, aided, and
private upper primary schools in Kerala. The findings reflect both the persistent
infrastructural and resource-related challenges in government and aided schools and
the relatively better provisions in private schools. Despite systemic limitations,
teachers across all school types exhibited commendable dedication in optimising
available resources, encouraging student participation, and sustaining co-curricular
activities. The analysis highlights the need for focused infrastructural investments,
enhanced co-curricular support, and student-centred pedagogical approaches to

foster effective student participation in upper primary schools in Kerala.
Data Triangulation

The integrated analysis of quantitative and qualitative data regarding student
participation in co-curricular activities across government, aided, and private upper

primary schools in Kerala shows different patterns of student engagement.

Sports and Physical Activities. Data regarding students’ participation in
sports and related activities revealed high levels of regular student engagement in
physical activities, particularly in government (90.92%) and private (78.48%)
schools, while aided schools showed 84.62%. Designated sports hour utilisation was
notably high in private (93.38%) and government (92.29%) schools, with aided
schools lagging at 49.92%. Participation in school-level sports meets was highest in
private schools (83.41%) and considerably lower in government (40.18%) and aided
(35.03%) schools. Qualitative data from teacher interviews consistently confirmed
that sports and games remained the most preferred co-curricular activity among
students. Teachers in all school types observed high levels of participation, although
in government and aided schools, this was often driven by teacher direction rather
than student initiative. A teacher from a government school remarked, “Sports are

preferred, but club activities aren’t attended by many”.
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As both data sets corroborated high participation levels in sports,
quantitative data were prioritised for reporting prevalence, while qualitative data

provided valuable insights into the motivations underlying this engagement.

Participation in Arts and Cultural Programmes. Quantitative findings
indicated higher participation in school arts festivals among private (66.23%) and
aided (63.63%) schools, while government schools reported 54.43%. Conversely,
participation in cultural programmes remained low across all school categories
(8.53% overall). Qualitative evidence from teachers supported these trends.
Teachers in private schools reported greater student interest in arts activities,
facilitated by parental involvement and diverse programme offerings. Government
school teachers attributed lower student engagement to logistical limitations and

student disinterest.

Quantitative data on participation rates were used as primary evidence, with
qualitative data offering critical explanatory context regarding institutional and
motivational factors. This triangulation strategy follows Creswell’s (2018) guideline
to prefer student-reported quantitative data for learner experience and use qualitative

insights to explain operational limitations and discrepancies.

Participation in Celebrations and Festivals. Quantitative analysis showed
high student participation in national events like Independence Day across all school
types (above 90%). Onam and Christmas celebrations saw significantly lower
participation in private schools (51.45% and 20.01%, respectively) compared to
government and aided schools. Participation in school annual day celebrations was
highest in private schools (91.70%). Teachers reported that while attendance during
such events was high, especially in government schools, much of this participation

was orchestrated by teacher insistence rather than intrinsic motivation. One teacher
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noted that students often hesitated to participate voluntarily, and involvement was

largely driven by staff pressure.

Quantitative data provided reliable measures of participation rates. However,
qualitative findings highlighted a qualitative mismatch between high attendance and
genuine engagement, especially in government schools. In such cases, as
recommended by Patton (2002), quantitative findings were maintained for reporting
participation levels, while qualitative narratives qualified the nature and depth of

participation.

Participation in Club-Related Activities. Quantitative analysis showed the
lowest participation rates in club-related activities among all co-curricular areas.
Government schools reported relatively better engagement in Science (51.13%) and
Nature (42%) clubs. Private schools consistently reported low participation,
particularly in Nature Clubs (0.96%). Teachers across all school types confirmed
poor participation in club activities, attributing it to infrastructural deficiencies,
academic workloads, and a lack of student interest. Private school teachers, in
particular, identified the need for improved ICT and laboratory facilities to facilitate

curricular engagement.

Both data sets were consistent in reporting low engagement in club-related
activities. Quantitative data established the prevalence of this issue, while

qualitative evidence contextualised contributing factors.

The triangulated analysis revealed notable disparities in student participation
across different co-curricular activities and school types in Kerala. High
participation rates were recorded in sports and national celebrations, while club
activities consistently registered low engagement. Private schools demonstrated
stronger involvement in arts and cultural programmes, while government schools

outperformed others in regular physical activities.
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Conclusion of the Analysis of Objective 2

The second objective of the study aimed to assess how effectively students
in upper primary schools across Kerala participate in school life beyond mere
attendance, through their use of infrastructural facilities, engagement in curricular
learning processes and co-curricular activities. Data were collected through a
mixed-method approach involving questionnaires from 847 students and semi-
structured interviews with 18 teachers. The findings were triangulated to compare,

corroborate, and contextualise quantitative patterns with qualitative insights.

The data analysis focused on understanding how different types of upper
primary schools nurture or constrain comprehensive student development through
effective use of facilities and engagement in curricular and co-curricular activities.

The analysis was organised under three thematic areas:

Utilisation of School Facilities

Quantitative data revealed relatively higher levels of student satisfaction
with classroom infrastructure, playgrounds, laboratory facilities, and audio-visual
aids in government schools. Private schools performed better in transportation and
drinking water facilities, while aided schools consistently lagged behind across most
infrastructure parameters. Sanitation facilities, particularly toilets and restrooms for

girls, remained inadequate in all school types.

Triangulated qualitative data from teacher interviews confirmed these trends,
highlighting operational challenges such as poor maintenance, financial limitations,
and staffing shortages in government and aided schools. In private schools, while
infrastructure was satisfactory, certain facilities like ICT labs remained underutilised

for regular academic purposes. Notably, discrepancies were observed between



OAnatyaca 221

student-reported satisfaction with ICT and library facilities and teachers’ accounts
of limited institutional provisions. This indicates that students’ satisfaction often
reflected sporadic, externally supplemented experiences rather than consistent

institutional provision.

Engagement in Curricular Activities

Student attendance rates were uniformly high across all school types.
However, disparities emerged in interest levels and participation in academic
activities. Government schools reported the highest student interest in learning,
followed by aided and private schools. Private schools, though maintaining better

attendance, demonstrated limited student-reported enthusiasm for learning activities.

Involvement in classroom discussions, debates, experiments, and fieldwork
was strongest in government schools. Private schools favoured discussions but

underperformed in field-based and practical activities.

Aided schools reported consistently lower participation rates across activities.
Engagement with learning materials was high for textbooks but varied for notebooks
and supplementary materials. ICT lab usage was widespread in all schools, while
library and laboratory usage were highest in government schools. Peer collaboration
remained strong across all types of institutions, although aided schools reflected lower
teacher attendance and classroom support. Teachers in aided schools, however, self-

reported high classroom involvement, revealing a perceptual gap.

Participation in Co-curricular Activities

Participation in sports and games emerged as the most preferred co-
curricular activity, with government and private schools reporting the highest

engagement. National celebrations like Independence Day and Onam saw high
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participation across all schools, while club-related activities consistently recorded
low involvement, especially in private and aided schools. Private schools showed
relatively higher participation in arts and cultural events, while government schools
performed better in physical activities and club-related engagements. Teacher
interviews corroborated these patterns, with educators identifying institutional
priorities, parental involvement, infrastructure, and academic workloads as key
factors influencing co-curricular participation. Teachers across all school types
acknowledged challenges in student motivation and resource availability,

particularly for club-based and arts activities.

The triangulated analysis of Objective II provides important insights into

student participation patterns in different types of upper primary schools in Kerala:

Government schools demonstrated stronger student participation in
infrastructural utilisation, curricular engagement, and physical activities,

despite operational constraints.

e Aided schools faced the most significant challenges, marked by poor
infrastructure, inconsistent teacher support, and lower student interest and

engagement levels.

o Private schools, while offering better physical infrastructure and structured
classroom environments, tended to underutilise facilities for holistic,

experiential learning and co-curricular participation.

e The analysis points out that high student attendance did not necessarily
translate to meaningful academic and co-curricular engagement in many
schools. And active student participation is high where schools integrate
supportive infrastructure with participatory pedagogies and student-centred

activities.
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Based on the analysis of data regarding student participation, government
schools performed best overall, showing higher engagement in activity-based
learning, sports, and use of facilities despite infrastructural challenges. Private
schools, while better equipped, underutilised their resources for experiential and co-
curricular activities, limiting broader student participation. Aided schools
consistently ranked lowest in participation and engagement across almost all areas,

highlighting the need for urgent infrastructural and pedagogical improvements.
Analysis of Diversity in Primary Schools (Objective 3)

The third objective of the study was to explore the socio-cultural and
religious diversity in different types of primary schools in Kerala, with a specific
focus on three dimensions: physical representation, school programmes, and
practices. This objective was addressed using an embedded case study method,
wherein schools were selected as cases based on predetermined criteria. Data were
collected from school documents and multiple stakeholders, including students,
teachers, heads of institutions, and parents, through field observation, document

analysis, semi-structured interviews, and Focus Group Discussions.

Particular emphasis was given to capturing students’ perceptions of
diversity, the nature of their friendships, their participation in cultural and religious
celebrations, and their overall experiences of inclusivity within the school
environment. Additionally, parental perceptions and preferences in school selection
were examined to understand the extent to which socio-cultural and religious factors
influence their choices. The study also explored how school priorities in organising
programmes and staff recruitment practices reflect, promote, or shape diversity and

inclusion within the school context.

The data for objective III is derived from the following research questions.



224 Pluralistic Environment in Primary Schools

1. What is the extent of diversity representation in the physical composition

of different types of upper primary schools in Kerala?

2. What is the extent of diversity reflected in the programmes and practices

of upper primary schools in Kerala managed by different agencies?

3. How is diversity perceived by different stakeholders, including
students, teachers, heads of institutions, and parents, in primary

schools of Kerala?
Data Sources of Diversity in Primary Schools (Objective 3)

The result for the third objective is derived from the data collected from
document analysis, semi-structured interviews, and Focus Group Discussions. They

are as follows:

Document analysis: School admission documents, students' attendance
registers, programme schedules, school social media handles, school

celebration reports, students' club reports, and other external sources.

e Semi-structured interviews with the head of the school
e Semi-structured interviews with school teachers.
e Focus Group Discussion (FGD) with students.

e Semi-structured interview with parents.

The data collected from varied sources are presented under three major

themes and their related sub-themes, as follows:
Theme I. Diversity in terms of physical representation and enrolment

e Student representation
o Staff representation

e Material and Visual Representations
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Theme II. Diversity in school practices.

e Morning Prayer

e School Assembly

o Religious Accommodation

o Classroom Seating Arrangements

o Value Education and Moral Lessons

Theme III: Diversity in School Programmes.

e Diversity in School Celebrations
e Diversity in School Arts Festivals and Cultural Programmes.
¢ Diversity in Clubs and Related Activities

e Parental perceptions and preferences.

The findings from these multiple sources are thematically presented in the

following subsections.

Theme 1. Diversity in Terms of Physical Representation

In a socially, culturally, and religiously diverse state like Kerala, schools
are expected not only to offer quality education but also to serve as inclusive
spaces where children can experience the diversity of the society they live in. The
physical environment of a school, including the composition of its students and
staff and the visual and material elements displayed within its premises, plays an
important role in shaping children’s attitudes towards differences in our society.
National and state policies such as the Right to Education Act (2009) and the
Kerala Education Rules (2022) emphasise the importance of equitable and

inclusive practices in school admissions, staffing, and campus environment. Prior
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research suggests that visible representations of cultural, religious, and social
diversity in schools foster mutual respect, social cohesion, and democratic values
among children (Nambissan, 2010). The present study examines whether the
physical elements of different types of upper primary schools in Kerala reflect the
diversity of our society and provide opportunities for students to engage with and
experience this diversity meaningfully. The data for analysing the reality is
collected through document analysis, systematic observation, and semi-structured
interviews with head teachers in selected case schools. The analysis is structured

under three dimensions:

e Student representation
o Staff representation

e Visual and material representation
The findings are as follows.
Diversity in Student Representation

Student representation in schools is a vital indicator of how well
educational spaces reflect the socio-cultural and religious diversity of the wider
community. An inclusive student composition enables children to interact with
peers from diverse backgrounds. This section examines the patterns of diversity
in student representation across different types of upper primary schools in
Kerala, based on enrolment data from five case schools and semi structured
interview with head of the institution. The summary of data collected through

document analysis is presented in Table 51.
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Table 51

Students’ Representation in Schools Selected as Cases

Case 3 Case 4. Case 5
) Casel Case 2
Particular . Unaided Hindu  Unaided Muslim  Unaided Christian
Government Aided
management management management
Class 5 6. 7 5 6. 7 5 6. 7 5 6. 7 5 6. 7
Boys 26 25 29 128 122 78 14 11 08 52 89 64 16 17 15
Girls 25 33 22 136 121 106 12 14 10 35 34 51 16 13 10

Hindu 10 18 23 57 55 29 26 25 18 O 0 0 20 18 10
Muslim 41 39 28 207 186 155 O 0 0 87 123 115 06 05 09
Christan 0 1 0 0 2 O 0 0 0 0 0 0 06 07 06
Sc/ ST 10 10 13 34 38 19 - - 0 0 0 0 0 0

OBC 41 45 38 210 192 158 - - - 8 123 115 22 20 15

Total 51 58 51 264 243 184 26 25 18 87 123 115 32 30 25

The data in Table 51 reveal distinct patterns of students’ representation
across different types of upper primary schools in Kerala. Government School (Case
1) exhibited a visibly mixed and inclusive enrolment pattern, with both Hindu
(51%) and Muslim (43%) students fairly represented, alongside a minimal Christian
presence (1%). The school showed the highest SC/ST representation (approximately
20%) among all cases, reflecting its public and non-selective admission policy.

Gender representation was balanced across classes.

Aided School (Case 2), managed by a religious trust, had a predominantly
Muslim enrolment (over 80%), with a smaller proportion of Hindu (around 18%)
students and a negligible Christian presence. SC/ST students formed around 14% of
the enrolment, showing some degree of social inclusivity, though religious diversity
was limited. Gender parity was reasonably maintained. Unaided Hindu Management
School (Case 3) enrolled only Hindu students, indicating complete religious

homogeneity. There was no SC/ST representation and no students from Muslim or
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Christian communities. Though gender numbers were balanced, the absence of
social and religious diversity was notable. Unaided Muslim Management School
(Case 4) admitted only Muslim students, with no representation from Hindu,
Christian, or SC/ST communities. Gender representation was balanced, but religious

and social diversity were entirely absent.

Unaided Christian Management School (Case 5) reflected a more diverse
composition, with Hindu students forming the majority (around 56%), followed by
Muslims (32%) and Christians (12%). SC/ST representation was absent, but OBC

students were reasonably present.

Government and aided schools demonstrated greater diversity in student
composition, particularly in terms of caste and gender, while unaided schools,
especially the Hindu and Muslim management schools, tend to reflect the socio-
religious profile of their respective management bodies, with limited or no religious
and social category diversity. Notably, the unaided Christian management school
(Case 5) showed a relatively mixed religious composition, enrolling Hindu, Muslim,

and Christian students.

School Policies and Students’ Representation. The thematic analysis of
semi-structured interviews conducted with the headmasters of the selected five
schools offered valuable insights into the institutional philosophy, admission
policies, and initiatives towards student diversity and inclusion. The findings are

presented below under key sub-themes.

Vision and Mission of the Schools. The heads of the case schools
articulated diverse visions and missions for their institutions, closely reflecting their
management identities and priorities. The Government School (Case 1) aimed to

provide free, inclusive education to all children in the locality, ensuring equal
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opportunities for students from diverse socio-cultural and religious backgrounds.
The Aided School (Case 2) shared a similar mission of offering accessible, quality
education to the local community, actively welcoming all students and promoting
equal participation through curricular and co-curricular activities. The Unaided
Hindu Management School (Case 3) was established to preserve Hindu cultural
traditions. Although officially open to all, the head teacher acknowledged that the
emphasis on Hindu values and Sanskrit learning naturally limited enrolment from
other communities. The Unaided Muslim Management School (Case 4) prioritised
providing morally supported, quality education within an Islamic framework. While
admissions were open in principle, the religious environment discouraged enrolment
from other backgrounds. The Unaided Christian Management School (Case 5) was
founded to serve the multi-religious local community. Its mission focused on
providing good education to all children in the locale, nurturing responsible citizens,

and fostering inclusivity through its educational practices.

Admission Policies and Preferences. When asked about student admission
policies, all five headmasters officially denied having restrictive admission
policies. The Government School (Case 1) headmaster affirmed that admissions
were open to all students and not any form of preference was practised. The Aided
School (Case 2) head teacher shared a similar opinion, stating that the school
invited applications from all communities. She added that the school conducted
annual admission campaigns to reach a wider section of the local population in the

school.

In the case of the Unaided schools, the head teacher from the Hindu
Management School (Case 3) explained that while no formal preferences existed,

students from other religious backgrounds generally did not apply. He
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acknowledged that the school’s focus on Hindu cultural practices and Sanskrit
language education likely influenced community choices. The Unaided Muslim
Management School (Case 4) headmaster indicated that admissions were officially
open to all, but in practice, only Muslim students sought admission. The Unaided
Christian Management School (Case 5) head teacher asserted that no preferences
were made during admissions and the school actively encourage students from all
religious and social backgrounds to enrol. He stated that the school was open to

welcoming students of any faith and cultures without restrictions.

Initiatives to Support Under-represented and Disadvantaged Students.
Regarding efforts to attract students from disadvantaged or under-represented
groups such as SC/ST, minorities, or girls, responses varied across the schools. The
Government School (Case 1) headmaster mentioned that the institution provided
free education to all students and extended additional material support to
economically disadvantaged students through the Parent-Teacher Association. The
Aided School (Case 2) headmaster described that the school offered free
transportation and study materials to economically weaker students and organised
annual campaigns to attract students from all socio-economic backgrounds. The
Unaided Hindu Management School (Case 3) head teacher pointed out that the
admission campaign and related activities were conducted for attracting students
and made transportation facilities available for faraway students too. Unaided
Muslim Management School (Case 4) headmasters noted fee concessions for
weaker students and free education for orphans. The Unaided Christian
Management School (Case 5) head teacher highlighted that the school extended fee
relaxations to orphans and economically weaker students. She added that proactive
efforts were made to personally approach and encourage families from diverse

socio-cultural backgrounds in the locale to enrol their children in the school.
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The interview data revealed significant variations in school vision,
admission practices, and initiatives for student inclusivity, closely reflecting the
respective institutional priorities. While government and aided schools maintained
inclusive admission policies and organised outreach initiatives, unaided religious
management schools largely operated within community-centred frameworks, with
limited structured initiatives for promoting diversity. Among the wunaided
institutions, the Christian management school demonstrated a relatively inclusive

vision and proactive strategies for attracting students from diverse backgrounds.

Summary. The analysis of student representation across the five upper
primary case schools in Kerala, based on document analysis and semi-structured
interviews with heads of the schools, revealed distinct patterns shaped by school
type and management priorities. Government and aided schools demonstrated
relatively inclusive student compositions, with balanced representation of Hindu,
Muslim, and SC/ST students. These schools reflected their open admission policies
and community outreach initiatives aimed at ensuring access for all socio-cultural
groups. In contrast, unaided Hindu and Muslim management schools exhibited
complete religious homogeneity, enrolling only students from their respective
communities, with no representation from other religious or caste groups. Though
these institutions claimed open admissions, headmasters acknowledged that school
practices naturally restricted enrolment. The unaided Christian management school
displayed a comparatively mixed religious composition, supported by a stated
commitment to inclusivity and proactive efforts to attract students from varied
backgrounds. The findings highlight that student representation in schools is not
merely shaped by formal admission policies but is closely tied to the institutional

vision and specific inclusion initiatives of each school type.
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Staff Representation

Staff representation within schools is also another important indicator of
inclusivity and plays an important role in shaping the social environment
experienced by students. The presence of teachers and non-teaching staff from
diverse genders, religious, and social backgrounds provides opportunities for
children to engage with a variety of identities, fostering mutual respect and
understanding. The diversity patterns of staff representation across different types of
upper primary schools in Kerala, based on the composition of teaching and non-
teaching staff in the five case schools, are presented in Table 52.

Table 52

Staff Representation in Schools Selected as Cases

Case 3 Case 4 Case 5
Staff Cat . Case 1l Case 2
. ategories i i i i i isti
Details g Government  Aided Unaided Hindu Unaided Muslim Unaided Christian
management management management
Male 03 15 05 06 01
Female 13 14 18 27 15
Hindu 07 20 23 16 08
Muslim 07 07 0 17 0
Teaching - ictian 02 02 0 0 05
staff
Sc/ ST 03 0 0 02 02
OBC 10 18 14 24 11
Others 03 11
Total 16 29 23 33 16
Male 01 01 04 01
Female 01 02 02 03 03
Hindu 02 03 06 0 03
Muslim 0 - 0 04 0
Non-
teaching Christian 0 - 0 0
staff g 7 02 - 0 0 -
OBC - 02 3 04 03
Others - 01 - -

Total 02 03 06 04 03
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The analysis of data presented in Table 52 reveals notable differences in
religious and social category representation among the teaching and non-teaching
staff. Religious representation showed clear patterns linked to the type of school
management. The Government School (Case 1) had a reasonably balanced mix of
Hindu (7), Muslim (7), and Christian (2) teachers, though its non-teaching staff were
entirely Hindu. The majority, the Aided School (Case 2) was predominantly Hindu,
with 20 Hindu teachers, seven Muslims, and two Christians, and its non-teaching staff
also primarily Hindu. The Unaided Hindu Management School (Case 3) exhibited
complete religious homogeneity, with only Hindu teachers and staff. In contrast, the
Unaided Muslim Management School (Case 4) had a majority of Muslim teachers
(17), alongside 16 Hindus, while its non-teaching staff were entirely Muslim. The
Unaided Christian Management School (Case 5) maintained a relatively diverse
teaching staff, with eight Hindus and five Christians, though no Muslim teachers were

employed, and its non-teaching staff remained exclusively Hindu.

In terms of caste and social category representation, SC/ST teaching staff
were present only in the government, unaided Muslim management, and Christian
management schools (Cases 1, 4, and 5), while aided and Hindu management
schools had none. OBC representation was widespread across all schools, though
highest in Case 4 (24 teachers) and Case 2 (18 teachers). Government and aided
schools demonstrated comparatively more inclusive caste representation,

particularly in non-teaching staff, than unaided management schools.

Government and aided schools exhibited greater staff diversity across religion,
caste, and gender, reflecting broader public and semi-public recruitment practices.
Unaided schools, particularly under Hindu management, tended to align closely with

the religious and social profile of their management bodies, displaying zero religious
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and caste diversity. The unaided Muslim management followed a mixed pattern of
appointing teachers from different religious back ground. However, gender parity
among teaching staff was reasonably favourable across all school types, though

diversity among non-teaching staff remained constrained in most cases.

School Perspectives on Staff Representation. Semi-structured interviews
conducted with the headmasters of the five case schools provided valuable insights
into the recruitment procedures, priorities, and approaches to staff representation
within their institutions. The analysis of the interview data revealed the following

key themes.

Staff Recruitment Procedures and Authority. The headmaster of the
Government School (Case 1) stated that all teaching and non-teaching staff
appointments were carried out through official government recruitment processes,
leaving no scope for institutional involvement in selection. In the Aided School
(Case 2), the headmaster explained that staff were appointed by the school
management. However, in recent years, recruitment decisions had shifted towards
prioritising merit and teaching performance in interviews, owing to increasing

academic competition.

In the case of unaided schools, recruitment was conducted directly by the
respective managements through interviews. The headmaster of the Unaided Hindu
Management School (Case 3) noted that interview notifications were published on
the school’s website, and appointments were made based on subject expertise and
teaching skill. The Unaided Muslim Management School (Case 4) similarly
followed an interview-based process, with the headmaster firmly asserting that no
religious or social preference existed in recruitment decisions. He added that
teachers from different backgrounds were already working at the school and

rhetorically questioned the feasibility of expecting all teachers to belong to the same
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community. At the Unaided Christian Management School (Case 5), recruitment
was also based on interviews, with most appointments made from the local
community. The headmaster noted that new staff appointments were rare due to the

long service of existing teachers.

Priority Considerations in Recruitment. Across the five case schools,
headmasters consistently stated that teaching skill, subject expertise, and interview
performance were the primary criteria guiding recruitment decisions. In the
Government School (Case 1), no preferences or priorities were entertained, as
appointments were strictly through government selection. The headmaster of the
Aided School (Case 2) emphasised that efficient, skilled teachers were preferred,
with interview merit being the decisive factor. Similarly, the Unaided Hindu
Management School (Case 3) headmaster reported that skilled teachers in each
subject were prioritised, and selection was conducted through transparent interview
procedures. The headmaster of the Unaided Muslim Management School (Case 4)
stated that no special preference was extended to any religious or social group and
that selection was based on merit. He also reaffirmed the necessity of appointing
qualified teachers from available applicants, regardless of their background. At the
Unaided Christian Management School (Case 5), interview performance and
teaching competence were the primary considerations, with the headmaster
highlighting that most appointments were from the local community due to

demographic factors and limited new vacancies.

The interview data revealed that while all school headmasters claimed to
follow merit-based, interview-driven recruitment practices, the nature of recruitment
procedures varied by school type. Government and aided schools maintained
formal, structured recruitment systems, while unaided schools operated

independent, management-led processes. Across all cases, headmasters consistently
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prioritised teaching competence and subject expertise over religious or social
identity. Notably, the headmaster of the Unaided Muslim Management School
explicitly rejected the idea of religiously exclusive recruitment and affirmed the

presence of teachers from diverse backgrounds within the school.

Summary of Triangulated Findings. The analysis of data collected through
document analysis and semi-structured interviews regarding diversity in staff
representation across the five case schools revealed clear patterns linked to school

type, with important variations in socio-cultural and religious diversity.

Document analysis indicated that government and aided schools
maintained relatively inclusive staff compositions. The Government School (Case
1) employed Hindu, Muslim, and Christian teachers with representation from
SC/ST and OBC categories, though its non-teaching staff were entirely Hindu.
The Aided School (Case 2) showed a Hindu majority with a few Muslim and
Christian teachers and limited caste diversity. The Unaided Hindu Management
School (Case 3) exhibited complete religious homogeneity, with only Hindu staff
across both teaching and non-teaching positions. In contrast, the Unaided Muslim
Management School (Case 4) followed a mixed recruitment pattern by employing
a substantial number of both Muslim and Hindu teachers, although its non-
teaching staff remained exclusively Muslim. The Unaided Christian Management
School (Case 5) employed both Hindu and Christian teachers but had no Muslim

teachers, with limited caste diversity.

Interview data supported these patterns while clarifying recruitment
procedures. Government school appointments were handled through public service
selection, ensuring open and merit-based recruitment. The Aided School conducted

management-led interviews, now placing emphasis on teaching skill and performance.
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In unaided schools, appointments were made through management-conducted
interviews. The headmaster of the Hindu Management School (Case 3) acknowledged
that applicants came from the Hindu community and that may be due to the school’s
cultural focus. Notably, the headmaster of the Muslim Management School (Case 4)
explicitly denied any religious preference in recruitment, affirming that teachers from
various backgrounds were already part of the staff and rejecting the idea of restricting
appointments to a single community. He emphasised the practical need to appoint
qualified teachers irrespective of religion. The Christian Management School (Case 5)
headmaster reported that recruitment was merit-based and locally driven, though staff

turnover was minimal, limiting opportunities for wider diversification.

The analysis highlighted that, while schools officially promoted merit-based
open recruitment, actual staff representation closely reflected the religious and social
identity of their management. Government and aided schools demonstrated broader
inclusivity. The Unaided Hindu Management School remained homogeneous, while
the Unaided Muslim Management School notably maintained a mixed teaching staff
despite mono-religious student enrolment and religious management, illustrating a
more inclusive recruitment approach. The Christian Management School maintained
moderate diversity among teaching staff but showed limitations in religious inclusion.
These findings highlight how institutional philosophy, local recruitment contexts, and

management priorities collectively shape staff diversity in schools.
Visual and Material Representation

The physical and symbolic environment of a school conveys powerful
messages about its inclusivity, values, and the cultural experiences it offers to students.
Visual and material elements such as emblems, portraits, religious symbols, festival
decorations, and library resources shape how children encounter and experience

diversity within the school campus. This section presents a thematic analysis of the
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visual and material representation of socio-cultural and religious diversity across
different types of upper primary schools in Kerala, based on systematic field

observation. The details of these observations are summarised in Table 53.

Table 53

Diversity in Visual and Material Representation

Aspect Case 1- Case 2 Case 3 Case 4 Case 5
Observed  Government Aided Unaided Hindu Unaided Muslim Unaided Christian
Emblems . Education- . School emblem
Education- School Quranic quotes .
and related quotes reflecting
. related emblemand and emblem of e .
Educational and school Christian identity;
quotes quotes the trust
Quotes emblem no quotes
Mahatma
Mahatma Mahatma . .
. . Gandhi, Swami
. Gandhi, Gandhi, B. R. . . .
Displays and Vivekananda, No portraits Portrait of Jesus
Portraits Jawaharlal Ambedkar, APJ M. S displayed Christ onl
Nehru, B.R.  Abdul Kalam, play v
. Golwalkar, K.
Ambedkar animal models
B. Hedgewar
None visible;
mosque . . . Mosque nearby;
.. q .., Nonevisible;  Puja thali, g . 4 Church and
Religious nearby; girls boys wearing .
some students lamp, and . Christian convent
Artefacts prayer room; . L . Muslim caps; -
. in religious Hindu-themed . L nearby; Christian
and Symbols studentsin o Islamic religious .
. dress wall paintings. sisters present
religious teachers present
dress
Onam, Vishu,
Onam, Vishu, Eid, Sreekrishna . . .
. . . Eid, Nabi Dinam, Christmas, Onam,
Festival Christmas, Ramadan, Jayanthi, .
. o . Muharram, New  Eid, student
Greetings Eid, Vishu, Christmas, Ramayana . . .
. . Year, Republic birthday wishes
and Posters Republic Day, New Year, celebration, Da during assembl
Easter RepublicDay  Malayalam ¥ & v
New Year
. General and
General, Hindu cultural .
General, Islamic-themed Mostly general
. nature- backdrops, . -
Decorations programme decorations; decorations
related and artefacts, . . ..
for Events related Arabic-toned without religious
government . programme .
designs programme motifs
themes names
names
General
. General
books(stories, General novels L .
. novels, Limited resources; General reading
Library novels); well- and books; . .
Sanskrit books, mostly general materials; no
Resources  arranged; separate . .
Hindu culture- books religious texts

portraits of  reading area

related texts
Malayalam
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The data presented in Table 53 indicate there were clear variations in the
visual and material representation of socio-cultural and religious diversity across the

five case schools.

Emblems and Educational Quotes. The analysis of emblems and
educational quotes revealed considerable variation across school types. The
Government School (Case 1) prominently displayed education-related motivational
quotes. Similarly, the Aided School (Case 2) maintained secular emblems and
education-related displays. In contrast, the Unaided Hindu Management School
(Case 3) displayed only the school emblem, with some educational quotes. The
Unaided Muslim Management School (Case 4) incorporated Quranic verses
alongside its trust’s emblem, while the Unaided Christian Management School
(Case 5) displayed a school emblem reflecting Christian symbolism, with no quotes
visible. These patterns suggest that while government and aided schools project
neutral, education-focused values through their emblems and quotes, unaided

schools tend to reflect the cultural-religious orientation of their management.

Displays and Portraits. Displays and portraits of national leaders and
cultural icons varied markedly among the case schools. The Government School
(Case 1) displayed images of Mahatma Gandhi, Jawaharlal Nehru, and B. R.
Ambedkar, reflecting secular national figures. The Aided School (Case 2) included
portraits of Gandhi, Ambedkar, and APJ Abdul Kalam, complemented by animal
models, offering a balanced cultural representation. The Unaided Hindu Management
School (Case 3) displayed portraits of Mahatma Gandhi alongside Hindu religious
and ideological figures such as Swami Vivekananda, M. S. Golwalkar, and K. B.
Hedgewar. Notably, the Unaided Muslim Management School (Case 4) had no
portraits or caricatures displayed within its premises. The Unaided Christian

Management School (Case 5) displayed a portrait of Jesus Christ, with no other
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secular or religious leaders. These patterns reflect a visible alignment of display
practices with school management identity, where government and aided schools
present secular icons, and unaided religious schools project religiously aligned visual

representations.

Religious Artefacts and Symbols. Observations of religious artefacts and
symbols within the school premises revealed contrasting practices. The Government
School (Case 1) and Aided School (Case 2) maintained a religiously neutral
environment, with no specific artefacts visible, although some students wore
religious dress. The Unaided Hindu Management School (Case 3) displayed Puja
thalis, lamps, and wall paintings related to Hindu culture. The Unaided Muslim
Management School (Case 4), while not displaying artefacts inside, had a mosque
nearby, Islamic religious teachers, and many boys wearing traditional Muslim caps.
The Unaided Christian Management School (Case 5) was situated near a church and
Christian convent, with the presence of Christian sisters, reflecting Christian
religious affiliation. This theme highlights that unaided managed schools visibly
reflect their faith-based identity through artefacts, proximity to religious institutions,
and religious personnel on campus, while government and aided schools maintain

religious neutrality.

Festival Greetings and Posters. A review of festival greetings, posters, and
public messages revealed differences in the inclusivity of cultural acknowledgements.
The Government School (Case 1) displayed greetings for Onam, Eid, Christmas,
Vishu, and Republic Day, reflecting religious and national inclusivity. The Aided
School (Case 2) acknowledged similar festivals, covering Hindu, Muslim, and
Christian occasions alongside national events. The Unaided Hindu Management

School (Case 3) displayed only Hindu festival greetings such as Onam, Vishu,
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Sreekrishna Jayanthi, Ramayana celebrations, and Malayalam New Year (Chingam
month) wishes. The Unaided Muslim Management School (Case 4) displayed
greetings for Muslim festivals like Eid, Milad-e-Sherif, and Muharram, as well as
Republic Day. Interestingly, the Unaided Christian Management School (Case 5)
acknowledged Christmas and Fid and Onam and even included student birthday
wishes during assemblies. These patterns confirm that while government and aided
schools promote diverse festival representations, unaided religious schools tend to
prioritise religiously affiliated celebrations, with Case 5 offering comparatively wider

inclusivity.

Decorations for Events. The thematic analysis of event decorations
revealed a similar trend of alignment with management identity. The Government
School (Case 1) and Aided School (Case 2) used general themes and government-
prescribed designs for event backdrops and programme sets. The Unaided Hindu
Management School (Case 3) employed Hindu cultural decorations, including
religious artefacts and Hindu-themed programme names. The Unaided Muslim
Management School (Case 4) combined general designs with Islamic symbols,
Arabic-titled programmes, and culturally themed decorations. The Unaided
Christian Management School (Case 5) used general decorations without overt

religious motifs, indicating a more neutral stance in event aesthetics.

Library Resources and Displays. Observations of library resources and
display materials further confirmed variations in diversity representation. The
Government School (Case 1) maintained a wide range of general reading materials,
including storybooks and novels, and displayed pictures of prominent Malayalam
writers. The Aided School (Case 2) provided similarly diverse reading materials,

with separate reading areas. The Unaided Hindu Management School (Case 3)
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stocked Sanskrit texts and Hindu culture-related books alongside general novels,
reflecting management identity. The Unaided Muslim Management School (Case 4)
had limited library resources, mostly general books with little visible cultural
diversity. The Unaided Christian Management School (Case 5) stocked general
reading materials without explicit religious texts, maintaining a neutral collection.
However, compared to government and aided schools, which included a wider range
of resources and cultural displays such as pictures of prominent Malayalam writers,
the literary exposure in unaided schools remained comparatively limited in diversity

and richness.

The analysis reveals that government and aided schools displayed greater
visual and material inclusivity, reflecting secular and pluralistic values through their
emblems, portraits, festival posters, and literary resources. In contrast, unaided
schools under religious management (particularly Cases 3 and 4) visibly reinforced
the cultural and religious identity of their management in both symbolic displays
and festival celebrations. The Unaided Christian Management School (Case 5),
while maintaining a Christian cultural orientation, demonstrated relatively broader
inclusivity through its event posters, greetings, and general library resources. These
patterns highlight how school management type influences the visual and material

representation of diversity in upper primary schools in Kerala.

Perspectives on Visual and Material Representations in Schools

Semi-structured interviews conducted with the headmasters of the five
schools provided valuable insights into the visual and material representations
displayed within the school premises. The analysis of the interview data revealed
the following key themes. The enquiry focused on emblems, quotes, portraits,

symbols, and festival-related decorations, as well as the processes and principles
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guiding their selection. The analysis of the interview data revealed three major sub-

themes:

Decision-Making Authority and Autonomy. A clear pattern emerged
across all cases regarding the decision-making authority on visual and material
representations within schools. In the Government School (Case 1), the head
teacher reported that all such decisions were made in accordance with
government rules, departmental instructions, and the national and state
ideologies. The school followed official norms, with little room for independent

decision-making at the school level.

In the Aided School (Case 2) and the Private Management Schools (Cases 3,
4, and 5), the head teachers uniformly stated that these decisions rested entirely with
the school management authorities. The management determined the nature and
content of the visual displays, and head teachers played only an implementing or
supervisory role. In these schools, the physical and visual environment was closely
aligned with the cultural, ideological, or religious priorities of the respective

managements.

Philosophical and Ideological Basis of Visual Representations. The data
also highlighted the underlying principles behind the selection of visual and material
representations. In the Government and Aided schools (Cases 1 and 2), the head
teachers explained that visual displays, including portraits, quotes, and symbols,
were selected based on national identity, Indian cultural values, and state
educational policies. These typically included motivational quotes, images of

national leaders, and symbols of national and cultural heritage.

The Private Management Schools (Cases 3, 4, and 5) displayed visuals and

symbols reflecting the management’s religious and cultural philosophy. The Private
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Hindu Management School (Case 3) and Private Muslim Management School (Case
4) incorporated visuals symbolizing Indian cultural traditions and Islamic values,
respectively. In the Private Christian Management School (Case 5), the head teacher
mentioned that Christian religious symbols, particularly the image of Jesus Christ,

were prominently displayed as the spiritual and moral face of the institution.

Community Involvement and Feedback Patterns. A striking observation
from all five head teacher interviews was the absence of parental, student, or staff
feedback or requests regarding the school’s visual and material representations. All
head teachers confirmed that no concerns, suggestions, or objections had ever been
raised by the school community in this regard. Decisions on these matters were

handled internally without formal consultation with parents or the wider community.

The analysis revealed a centralized, top-down approach to visual and material
representations in schools. While Government and Aided schools strictly adhered to
official norms rooted in national and cultural ideologies, Private Management Schools
designed their school environment to reflect their religious and cultural identities, as
determined by their respective managements. Across all schools, there was a notable
absence of community participation or feedback in deciding what symbols and
representations were displayed within the school premises, reflecting a managerial

and authority-driven visual representational culture.

Summary. The triangulated analysis of both observation and interview data
revealed that visual and material representations in the five case schools were
closely tied to the type of school management. In all schools, decision-making
regarding these representations was authority-driven, with government and aided
schools (Cases 1 and 2) adhering to government rules, departmental instructions,

and national ideologies, while private management schools (Cases 3, 4, and 5)



CAualyaca 245

followed the decisions of their respective management authorities. Both data
sources confirmed that no participatory decision-making involving teachers,

students, or parents was present in any of the schools.

In terms of representational content, government and aided schools
consistently reflected secular, national, and educational values through portraits of
national leaders, motivational quotes, and inclusive festival greetings. In contrast,
the unaided Hindu and Muslim management schools prominently reinforced their
respective religious and cultural identities through religious artefacts, faith-specific
festival displays, and programme decorations aligned with their traditions. The
Christian Management School projected its religious identity while displaying
comparatively broader inclusivity by acknowledging multiple festivals and avoiding

visible religious motifs in event decorations.

A clear distinction was noted in the presence of religious artefacts and
symbols within the school premises. Government and aided schools maintained
visibly secular environments, while private religious management schools
incorporated artefacts, religious dress, proximity to religious institutions, and the
presence of religious personnel in ways that reflected their religious affiliations.
Library resources followed a similar pattern, with government and aided schools
offering diverse, secular reading collections, while Hindu and Muslim management
schools included texts reflective of their religious and cultural traditions. The
Christian Management School maintained a general, neutral library collection

without overtly religious texts.

Across all five cases, both field observations and interview data consistently
confirmed the absence of community involvement or feedback mechanisms in

decisions about visual and material displays. These findings indicate that school
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governance structures play a decisive role in shaping the symbolic and visual
environment of upper primary schools in Kerala, ultimately determining how socio-

cultural and religious diversity is visually represented within educational spaces.
Theme II- Diversity in School Practices

School practices play a vital role in shaping children’s everyday experiences
of diversity, inclusion, and social interaction. While curriculum and formal
programmes contribute to promoting values of equality and respect, it is often through
daily routines and informal practices that students learn to engage with differences in
religion, culture, caste, and gender (Banks, 2015). Practices such as morning prayer,
assemblies, classroom seating, and peer interactions in public spaces subtly
communicate institutional values and expectations about diversity and coexistence
(Sriprakash, 2012). These routine activities influence how students perceive one
another, form friendships, and develop attitudes towards those from different
backgrounds. In the Indian school context, where social divisions based on caste and
religion are historically rooted, understanding how school practices include or exclude

certain groups becomes particularly significant (Nambissan, 2010).

Recognising the importance of these daily practices in shaping the socio-
cultural environment of schools, this study examined the management and reflection
of diversity in upper primary schools through six key sub-themes. These sub-themes
were carefully identified based on literature review, field observations, and expert
consultation as essential indicators of how diversity is addressed within routine

school activities. They are as follows:

e Morning Prayer
e School Assembly

o Religious Accommodation
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o Classroom Seating Arrangements

e Value Education and Moral Lessons

The following sections present a detailed analysis of each of these sub-
themes, drawing on data collected through observations, semi-structured interviews,
and Focus Group Discussions conducted across government, aided, and unaided

schools in Kerala.
Morning Prayer

Morning prayer is one of the most regular, visible, and shared practices in
schools where students gather together daily before classes begin. It offers an
important opportunity for schools to promote inclusivity, secular values, and respect
for religious diversity. This section examines how morning prayer is conducted in
the selected upper primary schools, focusing on its content, participation patterns,
and inclusivity practices. The data is presented in Table 54.

Table 54

Nature of Morning Prayer and Participation Pattern in Case Schools

SI. No. Case details Nature of the prayer Participation pattern

Secular, neutral, not addressing any Different student groups
1 Case 1 (Government) religion or culture; focused on social are assigned for different
values days

Multiple prayers on different days in
2 Case 2- (Aided) multiple languages; neutral with Fixed student groups
occasional religious references

3 Case 3 — Unaided Single prayer every day based on Multiple student teams
Hindu management  Hindu religious themes participate

4 Case 4- Unaided Multiple prayers and in multiple Multiple student teams
Muslim management languages, all Islamic-themed participate

5 Case 5- unaided Single daily prayer in English with Fixed school prayer team

Christian Christian religious themes

The data presented in Table 54 reveal distinct patterns in the nature of

morning prayers and demonstrates how the religious or secular orientation of school
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management directly influences both the content of morning prayers and the

engagement of students in these daily rituals.

In the Government School (Case 1), the morning prayer maintained a
secular and neutral character, consciously avoiding religious references. The
participation pattern was inclusive, with different student groups assigned the
responsibility for leading the prayer on different days. This rotational approach
promotes shared opportunity among students, reflecting the school’s commitment

to maintaining a socially cohesive environment.

The Aided School (Case 2) adopted a mixed approach, with prayers
conducted in multiple languages on different days. While largely neutral in
content, occasional religious references were observed. The participation pattern
in this case was organised through fixed student groups, offering limited rotation

and thereby potentially restricting broader leadership opportunities for students.

The Unaided Hindu Management School (Case 3) conducted a single daily
prayer strictly based on Hindu religious themes. Although multiple student teams
participated in leading the prayer, the thematic content remained religiously
exclusive, closely reflecting the religious identity and ethos of the school

management.

A similar pattern was evident in the Unaided Muslim Management school
(Case 4), where multiple prayers were conducted in different languages, but they
centred around Islamic themes. Participation was broader, involving multiple
student groups, indicating both religious homogeneity within the school

community and active student involvement in prayer practices.

The Unaided Christian Management school (Case 5) followed a uniform
daily prayer in English, consistently based on Christian religious themes. The

participation structure was fixed, with a designated school prayer team
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responsible for conducting the session, limiting opportunities for wider student

involvement.

The analysis of field observations on morning prayer practices has
revealed clear patterns in both the nature of the prayers conducted and the
participation structures adopted by the case schools. These patterns appear closely
connected to the type and religious orientation of the school management, with
government and aided schools reflecting more neutral and inclusive practices, and
unaided religious management schools aligning their practices with their

respective faith traditions.

While these findings offer valuable insights into institutional approaches
to diversity within daily routines, it is important to understand how these
practices are perceived by students and teachers themselves. To develop a deeper,
more contextualised understanding of the implications of morning prayer
practices on students’ experiences of inclusion, participation, and diversity
management within the school environment, the subsequent sections analyse data
from semi-structured interviews with teachers and Focus Group Discussions with

students.

School Assembly

The school assembly is a vital daily routine where institutional values,
cultural messages, and communal unity are reinforced. An analysis across the five
case schools highlights clear variations in both the structure of the assembly and
the extent to which diversity is reflected and accommodated. The result is

presented in Table 55.
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Table 55

Nature of School Assembly and Participation Pattern in Case Schools

SI.

No Case Details Inclusivity of the Programme Student Representation

Common theme and motivating
Casel

1 messages, greetings on different
(Government) 'g g &
occasions given

Students from all communities
occasionally participated

No formal assembly. Daily No fixed group; participation
. announcements via microphone: through rotation and class-based
2 Case 2- (Aided) news, special day details, and selection- participation of different
pledge communities

Case 3 - Unaided Hindu salutations, general moral
3  Hindu messages, and student Only Hindu students participate.
Management motivation.

Common messages and themes,

Case 4 - Unaided . . .
occasional Muslim salutations,

4  Muslim importance of the day, and Only Muslim students participate.
Management
pledge.
Case 5- Unaided
5 Cai?stian naide Common themes, secular Mixed participation from diverse
salutations, and pledge. students.
Management

Table 55 presents a comparative overview of the inclusivity of school
assembly programmes and the nature of student representation across different types
of schools. It highlights variations in assembly practices, ranging from common and
secular themes in government and unaided Christian management schools to
religiously specific practices in unaided Hindu and Muslim management schools.
The data also indicates differences in student participation, with some schools
ensuring mixed representation while others restrict participation to students of a
particular community. This structured comparison aids in identifying patterns of
inclusivity and diversity accommodation within the school practices studied. The

pattern is presented in Figure 5.
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Figure 5

Concept Map of Nature and Pattern of School Assembly in Selected Cases
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The data shows that Government schools attempt to maintain an inclusive
tone by integrating motivational messages and greetings related to different
occasions. Importantly, students from various backgrounds participate in the
conduct of the assembly, contributing to a pluralistic and participatory environment.
The use of common themes rather than religiously specific content further adds to

the inclusive character.

In aided schools, the format is adapted; instead of a conventional assembly,
announcements through a microphone system serve a similar purpose. Despite this
structural difference, the practice remains inclusive, as students are selected through
rotation, class-based achievements, or competitions. Daily readings include news
updates and descriptions of significant days, reflecting a commitment to broad

awareness and representation of multiple cultures.
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Unaided Hindu and Muslim management schools demonstrate mixed levels
of inclusivity. While their assemblies often include common humanistic messages,
the religious salutation specific to the respective management's faith is integrated.
Participation is generally limited to students from the same religious community,
which narrows the scope for broader representation and may unintentionally

reinforce monocultural patterns in practice.

In contrast, the unaided Christian management school maintained common
themes and salutations during the assembly, ensuring it does not alienate students
from other faiths. Importantly, students from diverse religious and socio-cultural
backgrounds are visibly included, indicating a commitment to fostering an

environment of shared values and inclusive practice.

The data reveal that school type and management ideology influence the
degree of religious and cultural accommodation in assembly practices. Government
and Christian unaided schools demonstrate clear efforts to promote inclusivity,
while religious unaided schools tend to prioritize intra-community participation

under generally inclusive themes.

Teachers’ Perception of Morning Prayer and Assembly

The data obtained through semi-structured interviews with teachers across
the five case schools revealed notable variations in the organisation, inclusivity,
and student participation mechanisms in morning prayer and assembly practices.
A thematic analysis of these interview responses identified four key themes:
(1) Organisation and Structure of Assembly Practices, (2) Inclusivity in Assembly
Content and Practices, (3) Student Participation Mechanisms, and (4) Role of

Management and Teachers in Shaping Assembly Practices.
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Organisation and Structure of Assembly Practices. Teachers’ accounts
demonstrated varied approaches to structuring morning assemblies across the
schools: Case 1 (Government School) and Case 2 (Aided School) reported flexible
models adapted to logistical limitations. Regular common prayers were conducted
via the school’s Public address System, while large gatherings were organised only
on significant occasions. Responsibilities for assembly activities were distributed
collectively in staff meetings at the beginning of the academic year, ensuring joint
planning and coordination. Case 3 (Unaided Hindu Management School) and Case 4
(Unaided Muslim Management School) followed traditional, management-directed
assembly structures. The school authorities predetermined the prayers and routines,
and teachers implemented these without scope for adaptation. Case 5 (Unaided
Christian Management School) exhibited a structured and punctual routine,
supervised directly by the principal. Regular assemblies were conducted with fixed

components, including prayers, secular messages, and moral teachings.

Government, aided, and Unaided Christian Management schools reflected
institutional flexibility and shared decision-making, whereas unaided Hindu and

Muslim schools adhered to management-fixed, traditional structures.

Inclusivity in Assembly Content and Practices. Teachers’ narratives
revealed variations in the inclusivity of assembly content. In Case 1 and Case 2,
assemblies were consciously designed to deliver secular messages promoting
nationalism, moral values, and mutual respect. Teachers made efforts to avoid
religious bias and foster an inclusive environment. Case 5 (Christian Management
School) maintained a secular approach in assembly content, complemented by
moral teachings and public recognition of student achievements. Case 3 (Hindu
Management School) and Case 4 (Muslim Management School) predominantly

reinforced community-specific religious practices. In Case 3, while moral and
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motivational messages were delivered, they were rooted in traditional Hindu ethos.
Case 4 incorporated Muslim greetings and religious prayers without structured

efforts to include diverse cultural or religious perspectives.

Government, aided, and Unaided Christian management schools prioritised
inclusive, secular assembly content, while Unaided Hindu and Muslim management

schools-maintained mono-religious assembly practices.

Mechanisms for Assigning Assembly Responsibilities for Students.
Mechanisms for assigning assembly responsibilities for students varied across
different case schools. Cases 1, 2, and 5 (Government, Aided and Unaided Christian
management schools) adopted a merit-cum-rotation approach, selecting students
based on their performance in the classroom and extracurricular activities. Teachers
ensured fair representation of students from different socio-cultural backgrounds. In
Case 3 and Case 4, student participation was controlled by teachers or management,
with limited structured rotation or inclusivity strategies. While Case 4 attempted an
informal rotation of duties, it lacked a systematic mechanism to ensure equal

opportunities for all students.

Government, aided, and Christian schools demonstrated inclusive,
performance-based participation systems, while Hindu and Muslim management

schools exhibited selective, less inclusive practices.

Role of Management and Teachers in Shaping Assembly Practices. The
interviews reveal differences in the degree of teacher engagement and management
control in shaping assembly practices. In Cases 1, 2, and 5, teachers actively
participated in the planning, organisation, and content creation for assemblies.
Institutional frameworks encouraged teacher involvement and fostered inclusive

practices. Cases 3 and 4 followed top-down decision-making processes, where
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school authorities predetermined assembly practices and prayers, limiting teachers’
roles to implementation. This restricted the scope for introducing inclusive or

contextually adapted practices.

Higher teacher agency and collaborative leadership were observed in
government, aided, and Christian management schools, while unaided Hindu and

Muslim schools remained management-driven.

Summary. The thematic analysis of teachers’ perceptions revealed
significant institutional differences in the organisation and inclusivity of morning
prayer and assembly practices. Government, aided, and unaided Christian
management schools demonstrated conscious efforts to foster inclusivity, student
participation, and secular values within their logistical constraints. In contrast,
unaided Hindu and Muslim management schools predominantly upheld mono-

religious practices with limited space for diversity engagement
Students’ Perception of Morning Prayer and Assembly

An analysis of data collected through Focus Group Discussions (FGDs)
conducted with students in upper primary schools explored students’ perceptions of
morning prayer and assembly practices in their schools. The analysis highlights how
these daily routines reflect or neglect socio-cultural and religious diversity in

different school settings.

The analysis of student FGDs revealed five key themes regarding their

perceptions of morning prayer and assembly practices in their respective schools.

Lack of Variety in Morning Prayers. Students from several cases
expressed dissatisfaction with the repetitive and unchanging nature of school

prayers. In the Government School (Case 1), a student commented,



256 Pluralistic Environment in Primary Schools

“Prayer is common every day, we just stand as a rotten for it.”
Another student remarked,
“No variety, old and not interesting.”

Similar sentiments were expressed in the Unaided Christian School, where one

student stated,

’

“Every day same prayer.’

Interpretation. The repetition and lack of diverse content in morning prayers
led to student disengagement. The practice failed to reflect the varied religious and
cultural backgrounds of students, missing an opportunity to foster inclusivity and

cultural awareness.

Limited Student Participation and Teacher-Driven Selection. Across
cases, it was evident that student participation in prayer and assembly activities was

largely controlled by teachers. In the Aided School (Case 2), a student noted,
“Teachers select prayer team.”

This was echoed in the Unaided Hindu Management School (Case 3) where a

student said,
“Teachers select students for prayer.”

In the Unaided Muslim Management School (Case 4), a fixed team structure further

restricted opportunities for broader student involvement, as shared by a participant:

1

“Fixed teams are there for prayer and teachers don’t mind students like us.’

Such practices reflect a lack of inclusive approaches where opportunities for

equal and voluntary participation from students of different religious and cultural
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backgrounds are not adequately promoted. This system limits diverse representation

and undermines the principles of equitable participation.

Use of Public Address System Instead of Assembly Gathering. Several
schools, particularly those with large student populations or space constraints,
conducted assemblies through public address systems rather than organizing

common gatherings. In the Aided School, a student explained,

“Assembly is not conducted in ground... every day morning a message,

pledge, and other are taken using public sound system.”
Similarly, in the Unaided Muslim School, students mentioned,

“Common assembly is rare and messages are shared in public system every

day morning.”

While practical, this arrangement limits opportunities for collective school-
wide engagement and reduces the potential for fostering unity and shared

experiences of diversity.

Inclusion of Special Messages and Moral Teachings. In certain cases,
schools incorporated moral lessons and religious teachings as part of the morning

assembly routine. In the Unaided Muslim School, a student shared,

“We recite some days Quranic verses as prayer. Our moral teachers are

managing many programmes here.”’
In the Unaided Christian School, a student remarked,

“Teachers give common messages related to human respect, parental

respect in assemblies.
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These practices demonstrate conscious efforts towards value education and
moral sensitisation. However, the focus often remained within specific religious or

moral frameworks rather than adopting an inclusive, multicultural approach.

Assembly as a Break from Routine. In the Government School (Case 1),
some students expressed a positive perception of assemblies as an opportunity to

spend time away from classroom activities. One student stated,

’

“Assembly is good because we can spend one or two periods outside.’
One student opined that

“Assembly days are days for relaxation and it is a programme of comedy

and many of us not hearing what teachers say”

This indicates that students may value assemblies more as a relief from
academic routines than as meaningful platforms for shared learning and cultural
exchange. This perception also suggests a missed opportunity for schools to make

assemblies more engaging, participatory, and diversity-focused.

The findings from student FGDs reveal that morning prayer and assembly
practices in most schools lack systematic efforts to reflect socio-cultural and
religious diversity. Participation is often restricted by teacher selection or fixed
teams, and assemblies rarely offer opportunities for students from diverse
backgrounds to share their cultural and religious identities. While some moral and
value-based messages are included, these tend to remain within narrow cultural
frames. The study suggests that schools could improve inclusivity by rotating
assembly leadership among students from different communities, integrating
interfaith and multicultural content, and creating space for voluntary and meaningful

student participation in assembly programmes.
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Interpretation. The analysis of morning prayer and school assembly
practices, drawn from field observations, semi-structured teacher interviews, and
student Focus Group Discussions (FGDs), reveals notable patterns and disparities in
how diversity and inclusivity are addressed across different school types. Field
observations indicated that while government and aided schools attempted to
maintain secular or neutral prayer content, unaided religious management schools
predominantly followed prayers rooted in their respective religious traditions.
Teachers in government and unaided Christian schools reported deliberate efforts to
include moral and motivational messages while ensuring participatory opportunities
through student rotations. In contrast, teachers in unaided Hindu and Muslim
management schools acknowledged following long-standing religious routines, with

limited efforts to integrate broader socio-cultural perspectives.

Students’ accounts, however, exposed gaps between institutional practices
and student experiences. Many students expressed dissatisfaction with the repetitive
and unvaried nature of morning prayers, perceiving them as monotonous and
disconnected from the cultural diversity of the school community. Participation in
assemblies and prayer activities was largely teacher-driven across most schools,
with fixed teams and selective representation restricting opportunities for students
from diverse backgrounds to actively engage. This perception was particularly
strong in religiously managed unaided schools, where students noted that leadership
in prayer and assembly activities was largely confined to members of the

management’s religious community.

Furthermore, while teachers justified the use of public address systems for
daily assemblies due to space and logistical constraints, students consistently reported
that this practice diminished opportunities for communal engagement, reducing

assemblies to a passive and perfunctory exercise. Moral teachings and value-based



260 Pluralistic Environment in Primary Schools

messages were regularly incorporated, but these often reflected narrow religious or
nationalistic frameworks rather than embracing a multicultural or inclusive approach.
Interestingly, students valued assemblies more as a diversion from academic routines

than as meaningful platforms for cultural learning or moral reflection.

Summary. The triangulated findings reveal a consistent gap between
institutional intentions and students' lived experiences in the management of
morning prayer and assembly practices. While certain schools, particularly
government and unaided Christian management institutions, demonstrate visible
efforts toward inclusive practices, these often remain superficial, repetitive, and
inadequately engaging from the students’ perspective. In contrast, unaided
religiously managed schools predominantly reinforce mono-cultural patterns,
conducting prayers and assemblies that reflect the management’s religious identity
while limiting students’ exposure to diverse cultural and religious experiences. Both
teacher-driven participation mechanisms and logistical constraints such as reliance
on public address systems further restrict opportunities for meaningful student

involvement and collective school-wide interaction.
Religious Accommodation

Based on the qualitative data obtained through field observations and
investigator notes, three major themes were identified in relation to religious
accommodation practices in upper primary schools in Kerala. These themes
represent key areas through which schools engage with or regulate religious

diversity within their institutional environment. The three major themes are:

e Dress and Attire Accommodation
e Provision for Prayer

e Adjustment for Religious Needs
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Table 56 describes the variations in practice across the five case schools for

each of these themes.

Table 56

Summary of Religious Accommodation Practices Across Themes and Case

S Case details Dress & Attire Provision for Prayer Adjustment for
No. Accommodation ¥ Religious Need
No designated
Religi bol ; student . _
Case 1l cliglous symbols space., students Flexible for Religious
1. observed (e.g., permitted to use
(Government) Needs
headscarves, bangles) open areas
informally
Religi ttire like hijab . . .
€ligtous athire fike hyabs, Occasional use of Flexible for religious

2. Case 2- (Aided) crosses, forehead marks
empty classrooms needs

allowed
Only Hindu religious Hindu rituals (lamp
Case 3 - C e . .
. . symbols are observed. No lighting) in assembly; Flexible for Hindu
3. Unaided Hindu . - . .
other attire seenamong  no provision for celebrations and rituals
management
students and teachers others
Case4- Unaided Muslim cap and hijab Mosque and Flexible schedule and
4. Muslim compulsory for all separate prayer hall leave patterns for
management students for girls’ Muslim celebrations
. Inclusive of religious attire Church, mosque Flexible adjustments
Case 5- unaided - -
5. . (hijab, crosses, forehead  nearby, and a girls for students of all
Christian . .
marks) room for prayer r religious communities

Dress and Attire Accommodation. The regulation and accommodation of
religious dress within schools varied according to management type. In Case 1
(Government School), minor religious symbols such as headscarves, bangles, and
religious lockets were permitted within the framework of a fixed uniform, reflecting
a moderately inclusive environment. Case 2 (Aided School) also allowed religious
attire including hijabs, crosses, and forehead marks, though practices were informal
and not codified in policy. In contrast, Case 3 (Unaided Hindu Management School)
permitted only Hindu cultural symbols. The school exclusively admitted Hindu

students, and no provision was made for the religious attire of students from other
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faiths. Case 4 (Unaided Muslim Management School) followed a strict religious
dress code, mandating the Muslim cap and hijab for all students, regardless of
individual faith background, reflecting a mono-religious policy. Case 5 (Unaided
Christian Management School) adopted an inclusive approach, permitting hijabs for
Muslim students, crosses for Christians, and forehead marks for Hindus,

demonstrating respect for religious diversity within a standard uniform framework.

Provision for Prayer. Schools differed in the availability of dedicated
prayer facilities and the flexibility of their religious practices. Case 1 (Government
School) did not have a formal prayer space but allowed students to use open areas
informally for religious observances. Case 2 (Aided School) likewise lacked
designated facilities but occasionally provided empty classrooms for students to
pray during special religious occasions. Case 3 (Unaided Hindu Management
School) institutionalised Hindu rituals, such as lamp lighting and devotional prayers
during morning assembly, but made no provisions for students from other religions.
In contrast, Case 4 (Unaided Muslim Management School) maintained comprehensive
prayer facilities, including an on-campus mosque and a separate prayer hall for girls,
highlighting structured mono-religious provision. Case 5 (Unaided Christian
Management School) demonstrated religious inclusivity by offering a church on
campus, a mosque nearby, and a separate prayer room for girls, accommodating

religious diversity within the school environment.

Adjustment for Religious Needs. Flexibility in adjusting school routines for
students observing religious fasting or other faith-based practices also varied. Case 1
(Government School) demonstrated moderate flexibility by excusing fasting students
from physical education and adjusting lunch breaks as needed. Case 2 (Aided School)

made similar informal adjustments during religious observances such as Ramadan and
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other fasting days, though without formal guidelines. Case 3 (Unaided Hindu
Management School) made no accommodations for fasting students, given its
exclusively Hindu student population and structured Hindu religious practices. Case 4
(Unaided Muslim Management School) provided structured allowances during
Ramadan, such as schedule adjustments and exemptions from strenuous activities for
fasting students. Case 5 (Unaided Christian Management School) adopted an
inclusive policy, offering flexible adjustments for fasting students from all religious
backgrounds, including rescheduled activities, modified lunch timings, and physical

activity exemptions.

Summary. The thematic analysis revealed significant differences in
religious accommodation practices across the five case schools, closely linked to
their management types. Government and aided schools demonstrated moderately
inclusive and situationally flexible practices, whereas unaided Christian
management schools adopted structured and deliberate accommodations for
religious diversity. In contrast, unaided Hindu and Muslim management schools
primarily catered to mono-religious practices, with institutional provisions tailored
exclusively to their respective faith traditions. The analysis also highlights that
religious accommodation in upper primary schools extends beyond institutional
policy into daily practices such as dress, prayer, and fasting, shaping students’ lived
experiences of inclusion or exclusion within the school environment. These patterns
underscore the critical influence of management type, institutional orientation, and
community composition in determining the nature and extent of religious

accommodation within Kerala’s schooling context.

Teachers’ Perception of Religious Accommodation. In order to gain
deeper insights into how schools address students’ religious needs, including Friday

prayers, fasting during Ramzan, and religious attire, semi-structured interviews were
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conducted with teachers from five upper primary schools in Kerala. The teachers
were asked to describe their institutional practices, recall specific situations that
required religious accommodations, and reflect on how these were managed. The

analysis of the responses revealed three major sub-themes:

e Availability of Facilities for Religious Practices
o Institutional Sensitivity and Problem Reporting

o Religious Homogeneity and Selective Provisioning

Availability of Facilities for Religious Practices. The majority of teachers
across schools acknowledged the presence of religious accommodation facilities
either within the school campus or in nearby locations. In Case 1 (Government
School) and Case 2 (Aided School), teachers reported that students from diverse
religious backgrounds attended the school and that spaces for prayer were either
made available on school grounds or accessible in the vicinity. One teacher

remarked:

“Facilities are nearby and a separate space for girls is available in school.”

Teachers from Case 5 (Unaided Christian Management School) described
similar provisions, adding that extra time was allotted on Fridays for Muslim
students to attend prayers. However, they also highlighted the need for further

improvements, particularly in enhancing prayer facilities for Muslim girls.

“Facilities for prayer are available and extra time is allotted on Fridays. No

issues reported, but we need to improve facilities for Muslim girls to pray.”

Institutional Sensitivity and Problem Reporting. A recurring observation
among teachers was the absence of religious conflicts or issues within their schools.

Teachers in Case 1 (Government School), Case 2 (Aided School), and Case 5
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(Unaided Christian Management School) stated that no incidents requiring special
religious arrangements had been reported. They attributed this to a conscious
awareness maintained by school management and Parent-Teacher Associations
(PTAs) to anticipate and address such needs proactively. As one teacher from an

aided school explained:

“Many students from religious backgrounds with their specific dress code
are attending the school. No issues so far, and our PTAs and management

)

are very careful in such facilities.’

This proactive approach towards inclusivity was consistently observed in
Christian management schools as well, where teachers highlighted the importance

of equitable treatment for students of all religious backgrounds.

Religious Homogeneity and Selective Provisioning. In schools with
predominantly mono-religious student populations, accommodations were primarily
aligned with the needs of the dominant religious group. In Case 3 (Unaided Hindu
Management School), teachers indicated that the school predominantly served
Hindu students and integrated Hindu rituals such as daily lamp lighting. No specific
provisions were made for other religious groups, although no issues had been

reported. A teacher noted:

“Here, most students are Hindus. Facilities for their prayers and rituals are

here. No issues so far reported.”

Similarly, in Case 4 (Unaided Muslim Management School), teachers
reported that most of the students belonged to the Muslim community, and the
institution provided appropriate facilities such as a mosque and prayer halls.
Teachers from this case also indicated that no discrimination had been experienced

by staff members from other religious backgrounds.
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“Students are from the Muslim community, and other students are not
attending this school. In my experience, we have many teachers from
other communities and such discrimination, so far, we have not

experienced.” (A teacher from Case 4)

The analysis of teachers’ perceptions revealed that most upper primary
schools in the study demonstrated sensitivity towards students' religious
practices, particularly in schools with mixed religious populations. Government,
aided, and unaided Christian management schools generally provided reasonable
facilities for prayer, admitted students’ religious identities, and made informal
adjustments for fasting and other religious needs. In schools with predominantly
mono-religious student populations, such as Hindu and Muslim management
schools, religious accommodations were primarily designed to serve the dominant
faith community, with little provision for religious diversity. Importantly,
teachers across all cases consistently reported the absence of religious conflicts or
grievances, attributing this to proactive oversight by school management and
PTAs. These findings reflect varied patterns of religious accommodation shaped
by school type and community composition, and indicate areas where more
inclusive practices - such as additional prayer facilities for Muslim girls - could

further strengthen institutional inclusivity.

Students’ Experiences of Religious Accommodation. To complement
the insights gathered from observations and teacher interviews, Focus Group
Discussions (FGDs) were conducted with students across the five case schools.
The discussions aimed to capture students' experiences regarding religious
accommodation in areas such as prayer, fasting, religious dress, and related
school practices. The analysis of these discussions identified three major sub

themes:
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e Access to Prayer Facilities
e Accommodation of Religious Dress and Ritual Practices

e Support from Teachers and School Management

Access to Prayer Facilities. Across the cases, students' accounts confirmed
the varied availability and nature of prayer spaces in their schools. In Case 1
(Government School), students reported that although there was no formal prayer
hall, they used nearby mosques or classrooms for prayer, particularly for Muslim
girls. Students expressed that they did not face any restrictions in doing so. In Case
2 (Aided School), students similarly reported using nearby religious facilities and

some classrooms for prayer when required. One student noted:
“Mosque is nearby. We use some classrooms for prayer-especially for girls.”

In Case 3 (Unaided Hindu Management School), students confirmed that
religious practices and rituals were Hindu culture related and Students from other
communities were not enrolled. In Case 4 (Unaided Muslim Management School),
students described well-established facilities for prayer, including a mosque on
campus and a separate prayer room for girls. It was noted that caps and scarves were
compulsory for all students and no students from other religious backgrounds were

admitted.

Case 5 (Unaided Christian Management School) reflected relatively
inclusive practices, with students from multiple religious backgrounds studying
together. Muslim students reported limited access to prayer spaces and often
performed prayers inside classrooms. Christian facilities such as a church existed on

campus, but students stated that daily prayers were not conducted for all.

“Prayer room facility is limited, so we are performing in the classroom.”

(Muslim girl, Case 5)
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Accommodation of Religious Dress and Ritual Practices. Students across
the cases consistently noted that, apart from a compulsory uniform, schools did not
object to religious attire like headscarves, caps, or other symbols. In Case 1 and
Case 2, Muslim students mentioned wearing scarves and caps freely. One student

remarked:

“No problems in dressing and others - we are allowed to wear scarf, cap,

’

and others.’

In Case 3, students, all belonging to the Hindu faith, participated in Hindu
rituals, including morning assemblies with devotional practices, and indicated no
restrictions or religious tensions. Case 4 enforced religious attire norms aligned with
Islamic traditions, requiring all students to wear caps and scarves, as confirmed by
student participants. Case 5 demonstrated flexibility in permitting religious attire
and symbols alongside the prescribed uniform. Students appreciated this acceptance

and noted supportive attitudes from teachers and peers.

Support from Teachers and School Management. Students’ perceptions of
institutional support largely mirrored the patterns reported by teachers. Across
Cases 1, 2, and 5 (Government, Aided and Christian management schools) students
stated that teachers were cooperative and supportive in addressing religious

practices such as fasting, prayer, and attire. A student in Case 5 shared:
“Teachers support us in all practices. No issues faced so far.”

Students in Cases 3 and 4, (unaided Hindu and Christian management schools) not
shared any discrimination, though accommodations were naturally focused on the

majority religious group.

The Focus Group Discussions with students corroborated the patterns

identified through observations and teacher interviews, while adding experiential
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details. Students in government, aided, and Christian management schools generally
reported inclusive and tolerant environments, with adequate freedom to observe
religious practices and wear religious attire. However, infrastructural limitations
were noted, particularly concerning prayer spaces for Muslim girls. In religiously
homogeneous schools, religious accommodations exclusively catered to the
dominant faith group, and students reported no conflict due to the absence of
religious diversity. Importantly, across all cases, students indicated positive
relationships with teachers and school authorities in matters of religious

accommodation, confirming institutional sensitivity in diverse contexts.

Data Triangulation. The triangulated analysis of religious accommodation
practices in upper primary schools in Kerala, based on data from field observations,
teacher interviews, and student Focus Group Discussions, revealed significant
patterns and clear variations shaped by the type of school management and religious
composition of the student body. Three general themes (Dress and Attire
Accommodation, Provision for Prayer, and Adjustment for Religious Needs)
emerged consistently across all data sources, enabling a comprehensive comparison

and synthesis of practices within the case schools.

Dress and Symbols. Across the cases, the findings on accommodation of
Dress and symbols demonstrated that government and aided schools adopted
moderately inclusive approaches, permitting minor religious symbols such as
headscarves, crosses, bangles, and forehead marks within the boundaries of a fixed
uniform. Both teachers and students confirmed this tolerance, reporting no instances
of restrictions or conflicts. Observational data corroborated these accounts, noting
the visible presence of religious attire without institutional objections. In contrast,
unaided Hindu and Muslim management schools maintained strict dress codes

aligned with their respective religious traditions. In the Hindu management school,
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only Hindu cultural symbols were permitted, while the Muslim management school
mandated the hijab and cap for all students and the unaided Christian management
school displayed comparatively the high inclusivity among unaided management

schools.

Provision for Prayer. The theme of Provision for Prayer similarly revealed
significant diversity in institutional arrangements. Government and aided schools,
while lacking formal prayer spaces, allowed students to utilise nearby mosques or
classrooms for religious observances. Teachers reported their support and students
confirmed that no restrictions were faced when seeking prayer spaces. In the
unaided Hindu management school, religious accommodation was mono-religious,
with daily Hindu rituals institutionalised during assemblies and no provisions for
other religious groups. Conversely, the Muslim management school offered
structured, faith-specific facilities, including an on-campus mosque and a separate
prayer room for girls, a pattern unanimously confirmed through observation,
interviews, and student accounts. The Christian management school maintained
relatively inclusive provisions, offering a church on campus, a mosque nearby, and
a designated prayer room for girls, though students pointed out infrastructural

limitations for minority religious groups, particularly Muslim girls.

Addressing Students’ Religious Needs. Government, aided, and unaided
Christian management schools demonstrated flexible, situationally responsive
practices for addressing students’ religious needs, such as excusing fasting students
from physical education and adjusting lunch breaks during religious observances.
Both teachers and students described these arrangements as supportive and free
from conflict, a finding substantiated through observational data. The unaided
Hindu management school, catering exclusively to Hindu students, made no such

adjustments beyond Hindu festivals and rituals, while the unaided Muslim
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management school offered structured allowances during Ramadan, including
adjusted schedules and activity exemptions for fasting students. Notably, both
mono-religious schools reported no issues or religious tensions, a reflection of the

homogeneity of their student populations.

This triangulated theme-wise comparative analysis highlights that religious
accommodation in Kerala’s Upper Primary schools is closely tied to school
management type and religious composition. Government and aided schools offered
situational flexibility without formal policies, while Christian management schools
demonstrated structured, inclusive practices. In contrast, unaided Hindu and Muslim
management schools maintained mono-religious accommodation frameworks, with
no provision or need for inter-religious accommodations. These findings validate
the critical role of management ethos and community demographics in shaping

religious accommodation within schools.

Classroom Seating Arrangements

To explore the patterns of socio-religious inclusivity within classroom
environments, data were collected through field observations, semi-structured
interviews with teachers, and Focus Group Discussions (FGDs) with students in
selected case schools. Field observations documented actual observed seating
arrangements and spatial patterns within classrooms, while teacher interviews
provided insights into institutional policies and informal practices related to seating.
Student FGDs captured students’ perspectives and experiences of classroom seating,
including whether arrangements promoted interaction across religious and cultural

lines.

Field Observation. Classroom seating arrangements play an important role

in reflecting and reinforcing socio-cultural inclusivity within educational spaces. As
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part of this inquiry, classroom seating practices were systematically observed across
five upper primary schools in Kerala, focusing on the presence or absence of
diversity mixing, and seating policies. Thematic analysis of the observations

identified three key sub-themes:

e Inclusive and Mixed Seating Practices
e Semi-Inclusive and Partially Grouped Seating

e Homogeneous Seating in Mono-Religious Schools

These themes reflect the varying degrees of inclusivity in classroom
arrangements, closely tied to school management type and student demographic

composition. The outline of the data is presented in Table 57.

Table 57

Summary of Classroom Seating Practices Observed Across Case Schools

Sl . . Natural Grouping
No. Case details Type of Seating Arrangement Tendencies

Mixed seating among students
1. Case 1 (Government) of different religious and socio-  Inclusive and Mixed
cultural backgrounds

Mostly mixed seating; partial

grouping based on second "Semi-inclusive (Mixed &
language subject chosen like Partially Separated)
(Arabic and Malayalam)

2. Case 2 (Aided)

3 Case 3 (Unaided Hindu Only Hindu students present; Homogeneous (Only Hindu
" Management) no religious diversity in seating  Students)
4 Cased- Unaided Muslim  Only Muslim students present; Homogeneous (Only
" management no religious diversity in seating ~ Muslim Students)
. Mixed seating among students
Case 5- ded . .. . .
5. ase >~ unaide of different religious Inclusive and mixed

Christian backgrounds

Table 57 shows the pattern of students’ classroom seating in different case

schools, and the details are presented under the following sub-themes:
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Inclusive and Mixed Seating Practices. In Case 1 (Government School) and
Case 5 (Unaided Christian Management School), classroom seating was observed to
be inclusive and mixed. Students from different religious and socio-cultural
backgrounds were seated together, with no visible segregation based on religion or
other identity markers. Seating arrangements were largely determined by student
friendships, convenience, and teachers’ academic grouping preferences. Case 1
demonstrated a natural, unstructured inclusivity within classrooms, while Case 5
reflected a consciously encouraged inclusive practice. Teachers in the Christian
management school actively promoted mixed seating as part of the school’s policy

to foster social harmony and religious understanding among students.

Semi-Inclusive and Partially Grouped Seating. In Case 2 (Aided School), a
semi-inclusive seating pattern was observed. While most classrooms had mixed
seating arrangements, certain incidental groupings occurred based on the students’
second language subject choices (such as Arabic, Sanskrit, or Malayalam). As these
language selections sometimes aligned with students’ religious affiliations, partial
grouping by religious background was unintentionally created in some classes.
Teachers confirmed that these seating patterns were not formally enforced but
occurred naturally due to the scheduling of language periods and student
preferences. Importantly, students from different religious backgrounds still
interacted freely during group activities and other classes, indicating a partially

inclusive classroom environment.

Homogeneous Seating in Mono-Religious Schools. In Case 3 (Unaided
Hindu Management School) and Case 4 (Unaided Muslim Management School),
religious homogeneity in student enrolment naturally resulted in homogeneous
classroom seating arrangements. Since all students in these schools belonged to a

single religious community, there were no seating arrangements based on religious
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diversity. In Case 3, seating reflected the uniformity of the Hindu student
population, with all students participating in Hindu cultural practices. Similarly, in
Case 4, all students were Muslim, and classroom seating did not require any
diversity considerations. Both schools institutionalised religious homogeneity
through their enrolment policies, thereby eliminating the need for inclusive seating

strategies.

Summary. The thematic analysis of data from field observation regarding
classroom seating practices revealed a clear relationship between school
management type, student religious composition, and the nature of classroom
seating arrangements. Government and unaided Christian management schools
consistently maintained inclusive seating practices, integrating students from
various religious backgrounds. Aided schools exhibited semi-inclusive patterns,
with mixed seating in most areas but occasional incidental groupings based on
second language preferences that sometimes-reflected religious identity. In contrast,
unaided Hindu and Muslim management schools, due to their religiously
homogeneous enrolment, operated with uniform classroom seating arrangements

reflective of their mono-faith student populations.

Teachers’ Perception of Classroom Seating Arrangements. To gain a
deeper understanding of how classroom seating arrangements are managed and
whether schools consciously promote mixed seating to encourage socio-religious
inclusivity, semi-structured interviews were conducted with teachers in five upper
primary schools in Kerala. The interviews explored whether seating practices
followed formal guidelines, the presence of natural grouping tendencies among
students, and how teachers responded to such tendencies in daily classroom
management. Thematic analysis of these responses revealed three key sub-themes,

with notable variations across different school types.
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Naturally Mixed and Flexible Seating. Most teachers described naturally
mixed seating practices in classrooms, with students choosing their seats informally
based on convenience or friendship. In Case 1 (Government School) and Case 5
(Unaided Christian Management School), teachers confirmed that no segregation

existed and students of all religious and socio-cultural backgrounds sat together.
“No segregation felt-all students sit in mixed form.”

In Case 2 (Aided School), teachers similarly reported mixed seating but
acknowledged occasional grouping by second language option (like Sanskrit,
Arabic, or Malayalam), which indirectly resulted in students from similar religious
backgrounds sitting together in some cases. However, teachers emphasized that this

was not institutionally enforced and did not result in discrimination.

In Case 3 (Unaided Hindu Management School) and Case 4 (Unaided
Muslim Management School), given their mono-religious student populations, all
teachers noted that seating arrangements were naturally homogeneous, with no
diversity to manage. In both cases, teachers stated that seating was arranged casually

without any segregation concerns.

Seating Adjustments for Classroom Management. Across all schools,
teachers commonly used seating adjustments as a classroom management tool. In
Cases 1, 2, and 5 (Government, Aided and Unaided Christian Management schools)
teachers explained that while students usually sat where they wished, adjustments
were occasionally made to control discipline, manage peer conflicts, or promote
academic focus. In Cases 3 and 4, although the seating remained homogeneous,
teachers reported occasionally rotating seating positions or making adjustments for
discipline reasons, not based on religious or social background as no diversity was

present.



276 Pluralistic Environment in Primary Schools

Absence of Formal Guidelines but Informal Inclusivity. A shared theme
across all schools was the absence of formal written guidelines on seating practices,
but a tacit understanding of inclusivity prevailed where relevant. In Cases 1, 2, and
5, teachers confirmed that no official policy directed seating based on religion or

caste, and no preferential seating was allowed as a teacher from Case 1 commented:
“No preferences, no compulsion. Normal and natural seating is followed.”

In Cases 3 and 4, where religious homogeneity prevailed, teachers reiterated
that there was no need for inclusivity policies, as all students belonged to the same

religious community.

The thematic analysis of teacher interviews revealed that classroom seating
arrangements in government, aided, and unaided Christian management schools
were generally inclusive and informally managed, with no segregation reported. In
aided schools, a semi-inclusive pattern emerged due to occasional grouping based
on second language preferences, which sometimes corresponded to religious
identity. Teachers described these patterns as unintentional and unrelated to
institutional policy. In unaided Hindu and Muslim management schools, religious
homogeneity in student enrolment naturally resulted in homogeneous seating
arrangements, with no reported incidents of discrimination. Across all cases, seating
adjustments were made solely for maintaining classroom order and discipline,

unrelated to religion or socio-cultural identity.

Students’ Perception of Classroom Seating Arrangements. To
complement classroom observations and teacher interviews, Focus Group
Discussions (FGDs) were conducted with students from five Upper Primary schools
in Kerala. The discussions aimed to explore how students perceived classroom

seating arrangements, whether they experienced any discrimination or preferential
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treatment, and how teachers handled classroom management in relation to seating.
Thematic analysis of these responses revealed three important sub-themes across

cascs.

Positive, Mixed Seating and Inclusive Environment. In Case 1 (Government
School), students unanimously described a positive, mixed seating arrangement

without religious, caste, or socio-cultural segregation as one student observed:

“Good school environment and teachers support. Different students are

’

together learning. No discrimination felt in terms of religion, culture etc.’

A similar perception emerged in Case 2 (Aided School), although a few
students mentioned occasional classroom adjustments for management reasons, but

not based on identity. One students mentioned that

“Normal and mixed seating arrangement made by students. No adjustment

’

issues other than what’s common everywhere.’

In Case 5 (Unaided Christian Management School), students expressed
satisfaction with mixed seating and mutual respect among classmates as one
observed that “Supportive and good school. Teachers are very good. We get due

’

consideration in the classroom and outside.’

In Case 3 (Unaided Hindu Management School) and Case 4 (Unaided
Muslim Management School), students indicated that since there was no religious
diversity, seating was naturally homogeneous, but no complaints or feelings of

discrimination were reported.
“Good atmosphere and good learning environment, no more diverse students.”

“No discrimination from teachers and management, and we are getting

support.”
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Teacher-controlled Seating Adjustments for Classroom Management.
Across Cases 1, 2, and 5, students acknowledged that teachers occasionally adjusted
seating arrangements to manage classroom discipline or improve academic focus.
These adjustments were accepted as normal classroom management practices. As

some students observed:

“Seating arrangements are made by teachers when needed, just to keep the

class normal and smooth.”

“Some teachers have extra love and care towards some students, but no

discrimination so far felt.”

In Case 2, students noted occasional adjustments for academically high-

performing students (“padipiees”):

“Teachers give extra focus to padipiees, but not because of religion or caste.”

In Cases 3 and 4, as classrooms were mono-religious and culturally
homogenous, students reported that seating changes, when made, were only for

classroom management as one student observed:

“We are all sitting together, no issues like separation.”

Absence of Discrimination in Classroom Seating. In Case 1, students

explicitly stated they had never felt discrimination in classroom seating arrangements:

“No problems, and teachers consider us equal and provide all types of help.”

Case 5 students also expressed positive experiences:

“No discrimination felt, supportive and motivating environment. Everyone is

’

dealt with equally in the classroom and outside.’
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In Case 2, while noting that teachers occasionally focused more on
academically stronger students, no discrimination based on religion or background

was perceived.

“Some teachers give more care for high performing (padipiees), but no one

faces discrimination.”

In Cases 3 and 4, students noted that while celebrations and activities were
limited, the classroom environment was friendly and equal. “Good school, teachers

’

are good, no discrimination, but no diversity here.’

Summary. The thematic comparative analysis of student Focus Group
Discussions revealed that classroom seating arrangements were generally inclusive
and free from discrimination in government, aided, and Christian management
schools. Students in these schools consistently reported mixed seating patterns and
supportive classroom environments, with teacher-led seating adjustments made only
for discipline or academic reasons. While aided schools displayed some preferential
academic grouping, students did not perceive this as discriminatory. In unaided
Hindu and Muslim management schools, seating arrangements naturally reflected
religious homogeneity, and students reported no discrimination or issues related to

seating, confirming alignment with their institutional settings.

Triangulated Analysis of Classroom Seating Arrangements. To
comprehensively examine how classroom seating arrangements reflect socio-
cultural inclusivity and religious accommodation in upper primary schools, data
were collected through field observations, semi-structured interviews with teachers,
and Focus Group Discussions (FGDs) with students. The triangulated analysis of
data collected through field observations, semi-structured interviews with teachers,
and Focus Group Discussions (FGDs) with students allowed for a holistic

understanding of how seating practices are organized, managed, and experienced
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across schools of different management types. The findings consistently highlighted
three key thematic areas, while also revealing minor interpretive differences and

mismatches in perception between data sources.

In government and unaided Christian management schools (Cases 1 and 5), all
three data sources confirmed that seating arrangements were inclusive and mixed,
with students from diverse religious and socio-cultural backgrounds sitting together.
Seating adjustments, when made, were reported by both teachers and students as
intended for classroom management or academic grouping, with no relation to
religious, caste, or socio-cultural identity. Field observations supported this, noting no

visible segregation and an informal, flexible seating culture in these schools.

In aided schools (Case 2), the triangulated findings revealed a semi-inclusive
pattern. While seating was generally mixed, occasional incidental grouping based on
second language subject selection was identified by observers and acknowledged by
teachers. This sometimes aligned with religious background, though students did not
perceive it as discriminatory. All three data sources agreed that these groupings were
functional and academic in nature, rather than intentional religious segregation. The

overall classroom environment was described as inclusive and cooperative.

In unaided Hindu and Muslim management schools (Cases 3 and 4),
classroom seating consistently reflected religious homogeneity due to the mono-
religious composition of the student body. Observations, teacher reports, and
student accounts all confirmed that seating arrangements were naturally uniform.
Adjustments, when made, were strictly for classroom management reasons and

unrelated to socio-cultural identity, given the absence of religious diversity.

Across all schools, the triangulated findings confirmed that seating

adjustments were employed solely as classroom management strategies, such as
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maintaining discipline, improving focus, or promoting fairness through rotation. No
formal written guidelines existed in any of the schools regarding seating based on
religion or background, but an informal culture of inclusivity prevailed where

diversity was present.

Summary. The triangulated analysis of data collected through field
observations, semi-structured interviews with teachers, and Focus Group
Discussions (FGDs) confirmed that classroom seating practices in Kerala’s Upper
Primary Schools are largely inclusive in schools with religiously diverse student
populations, while naturally homogeneous in mono-religious institutions.
Government and unaided Christian management schools demonstrated consistently
inclusive seating practices, while aided schools displayed a semi-inclusive pattern
due to occasional functional academic groupings. Unaided Hindu and Muslim
management schools reflected religious homogeneity in seating arrangements, with

no instances of religious segregation or discrimination reported.

Across all cases, the findings from observations, teacher interviews, and
student discussions aligned closely, reaffirming that seating practices in these schools
generally promote inclusivity where religious diversity exists, while maintaining
equitable management-based adjustments in mono-religious contexts. Minor relational
variations in teacher-student interactions were noted in a few cases but did not affect

the fundamentally inclusive nature of seating practices in diverse classrooms.

Students’ Mixing in Public Spaces

The way students interact and group themselves in informal school spaces
such as playgrounds, lunch areas, and open grounds offers meaningful insight into
the school’s socio-cultural and religious inclusivity beyond formal classroom

settings. While institutional practices can regulate inclusion within classrooms, it is
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often in these unstructured public spaces that students' natural tendencies for
association, acceptance, or exclusion emerge. Understanding these patterns is
essential for assessing the effectiveness of a school’s inclusive ethos and its impact
on student socialisation across religious and cultural lines. Data about this aspect
were systematically collected through field observations, semi-structured interviews
with teachers, and Focus Group Discussions (FGDs) with students, enabling a
triangulated analysis of both observed behaviours and the perceptions of key
stakeholders regarding the nature of peer group formation and interaction in

informal school settings. The results are discussed in the following section.

Field Observation. Field observations were conducted in five upper primary
schools in Kerala to examine how students naturally group and interact in informal
public spaces such as playgrounds and lunch areas. The aim was to identify patterns
of mixing or informal exclusion based on religious or socio-cultural background
during unstructured school activities. The observations made in each case school are

summarised in Table 58.

Table 58

Students’ Grouping Patterns in Public Spaces

SI. Case details Grouping Patterljm During Signs of In.formal
No. Lunch/Playtime Exclusion
1. Case 1 (Government) Mostly mixed groups; friendships Rar.e, <.)c.casional (.exclusion
based on personal closeness by individual choice
Mixed groups with some segregated Occasional informal
2. Case 2- (Aided) patterns, particularly among boys at grouping, not
lunch and prayer time institutionalised
3 Case 3 — Unaided Only Hindu students mix with Not applicable (no
" Hindu management themselves religious diversity)
Case4- Unaided Only Muslim students; informal .
. . . . Not applicable (no
4.  Muslim interaction with teachers from other . . .
. religious diversity
management faiths
Case 5- unaided Mostly mixed grou'ps; occasional Mlnor., incidental
5. segregated clustering by personal grouping by student

Christian .
preference choice
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The Table 58 reflects distinct tendencies in student grouping and informal
social mixing, which are subsequently analysed under the following three sub-

themes:

Inclusive and Mixed Interaction Patterns. In Case 1 (Government School),
field observations confirmed inclusive and mixed group patterns during lunch, in
dining areas, playgrounds, and other public spaces. Students of different religious
and socio-cultural backgrounds were seen freely interacting and playing together.
Both teachers and students corroborated this, noting no signs of exclusion and
describing an open and cooperative environment where groupings formed primarily
based on friendship, not identity. Similarly, in Case 5 (Unaided Christian
Management School), mixed interaction was generally observed, though with
occasional incidental grouping based on personal friendships or shared interests.
Teachers confirmed the school’s encouragement of inclusive participation in public

spaces, and students largely described a positive, supportive environment.

Mixed and Segregated Interaction Patterns. In Case 2 (Aided School), data
sources reflected a mixed pattern with occasional informal segregation. While most
students from different backgrounds interacted freely, some grouping patterns based
on religious affiliation were noticed, particularly among boys during lunch breaks
and prayer times. Teachers acknowledged these tendencies, noting they were not
institutionally sanctioned and largely driven by student preferences. Students in
FGDs mentioned sitting with friends from similar backgrounds in some instances

but denied any exclusionary practices.

Non-Mixing Patterns. In Case 3 (Unaided Hindu Management School) and
Case 4 (Unaided Muslim Management School), interaction patterns naturally

reflected religious homogeneity due to the absence of religious diversity.
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Observations confirmed that students mixed freely within their religiously
homogeneous peer groups. Notably, in Case 4, while students were exclusively
Muslim, they were observed informally interacting with teachers from other
religious backgrounds, indicating some level of cross-cultural interaction within
staff-student dynamics. Teachers in both cases described a harmonious environment

within the homogeneous student body, and no exclusionary incidents were reported.

Field observations across the five upper primary schools revealed clear
variations in student grouping patterns in public spaces based on school type. In the
government school (Case 1) and unaided Christian management school (Case 5),
students from different religious and socio-cultural backgrounds were observed
interacting freely and forming mixed groups during lunch and playtime. The aided
school (Case 2) showed generally mixed groups with occasional informal clustering
along religious lines, particularly among boys. In unaided Hindu (Case 3) and
unaided Muslim management schools (Case 4), grouping patterns reflected religious
homogeneity, with students mingling within their single-faith peer group. Across all

cases, no signs of overt exclusion or institutional segregation were observed.

Teachers’ Perception of Student Interaction in Public Spaces. To explore
how students interact socially during informal times such as breaks, lunchtime, and
play sessions, semi-structured interviews were conducted with teachers in selected
case schools. Thematic analysis of their responses revealed three clear sub-themes,

which are detailed below.

Inclusive and Supportive School Environment. Teachers in Case 1
(Government School), Case 2 (Aided School), and Case 5 (Unaided Christian
Management School) consistently described their schools as maintaining an inclusive,

cooperative environment. They reported that students from different religious and
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socio-cultural backgrounds interacted freely in public spaces such as lunch areas and
playgrounds. No incidents of exclusion were observed, and schools actively promoted
inclusivity through various programmes and community activities. Teachers also
emphasised their role in facilitating students’ participation in both academic and non-

academic activities, ensuring equal opportunities for social interaction.

Promoting Exposure in Mono-Religious Schools. In Cases 3 (Unaided Hindu
Management School) and 4 (Unaided Muslim Management School), teachers
acknowledged that student groups were religiously homogeneous and naturally mixed
within their single-faith peer groups. While no exclusion incidents were observed,
teachers recognised the limited opportunity for inter-religious interaction. They
expressed a conscious effort to familiarise students with broader cultural and social
experiences through curricular and co-curricular activities, intended to promote

awareness of other communities despite the homogeneity of their school settings.

Proactive Support for Disadvantaged Students. Across Case 1, Case 2, and
Case 5, (Government, Aided and Christian Management school) teachers
highlighted their proactive role in supporting socially and economically
disadvantaged students. This included organising the provision of learning
materials, financial support, and personal assistance to ensure that no student was
left out of school activities or social interactions due to economic hardship. These
efforts were facilitated through collaboration with local clubs, social groups, and
community organisations, reinforcing the schools’ commitment to social equity and

inclusivity in public spaces and beyond.

The thematic analysis of teacher interviews revealed that in mixed schools
(Cases 1, 2, and 5), teachers observed a generally inclusive and supportive

environment where students interacted freely in public spaces. In mono-religious
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schools (Cases 3 and 4), while no exclusions were reported within the student body,
teachers recognised the limitations posed by the homogeneity and made deliberate

efforts to introduce elements of diversity.

Students’ Perception and Experiences of Interaction in Public Spaces.
To explore students’ perceptions and experiences of peer interaction in informal
public spaces such as playgrounds, lunch areas, and free periods, Focus Group
Discussions (FGDs) were conducted with students across selected case schools. The
discussions aimed to understand how students socialise in these settings, and the

responses revealed three recurring sub-themes:

Active and Positive Peer Interaction in Informal Spaces. Across Case 1
(Government School), Case 2 (Aided School), and Case 5 (Unaided Christian
Management School), students consistently described active, positive, and friendly
interactions in public spaces. Break times and lunch hours were used for playing,
chatting with friends, or casual activities. Students expressed enthusiasm for
opportunities to engage in physical activity and informal gatherings. In Case 1, a

student noted:

1

“We love free hours and use them for play and other activities with friends.’

In Case 5, students similarly shared:

’

“If we get permission to go out, we used to play with friends.’

Students also spoke of friendships that extended beyond school hours, with
visits to friends’ homes during holidays and weekends. A student from Case 2

remarked:

“We have bicycles and we are visiting friends’ houses during holidays and

programmes.”
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In Cases 3 and 4, although interactions were naturally within religiously
homogeneous groups, students still reported active, friendly interaction and peer

support within their groups.

Absence of Discrimination and Positive Social Climate. In Cases 1, 2, and
5, students strongly affirmed that discrimination based on religion or socio-cultural
background was absent in their peer interactions. Friendships were described as
being based on mutual affection, personal closeness, and shared interests, with no

attention given to identity markers.
A student from Case 2 openly stated:

“Hey, sir, do you think anyone will think so in terms of religion and others?

We are thick friends (katta friends).
Similarly, another student from Case 5 mentioned:

“No discrimination, no consideration for anything, we are gathering with

our chunks.”

In Case 3 (Unaided Hindu Management School) and Case 4 (Unaided
Muslim Management School), students acknowledged limited interaction with peers
from other backgrounds but expressed no negative feelings or prejudices. One
student from Case 4 shared: “We have no more friends from other religious and

)

cultural backgrounds. But no negative feelings toward them.’

Limited Diversity and Occasional Peer Group Dynamics. Although overall
interaction patterns were inclusive, students in Case 2 and Case 5 mentioned minor
peer grouping tendencies based on personal preferences or occasional conflicts
between boys and girls. These were considered normal and unrelated to religious or

cultural factors.
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A boy from Case 2 observed:

“Some of my classmates are not my type, so my friends are in other classes.

Together we sit, talk, and play during lunchtime”.
Another student from Case 5 mentioned:
“Some issues are there between boys and girls”.

In Cases 3 and 4, students reiterated the absence of religious diversity
within their schools but spoke positively of their classmates and informal
interactions with neighbours and teachers from other communities. A students

from Case 3 noted:

“We have good friends and no issues, but no friends from other backgrounds

here”.

The thematic analysis of student FGDs revealed that in mixed schools (Case
1, Case 2, and Case 5), students experienced active, positive, and inclusive social
interactions in public spaces, with no reports of exclusion or discrimination based
on religion or socio-cultural background. Friendships were based on personal
closeness, and students expressed strong peer bonds within and outside school. In
mono-religious schools (Case 3 and Case 4), while opportunities for inter-religious
interaction were limited, students maintained positive attitudes towards peers and
neighbours from other communities and reported harmonious interactions within
their peer groups. Minor peer grouping and interpersonal tensions occurred
occasionally but were unrelated to identity differences. The findings confirm that
students’ informal social interaction patterns in public spaces remain largely
inclusive and relationship-driven, shaped more by personal affinity than by religious

or socio-cultural identity.
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Triangulated Analysis of Student Interaction Patterns in Public Spaces

The triangulation of findings from field observations, teacher interviews, and
student Focus Group Discussions (FGDs) across selected case schools revealed
consistent trends across data sources with some minor interpretive differences,

closely linked to school management type and religious composition.

In Government (Case 1) and unaided Christian management schools (Case
5), all three data sources consistently reported inclusive and mixed interaction
patterns. Field observations showed students from different religious and socio-
cultural backgrounds forming natural, mixed groups in public spaces. Teachers
confirmed the absence of exclusion and highlighted their efforts to create a
supportive school climate through inclusive programmes. Students echoed these
perceptions, describing friendly, active peer relationships based on personal

closeness rather than religious identity, with no experience of discrimination.

In aided schools (Case 2), while most students interacted freely, occasional
informal clustering along religious or personal preference lines was noted in field
observations, especially among boys during lunch and prayer times. Teachers
largely perceived the environment as inclusive and denied noticing exclusionary
practices, though students themselves acknowledged occasional peer grouping
based on personal preferences rather than religious or cultural background. The
triangulation indicates a semi-inclusive pattern, with mixed interactions generally

prevailing, alongside minor, informal clustering that was not institutionally driven.

In unaided Hindu (Case 3) and Muslim management schools (Case 4),
interaction patterns naturally reflected religious homogeneity due to mono-religious

enrolment. Observations and student FGDs consistently reported active, friendly
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interactions within peer groups, with no exclusions since religious diversity was
absent. Teachers acknowledged the absence of inter-religious interaction but
described conscious efforts to promote awareness of other cultural traditions
through school activities. Students maintained positive attitudes towards members
of other communities outside school, confirming a socially cohesive environment

within the homogeneous group.

Across all cases, no serious incidents of religious or socio-cultural exclusion
were observed or reported by teachers or students. Minor interpersonal tensions or
peer-grouping tendencies occasionally surfaced, primarily between boys and girls or
along personal preference lines, but these were consistently described as normal

social dynamics unrelated to religious or cultural identity.

Summary. The triangulated analysis of data collected through field
observations, semi-structured interviews with teachers, and Focus Group
Discussions (FGDs) of student interaction in public spaces revealed that in mixed
schools (Cases 1, 2, and 5), students generally experienced inclusive, active, and
positive social relationships, with grouping patterns shaped more by personal
closeness than socio-religious identity. Aided schools (Case 2) have displayed a
semi-inclusive pattern, where occasional informal clustering based on religious
affinity or personal preference occurred without institutional enforcement. In mono-
religious schools (Case 3 and Case 4), interaction patterns reflected religious
homogeneity, with no exclusionary practices and a consciously maintained positive
social climate. Across all cases, teachers played an active role in supporting peer
interaction and promoting inclusive practices, while students confirmed a socially
cohesive and supportive peer environment in informal school settings. The findings

affirm that school type, management orientation, and student religious composition
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remain influential in shaping informal social dynamics within school public spaces,

echoing patterns observed earlier in classroom seating arrangements.

Value Education and Moral Lessons

To examine how moral education is structured and delivered in upper
primary schools in Kerala, qualitative data were collected through field observations
across selected case schools. The analysis focused on identifying the nature of moral
education content in assemblies and lessons, and the presence or absence of
inclusivity messages. Thematic analysis of this data revealed three distinct sub-
themes based on school management type and the nature of moral instruction. The

general outline of the data is presented in Table 59.

Table 59

Moral Education Provisions in Schools Selected as Cases

Presence of

'\?l; Case details Themes in Moral Lessons / Assembly Talks Inclusivity
) Messages
1 Case 1 —Government  Emphasis on curriculum-based secular and  Occasionally

School national themes addressed

Curriculum-based moral lessons from
2. Case 2- Aided School textbooks, general assembly talks on good
habits and duty

Occasionally
addressed

Case 3 — Unaided Hindu Hindu religious moral lessons, Sanskrit

3. Management School pray.e.rs, emphasis on Hindu ethics and Rarely addressed
traditional values

Case 4- Unaided Islamic religious and moral instruction, daily
4. Muslim Management  Islamic teachings, and value-based Rarely addressed
School messages.

. Christian values are talked about by sisters
Case 5- Unaided . . .
5. . and teachers, general virtues like kindness,
Christian School .
honesty, and obedience

Occasionally
addressed

Table 59 reveals the outline of the moral education provision in selected case

schools and the data shows different patterns in different types of schools.
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Curriculum-Based Moral Lessons with Occasional Inclusivity. In Case 1
(Government School) and Case 2 (Aided School), moral education was largely
curriculum-driven, with lessons on good habits, duty, and social values delivered
through prescribed textbooks. While these schools occasionally organised morning
assembly talks addressing topics like national integration, tolerance, and unity,
inclusivity themes were infrequently and inconsistently addressed. Teachers
followed textbook content without any structured, additional moral instruction,

focusing on communal harmony.

In these schools, moral education was present but limited to formal lessons,
and inclusivity messages appeared more as occasional themes than an intentional,

structured priority.

Faith-Based Moral Instruction with Minimal Inclusivity. In Case 3
(Unaided Hindu Management School) and Case 4 (Unaided Muslim Management
School), moral education was firmly rooted in religious teachings specific to each
community. Case 3 focused on Hindu scriptures, Sanskrit prayers, and traditional
values, while Case 4 delivered Islamic religious instruction and value-based talks
during morning assemblies. Inclusivity messages promoting communal harmony or
inter-religious respect were largely absent or rare, with moral teachings confined
within their respective religious frameworks. In these unaided schools, moral
education served primarily to reinforce faith-based values, with limited or no

emphasis on multi-religious coexistence or secular moral ideals.

Informal Moral Talks Promoting General Values. In Case 5 (Unaided
Christian Management School), formal moral education sessions were absent, but
informal value talks were regularly delivered by teachers. These talks typically

addressed general virtues like kindness, honesty, discipline, and obedience.



OAnatysia 293

Messages of inclusivity were occasionally integrated into these moral discussions,
though without systematic emphasis. This approach promoted universal moral
values with occasional references to inclusivity, reflecting a semi-structured moral

instruction model shaped by the Christian management ethos.

The thematic analysis of moral education practices across five upper primary
schools revealed three distinct patterns. Government and aided schools followed a
curriculum-based approach with occasional inclusivity messaging, whereas unaided
Hindu and Muslim management schools emphasised faith-based moral instruction
with limited exposure to inclusive and secular values. Christian management
schools adopted a model of informal moral talks promoting general virtues,
occasionally referencing communal harmony. These findings indicates that the
school management type and religious orientation play a decisive role in shaping the

content and inclusivity of moral education in Kerala’s upper primary schools.

Teachers’ Perception of Value Education and Moral Lessons. To gain
insight into how schools address moral education and value-based instruction, semi-
structured interviews were conducted with teachers from case schools in Kerala.
Teachers were asked about the presence, delivery methods, and content of moral
lessons or value education in their schools. Thematic analysis of their responses
revealed three clear sub-themes based on the patterns emerging from different

school management types.

Curriculum-Based or Informal Moral Instruction. Teachers in Case 1
(Government School), Case 2 (Aided School), and Case 5 (Unaided Christian
Management School) reported that moral education was delivered either through
syllabus-based classes or informal advice during assemblies and lessons. They noted

the absence of dedicated moral education teachers or structured moral instruction
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periods, and instead described occasional value-based talks by teachers or

headmasters. A teacher from Case 1 remarked:

“There are no separate moral lessons here. Syllabus-based instructions are

provided.”

In Case 5, teachers shared that while no formal classes existed, some biblical
stories and general advice were given during assemblies or when situations arose. In
these schools, moral education was not systematically structured but delivered
informally alongside regular teaching, with occasional moral advice integrated into

daily routines.

Dedicated Religious Moral Instruction in Unaided Schools. Teachers from
Case 3 (Unaided Hindu Management School) and Case 4 (Unaided Muslim
Management School) described well-established, religion-specific moral education
systems. In Case 3, students received Veda classes, Sanskrit lessons, and weekly

moral instruction sessions aligned with Hindu religious teachings. A teacher noted:

“We have Veda padas and moral instruction. Separate lessons are there

once in a week.”

Similarly, in Case 4, teachers reported daily Madrassa education and
structured Islamic moral instruction provided by designated moral teachers. In these
unaided schools, moral education was systematically organised, focusing
exclusively on religious values, with limited exposure to inter-religious inclusivity

or secular moral topics.

Mixed Perception on the Value and Relevance of Moral Instruction. Some
teachers, especially in Case 2 (Aided School) and Case 5 (Unaided Christian
Management School), expressed mixed feelings about the current delivery of moral

education. They observed that while occasional advice was given, formalised moral
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education was either missing or sometimes perceived as unengaging by students.

One teacher remarked:

No need for any separate moral teachers here, some of our teachers provide

’

instructions at regular intervals.’

The thematic analysis of teacher interviews revealed that in government,
aided, and Christian management schools (Cases 1, 2, and 5), moral education was
largely curriculum-based or informally provided through occasional moral advice in
assemblies or classrooms. Special, structured moral instruction systems were
prominent in religious unaided schools (Cases 3 and 4), where value education was
aligned closely with Hindu and Islamic teachings. Teachers in some cases
acknowledged that informal, unstructured moral advice was often perceived as
monotonous by students, indicating the need for more engaging, inclusive, and
culturally relevant moral education practices. These findings confirm that school
management type and religious affiliation decisively shape both the structure and
inclusivity emphasis of moral education practices in upper primary schools in

Kerala.

Students’ Perception and Experiences of Value Education and Moral
Lessons. To understand how students experience and perceive moral education
within their schools, Focus Group Discussions (FGDs) were conducted with
students from selected case schools. Students were asked about the nature of moral
instruction in their schools, the presence of moral education sessions or assembly
talks, and whether inclusivity themes were addressed. Thematic analysis of the

responses revealed three clear sub-themes.

Curriculum-Based or Informal Moral Lessons. Students in Case 1

(Government School), Case 2 (Aided School), and Case 5 (Unaided Christian
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Management School) consistently reported that moral education was delivered
either through syllabus-based lessons or occasional advice from teachers during
class or assemblies. They noted the absence of dedicated moral teachers or formal

moral education sessions. A student from Case 1 mentioned:

“No moral lessons. Syllabus-based classes and instructions are provided.”

Similarly, in Case 5, a student shared:

’

“Our teachers share some biblical stories in some classes and assemblies.’

Students felt that while some moral instructions were offered, these were largely

occasional and sometimes uninteresting. A student from case 2 commented that:

“Some of our teachers give such lessons, and sometimes it feels boring.”

Faith-Based Moral Education in Religious Unaided Schools. In Case 3
(Unaided Hindu Management School) and Case 4 (Unaided Muslim Management
School), students described structured, religiously framed moral education
systems. Students in Case 3 reported receiving Veda classes and moral lessons

weekly, with compulsory Sanskrit lessons. One student said:

“We are getting Veda padas and moral instruction. Separate lessons are

there for us once a week.”

In Case 4, students detailed attending madrassa education within school premises,

alongside daily moral lessons from designated teachers.

“Our moral teachers are here, and they attend moral lessons daily.”

These schools provided structured religious moral instruction, reinforcing faith-

based values through formal and regular sessions.
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Mixed Student Perception on Moral Education’s Relevance. In Cases 1, 2,
and 5 (Government, Aided and Christian Management Schools), some students
expressed ambivalence about the relevance and interest level of informal moral
advice given by teachers. While they acknowledged receiving moral advice in class
or assemblies, some students viewed these sessions as either routine or unengaging.

A student from Case 2 remarked:

“Some teachers’ advice and moral instructions make us feel like they are

’

criticising us.’

This reflects that informal moral advice without engaging methods or cultural

relevance can risk being perceived as monotonous by students.

The thematic analysis of student FGDs revealed that in government-aided
and Christian management schools (Cases 1, 2, and 5), moral education was
primarily delivered through curriculum-based lessons or informal teacher advice,
with no formal sessions or moral teachers appointed. In unaided Hindu and Muslim
management schools (Cases 3 and 4), students have experienced structured,
religion-based moral education through weekly or daily lessons aligned with
religious traditions. While some students appreciated moral guidance, others,
particularly in mixed schools, expressed that informal moral talks sometimes lacked

engagement or felt repetitive.

Triangulated Analysis of Value Education and Moral Lessons Across Case

Schools

The triangulated analysis of findings from field observations, teacher
interviews, and student Focus Group Discussions (FGDs) reveals consistent patterns

across data sources, with some interpretive differences between institutional
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intentions and student perceptions, closely linked to management type and religious

orientation.

In Government (Case 1) and Aided schools (Case 2), all three data sources
confirmed that moral education was primarily curriculum-based, delivered through
textbook lessons or occasional advice during assemblies and classes. Field
observations noted sporadic inclusivity messages during assemblies, while teachers
described occasional informal talks alongside syllabus-based lessons, and students
acknowledged receiving moral advice, though some considered it repetitive or
unengaging. This indicates a semi-structured provision of moral instruction, with

inclusivity themes occasionally addressed but without systematic emphasis.

In unaided Hindu (Case 3) and unaided Muslim management schools (Case
4), a strong alignment was observed across all data sources. Field observations
confirmed the presence of structured, faith-based moral instruction: Veda classes and
Sanskrit lessons in Case 3, and Madrassa education and daily Islamic moral teachings
in Case 4. Teachers corroborated this, reporting systematic religious moral education
aligned with their faith tradition, while students openly shared their experiences of
regular religious moral lessons, expressing familiarity with these systems. Inclusivity

messages were largely absent, with moral education restricted to faith-specific values.

In unaided Christian management schools (Case 5), field observations noted
informal moral talks during assemblies and classroom lectures, delivered occasionally
by Christian sisters or teachers. Teachers confirmed the absence of formal moral
classes, relying instead on general advice and biblical stories shared during
assemblies. Students also described this informal model of moral instruction,
occasionally welcoming it but sometimes finding it routine. Inclusivity messages were

occasionally addressed but without structured emphasis. Across all cases, while moral



OAnatyaia 299

education was present in varying formats, structured inclusivity content was

inconsistently integrated, depending on school type and management orientation.

Summary. The triangulated analysis of data collected through field
observations, semi-structured interviews with teachers, and Focus Group
Discussions (FGDs of value education and moral lesson practices revealed that in
government-aided and unaided Christian management schools (Cases 1, 2, and 5),
moral education was curriculum-based or informally delivered through occasional
advice and assembly talks, with inclusivity messages occasionally addressed but
lacking formal emphasis. In unaided Hindu and Muslim management schools
(Cases 3 and 4), moral education was systematically structured as faith-based
instruction, with little or no exposure to inter-religious inclusivity themes. Students
in diverse schools perceived informal moral advice as sometimes monotonous,
while students in religious schools were familiar with structured religious moral
education. These findings confirm that school management type and religious
orientation remain decisive in determining both the content focus and inclusivity

emphasis of moral education practices in upper primary schools in Kerala.

Sub Theme III- Diversity in School Programmes

School-based programmes and celebrations extend beyond curricular
instruction to serve as an important platform where students encounter, experience,
and negotiate socio-cultural and religious diversity in school life. Activities such as
festival celebrations, commemorative days, arts and literary competitions, and
extracurricular clubs offer opportunities for fostering intercultural awareness,
mutual respect, and democratic participation among students from varied
backgrounds (Banks, 2006; NCF, 2005). In a culturally pluralistic society like

Kerala, these programmes are instrumental in shaping students’ attitudes towards
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inclusivity and coexistence (Ramachandran, 2019). Recognising this significance,
the present study examined the nature and organisation of school programmes and
activities in the selected upper primary case schools through three data sources:
document analysis of school records, magazines, and social media handles; semi-
structured interviews with teachers; and Focus Group Discussions with students.
The triangulation of these data sources provides a comprehensive understanding of
the opportunities by schools provide for students to experience and engage with
socio-cultural and religious diversity in their institutional spaces. For the analysis,

the data were thematically organised under four predetermined categories:

e School Celebrations
e School Arts Festivals and Cultural programmes

o Student Clubs and related Activities.
School Celebrations and Programmes

Common school celebrations are an important part of school life, offering
opportunities for students to engage in collective experiences and encounter the
cultural and religious diversities reflected within their society. This section
examines the nature, inclusivity, and diversity of religious and national festival

celebrations organised across the case schools.

Document Analysis. The data regarding school celebrations were collected
through document analysis. This involved reviewing school reports, magazines, and
school social media handles to identify the programmes and festivals celebrated in

each case school. The findings are summarised in Table 60.
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Programme
Category

Case 1 Government
School

Case 2 Aided School

Case 3 Unaided Hindu
Management School

Case 4 Unaided Muslim Case 5 Unaided Christian

Management School

Management School

Religious and
National Festivals

A variety of religious and
national festivals Onam,
Eid, Christmas,
Independence Day, and
Republic Day are given
equal importance

Similar variety;
includes Vishu
celebration along
with other common
religious and national
events

Hindu religious festivals
like Vishu, Sree Krishna
Jayanthi, Ramayana Month
are celebrated alongside
national days; Eid and
Christmas are excluded

Focused on Islamic
festivals like Eid, Nabi
Dinam, and Mehndi
Fest; Onam and
Christmas are not
celebrated

Christian and national
festivals prioritised;
Christmas, Independence
Day, and Onam
celebrated; Eid excluded

Day Observances
and
Commemorative
Events

Regularly observes days
like Environment Day,
Reading Day, Teachers’
Day, Gandhi Jayanti, Yoga
Day, and Constitution Day

Similar range of day
observances; actively
observed throughout
the year

Regularly observes day
events, including unique
cultural days like Sree
Krishna Jayanthi

Limited observances;
focus on key national
days like Environment

Day, Teachers’ Day, and

Gandhi Jayanti

Select day observances
such as Children’s Day
and Gandhi Jayanti; fewer
commemorative events
overall

Arts and Sports
Programmes

Annual Arts Fest and
Sports Meet conducted
with diverse, inclusive
programmes; Yoga Day
also celebrated

Annual Arts and
Sports events held,
including Yoga Day;
competitive and well-
participated

Annual Arts and Sports
events organised with
Hindu religious and cultural
themes; Yoga Day
celebrated

Conducts annual Arts
and Sports events, but
with emphasis on
Islamic cultural
performances; no Yoga
Day

Annual Arts and Sports
events organised; cultural
programmes, Christian
and secular

Social Programmes

Conducts Food Fest and
school election as part of
co-curricular engagement

Food Fest is
occasionally
organised; no school
election noted

Limited Food Fest; no
mention of school election;
religious and cultural fests
prioritised

Food Fest and Mehndi
Fest were conducted
with strong community
participation

No Food Fest or school
election documented
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Table 60 provides a comparative summary of the school programmes observed in

selected case schools; the result is discussed under the following sub-themes:

Celebration of Religious and National Festivals. The document analysis
revealed that both the government school (Case 1) and the aided school (Case 2)
conducted a wide variety of religious and national festivals, providing inclusive
representation to major religious communities and national events. Festivals such as
Onam, Eid, Christmas, Independence Day, and Republic Day were celebrated with
equal importance in these schools. The aided school also included the regional

Hindu festival Vishu, reflecting sensitivity to the local cultural milieu.

In contrast, the Unaided Hindu management school (Case 3) primarily
organised Hindu religious festivals such as Vishu, Sree Krishna Jayanthi, Ramayana
Month, and other religious-cultural days alongside national events like Independence
Day and Republic Day. Notably, festivals of other religious groups, such as Eid and
Christmas, were excluded from the school’s programme calendar. Similarly, the
Unaided Muslim management school (Case 4) focused predominantly on Islamic
religious events such as Eid, Nabi Dinam (Prophet’s Birthday), and Mehndi Fest, with
no observance of festivals like Onam or Christmas. The Christian management school
(Case 5) gave priority to Christian religious celebrations, notably Christmas, while
also observing Onam, Independence Day, and Republic Day, but excluded Islamic
festivals like Eid. This pattern underscores how religious management affiliations

directly shaped the inclusivity of festival celebrations within these schools.

Day Observances and Commemorative Events. A similar trend was evident
in the observance of commemorative and civic awareness days. Both the
government school (Case 1) and the aided school (Case 2) regularly organised

programmes for Environment Day, Reading Day, Teachers’ Day, Gandhi Jayanti,
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Yoga Day, and Constitution Day, reflecting a commitment to civic and educational

values through annual observances.

The Unaided Hindu management school (Case 3) also conducted national
day observances, including Independence Day and Republic Day, and incorporated
unique Hindu cultural commemorations like Sree Krishna Jayanthi. However, other
commemorative civic days, such as Environment Day or Constitution Day, were
less visible. The Unaided Muslim management school (Case 4) had limited day
observances, focusing primarily on key national events like Independence Day,
Republic Day, Environment Day, and Teachers’ Day, with few other civic or
cultural commemorations. In the Unaided Christian management school (Case 5),
only Children’s Day and Gandhi Jayanti were recorded as commemorative events,

indicating fewer civic and educational day observances compared to other cases.

Arts and Sports Programmes. All five case schools documented annual Arts
Fest and Sports Meet programmes. The government school (Case 1) and aided
school (Case 2) conducted these events with inclusive participation from students of
all backgrounds. Notably, both schools also organised Yoga Day as part of their
annual programmes. The Unaided Hindu management school (Case 3) organised its
arts and sports events with performances aligned to Hindu religious and cultural
themes, alongside Yoga Day celebrations. The Unaided Muslim management school
(Case 4) conducted similar annual events, but with performances primarily
reflecting Islamic cultural content. Yoga Day was notably absent from this school’s
calendar, illustrating how religious orientations influenced programme selection.
The Unaided Christian management school (Case 5) organised annual arts and
sports events featuring Christian religious and secular items but did not document

Yoga Day celebrations, reflecting selective adoption of certain cultural programmes.
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Social and Participatory Programmes. Document analysis revealed
significant differences in social and participatory programmes. The government
school (Case 1) conducted both food fests and school elections as part of its co-
curricular and participatory engagement initiatives, promoting student involvement
and civic awareness. The aided school (Case 2) occasionally organised food fests

but did not conduct school elections.

Among unaided schools, the Hindu Management School (Case 3) showed
limited engagement, placing greater emphasis on religious and cultural celebrations.
The Muslim management school (Case 4) stood out for conducting both Food Fests
and Mehndi Fests with active community participation, offering students
opportunities for social engagement within the community. The Christian
management school (Case 5) did not document any food fests or school elections,
reflecting the narrowest scope for participatory programmes among the cases

studied.

Summary. The document analysis findings confirm clear management-based

patterns in the organisation of school programmes.

e Government and aided schools demonstrated relatively inclusive
and balanced programme calendars, accommodating religious, civic, and

participatory events that reflected Kerala’s socio-cultural diversity.

e In contrast, the unaided religious management schools predominantly
reinforced mono-religious identities through their festivals and
commemorations, with varying degrees of engagement in civic and

participatory programmes.

e The Hindu management school conducted the largest variety of

programmes but remained confined within a religious framework,
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while the Muslim management school balanced religious events with

socially participatory activities.

e The Christian management school maintained the most minimalistic and

selective programme structure.

These patterns underline how school management affiliations significantly
shape students’ exposure to cultural, religious, and civic experiences within the

school environment.

Teachers’ Perception on School Programmes. To gain deeper insights into
the nature, organisation, and inclusivity of programmes and celebrations conducted
in upper primary schools in Kerala, semi-structured interviews were conducted with
selected teachers from five case schools. The data were thematically analysed to
explore teachers’ perceptions and experiences regarding the planning, execution,
and challenges of school programmes. The findings are presented under five core

sub-themes.

Variety and Nature of Programmes Conducted. Teachers from both the
government and aided schools reported conducting a rich and varied range of
programmes throughout the academic year. They described these events as
meaningful, inclusive, and beneficial for the holistic development of students. A

teacher from Case 1 (government school) remarked:

“Many useful and important programmes and celebrations are conducted
here. We get support from the PTA and local people, and it feels like a

’

community function.’

This sentiment was similarly echoed by teachers from Case 2 (Aided
School), who reported actively involving staff, students, and the local community in

various celebrations.
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In contrast, teachers from unaided religious management schools
acknowledged certain limitations in the variety of programmes permitted. In Case 3

(Unaided Hindu Management School), for instance, a teacher noted:

“Many programmes are conducted, but not all types of programmes are

allowed; there are some restrictions from the management.”

Similar views were expressed in Case 4 (Unaided Muslim Management
School), where religiously diverse events such as Onam and Christmas were

generally avoided. As one teacher explained:

“Management supports maximum and provides facilities, but we don’t have
instructions for Onam or Christmas programmes. We avoid seeking

’

permission for such events.’

In Case 5 (Unaided Christian Management School), while a range of
programmes was conducted, teachers reported that these were carried out under

strict management supervision.

Decision-making and Planning Process. Decision-making processes
regarding school programmes were found to be participatory and collaborative in
the government and aided schools. Teachers indicated that events were decided
through regular staff meetings, with opportunities for open discussion and

contribution from all stakeholders. A teacher from Case 1 stated:

“Programmes are set based on staff discussions and with parental support.
Teachers are allotted charge of each programme and plan based on others’

opinions.”

Similarly, in Case 2, teachers described how staff meetings were convened
to decide on programme details, and when public participation was intended, the

management was informed accordingly. In unaided management schools (Cases 3,



CAuatysca 307

4, and 5), the planning process was predominantly top-down. Teachers in Case 3

expressed that:

“Programmes are fixed by the management and the principal. We support

and do our assigned duty in each programme well.”

A similar administrative pattern was reported in Case 4, where programme
instructions came from the management and principal, with teachers largely
responsible for execution. In Case 5, although occasional staff discussions were

held, teachers stated that:

“Programmes are instructed and fixed by the management. We execute them

and provide maximum support.”

Role of Teachers in Organisation and Implementation. Teachers in the
government and aided schools reported playing active and responsible roles in the
planning, organisation, and execution of school programmes. They highlighted that
those responsibilities were often distributed among staff members and that teachers
were engaged throughout the process, from conceptualisation to implementation. A

participant from Case 1 shared:

“We take an active and responsible role in planning, fixing, and

’

implementing. All teachers work together.’

In unaided management schools, teachers’ roles were primarily confined to
operational duties. In Case 3, for example, a teacher explained: “Even though the
management decides everything, we give our best to make the programmes lively for

’

students.’

This operational role was consistent in Cases 4 and 5, where teachers
described themselves as implementers of pre-decided plans, albeit with efforts to

ensure successful execution. One teacher from Case 5 noted,
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“Our role is in executing the programme as instructed. We encourage and

motivate students to participate.”

Inclusivity and Student Participation. Teachers in the government and
aided schools demonstrated a conscious effort to ensure the participation of students
from diverse religious and socio-cultural backgrounds. In Case 1, teachers reported
introducing competitions and involving parents to foster greater inclusivity. One

teacher explained:

“We ensure maximum student and teacher support by making events

competitive and interesting for all.”

In unaided management schools, inclusivity was more restricted, largely
reflecting management policies. In Case 3, a teacher shared that although religious
diversity celebrations were not permitted, they tried to make available programmes
meaningful for all students. In Case 4, while religiously diverse programmes were
absent, teachers encouraged active participation within the permitted scope. A

teacher commented:

“All students support and participate in different programmes. Though
management decides the type of programmes, we motivate students to

involve themselves actively.”

In Case 5, student participation was sometimes affected by interpersonal

issues, as noted by a teacher who remarked:

“Student ego and attitude are sometimes a problem, but we try to overcome

’

this by assigning duties and motivating them.’

Challenges and Institutional Support. Teachers across the case schools
identified various challenges in organising school programmes. In the government

and aided schools, resource limitations and fluctuating student strength were
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common issues, but both schools benefited from strong institutional and community

support. A teacher from Case 1 observed:

“Student strength is a challenge, but with the support of teachers and

parents, we manage things well.”

In unaided management schools, however, challenges were often linked to
management control and restrictions on programme content. In Case 3, a teacher

admitted,

“Management influence is a problem, especially in programmes with religious

’

or cultural diversity. Still, we try to provide good experiences for students.’

In Case 4, teachers highlighted that while infrastructural support was good,
there were no instructions for including non-Islamic festivals. In Case 5,

management involvement was particularly highlighted, with teachers reporting,

“No instructions regarding some celebrations are given, but we try to create

a positive environment for students within the allowed framework.”

This analysis highlights significant variations in school programme
organisation and inclusivity across different management types. Government and
aided schools emerged as spaces with participatory decision-making, inclusive
practices, and strong community involvement. In contrast, unaided management
schools reflected more hierarchical structures with management-dominated decision
processes, selective programme content, and limited scope for religious and cultural
diversity. And across all cases, teachers demonstrated commendable commitment in
ensuring meaningful student participation and quality programme execution within

the constraints of their respective institutional contexts.

Students’ Perception and Experiences of School Programmes. To

understand students' experiences and perceptions of school celebrations and events,



310 Pluralistic Environment in Primary Schools

Focus Group Discussions (FGDs) were conducted with upper primary students from
five case schools. The discussions focused on the types of programmes conducted,
the students’ enjoyment, perceived inclusivity, and challenges faced. The analysis of
data led to four prominent sub-themes, highlighting how students view and interpret

the programme culture in their schools.

Programme Variety and Institutional Culture. Students from Case 1
(Government School) and Case 2 (Aided School) consistently expressed positive
perceptions regarding the range and inclusivity of school programmes. They
perceived their schools as vibrant spaces where a variety of cultural, religious, and

national celebrations were regularly organised. Students in Case 1 remarked:

“Many programmes and all cultural and school-based celebrations are

)

conducted, and we happily participate.’

These students also saw the celebrations as occasions for communal joy and
friendly competition with students from other schools, suggesting a sense of pride in

their school’s programme culture.

In contrast, students from unaided management schools perceived their
institutions as more restrictive and selective in organising programmes. In Case 3
(Unaided Hindu Management School), students acknowledged that while certain
events like Onam, Vishu, and Hindu religious festivals were celebrated, others, such
as Eid and Christmas, were omitted. They perceived this as a limitation, as one

student noted:

“We celebrate Guru Pooja and Srikrishna Jayanthi, but there’s no Eid or

Christmas in our school.”

Students in Case 4 (Unaided Muslim Management School) expressed
disappointment over the exclusion of non-Islamic festivals, perceiving their school’s

celebration culture as narrow and lacking in diversity.
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Enjoyment and Experiences of Programmes. Students across all schools
described school celebrations as moments of happiness, social bonding, and relief
from academic routines. In Case 1, students emphasised their excitement during

events like Onam, explaining:

“During Onam, there are many competitions, and we are very interested.

’

It’s our favourite time because there are fewer classes and more fun.’

In Case 2, however, while students enjoyed the celebrations, some felt
marginalised when teachers selectively chose participants based on personal

preference. One student commented:

“In some programmes we feel ‘poka’ (worthless), because teachers pick the

’

same students.’

Students from Cases 3 and 4 perceived their enjoyment of programmes as
limited due to restrictions imposed by management or certain teachers. In Case 4,

students expressed dissatisfaction that;

“Our neighbouring friends have more celebrations than us, and we get tense

when they share their experiences.”

These perceptions reflect an emotional longing for a more inclusive and
varied celebration culture, as well as a sense of exclusion and comparative

deprivation.

Perception of Inclusivity and Freedom of Participation. In government and
aided schools (Cases 1 and 2), students perceived participation as generally open,
though they acknowledged instances of bias in selection for individual
performances. While group events and competitions were widely enjoyed, some

students preferred not to engage in solo acts. One student in Case 1 remarked:

“We get opportunities to participate, but we’re not interested in individual

)

performances.’
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In unaided management schools (Cases 3, 4, and 5), students perceived
limited freedom in programme content and participation opportunities. In Case 3,

students reported celebrating some festivals unofficially in classrooms, such as:

“Students initiated a collective sadhya (special meal) for Onam and made

’

reels for Christmas to send to friends.’

This highlights students’ agency in creating informal spaces for cultural
expression when institutional programmes did not meet their expectations. In Case
5, although some programmes were held, students perceived the school’s focus on

academics rather than celebrations and programmes. A student commented:
“Teachers say there’s no time for programmes; study comes first.”

Perception of Challenges and Institutional Support. Students’ perceptions of
the challenges surrounding school programmes varied across management types. In
Cases 1 and 2, while students appreciated teacher encouragement and community
involvement, they felt that local adults often dominate the school programmes,

leaving limited space for student-led initiatives. As a student in Case 1 expressed that:

“Local people are making the programmes their own, and we are getting

’

fewer opportunities.’

In Case 2, students also pointed to practical challenges like fund collection,
which occasionally burdened celebrations, and criticised teachers for prioritising

social media visibility over student experiences. A student remarked:

“The main programme for teachers is making reels and posting them in

’

school groups.’

In unaided schools (Cases 3, 4, and 5), students perceived management
control and certain teachers’ restrictive attitudes as significant challenges. In Case 4,

a student bravely commented,
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“Some teachers are ‘monnas’ (narrow-minded); they don’t support many

’

programmes.’

Despite these constraints, students expressed a clear desire for broader,
more inclusive celebrations and lamented missed opportunities when comparing

their school life to that of peers in other institutions.

This analysis of students’ perceptions reveals distinct differences in how
school programme cultures are experienced across different case schools.
Government and aided schools are perceived as relatively open and community-
driven, though students noted occasional favouritism and adult dominance. Unaided
religious management schools, on the other hand, are perceived as restrictive,
selective, and heavily management-controlled, with limited inclusivity in programme
content. Across all settings, students valued celebrations as essential opportunities for

enjoyment, cultural expression, and relief from academic pressure.
Triangulated Interpretation and Summary

The triangulated analysis of data collected through document analysis,
teacher interviews, and student Focus Group Discussions provides an in-depth
understanding of how and what school programmes and celebrations are organised,
perceived, and experienced within upper primary schools in Kerala. The findings
reveal distinct patterns shaped by the nature of school management, influencing the

inclusivity, variety, and participatory culture of school programmes.

The data consistently show that government and aided schools maintain
relatively inclusive, balanced, and participatory programme calendars. Both
document analysis and teachers’ accounts highlight a rich variety of religious and
national festival celebrations, encompassing major events like Onam, Eid,
Christmas, Independence Day, and Republic Day. Teachers in these schools

reported collaborative decision-making processes involving staff discussions and
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parental support, with responsibilities distributed among teachers for effective
implementation. Correspondingly, students in these schools described their
programme culture as vibrant, diverse, and enjoyable, associating school
celebrations with moments of happiness, cultural exposure, and relief from
academic routines. However, both teachers and students raised concerns regarding
certain operational issues, including occasional favouritism in participant selection,
fund collection challenges, and an emerging trend of prioritising social media

visibility over authentic student engagement.

In contrast, unaided management schools displayed a mono-religious and
management-controlled pattern of programme organisation. The document review
confirmed the selective inclusion of religious and cultural events that aligned with
the management’s religious identity, while festivals representing other faiths were
systematically excluded. Teachers acknowledged these restrictions, citing top-down
decision-making structures where programmes were fixed by the management and
teachers served as executors of assigned duties. Students in these schools expressed
mixed sentiments, enjoying the celebrations permitted while voicing dissatisfaction
over the absence of culturally diverse festivals. Particularly in unaided Hindu and
Muslim management schools, students reported informal, private celebrations
organised independently within classrooms to compensate for institutional
omissions. This reflects both a latent desire for broader cultural experiences and

students’ agency in negotiating their programme culture.

Across all management types, teachers demonstrated a commendable sense
of commitment, striving to organise meaningful programmes within institutional
constraints. Government and aided school teachers benefited from stronger PTA and
local community support, which helped to manage challenges like large student

strength and limited resources. In unaided schools, however, teachers’ operational
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roles were assigned by management directives, limiting their ability to introduce
diverse or inclusive programmes. Students’ perceptions similarly mirrored these
institutional realities. While students in government and aided schools appreciated
the relative openness and inclusivity of their school celebrations, they critiqued the
increasing dominance of adults and local community figures in some school
programmes. In unaided schools, students perceived management control and
certain teachers’ restrictive attitudes as major barriers to a culturally inclusive and
participatory programme culture. The Government and aided schools emerged as
more inclusive, community-driven spaces for cultural expression, while unaided
management schools largely reinforced mono-religious identities, with limited
scope for religious and cultural diversity. Despite these variations, teachers across
all cases displayed professional dedication to ensuring programme success, and
students consistently valued celebrations as essential opportunities for enjoyment,

cultural learning, and social engagement.

School Arts Festivals and Cultural Programmes

School arts festivals and cultural programmes are integral components of
school life, providing students with valuable opportunities to express their artistic
abilities, engage with their cultural traditions, and experience the diverse socio-
religious heritage embedded within their communities. This section examines the
nature, inclusivity, and cultural representation within the arts festivals and cultural

programmes organised across the selected case schools.

Document Analysis. The data regarding school arts festivals and cultural
programmes were collected through document analysis. This involved reviewing
school reports, event schedules, and school social media handles to identify the
types of cultural and artistic programmes conducted in each case school. The

findings are summarised in Table 61.
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Table 61

Details of Arts Festival and Cultural Programmes Conducted Across Schools Selected as Cases

Programme Case 3Unaided Hindu Case 4 Unaided Muslim

Case1G t School Case 2 Aided School
Category ase £ overnment 5choo ase < Alded >ehoo Management School Management School

Case 5Unaided Christian
Management School

. 0 , Duffmuttu,
Oppana, Duffmuttu, Kolkali, = Oppana, Duffmuttu, Aravana ppana, Lufimuttu

Islami . . . . Kolkali, Mappil ttu, 0] ,
>lamic Mappilappattu, Arabic Song, Muttu, Kolkali, Mappilappattu, . ° .a b Viapp! appa u . bpana .
Culture-Based . o . . Mappilappattu Arabic Song, Arabic Poem  Mappilappattu, Arabic
Arabic Poem Recitation, Arabic Song, Arabic Poem . .
Programme . - Recitation, Arabic Speech, Song
Arabic Speech, Vattappattu Recitation . .
Arabic Dance, Kissappattu
Bharatanatvam Bharatanatyam,
Hindu Culture- Bharatanatyam, Mohinivattam Kyuch; udi Mohiniyattam, Devotional Song,
Based Mohiniyattam, Kuchipudi, . 4 ’ pucl, . Kuchipudi, Devotional Nadan Pattu Margam Kali, Folk
Devotional Song, Margam Kali, .
Programmes Folk Dance, Nadan Pattu Song, Margam Kali, Folk Dance, Nadan Pattu
Folk Dance, Nadan Pattu
Dance, Nadan Pattu
- Margam Kali,
Christian . . . .
Margam Kali, Folk Dance, Margam Kali, Devotional Devotional Songs,
Culture-Based . No programme No programme .
Devotional Songs Songs, Carole Song Carole Song, Christmas
Programmes .
Card Making
Cinematic Dance, Nadan Cinematic Dance, Nadan Cinematic Dance, Cinematic Dance,

Nadan Pattu, Mono Act,
Speech/Recitation,
Versification, Drawing,

Pattu, Light Music, Skit, Fancy Pattu, Light Music, Skit, Mime, Nadan Pattu, Light

Dress, Tablo, Mono Act, Fancy Dress, Tablo, Mono Act, Music, Song, Skit, Mono
Cross-Cultural

Nadan Pattu, Light
Music Dance, Skit,

Speech/Recitation, Speech/Recitation, Act, Versification, . - Mono Act, Poem

Items . . e . . English Poem Recitation, s .
Versification, Drawing, Essay  Versification, Drawing, Essay Drawing, Water . Recitation, Drawing,
. . . . . Essay, Water Colouring, .
Writing, Water Colouring, Writing, Water Colouring, Colouring, Poster Poster Makin Essay, Water Colouring,
Poster Making Poster Making Making g Poster Making
Related to
. - Nati | Anth C tition, . . -

National Patriotic Song ational Anthem ~.ompetition Patriotic Song Patriotic Song Patriotic Song

Themes Patriotic Song
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Table 61 presents a detailed cross-case comparison of the types of arts
festivals and cultural programmes conducted in five selected upper primary case
schools in Kerala. The table organises the programmes into four categories: Islamic
culture-based programmes, Hindu culture-based programmes, Christian culture-

based programmes, and cross-cultural items.

The data reveal that both the Government School (Case 1) and the Aided
School (Case 2) included a broad variety of cultural programmes representing
Islamic, Hindu, and Christian traditions, alongside a wide range of cross-cultural
and secular events. These institutions organised Islamic art forms such as Oppana,
Duffmuttu, Mappilappattu, and Arabic Songs;, Hindu classical and folk
performances like Bharatanatyam, Mohiniyattam, Kuchipudi, and Nadan Pattu; and
Christian cultural items including Margam Kali, Devotional Songs, and Carole
Songs. Additionally, they conducted diverse secular competitions such as Cinematic
Dance, Patriotic Songs, Skit, Poster Making, and Essay Writing, reflecting an

inclusive and pluralistic approach to cultural programming.

The Unaided Hindu Management School (Case 3) featured a programme
calendar heavily dominated by Hindu culture-based items, prominently including
Bharatanatyam, Mohiniyattam, Kuchipudi, Folk Dance, Margam Kali, Devotional
Songs, and Nadan Pattu. Islamic and Christian art forms were entirely absent,
indicating a selective and monocultural programming pattern. While secular and
cross-cultural items were included, they appeared supplementary to the dominant

religiously aligned events.

The Unaided Muslim Management School (Case 4) predominantly organised
Islamic cultural programmes, including Oppana, Duffmuttu, Kolkali, Mappilappattu,

Arabic Speech, Kissappattu, and Arabic Kavali. Hindu and Christian cultural items
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were not included in this school’s arts festival. However, a moderate range of cross-
cultural items, such as Nadan Pattu, Mono Act, Drawing, Essay Writing, and
Patriotic Songs, were conducted, though these remained secondary in prominence

compared to Islamic programmes.

The Unaided Christian Management School (Case 5) prioritised Christian
culture-based programmes such as Margam Kali, Devotional Songs, Carole Songs,
and Christmas card making. Additionally, the school included a limited number of
Islamic culture-based items like Oppana, Mappilappattu, and Arabic Song,
reflecting some degree of cultural representation beyond its religious affiliation.
Hindu cultural programmes were moderately represented through items like
Devotional Songs, Margam Kali, Folk Dance, and Nadan Pattu. The school
organised a reasonable range of cross-cultural and secular programmes such as
Cinematic Dance, Nadan Pattu, Light Music, Skit, Poem Recitation, Poster Making,
and Essay Writing, though the overall number of items was lower compared to

government and aided schools.

The analysis highlights significant differences in the diversity and inclusivity
of arts festivals and cultural programmes across school types. Government and aided
schools demonstrated a pluralistic and balanced approach, incorporating cultural items
from Hindu, Muslim, and Christian traditions alongside secular and cross-cultural
items. In contrast, unaided religious management schools largely aligned their
programme selections with their respective religious and cultural identities, resulting
in the selective inclusion of other community representations. Unlike other unaided
management schools, the Unaided Christian Management School (Case 5) exhibited a
relatively more inclusive stance by incorporating selective Islamic and Hindu cultural
items alongside Christian and secular programmes. However, the volume and variety

of such items remained modest compared to government and aided schools. The
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analysis highlights the strong influence of institutional management structures on the
scope, diversity, and intercultural opportunities available to students within Kerala’s

upper primary schools.

Teachers’ Perception of Diversity in School Arts Festivals and Cultural
Programmes. In addition to the document analysis, semi-structured interviews were
conducted with selected teachers from the five case schools to understand their
perceptions regarding the planning, inclusivity, and socio-cultural relevance of arts
festivals and cultural programmes. A thematic analysis of the interview data

revealed four key sub-themes, and they are discussed below.

Programme Variety and Opportunities for Diversity Exposure. Teachers
from both government (Case 1) and aided schools (Case 2) expressed a positive
view of the variety and inclusivity of arts festivals and cultural programmes. They
perceived these events as meaningful opportunities for students to engage with
socio-cultural diversity within the school environment. A teacher from the

government school (Case 1) remarked:

Yes, I think we are providing maximum opportunity to experience diversity

through different programmes.”

Another teacher in the aided school (Case 2) observed:

“Many programmes like arts, sports, cultural events, and study tours are
enough to provide students with a common experience of the diversity that

exists in our society.”

In contrast, teachers in the unaided management schools noted programme
limitations, especially regarding inclusivity. A teacher from the unaided Muslim

management school (Case 4) stated:
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“Arts, sports, and day celebrations like Eid and Nabi Dinam are

celebrated... but Onam and Christmas and related cultural events are not

promoted by the management.”

Meanwhile, in the unaided Christian management school (Case 5), one

teacher observed:
“Many programmes like arts, sports, and cultural celebrations are held.
Christmas is celebrated well, but other celebrations like Eid and Vishu are

not conducted, and such a demand has not risen from students and parents.’
This indicates a clear pattern of management-led selectivity in programme variety

across unaided religious schools.
Strategies to Promote Socio-Cultural and Religious Diversity. Teachers in
government and aided schools highlighted deliberate efforts to promote socio-

cultural diversity through programme content and student participation strategies. A

teacher from Case 1 shared:

“We conduct many programmes like arts and sports day, and other

programmes. 1 think these are providing enough chance for students to

experience diversity and develop a common understanding.”

Teachers in aided schools also emphasised inclusive programme planning:

arts, Christmas, and Onam day

“Different programmes like sports,
celebrations are conducted... We think students are engaging with diversity in

’

many contexts, like competitions and celebrations.’
However, in unaided management schools, teachers acknowledged limited
efforts due to institutional restrictions. A teacher from Case 4 admitted:

’

“We provide possible programmes, but I don’t think the school programmes

are enough. Still, students are getting exposure from their surroundings.’
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Most teachers in government and aided schools perceived arts and cultural
programmes as effective in promoting diversity awareness. One teacher in Case 2

commented:

“Maximum programmes are conducted, and I think students are getting a

common experience of diversity factors.”

In contrast, teachers in unaided religious schools expressed reservations
about the effectiveness of their current programme frameworks. A teacher in Case 3

observed:

“Students are getting insight through curricular and content-based

’

programmes.’

This illustrates a gap between awareness of the need for inclusive programming and

actual institutional practice in unaided religious schools.

Management Influence and Institutional Constraints. The extent of
management control emerged clearly from teacher accounts, especially in unaided

management schools. In Case 4, one teacher reported:

“Organisational duties are managed by some persons, so we can’t add many

items to the programme list.”

Similarly, in the Hindu management school (Case 5), a teacher acknowledged

selective celebrations and programmes:

“It’s difficult to include more diverse items, as students are unfamiliar with
programmes and art forms from other cultures, and they don’t know how to

prepare or perform them.”

The data from teachers interviews reveal that while government and aided

schools maintain relatively inclusive and varied cultural programming with a
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conscious emphasis on socio-cultural diversity, unaided management schools
demonstrate selective programme planning aligned with their religious identities.
Teachers in public and aided schools actively advocate and plan for inclusivity,
while teachers in unaided schools recognise limitations but cite management
restrictions as a constraint. Across all schools, teachers expressed a desire for
increased diversity and broader cultural representation within arts festivals and

cultural programmes.

Students’ Experiences and Perception Regarding Diversity in School
Arts and Cultural Programmes. In addition to document analysis and semi-
structured interviews with teachers, Focus Group Discussions (FGDs) were
conducted with selected students from the five case schools to explore their
experiences and perceptions regarding the organisation, participation, and socio-
cultural diversity in school arts festivals and cultural programmes. Thematic
analysis of the FGD data identified five major themes with relevant sub-themes,

which are discussed below.

Organisation and Management of Arts and Cultural Programmes.

Teacher controlled Organisation and Grouping. Across all five case
schools, students reported that teachers played a central role in planning and
managing arts festivals and annual day celebrations. Teachers were responsible for
announcing programme dates, forming student groups or houses, and conducting
competitions. Students recognised the active involvement of teachers in programme

organisation. One student from Case 1 school observed,

“Teachers announce the dates and divide us into groups. They take charge

of each group and arrange the competitions.”
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Another student in case 5 school noted,

“Our group in charge teacher checks which programme we can do and

makes a list. They give us practice and tell us when to come.”

Annual Day as a Public Event. Students across schools mentioned that
annual day programmes were significant public events attended by parents, socio-
political leaders, and local community members. While students appreciated the
grandeur of these events, some felt disappointed by unequal participation

opportunities. A student from the case 1 school shared,

“We don’t get many chances on the annual day. Some students are always

’

selected, and we are asked to help backstage.’
Nature of Programmes Included.

Programme Selection Controlled by Teachers. In all cases, schools based on
students’ perceptions, teachers controlled the selection of cultural items and
finalised programme lists, often displayed on school notice boards. Students
indicated that although teachers sometimes sought their preferences, final decisions

rested with them. A student from case 2 remarked,

“Teachers fix the programmes and show them on the notice board. We can

choose only from that.”

Limited Representation of Other Communities. Students acknowledged that
performances from other religious or cultural groups were rarely included. For
example, in the unaided Muslim management school, students reported that certain
culturally specific items like Oppana and Duff muttu were encouraged, while other
forms, such as drama and skits, were discouraged by moral teachers. One student in

case 4 explained,
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“We have many programmes like oppana and daff muttu, but drama and skit

>

are not allowed. Some moral teachers say those are not good for us.’
Another student from the case 3 school mentioned,

“Only our usual programmes are there. Programmes from other religions

’

are not included here.’
Student Participation Patterns and Opportunities.

Voluntary and Compulsory Participation. Student participation patterns
varied across schools. In some, participation was made compulsory by assigning
students specific roles, while in others it remained voluntary. Several students
confessed to using these programmes as an excuse to avoid regular classes. A

student from Case 2 school said,

“We sometimes join programmes just to skip classes. If there are too many

’

students in a group, we can avoid participation.’

Partial Inclusion and Unequal Opportunities. Students expressed concerns
about unequal opportunities for participation. Certain students were repeatedly
selected for important performances, while others were given minor duties or

excluded altogether. A student in Case 1 school expressed,

“Only some students are called for programmes. We are given duties like

bringing water or arranging chairs.”
Teacher Support and Encouragement.

Active Support in Preparations. Most students acknowledged receiving
support from teachers during programme preparations. Teachers arranged practice
sessions, guided performances, and encouraged participation. A student from the

Case5 school commented,
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“Teachers help us practise and tell us what to do on the stage. They also

give us ideas for programmes.”’

Restrictive Practices by Some Teachers. Conversely, students noted that in
certain cases, especially in case 4 (unaided Muslim management), some teachers
imposed restrictions based on moral or religious grounds. One student pointed

out,

“Drama and skits are not promoted here because some teachers see it as a

programme to promote among students”

Community and Parental Involvement. Across all schools, students
mentioned the participation of parents, local socio-political leaders, and
community members during annual day programmes. This made the events
highly significant public occasions for students. A student from the case 3 school

noted,

“Our parents and nearby people come for the annual day. Political leaders

also attend and give speeches.”

The Focus Group Discussions revealed that while students appreciated the
organised nature of school arts and cultural programmes, they experienced
limitations in terms of programme diversity, representation of other cultural
communities, and equitable participation opportunities. Teachers played a pivotal
role in both promoting and restricting programme content and student involvement.
Although active teacher support was acknowledged, the socio-cultural inclusivity
within arts and cultural programmes remained limited, reflecting the religious and

management affiliations of the respective schools.
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Interpretation and Summary. The data obtained through document
analysis, teacher interviews, and student Focus Group Discussions collectively
reveal a consistent pattern regarding the nature, inclusivity, and management of
arts festivals and cultural programmes in upper primary schools of Kerala. The
findings confirm that institutional management type plays a decisive role in
determining the diversity and cultural representation of programmes conducted in

schools.

Government and aided schools demonstrated comparatively inclusive and
pluralistic cultural programming, incorporating a wide range of art forms and
cultural items drawn from Islamic, Hindu, Christian, and secular traditions.
Teachers in these schools perceived their programmes as opportunities for students
to experience socio-cultural diversity, and students similarly confirmed exposure to
varied cultural performances. School documents reflected a balanced representation
of cultural items, and annual day events in particular emerged as significant public
occasions, well-attended by parents, socio-political leaders, and the wider

community.

In contrast, unaided religious management schools exhibited selective and
religiously aligned programme patterns. The unaided Muslim management school
prioritised Islamic cultural art forms while excluding Hindu and Christian cultural
items. Similarly, the unaided Hindu management school featured predominantly
Hindu cultural programmes, with negligible representation of other religious or
cultural groups. Notably, the unaided Christian management school showed
relatively better intercultural inclusion by incorporating Islamic and Hindu art forms
and remained modest compared to government and aided schools. Teachers in these

unaided schools acknowledged the limitations in cultural diversity, attributing them
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to management-imposed restrictions and a perceived lack of student familiarity with

other community art forms.

Across all five Case schools, teachers played a central organisational role
in managing arts festivals and cultural programmes. Teachers were responsible for
programme scheduling, forming student groups, providing practice sessions, and
coordinating competitions. While teachers in government and aided schools
reported deliberate efforts to promote diversity and participation, those in unaided
management schools admitted limited freedom due to management control.
Students consistently acknowledged teacher involvement, though they expressed
concerns over limited agency in programme selection and unequal opportunities
for participation. Certain students were repeatedly selected for prominent
performances, while others were assigned peripheral duties such as backstage

arrangements or logistical support.

Another consistent pattern was observed in community and parental
involvement in school programmes, which were significant public events in all
five schools. Teachers and students alike valued these occasions for community
interaction and school visibility, though the cultural inclusivity within such events
mirrored the overall management-influenced programme pattern of each

institution.

The triangulated interpretation of findings highlights that while
government and aided schools in Kerala’s upper primary sector maintain
relatively inclusive and pluralistic cultural programming, unaided management
schools demonstrate selective, mono-cultural practices shaped by their religious
affiliations and institutional norms. The scope for intercultural experiences is

thereby largely determined by school management policy, teacher discretion, and
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community expectations. Teachers, though actively engaged in programme
organisation and student encouragement, operate within institutionally
determined frameworks, with limited autonomy in unaided schools. Students,
while enjoying these cultural events, perceive unequal participation patterns and
restricted cultural representation, indicating areas for policy-level reflection on
inclusivity and diversity promotion within school arts and cultural education in

Kerala.
Theme 3 - Clubs and Related Activities

Clubs and related activities are an essential part of school structure,
providing opportunities for students to develop leadership skills, social
responsibility, and cultural awareness. Educational frameworks like the National
Education Policy (2020) and the Kerala State Education Commission Report
(2007) recommend the promotion of inclusive, active student clubs to foster
democratic values and socio-cultural engagement within schools. In this study,
data from document analysis, teacher interviews, and student Focus Group
Discussions were used to examine the nature, diversity, and inclusivity of clubs
and related activities in five selected upper primary schools in Kerala. The results

of this inquiry are discussed in the following sections.

Document Analysis

Data on school clubs and related activities were collected through
analysing school records, club activity reports, and school social media handles.
Details of the active clubs and activities conducted in each case school were

analysed in detail, and the findings are presented in Table 62.
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Details of Active Clubs and Activities in Schools Selected as Cases
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Case 4
Case 1 Case 3 Unaided Case 2
Case 2 Unaided Hindu . Unaided Christian
Club Government . Muslim
Aided School Management Management
School Management
School School
School
IT Club/ Digital awareness Data not Data not Data not .
. . . . . Data not available
Little Kites programme available available available
Reading Da
Reading Day g . v
. - . competition,
Literary  competition, quiz, . . Data not Data not .
. quiz, magazine, . . Data not available
Club magazine, and available available
o and poem
poem recitation .
recitation
World
Environment Day, .
. Planting trees, .
Nature / planting trees, . Data not Tree planting,
seed Tree planting . .
Eco Club awareness o available seed distribution
distribution
programmes,
vegetable garden
Science Da .
. Y . . Video
. celebration, notice Quiz .
Science . Data not presentation .
board updates, = competition on . Data not available
Club . . ; available on Chandra
video presentation Chandra Dinam .
. Dinam
on Chandra Dinam
Data not Active (details Data not Maths club
Maths Club  Data not available . ( . . I
available not specified) available activities
Malayalam . Active (activities Data not Data not .
Data not available . . . Data not available
Club not listed) available available
Reading
Active competition,
. . Data not Data not . ..
English Club Data not available . . (activities not  story writing, and
available available . .
listed) morning news
reading every day
Yoga celebration,
health awareness, Yoga, health Health
shoot-out awareness, Data not Data not
Sports Club Y . . awareness, Yoga
competition, sports news available available .
Day celebration
World Cup corner
promotion
Road safety
Social awareness,
. ; Data not Data not Data not .
Service/  volunteer services available available available Data not available
SPC/JRC during school

events
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Case 4
Case 1l Case 3 Unaided Case 2
Case 2 Unaided Hindu . Unaided Christian
Club Government . Muslim
Aided School Management Management
School Management
School School
School
Data not Active Active Active (activities
Hindi Club  Data not available . (activities not  (activities not .
available . . not listed)
listed) listed)
Reading Arabic Day
. competition, celebration, Data not Data not .
Arabic Club . Y . . Data not available
World Arabic Day Quran recitation available available
celebration competition
Data not Yoga Da Data not
Yoga Club  Data not available . & .y . Data not available
available Celebration available
Active but no
Sanskrit . Data not Ve bu Data not .
Data not available . programme . Data not available
club available available

listed

Table 62 presents details of active student clubs and related activities in the
five selected upper primary case schools. The data reveal that government-aided
schools (Case 1 and Case 2) maintained a broader range of active clubs, including
IT Club, Literary Club, Nature/Eco Club, Science Club, and Sports Club,
conducting activities such as environmental campaigns, literary competitions, health
awareness programmes, and commemorative events like World Arabic Day and

Science Day. Language-based events were also noted, though largely academic.

In contrast, unaided private management schools (Cases 3, 4, and 5)
demonstrated a limited and selective club structure. While some general clubs like
the IT Club and Science Club existed, other clubs, including the Literary Club,
Sports Club, and Social Service units, were often absent. The number and variety of
activities were accordingly restricted. The result points out the absence of different
club activities explicitly promoting socio-cultural or religious diversity across all
case schools. The data also indicate that several clubs were either not formed or

inactive during the period of data collection, especially in unaided management
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schools. This reflects inconsistencies in club formation and highlights the lack of a

uniform policy framework for student clubs across school types.

The analysis reveals that government and aided schools offered comparatively
wider club activities than unaided management schools; however, socio-cultural and

religious diversity-focused club activities were absent across all cases.

Teachers’ Perception on Clubs and Activities Promoting Diversity. To
complement the document analysis, semi-structured interviews were conducted with
selected teachers from the five case schools to gather their perceptions regarding the
functioning of student clubs, the nature of club-based activities, and the extent to
which these activities promote socio-cultural and religious diversity among students.
A thematic analysis of the collected interview data led to the identification of the

following major themes:

Nature and Focus of Active Clubs. Teachers across all five case schools
reported the presence of various active student clubs, such as Eco Club, Science
Club, Literary Club, IT Club, and Sports Club. These clubs regularly organised
activities focused on general educational, environmental, and social awareness
topics. However, no structured programmes specifically designed to promote socio-
cultural or religious diversity were reported within these clubs. A teacher from the

government school (case 1) observed:

“Many clubs, like Eco Club, Science Club, and Literary Club, are active
under in-charge teachers. Programmes focus on general themes and

understanding.”

Similarly, teachers in aided schools confirmed that active clubs offered
opportunities for student involvement, but the themes remained largely generic. A

teacher from an aided school (case 2) remarked:
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73

aximum student involvement is ensured. Programmes celebrated under
each club address different social realities, so [ think students can

’

understand the differences.’

In unaided management schools, teachers noted that while student clubs
were active and students participated enthusiastically, most programmes were
limited to academic competitions, environment day observances, and national day
commemorations, with no dedicated focus on fostering socio-cultural or inter-

religious understanding.

Role of Teachers in Mentoring and Promoting Inclusivity. Teachers
described their active roles in motivating students, mentoring club activities, and
facilitating participation. While some attempts were made to integrate social themes,
these were often generalised and did not include specific socio-cultural diversity

initiatives. A teacher from the Christian management school stated:

“Active clubs are conducting many programmes and providing opportunities
to understand many things through these programmes. In the classroom and

outside, we try to give maximum exposure to diversity and inclusiveness.”

However, across schools, teachers acknowledged that formal opportunities
to promote intercultural awareness through club platforms remained underutilised,

and most exposure to diversity was informal and incidental.

Reflections and Suggestions. When invited to suggest ways to improve
inclusivity and diversity within school club related programmes, teachers offered
several practical recommendations like Ensuring active participation of all students,
Increasing the variety and number of programmes conducted and providing special

time and space for club-based activities A teacher in case 1 recommended:
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“Ensure active participation of all students and provide maximum support

from teachers and parents”.

A teacher from case 3 suggested:

“Celebrate different programmes and increase student involvement.”

These suggestions collectively reveal a shared recognition among teachers
that student clubs can serve as effective platforms for fostering socio-cultural
understanding among learners, and club activities are consciously expanded in

upper primary schools.

The thematic analysis of teacher interviews confirms that while a variety of
clubs function actively across the case schools, their activities primarily focus on
general education, environmental awareness, and social campaigns. Explicit socio-
cultural and religious diversity-oriented programmes within these clubs are largely
absent, reflecting the patterns identified through document analysis. Teachers
actively facilitate these clubs and support student participation; however, the
absence of structured diversity-focused initiatives limits the potential of these

platforms to contribute to intercultural awareness.

Students’ Perception of School Clubs and Activities. To supplement the
findings from document analysis and teacher interviews, Focus Group Discussions
(FGDs) were conducted with selected students from the five case schools to capture
their experiences, perceptions, and suggestions related to student clubs and related
activities promoting inclusivity. Thematic analysis of the FGD data put forth the

following key themes.

Availability and Functioning of Active Clubs. Students from government

and aided schools reported the presence of several active clubs in their schools,
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including Eco Club, Literary Club, Science Club, and Sports Club. They
described a range of activities such as reading competitions, quiz contests, poster
making, gardening, and environmental campaigns. A student from Case 1 school

shared:

“Many clubs and related programmes are conducted. Different programmes
like reading competitions, quiz competitions, gardening, farming, and field

’

visits happen here.’

At the same time, students from unaided religious management schools
(particularly Cases 3, 4, and 5) reported a limited number of clubs and
comparatively fewer activities. While some standard programmes like reading
competitions, poster making, and fitness activities were organised, students
observed that external and innovative club activities were rare. One student from the

case 4 school noted:

“Teachers promote class-based activities, and no external activities are
promoted. We're interested in many activities, but get limited opportunities

and support.”

Student Participation Patterns and Experiences. Across all cases, students
acknowledged participating in various club activities. However, several students
described their participation as compulsory or teacher-driven rather than voluntary and
interest-based. Some students also expressed that club activities were often seen as an
opportunity to get out of regular classes rather than meaningful engagement. A student

from case 1 reflected:

“Club activities provide an opportunity to go out of regular classes. Some are

’

interesting, but many are done out of teachers' compulsion.’
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In aided schools, students appreciated certain activities like gardening,
reading competitions, and anti-drug awareness programmes, but found others
repetitive and unengaging. Similarly, students from unaided schools reported that
while teachers encouraged participation, many activities were monotonous and

lacked novelty. One student noted:

“Programmes are old and normal. There’s no variety or anything new.

’

Some programmes are boring, and we just attend them.’

Students’ Suggestions for Improvement. When asked for recommendations
to make programmes interesting and inclusive, students across school types voiced a
desire for: More innovative and diverse activities, Use of digital tools and media in
programmes, Reduced teacher-student hierarchy and fear, Inclusive celebrations of

all festivals and events. A student from case 2 school suggested,

“School programmes are not only for teachers and for taking reels. Give

equal chances for student participation.”
Similarly, another student recommended.

“Promote all types of programmes and celebrate all events like Onam and

Christmas. Teachers should not be in charge of everything.”

The thematic analysis of FGD data reveals that while student clubs exist and
function actively to varying extents across the five case schools, their inclusivity,
variety, and socio-cultural relevance remain limited. The Government and aided
schools provided comparatively more club activities, but participation was often
teacher-directed and occasionally perceived as obligatory. Unaided management
schools demonstrated restricted opportunities, limited club activities, and minimal

exposure to diverse social or cultural themes through their club-related activities.
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Triangulated Analysis. The data obtained through document analysis, semi-
structured interviews with teachers, and Focus Group Discussions (FGDs) with
students collectively highlight the varying nature, scope, and inclusivity of student
clubs and related activities across the five selected upper primary schools in Kerala.
The findings from these three sources were compared and synthesised to identify

converging patterns, variations, and gaps in practice.

Document analysis revealed that the government and aided schools (Cases 1
and 2) maintained a broader and more structured range of student clubs, including the
IT Club, Literary Club, Nature Club, Science Club, and Sports Club. These clubs
organised a relatively diverse set of activities such as environmental campaigns,
health awareness programmes, literary competitions, and commemorative events.
However, socio-cultural and religious diversity-oriented programmes were notably
absent across all cases. In unaided private management schools (Cases 3, 4, and 5),
the presence and range of student clubs were limited, with fewer activities conducted

and several clubs either unformed or inactive at the time of data collection.

Teacher interviews largely supported these observations. Teachers in
government and aided schools confirmed the existence of multiple active clubs and
regular programmes, though these typically focused on general educational,
environmental, or health themes. Teachers acknowledged their active roles in guiding
and facilitating these activities but admitted that specific initiatives promoting socio-
cultural and religious inclusivity were not part of the formal club agenda. In unaided
management schools, while clubs existed and students participated, the nature of
activities remained generic and academic, with limited exposure to socio-cultural
diversity themes. Teachers also offered recommendations to broaden the scope of

club programmes and ensure more inclusive student participation.
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Student FGDs also explored the same patterns. Students in government and
aided schools reported participating in a variety of club-based activities such as reading
competitions, gardening, health awareness events, and quiz contests. However, many
students described these activities as repetitive, teacher-directed, and sometimes
obligatory, with limited opportunities for student-led or innovative initiatives. In
unaided religious management schools, students highlighted restricted club
functioning, fewer activities, and limited opportunities for diverse engagement. Across
all cases, students expressed a desire for more interesting, inclusive, and culturally
diverse programmes and recommended that school celebrations reflect broader social

and cultural themes, incorporating new media, technology, and interactive formats.

The triangulated analysis reveals that school management type strongly
influences the formation, scope, and inclusivity of student clubs in upper primary
schools in Kerala. Government-aided schools offered comparatively wider club
activities than unaided management schools. However, across all cases, activities
explicitly addressing socio-cultural and religious diversity were absent, and club-
based programmes mainly focused on general educational and environmental
themes. These findings stress the need for more structured practices to integrate
socio-cultural and religious diversity perspectives into club-related school activities
to strengthen students' experience with socio-cultural and religious diversity in

different types of primary schools in Karla.

Particular emphasis was given to capturing students’ perceptions of diversity,
the nature of their friendships, their participation in cultural and religious celebrations,

and their overall experiences of inclusivity within the school environment.
Parental Perception and Preferences in Children’s Schooling

Parental involvement plays a crucial role in shaping children’s educational
pathways, particularly during the early stages of schooling. In Kerala, where a wide

range of government-aided and unaided private schools operate under diverse socio-
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cultural and religious managements, parents’ perceptions, priorities, and preferences
strongly influence school selection. The upper primary level typically represents the
final stage where school choice is made primarily by parents as a family decision
before children begin to develop and voice their own opinions about their schooling
preferences and environments (Balarin, 2014; Sriprakash, 2010). Studies such as
Jain and Prasad (2018) and Nambissan (2012) have indicated that in Kerala,
parental preferences in their children’s school selection are largely influenced by
factors like academic performance, infrastructure quality, and proximity to home.
Recognising this, the present study examined how parents perceive the education
and schooling environment of their children, the factors that influence their
decisions in selecting schools at the upper primary level, and whether cultural or

religious preferences form part of these considerations.

To explore these aspects, semi-structured interviews were conducted with
available parents from the selected case schools to understand their perceptions
regarding their children’s schooling, their reasons for choosing particular schools,
and the extent to which cultural or religious preferences influenced these decisions.

The findings from these interviews are presented and discussed below.

Perception of the School Environment. Across all five case schools,
parents expressed a high degree of satisfaction with their children’s schooling
experience. They consistently described the schools as providing a safe, supportive,
and caring atmosphere, with teachers actively involved in student welfare and
academic progress. Minor issues such as transportation difficulties were noted in
some cases, particularly in Cases 1 and 2, where a parent raised problems related to
students’ transportation. No parent across any case reported concerns related to the

school’s socio-cultural or religious environment as a negative factor.
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Factors Influencing School Selection. The analysis revealed that while
parents across all five case schools prioritised academic quality, proximity to home,
transportation convenience, and school reputation, certain case-specific preferences
were evident. In Case 1 (Government School), parents selected the school for
practical reasons such as its proximity, availability of transportation, no fees, free
books and uniforms, and the presence of other neighbourhood children studying in
the same institution. In Case 2 (Aided Management School), parents similarly
prioritised academic quality, proximity, and transportation facilities, along with the

school’s favourable reputation in the locality.

In Case 3 (Private Hindu Management School), parents cited academic
quality, transportation facilities, the medium of instruction, the moral background of
the school, and the variety of its programmes and practices as reasons for admission.
While no parent explicitly mentioned religious or cultural preference, field
observations revealed that the term ‘moral background’ in this context was closely
linked to the school’s religious-cultural identity and value system rooted in Hindu
traditions, making it a prime consideration in school selection for these parents. A
similar pattern was observed in Case 4 (Private Muslim Management School),
where parents valued a safe and disciplined atmosphere, academic quality,
transportation arrangements from both mothers’ and fathers’ homes, the school’s
moral background, and the medium of instruction. Here too, the reference to ‘moral
background’ was understood, based on field observations, to reflect the school’s
religious-cultural environment grounded in Islamic values promoted by the

management, and it stood out as a primary factor influencing parental choice.

In Case 5 (Private Christian Management School), parents highlighted

academic quality, facilities, proximity to home, transportation convenience, and,
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importantly, the school’s strong reputation within the local community as key
factors guiding their decision. Across all cases, while academic quality, proximity,
and transportation remained common priorities, moral background and school
atmosphere emerged as prime considerations in parental school selection in Cases 3
and 4. In these schools, parental preferences appeared closely influenced by the

school’s religious-cultural identity and value framework.

Parental Involvement in School Activities. The analysis showed that
parents across all five case schools demonstrated varying levels of involvement in
their children’s education and school-related activities. In Case 1 (Government
School), parents reported actively attending PTA meetings, regularly contacting
teachers, and offering support to school events whenever possible. They also valued
informal interactions with teachers and noted that their children frequently share
school experiences at home. In Case 2 (Aided Management School), parental
involvement was similarly consistent, with parents regularly participating in PTA
meetings, programme functions, and occasional parent-teacher interactions. Some
parents expressed that while they appreciated these opportunities, job-related

emergencies occasionally limited their opportunity to attend every event.

In Case 3 (Private Hindu Management School), parents maintained active
engagement through PTA meetings and informal discussions with teachers. In Case
4 (Private Muslim Management School), parental involvement was particularly
strong, with parents highlighting regular communication through WhatsApp groups,
consistent meetings with teachers, and active participation in school programmes. In
Case 5 (Private Christian Management School), parents reported active involvement
through PTA meetings, regular contact with teachers, and attendance at school
functions when possible. They appreciated being invited to events and noted that

while attendance at every programme was not always possible due to personal
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commitments, they remained closely connected to the school through routine
communication. Parents across all case school schools demonstrated a supportive

attitude towards the school activities.

Perception of School Programmes and Celebrations. The analysis
revealed that parents across all five case schools generally appreciated the range of
programmes, celebrations, and extracurricular activities conducted by schools. In
Case 1 (Government School), parents expressed satisfaction with the school’s
cultural and academic programmes. Parents valued the opportunity for children to
engage in a variety of activities and felt that the school maintains a reasonable
balance between programmes and academics. In Case 5 (Private Christian
Management School), parents similarly reported satisfaction with the school’s
programme organisation, stating that events were well-planned. Parents appreciated
receiving invitations to school celebrations, though personal commitments

sometimes limited their ability to attend.

In Case 2 (Aided Management School), one parent raised the issue of how
frequent school programmes sometimes disrupted academic learning time and
created additional indirect responsibilities for parents. While the majority of parents
appreciated the cultural exposure these events provided, this particular parent’s
comment suggested a tension between maintaining academic focus and fulfilling
expectations tied to celebrations and school functions. In Case 3 (Private Hindu
Management School), parents acknowledged that school programmes provide
students with opportunities for exposure to our rich culture and heritage. In Case 4
(Private Muslim Management School), parents expressed concerns about the
frequency of school events and the expectation for families to actively contribute
through preparation work and logistics. While parents appreciated the value of these
programmes for children’s learning and social exposure, they reported difficulty in

coping with the additional responsibilities.
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The analysis of the data across the five case schools revealed a consistently
positive perception of the schooling environment, with parents valuing the safe,
supportive, and academically attentive atmosphere provided by schools. School
selection decisions were primarily guided by academic quality, proximity,
transportation convenience, and school reputation, though in Case 3 (Private Hindu
Management School) and Case 4 (Private Muslim Management School), the
schools’ moral background — closely tied to their religious-cultural identity —
emerged as a key consideration influencing some parental choice. Parents across
cases demonstrated active involvement in school activities, commonly participating
in PTA meetings and programme functions and maintaining regular contact with
teachers. While overall satisfaction with school programmes and celebrations was
high, concerns about programme frequency and the additional burden of event-

related preparation work for families were noted in some of the case schools.
Conclusion of the Analysis of Diversity in School

The third objective of this study aimed to explore the nature and extent of
socio-cultural and religious diversity in different types of upper primary schools of
Kerala through a detailed examination of physical representation, school practices,
and programme organisation. Data were gathered via an embedded case study
approach, employing document analysis, field observations, semi-structured
interviews, and Focus Group Discussions with multiple stakeholders, including

students, teachers, head teachers, and parents from five selected case schools.
The analysis was organised under four thematic areas:

Diversity in Physical Representation. The study found that government
and aided schools demonstrated relatively inclusive student and staff compositions
across religious and social categories, reflecting open admission and public

recruitment policies. In contrast, unaided Hindu management schools exhibited
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complete religious homogeneity in both student and staff enrolment. In Case 4
(Unaided Muslim Management School), while student enrolment was entirely from
the Muslim community, the staff composition was mixed, including teachers from
different religious backgrounds. This reflected a degree of staff diversity within a
religiously homogeneous student environment. The unaided Christian management
school-maintained diversity in student enrolment, admitting students from Hindu,
Muslim, and Christian communities. However, staff appointments reflected limited
diversity, including Christian and Hindu teachers, with no Muslim staff members
appointed. And Christian sisters occupied key management and leadership roles
within the institution. Visual and material representations were similarly aligned
with management types: government and aided schools displayed secular and
national symbols, while unaided schools reinforced religious identities through

artefacts, religious portraits, and festival decorations.

Diversity in School Practices. Government and unaided Christian
management schools attempted to maintain inclusivity in morning prayer, assembly
content, and classroom seating arrangements. In contrast, unaided Hindu and Muslim
schools upheld mono-religious daily routines, reflecting their respective religious
traditions. Teachers in government and Christian schools reported collaborative,
inclusive practices, while other unaided schools followed management-directed, faith-
specific routines. Students’ accounts revealed dissatisfaction with repetitive prayers,
unequal participation opportunities, and limited engagement in assemblies,
particularly in religious unaided schools. Classroom seating remained mixed in
government and Christian schools, partially grouped in aided schools, and religiously

homogeneous in unaided Hindu and Muslim schools.

Diversity in School Programmes. The analysis showed that government and

aided schools promoted inclusive cultural and national events covering multiple
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religious festivals, while unaided Hindu and Muslim management schools restricted
celebrations to their respective faith traditions. The unaided Christian management
school demonstrated relatively broader inclusivity by acknowledging multiple
festivals. Parents generally appreciated school programmes but expressed concerns
in aided schools about academic time being reduced by frequent events and, in some

unaided schools, about the burden of preparation work falling on families.

Parental Perception and Preferences. Parents’ school selection preferences
largely prioritised academic quality, proximity, transportation, and moral
background. In unaided Hindu and Muslim schools, the ‘moral background’
preference was indirectly tied to the religious-cultural identity of the institution.
Religious or cultural alignment was not explicitly stated by parents as a school
selection criterion but was evident from contextual observations. Parental
involvement in school activities varied, with government, aided, and Christian
schools encouraging broader participation, while religious unaided schools

maintained more restricted community-centric involvement.

The summary of the triangulated analysis of Objective 3 confirms that socio-
cultural and religious diversity in Kerala’s upper primary schools is significantly
shaped by school management type. The Government and aided schools displayed
greater inclusivity in admissions, staff appointments, and school practices and
programmes. Unaided Hindu and Muslim management schools reinforced mono-
religious identities, while the unaided Christian management school occupied a
relatively balanced position between religious identity and broader inclusivity.
Institutional philosophies and management priorities were found to have a major

influence on diversity practices within schools.
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This chapter presents a comprehensive summary and interpretation of the
major findings of the study on Access, Participation, and Diversity among learners in
Primary Schools of Kerala. The chapter is structured under the three core research
objectives, with each section elaborating on the key themes and patterns that emerged
from the data analysis. These findings are examined through the lens of development
theories with a focus on social development, offering a deeper understanding of the
socio-cultural and religious dynamics that influence access, participation, and
diversity in the different types of school contexts. The chapter concludes with a

synthesis of the findings in relation to the study objectives and theoretical framework.
Summary of the Study

The present study attempts to explore the extent of access, participation, and
diversity among learners in primary schools of Kerala, with a focus on how different
types of Upper Primary schools- government, aided, and private- facilitate secular
educational experiences for children. This study was designed to examine these
issues in the context of Kerala’s Upper Primary education system, focusing on three
core dimensions: access, participation, and diversity. The major objectives of the

study were the following.

e To examine the extent of students' access to facilities, programmes, and

practices across different types of primary schools in Kerala.

e To explore the extent of students’ participation in terms of students’ satisfaction in
the use of school facilities, engagement in curricular activities and participation in

co-curricular programmes in different types of primary schools in Kerala.

e To explore the nature and extent of socio-cultural and religious diversity in
different types of primary schools in Kerala, in terms of physical representation,

school practices, and school programmes.
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Structured under these three objectives, the study used a mixed research
method, including student questionnaires, teacher interviews, field observations,
document analysis, and focus group discussions. Drawing from a wide range of
stakeholders like students, teachers, parents, and school heads, the study offers a
multi-dimensional understanding of how different types of Upper Primary school
management types influence educational opportunities and inclusion in Kerala’s
primary education system. The data were analysed using percentage analysis and
thematic analysis techniques. The findings are discussed in alignment with the
developmental theories, providing insights into the systemic and social factors

shaping the educational experience of children in the state.

The analysis of objective 1 revealed three major sub-themes: infrastructure-
related factors, curricular facilities and programmes, and co-curricular facilities and

activities.

The analysis of Objective 1 revealed significant differences in student access
to infrastructural, curricular, and co-curricular facilities. Government schools
provided comparatively better classroom infrastructure and the highest access to
textbooks, audio-visual aids, and ICT tools, though their integration into classroom
practice was inconsistent. Private schools offered near-universal transportation
facilities and stronger participation in co-curricular clubs and structured events,
whereas aided schools demonstrated limited access across most infrastructural and

curricular indicators.

Analysis of Objective 2 indicated variations in student utilisation of facilities
and participation in curricular and co-curricular domains. Government school
students reported higher satisfaction with classroom infrastructure, playgrounds, and

learning resources and demonstrated stronger engagement in classroom discussions,
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debates, and practical experiments. Private schools, despite having superior
infrastructure, recorded lower levels of classroom enthusiasm and academic
engagement, while aided schools exhibited the lowest levels of participation,
hindered by irregular teacher attendance and poorly maintained facilities.
Participation in co-curricular domains such as sports and physical education was
high in government and private schools, with private schools performing strongly in
arts and cultural competitions. National celebrations attracted strong participation
across all school types, while religious celebrations varied according to school

management traditions.

Under Objective 3, the analysis highlighted substantial differences in socio-
cultural and religious diversity across school types. Government and aided schools
displayed the highest diversity in student and staff composition and maintained
secular, inclusive practices and programmes. Unaided Hindu and Muslim schools
exhibited religious homogeneity in both student body and staff, reflected in their
faith-aligned assemblies, classroom practices, and festival celebrations. The unaided
Christian school showed moderate diversity and inclusive practices. Parental
perceptions revealed that academic quality, proximity, and moral environment were
key considerations in school choice, though religious identity exerted an indirect

influence in unaided religious schools.

The comprehensive analysis of the three objectives confirms that Upper
Primary schools in Kerala differ substantially in student access, student participation,
and socio-cultural and religious diversity practices, with these variations closely
associated with school management types. Government schools consistently
performed well in infrastructural provision, student participation, and diversity

representation, although they continued to face operational challenges such as
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maintenance issues and limited programme budgets. Private schools, despite offering
superior infrastructure and structured academic timetables, underutilise their facilities
for participatory and experiential learning, limiting broader student engagement.
Aided schools consistently underperformed across all domains, highlighting deep-

rooted systemic challenges in infrastructure, pedagogy, management, and inclusivity.

The analysis highlights the significance of early schooling environments in
fostering social tolerance and inclusive social attitudes. Schools with balanced
infrastructural provision, participatory pedagogies, and pluralistic environments

were shown to contribute more effectively to the holistic development of children.
Findings and Interpretation of the Study

The summary of findings and interpretation on students' access, participation,
and diversity is presented based on the research objectives and research questions in

the following sections.

Students' Access to Facilities, Programmes and Practices

Grounded in developmental theories that emphasise the critical role of early
experiences in shaping students' development and attitudes, this study focuses on
students’ self-reported opportunities to access infrastructural, curricular, and co-
curricular facilities and activities within their schools. The findings are organised
around three research questions addressing access to infrastructural and school
facilities, access to curricular facilities and programmes and access to co-curricular
facilities and activities, highlighting patterns and differences across government,

aided, and private schools.

e The study highlights major variations in students’ access to infrastructural,
curricular, and co-curricular facilities and opportunities across different types of

primary schools in Kerala. While core facilities and programmes were present
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in most schools, the extent, quality, and variety of these provisions differed

notably among government, aided, and unaided Upper Primary schools.

Access to Infrastructural Facilities

arc:

Major findings related to students access to school infrastructural facilities

Classroom and Basic Amenities. Government schools generally offered
more structurally sound classrooms with adequate seating, blackboards, and
ventilation. Aided schools showed good lighting but poor maintenance and
lack of storage facilities. Private schools had basic amenities but suffered
from inconsistencies in comfort, lighting, and classroom management tools

such as clocks and teaching stands.

Playground Facilities. Private and government schools reported high
availability of playgrounds. However, aided schools showed low playground

access due to space repurposing and infrastructural expansions.

Aided schools performed poorly, particularly in the provision of storage,

lighting, ventilation, and environmental comfort.

Unaided schools maintained adequate instructional facilities but suffered
deficiencies in supplementary classroom resources and classroom

environments.

Student access to transportation facilities varied greatly among different
types of Upper Primary schools, with private schools providing near-
universal transport facilities, while aided and government schools lagged

behind due to financial and operational limitations.

Drinking Water Facilities. Access to drinking water facility was most
satisfactory in private schools, while government schools faced maintenance

1Ssues.
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Access to Curricular Facilities and Programmes

arc:

Findings related to students’ access to Curricular Facilities and Programmes

Related to students' access to curricular facilities and programmes, government
schools ensured maximum textbook availability and outperformed other
schools in providing access to audio-visual aids and ICT tools, although

consistent integration into classroom practice remained limited.

Aided schools showed strength in science and social science laboratory

facilities, but the facilities were limited in terms of resources.

Unaided schools led in the provision of access to notebooks, supplementary
materials, and structured timetables, though the use of ICT and digital

learning aids was notably underdeveloped.

Library facilities were best maintained in government schools, while private
and aided schools offered restricted access to literary resources, limiting

opportunities for independent reading and knowledge extension.

Private schools led in structured curriculum delivery, including adherence to
timetables and teacher assessments. Government schools performed well in
operational areas but were less strong in student-centred engagement. Aided
schools showed the weakest implementation, partly due to shift-based

scheduling and overcrowding.

ICT Infrastructure. Government schools led in access to ICT resources,
followed by aided schools, and private schools trailed far behind. Internet
connectivity was universally poor. Many institutions depended on teachers’

personal devices.
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Curriculum Labs. Aided schools had the best access to subject-specific
labs. Government schools showed moderate access, while private school
students have very low access, especially in math and social science labs.
Language labs were almost non-existent across all school types. And IT labs

were more consistently available.

Access to Co-curricular Facilities and Activities

arc:

Findings related to students’ access to co-curricular Facilities and activities

Related to co-curricular facilities and activities, government schools
provided better access to audio-visual equipment for cultural and sports

activities and promoted inclusive national celebrations.

Private schools recorded higher student participation in co-curricular clubs
and structured events, although meaningful integration into overall school

life was limited.

Aided schools consistently underperformed in both infrastructural provision
and student participation in co-curricular activities, highlighting significant

programme and resource gaps.

Audio-Visual and Cultural Resources: Government schools offered the
best access to audio-visual equipment enabling event-based support for
celebrations and cultural programmes. Aided schools followed but regular
usage was limited. Private schools had minimal AV infrastructure, often

relying on mobile devices and informal setups,

Clubs and activities: Private schools showed the highest rate of student
access in co-curricular clubs and structured activities like school arts fests
and exhibitions. Government schools also supported club activities,

particularly through programmes tied to national festivals.
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Sports Facilities: Government schools led in providing access to sports
facilities, offering adequate space for physical education and sports. Private
schools followed with though limited space in urban settings constrained
daily usage. Aided schools often operating in congested premises with no

designated sports area.

Sports and Physical Education activities: Government schools reported the
highest student access to sports activities facilitated by dedicated sports

hours. Aided schools and private schools showed slightly lower access.

Facilities for Arts and Creative Programmes: Private schools promoted
structured arts activities though often limited to a group of high-performing
students. Government schools integrated the arts more actively during
festivals and competitions. Aided schools have limited facilities and expert

staff for arts education, which facilitates limited activities.

Government schools made stronger efforts to integrate co-curricular
activities into regular school life, especially through morning assemblies and

celebration events.

Private schools maintained structured but parallel systems for co-curriculars,
often separated from common academic planning. Aided schools struggled

with integration due to time constraints and low institutional support.

The findings reveal that while all types of Upper Primary schools in Kerala

provide the basic structural framework for education, the extent and quality of

students' access to infrastructural, curricular, and co-curricular facilities and

activities vary significantly based on school management type. Government schools

generally ensured access to essential physical infrastructure, co-curricular activities,

and ICT resources, but faced issues related to maintenance, health provisions, and
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limited access to supplementary materials. Aided schools performed best in
sanitation and subject-specific labs but struggled with overcrowding, space
limitations, and inconsistent programme implementation due to faculty shortages
and time constraints. Private schools excelled in providing learning materials,
transportation, and playgrounds but lagged in sanitation, lab access, and inclusive
co-curricular engagement. The findings highlight that students' access is shaped not
merely by the presence of facilities, but by how equitably and effectively they are

integrated into the educational experience across different school contexts.
Students’ Participation in Upper Primary Schools

The study highlights significant variations in students’ participation across
different types of primary schools in Kerala. While most schools provided the
essential structures and provisions for student engagement, the extent, consistency,
and richness of participation differed notably between government, aided, and

private Upper Primary schools.
Utilisation of School Facilities and Infrastructure

e In terms of utilisation of school facilities, government schools recorded
higher levels of student satisfaction with classroom infrastructure,

playgrounds, and curricular resources.

e Private schools performed best in providing transportation and drinking

water facilities but underutilised their ICT and co-curricular spaces.

e Aided schools ranked lowest in terms of student satisfaction and usage across

these areas.

e While ICT tools and audio-visual aids were available in some private
schools, their use remained limited, with government schools demonstrating

better utilisation, particularly for classroom activities.
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While infrastructural presence is widespread, its maintenance and effective

use are inconsistent across school types.

Library usage was highest in government schools, where students reported

high regular use, compared to aided and private schools.

Use of ICT labs was widespread in government schools (94.59%), followed

by aided (89.11%) and private (78.48%).

Students utilisation of Science lab facility showed a reversed pattern, with
aided schools leading slightly, followed by government and private schools

significantly stay behind.

The qualitative insights confirmed that structured library periods were

common in government schools, while aided and private schools either lacked

staffing or had not integrated libraries into academic schedules. These findings

indicate that beyond availability, institutional planning plays a key role in promoting

students’ meaningful use of common school facilities.

Qualitative insights revealed a clear gap between infrastructural provision

and effective utilisation of co-curricular facilities. While private schools possessed

well-equipped amenities, they were often underused. Government schools actively

utilised available spaces despite limited resources, whereas aided schools frequently

lacked even basic infrastructure for co-curricular activities.

Involvement in Curricular Activities

Students’ attendance remained high across all school types, with 91.42% of
students in private schools, 88.39% in government, and 86.60% in aided

schools attending regularly.

Students in private schools reported the highest participation in class

discussions
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e Government school students showed higher engagement in practical learning

such as role play and fieldwork compared to private and aided schools

e (Qualitative data highlighted that government schools encouraged hands-on
learning, while private schools prioritised structured academic tasks, and
aided schools lacked consistent programming. These findings show that

diverse teaching strategies directly affect active learning participation.

e The qualitative analysis indicated that teacher absenteeism in aided schools
significantly disrupted structured learning. These patterns underline the
importance of teacher availability and peer culture in fostering participatory

learning environments.
Participation in Co-Curricular Programmes

e Student Participation in sports and games-related activities was highest in
government schools and Separate sports hours were more regularly utilised

by students in private and government schools.

e Sports activities were more integrated into the routine in government schools,
supported by state-level initiatives. Aided schools faced infrastructural and

staffing barriers, limiting student participation.

e Participation in arts and cultural programmes was highest in private schools,

driven largely by competitive events and management emphasis.

e Unaided schools led in student participation in arts and cultural events.
Government schools often relied on large-scale public events like school arts
fests, while private and aided schools conducted internal cultural programmes

more frequently.

e Qualitative insights noted that private schools had greater parent and

management involvement in organising activities.
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e Celebration of national events like Independence Day showed uniformly
high participation across school types. Participation in Onam and Christmas
celebrations was less common in private schools. Teachers in government
and aided schools reported these events as part of their inclusive cultural

programming, while some private schools limited religious celebration.

e Students in government schools reported the highest participation in club

related activities and private schools reported minimal students’ participation.

The findings reveal that while all school types provided basic structures for
engagement, the extent, consistency, and depth of participation varied significantly
based on institutional orientation and management practices. Government schools
stood out for fostering active student involvement despite limited resources, with high
participation in experiential learning, supplementary material use, and inclusive co-
curricular programmes supported by structured planning and teacher commitment. In
contrast, aided schools faced challenges due to inadequate infrastructure, irregular
teacher presence, and lack of systematic programming, resulting in inconsistent
participation. Private schools, although well-resourced and highly structured, tended
to focus on academic performance, which limited students’ engagement in hands-on
and inclusive activities, leading to reduced interest and minimal participation in club-
based and cultural initiatives. The study reveals that meaningful participation is not
solely dependent on infrastructural availability but is deeply influenced by

pedagogical practices, school culture, and institutional planning.
Diversity in School

To explore the socio-cultural and religious diversity in terms of physical
representation, programmes, and practices conducted in different types of Upper

Primary schools in Kerala.
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Diversity in Physical Representation
Findings related to diversity in Physical representation are:

e Government and aided schools reflected relatively diverse student
compositions, admitting children from multiple religious backgrounds,
including Hindu, Muslim, and to a lesser extent, Christian communities.
These schools also maintained better representation of SC/ST and OBC
categories. In contrast, unaided Hindu and Muslim management schools
showed complete religious homogeneity, enrolling only students from their
respective faiths. The Christian management school stood out among unaided
institutions by admitting students from Hindu, Muslim, and Christian

backgrounds, though SC/ST representation was rare.

e Government and aided schools employed teachers from varied religious and
social backgrounds, showing inclusivity in both teaching and non-teaching
staff. Government schools, in particular, had a mix of Hindu, Muslim, and

Christian teachers, and representation from SC/ST and OBC communities.
e Unaided Hindu schools had only Hindu staff, reflecting management ideology.

e The Muslim management school had both Muslim and Hindu teachers but

employed only Muslim non-teaching staff.

e The Christian management school employed Hindu and Christian teachers,
but no Muslim staff. Overall, government and aided schools reflected greater
staff diversity, while unaided religious schools often aligned their staffing

with their community identity.

e Government and aided schools displayed secular emblems, national leaders’
portraits, and motivational quotes. Festival posters included Onam, Eid, and

Christmas, demonstrating inclusive values.
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Unaided Hindu and Muslim schools, on the other hand, prominently
displayed religious artefacts, portraits of religious leaders, and symbols
aligned with their faiths- Hindu symbols like puja thalis and portraits of
Vivekananda in Hindu schools, and Quranic verses and Islamic attire in

Muslim schools.

The Christian management school displayed a portrait of Jesus and included
symbols of its Christian identity, though its decorations for events remained
largely general and inclusive. Library resources in government and aided
schools included secular and regional literature, while unaided Hindu and
Muslim schools showed a narrower, religiously aligned collection. The
Christian school maintained general reading materials without explicit

religious texts.

Diversity in School Practices

Findings related to diversity in school practicesare:

Government and aided schools conducted secular or multi-language prayers,
offering inclusive platforms where student groups took turns. The Christian
school had Christian-themed prayers, but they were conducted in a neutral
tone and involved fixed teams. Unaided Hindu and Muslim schools followed
religious prayers aligned with their management's faith, often led by students
from within that religious group. Participation was broader in some cases,

but thematic content remained mono-religious.

Assemblies in government and Christian management schools featured
motivational themes, secular salutations, and diverse student

representation, often with rotating leadership. Aided schools used public
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systems for announcements and attempted mixed representation. In
contrast, unaided Hindu and Muslim schools integrated faith-specific
greetings and practices, with participation limited to students from their

respective religious groups.

Government and aided schools allowed religious attire (e.g., hijabs, bangles,
crosses) and provided informal spaces for prayer, especially for girls. They

also made adjustments during fasting and religious observances.

The Christian school was notably inclusive, permitting religious symbols and

providing access to nearby places of worship and a girls' prayer room.

Unaided Hindu and Muslim schools followed religiously exclusive
accommodation, offering provisions only for their respective communities
and not admitting students from other religions, thereby limiting the need or

opportunity for multi-religious accommodation.

Students in government and Christian schools freely interacted across
religious lines in playgrounds, libraries, and corridors. Aided schools also
provided such opportunities, though language groupings occasionally
influenced peer interactions. In mono-religious unaided schools, such mixing

did not occur due to the absence of religious diversity.

Government and aided schools delivered secular and inclusive value lessons
during assembly or moral instruction periods. Christian schools focused on
general human values with occasional religious framing. Unaided Hindu and
Muslim schools integrated faith-specific moral instruction during school
routines or religious classes, with little attempt to represent other cultures or

beliefs.
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Diversity in School Programmes

Findings related to diversity in school programmes are:

e Government and aided schools celebrated a broad range of festivals like

Onam, Eid, Christmas, Vishu, and national days, reflecting pluralistic values.

e The Christian school celebrated Christian and national festivals while also

acknowledging Onam and Eid.

e In contrast, the Hindu and Muslim unaided schools celebrated only religious
festivals of their management community, such as Sree Krishna Jayanthi and
Ramayana month in Hindu schools, or Eid and Nabi Dinam in Muslim
schools. These schools did not organise interreligious celebrations or include

diverse student groups in planning.

e (Cultural programmes in government schools were often tied to public
festivals or national celebrations, encouraging broad student participation.
Christian schools conducted structured events that involved diverse students,
supported by parents and teachers. Hindu and Muslim unaided schools
hosted cultural events rooted in their own religious traditions, with limited

diversity in participation or themes.

e Government schools promoted participation in clubs such as science and
nature clubs, often linked to state-supported schemes. Christian schools also
encouraged involvement in such activities. Aided and unaided schools
showed limited or irregular club functioning, with unaided religious schools

often organising such programmes only during inspections.

e Government and aided schools marked national observance days (e.g.,

Republic Day, Independence Day), with inclusive student participation.
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Christian schools are also acknowledged these days. Unaided schools
observed them in formal but religiously neutral tones, with no added cultural

representation.

e Event decorations in government and aided schools used general and nature-
themed backdrops. Hindu and Muslim unaided schools used religious icons,
names, and symbols in event titles and designs, reinforcing community
identity. The Christian school avoided overtly religious decoration but

retained a mildly Christian cultural tone.

e Parental preferences in the school section were primarily influenced by
considerations such as academic quality, proximity, transportation, and the
perceived moral environment of the institution. In the unaided Hindu and
Muslim management schools, the preference for a moral foundation
appeared to be closely linked to the religious and cultural orientation of the
school, though this was not explicitly articulated by parents. Contextual
observations indicated that cultural and religious alignment played a

significant role in school choice.

The findings reveal that government and aided schools are relatively more
secular in structure and practice, offering students multiple opportunities to engage
with peers from diverse backgrounds through shared programmes, neutral symbols,
and secular routines. Unaided Hindu and Muslim schools, while offering quality
education within their communities, show limited to no religious or cultural
diversity, both in enrolment and everyday practices. The unaided Christian school
occupies a middle ground, maintaining its religious identity while encouraging
moderate inclusivity in admission, programmes, and practices. Ultimately, school

management type strongly influences how diversity is reflected and experienced by
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students, not only in formal policies but also through the everyday culture and

symbolic life of the institution
Conclusions

The study set out to examine whether the school environment in different
types of Upper Primary schools in Kerala provides a secular and inclusive
experience for learners, particularly in terms of access, participation, and exposure
to socio-cultural and religious diversity. Based on developmental theories that
emphasise the formative role of early experiences, the study explored the
relationship between students’ access to school facilities and programmes, their
actual participation in them, and the presence and interaction of diversity through

school life experiences.

The findings show that simply having students from different backgrounds or
providing facilities is not enough to ensure a secular school environment. What truly
matters is whether all students have access to and active participation in school
activities and programmes that encourage understanding, respect, and positive

interaction among diverse groups.

Government schools, despite operational and resource constraints,
emerged as the most secular spaces, where diversity is both present and actively
engaged through pluralistic programmes, shared activities, and secular routines.
These schools promoted access and participation through inclusive practices and
infrastructural arrangements, creating opportunities for students from varied
backgrounds to interact meaningfully. In contrast, aided schools exhibited
moderate diversity in enrolment but consistently struggled with participation and
programme delivery, limiting their potential to promote secular experiences

effectively.
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Unaided Hindu and Muslim management schools offered strong academic
programmes and practices but remained religiously homogeneous. In Muslim
schools, this was not due to deliberate exclusion; rather, they aimed for a morally
grounded and value-based educational environment, and they also made efforts to
include teaching staff from other religious communities. In contrast, Hindu
management schools appeared more intentionally exclusive, with limited efforts to
include diversity in their practices. These schools appeared to reinforce a distinct
religious identity through selective admissions and staffing practices. Although
parents preferred schools for their children primarily based on academic quality,
safety, and moral environment, these preferences unconsciously led to reduced
exposure to diversity and limited opportunities for students to engage in a more
secular social learning environment. As a result, students in these settings
experienced limited exposure to socio-cultural and religious diversity, reducing
opportunities for inclusive interactions, mutual social learning during a critical stage

of development.

This study reflects growing concerns raised by educators and writers that the
expansion of religious-based unaided schools may gradually weaken Kerala’s strong
tradition of secularism and social harmony. Kerala is known for its inclusive social
fabric and history of peaceful coexistence among communities. However, the
findings show that many unaided Hindu and Muslim schools, while providing strong
academic programmes, remain religiously homogeneous and offer limited
opportunities for students to interact with diversity. In contrast, the unaided
Christian school in the study demonstrated a relatively more secular approach,
maintaining academic quality and making efforts to represent diversity in students,

staff, programmes, and practices.
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Meanwhile, government and aided schools, which are more representative of
diversity, face practical challenges. Aided schools, in particular, struggle with poor
infrastructure and irregular teacher availability, while both government and aided
schools face limitations in ensuring active student participation. These patterns
suggest that diversity alone is not sufficient; schools must also provide equitable
student access and meaningful participation in programmes to truly reflect and

support secular and socially integrated values.

The study concludes that providing students with meaningful experiences of
diversity through school practices, shared participation, and equitable access is
essential for developing social understanding and secular values from an early age.
While unaided schools often ensure academic quality, their limited diversity culture
and exclusive environments reduce students' opportunities to engage with different
perspectives. This highlights the need for all schools, especially private institutions,
to move beyond academic focus and actively create learning spaces that reflect the

inclusive and secular spirit of Kerala's social fabric.
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In the Indian context, inclusive and equitable education has been at the
forefront of research and policy efforts, especially in contexts marked by socio-
cultural and religious diversity. Kerala, with its long-standing tradition of social
harmony and investment in education, presents a unique landscape where
government-aided and unaided schools’ function within diverse ideological and
managerial frameworks. The current study examined the extent to which these
different school types promote access to educational facilities, encourage student

participation, and reflect diversity in school practices and programmes.

The findings of the study revealed significant disparities in the availability,
utilisation, and inclusiveness of infrastructural, curricular, and co-curricular
provisions across different types of school management. While government schools
emerged as relatively more inclusive and pluralistic, they continued to struggle with
infrastructural deficiencies and maintenance challenges. Aided schools, although
moderately diverse in composition, were constrained by systemic issues such as
teacher absenteeism, weak programme implementation, and inadequate facilities. In
contrast, many unaided schools, especially Hindu and Muslim management
institutions, provided academically strong but religiously homogeneous environments
that offered minimal exposure to inter-religious interactions and secular values.
Christian management schools displayed comparatively better integration of
diversity in both representation and practice, indicating that quality and inclusivity

need not be mutually exclusive.

These findings reinforce a critical insight that stresses that the mere presence
of physical infrastructure or diverse student populations is insufficient to ensure an

inclusive educational experience. Schools must actively engage students in
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meaningful, participatory learning and foster environments that encourage mutual
respect and shared experiences across socio-cultural and religious lines. Educational
institutions, therefore, play a vital role not only in academic delivery but also in
nurturing democratic values, secular identities, and inclusive social consciousness

from early schooling onwards.

The recommendations that follow are grounded in these findings and
informed by developmental perspectives. They address the roles and responsibilities
of policymakers, school authorities, educators, and community stakeholders in
creating equitable, inclusive, and participatory learning environments in Kerala’s
upper primary schools. These suggestions aim to strengthen educational practices by
balancing academic excellence with social inclusion, ensuring that all children,
regardless of background, benefit from a well-rounded and secular school

experience.

Educational Implications of the Study

The study explored student access, participation, and the experience of
diversity in different types of upper primary schools across Kerala. While basic
educational provisions were available in all, notable differences were found in
quality, inclusiveness, and consistency. These variations were influenced by
infrastructure, practices, staff engagement, and school culture. The findings
highlight the need for a collective effort from teachers, school managements,
parents, communities, and government authorities to ensure equitable access, active
participation, and inclusive practices in schools. The following implications suggest
practical steps for each stakeholder group to help build more inclusive and socially

integrated school environments.
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Ensure Equitable Access to Basic Infrastructure and Facilities

The study revealed critical disparities in students’ access to infrastructure

and facilities in schools, particularly in Aided management schools. The following

are recommendations suggested to address the disparities observed in access to

infrastructural facilities across different types of schools.

Government authorities must enforce minimum infrastructure standards
across all school types, with targeted funding to improve hygiene, safety, and

gender-sensitive provisions such as separate toilets for girls.

School managements should prioritise maintenance and ensure the

availability of essential facilities, especially in aided and private institutions.

Community groups can support schools by mobilising local resources or

infrastructure partnerships.

Periodic infrastructure audits should be conducted by the education

department to monitor the condition and adequacy of school facilities.

Schools should make effective use of government schemes such as Samagra

Shiksha for infrastructure development and digital facility enhancement.

Teacher and parent associations can play an active role in monitoring facility

upkeep and advocating for improvements.

The education department should prioritise aided schools for targeted
infrastructural support, particularly to address deficiencies in sanitation,

drinking water, safety measures.

Regular and standardised infrastructure audits should be conducted by
government authorities across all management types to ensure compliance

with minimum infrastructure norms
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e School managements should actively engage parent- teacher associations and
local community groups in monitoring infrastructure maintenance and

mobilising supplementary resources
Promote Inclusive and Participatory Pedagogical Practices

Government schools showed better student engagement in classroom
discussions, practical learning, and co-curricular activities, while Aided and Unaided
schools often relied on routine-based instruction. The following are recommendations

to address this disparity in students’ participation and engagement across schools.
® Teachers should adopt student-centred, activity-based approaches that
encourage participation, collaboration, and creativity.

e Management must provide adequate time, space, and teacher support for

experiential and co-curricular activities.

e Government authorities should invest more in in-service teacher training on

inclusive pedagogies and participatory methods.

e Schools should organise regular inter-school and intra-school events to

motivate wider student participation in diverse activities.

e Mentoring and peer-learning programmes can be introduced to support less

confident students and promote collaborative learning.

e Parents should be sensitised about the importance of co-curricular participation

for overall development through school meetings and awareness programmes.

e School managements should ensure balanced timetables that integrate

academic learning with arts, sports, and cultural activities.

e Digital and audio-visual learning resources can be introduced to make

classroom processes more interactive and engaging.
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Address Staff Availability and Teacher Engagement

Aided schools face major challenges in terms of teacher absenteeism, non-
teaching duties, and low motivation, directly affecting student outcomes. To address

these challenges, the following recommendations are suggested.

e Government authorities should streamline teacher recruitment and
appointment processes, especially in aided schools, while enforcing staff

accountability.

e Schools must ensure consistent teacher presence, reduce administrative

burdens, and support staff with necessary resources.

e Teachers need to demonstrate commitment to classroom interaction, co-

curricular facilitation, and student mentoring.

e Regular performance appraisals and constructive feedback mechanisms
should be implemented to enhance teacher accountability and professional

growth.

e School managements should create a supportive work environment that

encourages collaboration, peer learning, and innovation among teachers.
¢ Deployment of non-teaching or clerical staff should be ensured so that
teachers can focus primarily on instructional and mentoring responsibilities.

Integrate Socio-Cultural and Religious Diversity into School Life

Government and aided schools showed better diversity in student and staff
composition, while unaided schools were largely homogeneous. The following are

recommendations to promote socio-cultural and religious diversity in schools.

o Teachers play a critical role in fostering respect for diversity through

inclusive moral education, secular assemblies, and classroom discussions.
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e School managements should ensure inclusive visual culture, mixed seating,

and pluralistic programme planning.

e Parents should be encouraged to value inter-religious interaction and secular

school culture when selecting schools.

e The government should issue guidelines on representing national, cultural,
and religious symbols in a balanced and inclusive manner in all types of

upper primary schools.
Reorient Private Schools towards Pluralism

Unaided schools frequently reinforced religious identities through exclusive
celebrations, staffing, and routines. The following recommendations are suggested

to reorient private schools towards more pluralistic practices.
e Government should ensure that unaided schools respect constitutional
values, especially with regard to secularism, equity, and representation.

e School Management should move beyond rigid practices and adopt interfaith

celebration models and diverse staff recruitment.

e Community leaders from different faiths and cultures can be invited to
engage with students, promoting openness and understanding.

e Curriculum planning should integrate value-based education that highlights
unity in diversity and shared citizenship.

® Teacher orientation programmes should include modules on inclusive
education, religious harmony, and cultural sensitivity.

e Parent-teacher associations can help create awareness about the importance

of pluralism and inclusive values in school education.

e School libraries and activities should include materials and programmes that

reflect India’s diverse cultural and religious heritage.
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Improve Co-Curricular Integration and Access

While government schools facilitated broader access to clubs and celebrations,
private schools provided limited facilities and support. To address these gaps in co-

curricular access and participation, the following recommendations are suggested.

® Teachers must encourage students’ participation in co-curricular activities

and integrate these activities into the academic schedule.

e Schools should provide structured time, trained facilitators, and material

resources for co-curricular activities.

e Parents should support their children's participation in cultural and sports

events, beyond academic priorities.

e School managements should allocate specific budgets for arts, sports, and

club activities to ensure sustainability.

e Integration of local art forms, festivals, and traditional games can help

nurture cultural awareness and community connectedness among students.
Strengthen Library and ICT Integration in Teaching-Learning

Government schools made better use of libraries and ICT tools compared to
unaided schools, where such resources were largely underutilised. Aided schools,
meanwhile, lacked consistent access to functional ICT facilities and library

resources. To address these issues, the following recommendations are suggested.

e The government must ensure universal access to digital and library

infrastructure across all schools.

e Schools should provide staffing and scheduling for regular library use and

ICT-supported lessons.

o Schools should ensure that libraries and ICT facilities are accessible to all

students on a regular basis and integrated into classroom instruction.
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e Government and management authorities must provide continuous funding

for updating library collections, digital content, and ICT infrastructure.

e Teachers should receive regular training on integrating digital tools,

multimedia resources, and library materials into their teaching practices.

® Schools should establish monitoring mechanisms to ensure the effective

utilisation and maintenance of ICT and library resources.
Engage Parents in Inclusive Schooling Goals

Parental choices were largely shaped by academic and moral considerations,
with a tendency toward religiously aligned schools, limiting children’s exposure to
diversity. The following are recommendations to address this trend and encourage
more positive parental choices. State education authorities must prioritise aided
school revitalisation through infrastructure grants, teacher appointments, and

monitoring reforms.

e Schools should conduct orientation programmes to sensitise parents about

the value of diversity, inclusiveness, and secular education.

e Parents should actively engage in school committees, celebrations, and
feedback mechanisms, especially in unaided schools where involvement is

often restricted to community circles.

e Government and community organisations can support parent outreach

campaigns focused on inclusive schooling.

e Parent-teacher associations should include representatives from varied

social, cultural, and religious backgrounds to ensure balanced perspectives.

o Educational authorities should encourage admission policies that ensure

balanced representation of students from different communities.
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Policy Interventions for Aided School

Aided schools consistently underperformed across all domains despite their
wide reach. The following recommendations are suggested to strengthen policy

support and improve the overall functioning of aided schools.

e State education authorities must prioritise aided school revitalisation through

infrastructure grants, teacher appointments, and monitoring reforms.

e Management and teachers need to take responsibility for academic planning,

staff accountability, and inclusive practices.

e A separate revitalisation plan should be developed for aided schools focusing

on modernisation of infrastructure, digital facilities, and pedagogical reforms.

® Teacher vacancies should be filled promptly to avoid disruptions in the

teaching-learning process.

e Strengthening collaboration between government officials and aided school

managements can ensure effective implementation of education policies

Develop a Culture of Secular and Democratic Schooling

Government schools emerged as key sites of secular and pluralistic
schooling, but challenges in funding, maintenance, and perception remain. The
following are recommendations to enhance the effectiveness and public perception

of government schools.
e The government must invest in strengthening public schools through
resource allocation, autonomy, and professional development.

o Teachers and management must actively model constitutional values of

equality, freedom, and justice through daily practices.
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e Parents and communities should be encouraged to view schools not only as
educational spaces but as democratic institutions essential to Kerala’s social

fabric.

e Partnerships with local governments, NGOs, and academic institutions can

help bring innovation and additional resources to public schools.

e Monitoring and evaluation mechanisms should ensure transparency and

accountability in school functioning and resource use.
Promote an Inclusive Atmosphere that Accommodates and Respects Diversity

In a state like Kerala, where diverse religious, caste, social, and cultural groups
have coexisted harmoniously for years, these differences are social realities that cannot
be ignored. The study finds that schools, rather than remaining neutral or privileging
any particular identity, must cultivate a culture that actively accommodates, respects,
and reflects this diversity, thereby providing children with meaningful experiences of
coexistence and advancing the goals of inclusive and democratic education. True
secularism in Indian education is not about avoiding religious or social differences but
about creating inclusive spaces where students from all religions, castes, and

communities feel valued, respected, and equally involved in school life.

e® Teachers should create classrooms that encourage respectful discussions,
cultural sharing, and appreciation of differences in language, dress, customs,

and beliefs.

e School managements must ensure that school decor, prayers, festivals, and
programmes reflect India’s pluralistic values, without favouring any single
group.

e Parents and communities should be involved in helping children learn

respect, empathy, and cooperation across social and cultural lines.
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e (Government authorities need to support schools through training, resources,
and policies that encourage inclusive and respectful practices across

religious, caste, and cultural boundaries.

Building such inclusive environments will not only improve student well-
being and participation but also help schools serve as spaces where India’s
diverse social fabric is strengthened through mutual understanding and shared

learning.
Limitations of the Study

While this study was carefully designed and implemented to examine student
access, participation, and socio-cultural and religious diversity in upper primary
schools in Kerala, certain limitations remain due to practical, methodological, and
contextual constraints. These limitations should be considered when interpreting the

findings and applying them to broader contexts.

e Limited Institutional Scope. The study was conducted exclusively in
Kerala and focused only on upper primary schools following the Kerala State
Syllabus (SCERT). It excluded schools under CBSE, ICSE, and other central
boards, as well as those operating in other Indian states. As such, the findings

may not be generalised beyond this context.

e Focus on Upper Primary Stage. The research specifically targeted students
in Upper Primary grades (Classes 5-7) only. Perspectives from lower
primary or secondary students, who may have different experiences with

school access, participation, and diversity, were not included.

e Sampling Constraints in Selected Schools. While the sample schools were

purposively selected to represent government, aided, and unaided religious
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management types; the sample was not statistically representative.
Furthermore, schools were represented by only one school in each management
type, which limits comparative depth across different types of school

management.

e Reliance on Self-Reported Data. Much of the data, particularly from
student surveys, teacher interviews, and focus group discussions, was self-
reported. Such responses are subject to personal bias, social desirability, and

memory-based inaccuracies.

e Exclusion of Linguistic and Tribal Minority Schools. Schools serving
tribal communities or linguistic minority groups were not part of the
sample. These schools often function in distinct socio-cultural contexts
and may have unique challenges and practices related to access and

diversity.

e Constraints in Document Analysis and Observation. The document
analysis was limited to available school records and annual reports. In some
schools, especially unaided institutions, documentation was either incomplete

or not systematically maintained, which limited deeper programme analysis.

e COVID-19 Disruptions and Limited School Experience. The study was
conducted soon after the COVID-19 pandemic, which had disrupted
regular schooling for nearly two years. Although the sample selected had
at least one full year of in-person school experience, many missed
important school activities, programmes, and peer interaction during
earlier years. This lack of continuous school experience may have affected
their ability to fully reflect on access, participation, and diversity in a

normal school setting.
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Scope for Further Research

Based on the present study, several important areas are identified for further
exploration. Future studies can build on the groundwork laid by this research to

deepen understanding, improve practices, and shape inclusive educational policy.

e Future research could compare the access, participation, and diversity-related
practices of upper primary schools across different Indian states and school
boards (CBSE, ICSE, and international curricula). Such studies would help

in identifying region-specific challenges and best practices.

e Long-term studies that track students from lower primary through higher
secondary levels could provide insights into how school culture, diversity
practices, and participation evolve over time and impact student development

and social attitudes.

® As aided schools consistently underperformed in access, participation, and
programme implementation, future research could focus exclusively on
understanding the structural, administrative, and pedagogical limitations

within these institutions, offering specific policy-level solutions.

o There is a need for a separate study examining schools serving tribal
children, linguistic minorities, and migrant populations to understand how
intersectional diversity is managed and how inclusion can be strengthened in

under-represented communities.

e Further qualitative research focusing on students’ narratives, identities, and
peer relationships can reveal how school experiences shape their

understanding of diversity, belonging, and secular values.

e Future researchers may test specific interventions (e.g., intercultural

education modules, inclusive classroom practices, or teacher training on
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diversity) to assess their impact on student participation, attitudes, and

inclusivity in school environments.

e A larger sample of Hindu, Muslim, and Christian unaided schools could allow
for deeper comparative research on how religious ideologies and management

priorities shape access, participation, and cultural representation.

These recommendations are based on the findings of the study and are
related to Kerala’s local educational context. Their usefulness in other regions
should be considered carefully over time, depending on different social and cultural
settings. The issues of access, participation, and diversity in schools are not just
about policies or facilities, they are closely linked to how students experience
equality, inclusion, and respect in their everyday school life. Promoting real
inclusion means creating a school culture that values pluralism, respects all
identities, and upholds secular values (UNESCO, 2017). This requires consistent
effort from schools, teachers, and the wider community. Further research and
thoughtful practices are needed to ensure that every child feels safe, respected, and
included in school, regardless of their background. Schools must also provide
opportunities for students to engage with and understand the social realities in which

they live.
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SL

No. Item Yes | No
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Appendix TA

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

QUESTIONNAIRE ON EQUITY IN
STUDENT ACCESS IN PRIMARY SCHOOLS
(For Students)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar

Part -A : Basic Details

1. Name of the school

2. Type of Management

3. Class

4. Sex

5. Religion

6. Admission year in the school :
Instructions:

Following are questions meant for collecting data from students regarding their
access to school facilities and curricular and co-curricular activities conducted in primary

schools of Kerala. Read all the questions and give answers in the space provided.

SL.

No. Item Yes | No

Part A - Infrastructural Facilities

1. | Adequate furnitures are available in the classroom.

a. | Bench
b. | Desk
List out available c. | Book shelf
i?;;lslrt;eosnlll_l the d.| Table and chair for teacher
e. | Teaching stand
f. | Notice Board
g. | Others
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Sl
No.

Item

Yes

No

2.

Instructional facilities are available in the classroom.

Available facilities in
the classroom.

Black board

o e

LCD projector

TV

/e

Sound system

.

Computer

f.

Smart board

g.

Others

Transport facilities are available to reach the school.

Separate Toilet facilities are available for boys and girls.

Drinking water facility is available in the school.

Playground is available in the school.

N0 A

Prayer room facility is available in the campus.

Part B - Curricular Materials and Activities

Yes

No

Basic Learning materials are available for my study in the school.

Select available
materials.

Text book

o e

Note book

Work book

/e

Pen and pencil

€.

Instrument box

f.

Others

Teachers are available to teach all subjects in the school.

10.

Classes are conducted in the school based on class time table.

11.

Teachers are attending the class according to the time table.

12.

Class library is available in my school.

13.

Lab and laboratory facilities are available in the school.

Available lab
facilities.

a. | Science lab

b. | Social science lab
c. | Computer lab

d. | Art and craft center
e. | Language lab

f. | Mathematics lab

g. | Others
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13:)'. Item Yes | No
14. | Library is available in the school.
a. | Librarian
b.| Adequate furniture
c. | Seating facilities
fﬂ?ﬁgﬁi ;Vaﬂable in [ Catalogue
e. | Books and other reading materials.
f. | Time schedule
g. | Others
15. | Different Curricular activities are conducted in the classroom.
a. | Discussion
b. | Debate
c. | Video presentation
Activities conducted | § | Dramatisation
as part of curricular
programmes. e. | Demonstration
f. | Filed work and field visit
g. | Exhibition
h. | Other
16. | There is opportunity for moral and religious education in my school.
Details:
Par C - Co-Curricular Activities Yes | No
17. | Adequate facilities and equipments for sports and games are available
in the school.
18. | Facilities for art and music are available in the school.
19. | Teachers are available for different co-curricular activities in the

school.

Physical Education Teacher

Faculties available for

o e

Music Teacher

different programmes.
Art And Craft Teacher

e

d. | Others
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Sl
No.

Item

Yes

No

20.

Different co-curricular activities are being conducted in the school.

Co-curricular
activities conducted in
the school.

Study Tour

ISR

Sports Meet

Arts Fest

alo

Exhibition

Onam Celebration

X’-Mas Celebration

Fid Celebration

LI

Independence Day Celebration

1.

Others

21.

Clubs and related activities

are conducted in the school.

Details of Active clubs
in the school.

Language Club

o e

Science Club

Sports Club

a e

Mathematics Club

Arts Club

Nature Club

Social science Club

=l [0

SPC and JRC

—

Others

22.

Extra activities and special training sessions are available in the

school.

Details:
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Appendix II

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

INFORMATION BLANK

(STUDENT ACCESS)
Dr. A. Hameed Abdunnasar N.
Professor Research Scholar
13:)'. Particulars Yes| No Details
Infrastructure

1. | Adequate classroom.

2. | Adequate furniture.

3. | Adequate common hall.

4. | Adequate instructional facilities.

5. | Adequate transportation facilities.

6. | Adequate toilet facilities.

7. | Adequate play ground.

8. | Adequate drinking water facility.

9. | Adequate prayer room facility.

Curricular Activities

10. | Adequate learning materials.

11. | Adequate learning support system.

12. | Adequate school library.

13. | Adequate ICT support.

14. | Lab and Laboratories.

Science

Social Science

Art And Craft

Language Lab

Mathematics Lab

Computer Lab




Pluralistic Environment in Primary Schools

SL.

No. Particulars

Yes

No

Details

15. | Classroom activities.

Co-Curricular Activities

16. | Adequate sports materials.

17. | Facilities for Fine Arts.

18. | Art And Craft Center.

19. | Study Tour.

20. | Sports Meet.

21. | National Day Celebrations.

22. | Other Day Celebrations.

23. | Clubs.

24. | SPC Unit.

25. | NSS Unit.

26. | Dining Hall.

27. | Others
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Appendix 11T

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

QUESTIONNAIRE ON STUDENT PARTICIPATION IN
PRIMARY SCHOOLS OF KERALA
(For Students)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar
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Sl. No. Item Yes | No
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Sl. No. Item Yes | No
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SI. No.

Item

Yes

No
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Appendix IIT A

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

QUESTIONNAIRE ON STUDENT PARTICIPATION IN
PRIMARY SCHOOLS OF KERALA
(For Students)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar

Part -A : Basic Details

1. Name of the school L

2. Type of Management e
3. Class e
4. Sex e
5. Religion e
6. Admission year in the school & ... ..

Instructions

Following are questions meant for collecting data from students regarding their
participation in curricular and co-curricular activities conducted in primary schools of

Kerala. Read all the questions and give answers in the space provided.

SI. No. Item Yes | No
Part A - Use of Infrastructural Facilities
1. I am satisfied with the basic school facilities.
) All facilities available in the classroom are open for
' students’ use.
3 I am satisfied with the use of following facilities in the
' classroom.
g 3 a.| Bench
E g % b.| Desk
z < 2
£ 2 2 | c.| Book shelf
n O —
3 Ti; o | d.| Table and chair for teacher
>~ > 5 )
é 2 = | e Podium
=z f. | Notice Board
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SI. No. Item Yes | No
4 I am satisfied with the use of instructional facilities available
' in the classroom.
o .| Black board
= o
£ < .| LCD projector
= .8
28 gl c|TV
£E 3
.Z 9 7| d.| Sound system
5< 2
2 = | e.| Computer
-
é % Smart board
= .| Others
5 I am satisfied with transportation facilities available to reach
' the school.
6. I am satisfied with the toilet facilities available in the school.
. I am satisfied with the drinking water facility available in the
' school.
g I am satisfied with the use of playground facilities available in
' the school.
9 I am satisfied with the prayer room facility available in the
) campus.
Part B - Curricular Materials and Activities Yes | No
10 I regularly bring and use curricular materials in the
' class room.
.| Text book
'% .| Note book
§ .| Work book
=
% .| Pen and pencil
E .| Instrument box
@)
Others
11. Teachers are attending the class regularly.
12. Class library is effectively used for my study.
13 Audio- visual aids available are regularly used in the class

room.
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SI. No. Item Yes | No
14 Laboratory facilities available in the school are regularly
' used for studies.
.| Science lab
=
2. .| Social science lab
Z.2
> = .| Computer lab
= Q
=8
5 .| Art and craft center
(]
~ .| Language lab
Mathematics lab
15. Regularly I do visit school library.
16 In the following, mark curricular activities in which you
) participate regularly.
> .| Discussion
(]
2
5 .| Debate
§ .| Video presentation
= 2
E .g .| Dramatisation
5.9
£ & .| Demonstration
o
£ Filed work and field visit
3 .| Exhibition
7
— .| Other
17 I do attend moral and religious education provided in my
' school.
Par C - Co-Curricular Activities Yes | No
18 Sports facilities and equipments available in the school are
) regularly used during PET hours.
19 We regularly use facilities for fine arts are available in the
' school.
20 We do get support and motivation for different co-curricular

activities in the school.
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S1. No.

Item

Yes

No

21.

I do participate in different co-curricular activities conducted

in the school.

Study Tour

Sports Meet

Arts Fest

Exhibition

Onam Celebration

X’-Mas Celebration

Mark Co-curricular
activities participated

Fid Celebration

Independence Day Celebration

Others

22.

I do participate in clubs and related activities.

Language Club

SN

Science Club

Sports Club

alo

Mathematics Club

Arts Club

Nature Club

Social Science Club

PR | o

SPC and JRC

Mention clubs in which you are a
member

—

Others

23.

I do participate in extra activities and special training
sessions provided in the school.

Details:
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Appendix IV
DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT
SEMI-STRUCTURED INTERVIEW SCHEDULE FOR TEACHERS
(Students’ Participation in School Programmes and Practices)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar
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Appendix IVA

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

SEMI-STRUCTURED INTERVIEW SCHEDULE FOR TEACHERS
(Students’ Participation in School Programmes and Practices)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar

Basic Details

Name of the school ettt ——————————————————————————————————————————————————————
Type of School ettt tee e teenheee et ehee e teeheeate e bt eaate e bt e ateenbeesteenbeeteeenns

Years of Teaching EXPErience :.......ccccoeoviiieiiieiiiieeiiee ettt

Section A : Utilization of School Facilities

1. How would you describe the adequacy and usability of the infrastructural and
learning facilities (classrooms, libraries, laboratories, playgrounds, toilets,

drinking water, dining areas, etc.) in your school?

2. In your experience, how frequently do students make use of the library, computer
labs, and other learning resources? What factors encourage or discourage their

usage?
3. What are the challenges do you observe in the availability and maintenance of
different facilities?

Section B : Engagement in Curricular Activities

4. How do you assess students’ regularity, interest, and active involvement in
classroom activities such as discussions, role-plays, fieldwork, debates, or

experiments?

5. To what extent do students engage with learning materials like textbooks,
notebooks, and supplementary resources? What support do you provide in this

regard?

6. How would you describe the role of peer collaboration in supporting students’

curricular learning in your school?
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Section C : Participation in Co-curricular Programmes

7. How actively do students participate in sports, arts and cultural events,

celebrations, and club-based activities in your school?

8. What kinds of support and encouragement are provided by teachers and the school

management to enhance participation in co-curricular activities?

9. In your opinion, what are the major barriers or challenges affecting students’

involvement in co-curricular programmes, especially club activities?

10. Based on your experience, what changes or improvements would you suggest to
increase students’ participation in both curricular and co-curricular activities and
optimize the use of school facilities?



Appendix V
DEPARTMENT OF EDUCATION

UNIVERSITY OF CALICUT
SCHEDULE FOR DOCUMENT ANALYSIS

(Students’ and Staff Representation)

Hppendioes

Dr. A. Hameed
Professor

Abdunnasar N.
Research Scholar

Name of the school

Basic Details

Type 0f SChOOL 1 ettt
DS IOt
STUDENTS’ DETAILS

Category Specification Class 5 Class 6 Class 7

Total Students
Girls

General Details
Boys
Others
Hindu
Muslim

Religion Based Details
Christian
Others
SC
ST

Caste Based Details
OBC
Others
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STAFF DETAILS

Category Specification Teaching Staff | Non-Teaching Staff

Total

Male

General Details
Female

Others

Hindu

Muslim

Religion Based Details
Christian

Others

SC And ST

Caste Based Details OBC

Others




Appendix VI
DEPARTMENT OF EDUCATION

UNIVERSITY OF CALICUT

SCHEDULE FOR OBSERVATION
(Diversity in Material and Visual Representation)

Hppendioes

Dr. A. Hameed

Professor

Abdunnasar N.

Research Scholar

Name of the school

Basic Details

Type 0f SChOOL o e e n
DISIIICE ettt et sttt ettt e e b eas
SI. No. Item/Feature Present | Details | Remarks

1 Logos and quotes

2 Displays and portraits

3 Prayer room and religious artefacts

4 Decorations and events

5 Dress code and pattern

6 Library resources reflecting diversity
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Appendix VII

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

SEMI-STRUCTURED INTERVIEW SCHEDULE FOR
HEAD OF THE INSTITUTION
(School Perspectives on Diversity)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar
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Appendix VII A

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

SEMI-STRUCTURED INTERVIEW SCHEDULE FOR
HEAD OF THE INSTITUTION
(Perspectives on Diversity)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar

Basic Details

Name L et ———— et aeta————era—————a————
Name of the school L e —eeeeeeeeetu.———eeeeeeeeea——————aeeeeeeun————————aaeeeua———
Type of school et teeeteeetee e tee te e teeateeteeatte e bt e eaae e beeenteebeeenteebeeenbeesaens

Years of teaChing EXPETICNCE :....cccuieruiieiiieiiieeiieriieetieeiee et esteete e e e eebeessaeebeeseeesseeseens

A. School Establishment and Vision

1. What was the main reason and circumstances that led to the establishment of

this school?
2. What are the vision and mission of the school?

3. In what ways does this vision influence the school’s admission practices, staff

recruitment, and day-to-day programmes?

4. How do you observe accommodation of students from different socio-cultural

and religious backgrounds in the school?
B. Admission Process and Practices

5. What factors are considered most important while admitting students to this

school?

6. Are there any preferences based on religion, caste, gender, locality, or community

background?

7. What are the initiatives taken by the school to promote admissions from

disadvantaged or underrepresented groups like SC/ST, minorities, or girls?
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C. Staff Recruitment Policies and Preferences
8. What is the school procedure and practice in the staff recruitment?
9. What are the priority considerations in staff recruitment?

10. Do you think that school environment, student composition and management

priorities influence the staff recruitment?
D. Material and Visual Representation

11. How do you observe the emblems, quotes, portraits, and symbols displayed

within the school premises? Who decide and on what basis?

12. What are the key reasons or principles behind selecting particular symbols,

decorations, and festival displays in the school?

13. Have there been any concerns, requests, or feedback from parents, staff, or

students regarding material and visual representations in your school?



Appendix VIII

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

SCHEDULE FOR FIELD NOTE

Hppendioes

(Diversity in Regular School Practices)

Dr. A. Hameed
Professor

Abdunnasar N.
Research Scholar

Basic Details

Name of the school

Type 0f SChOOL oot e
DISIIICE ettt et sttt ettt e e b eas
Sl. School Practice Observed Practice Notes IncluSIYe /
No. Exclusive
1 Morning Prayer | Nature of prayer
Participates
2 | Morning Messages or quotes
Assembly )
Representation of students
and duties
3 | Religious Dress and uniform
Accommodation —
Provision for prayer and
religious attire
4 | Classroom Seating patterns (Mixed /
Seating segregated)
Arrangements
Student grouping pattern
5 | Mixing students in | Grouping patterns during
public spaces lunch, play, leisure
6 | Value Education | Themes and specifications

and Moral Lessons
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SCHEDULE FOR DOCUMENT ANALYSIS

Appendix IX

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

(Diversity in School Programme)

Hppendioes

Dr. A. Hameed
Professor

Abdunnasar N.
Research Scholar

Name of the School

Basic Details

Type 0f SChOOL 1 ettt
DS IOt
Details of the
Sl Programmes
No. Theme Events Celebrated Conducted Remarks
and Items
Social events
Cultural
1 | Celebrations celebrations
Religion based
celebrations
Programme Items
Arts and
5> | Cultural School arts fest
Programmes School annual
day celebration
Active Clubs Programmes Details
Clubs and in the school g

Activities
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Appendix X

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

SEMI-STRUCTURED INTERVIEW SCHEDULE FOR TEACHERS
(Diversity in School Practices and Programmes)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar
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Appendix X A

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

SEMI-STRUCTURED INTERVIEW SCHEDULE FOR TEACHERS
(Diversity in School Practices and Programmes)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar

Basic Details

Name L ettt ettt e ettt ————tt————tta ..ttt tttr———etta——attraaaaras
Name of the school L ettt ———————————————————————————————————————————————————————————————————————.
Type of school ettt teeeeeeeeeeeeeteeea—eeeateeeateeeateeeataeeataeenteeeasreeenraeeanees

Years of teaChing €XPEeriCNCE :.....c.ceiviiiiiiieeiiieeiee et tee e eesteeesae e e aeeeeaeeeaaee s

I. School Practices
1. How morning prayers and assembly are organised in your school?

2. What measures are taken to make the assembly inclusive for students from
different religious and cultural backgrounds?

3. How roles and duties in assembly is assigned to students?

4. How does your school address students’ religious needs like Friday prayers,
religious fasting, or wearing religious attire?

5. Can you recall any situation where a student’s religious needs required
special arrangements? How was it handled?

6. How are classroom seating arrangements made? Is there any guideline to
promote mixed seating in school?

7. Have you observed any natural grouping tendencies among students based on
religion, caste, or socio-cultural background?

8. How do you observe students mix during break, lunch, and playtime?

9. Have you noticed any informal exclusions? If so, how do you intervene or
address them?

10. What are the provisions for moral and value education in school?

11. How ideas of secularism, tolerance, social harmony, and respect for diversity
is transferred in classroom?
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II. School Programmes

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

How do you describe the nature of programmes and celebrations conducted in
school?

What are the celebrations regularly conducted in your school? How are these
events generally planned and implemented?

Could you explain the role you personally play in the organisation and
execution of school celebrations? How are teachers involved in the decision-
making and conduct of these events?

In what ways do you encourage and support the participation of students from
diverse socio-cultural and religious backgrounds in school celebrations? Can
you mention any specific instances?

Have you ever encountered any challenges, difficulties, or objections in
planning or conducting religious or cultural celebrations within the school
context? If so, how did you address or manage those situations?

How are the themes, items, and performances selected for arts festivals and

annual day programmes in your school?

As a teacher, what strategies or practices do you adopt to promote socio-
cultural and religious diversity in cultural programmes and competitions?

In your opinion, to what extent are school programmes effective in promoting
socio-cultural and religious diversity within the school environment?

Could you describe which school club is active in your school? Have any of
these clubs undertaken activities aimed at promoting socio-cultural and
religious diversity among students?

What role do you play in guiding, mentoring, or facilitating diversity-related
activities within school clubs?

What suggestions or recommendations would you offer to improve the
inclusivity and diversity in school programmes conducted in your school?
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Appendix XI

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

FOCUS GROUP DISCUSSION (FGD) GUIDE

(Students’ Perception of School Practices and Programmes)

Dr. A. Hameed Abdunnasar N.

Professor

Research Scholar
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Appendix XI A

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

FOCUS GROUP DISCUSSION (FGD) GUIDE
(Students’ Perception of School Practices and Programmes)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar

Basic Details
Name of the school L e ———————————————a——a———————————a—aaaaaaaaa—aaaaaaaaaaaaa—a———aaaaaaaaaaaa—aa————s

Type of school © ettt heeetee tteeteeehee e beeatte e te e hteabeeateeebeebeeabeeteeerbeeseeanbeeseens
Number Of PartiCIPants: .......coovieeiiiieiiie ettt eeeeetee st eeseae e eseaeeeaaeeesseeennnas
Duration : 40-50 minutes

Facilitator L e eeeee e et ————eaeeeeeeeee————————aeeeteeaa——————————aaenene———

Warm-up

e Students’ General school experiences
I. School Practices
A. Morning Prayer & Assembly

e Students' experience in the morning prayer and assembly.
e Students’ role and opportunities.
e Students’ selection pattern for leading assembly activities.
e Themes and messages in assembly.
B. Religious Accommodation
e In what ways does the school accommodate or respond to students’ religious
practices.

e Teachers’ and fellow students’ response and support in religious needs.
e Respect and accommodation for different religious needs and customs.
C. Classroom Seating Arrangements

e How students choose where to sit in class?
e (lassroom sitting pattern and diversity mixing.
e Share experiences and instances excluded or included in the classroom.

e Students play and other shared practices.
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D. Moral Lessons

Experiences during moral lessons.

Themes and messages.

I1. School Programmes

E. School Celebrations

Important celebrations and events conducted in school.
Enjoyable events.
Students’ experience during celebrations.

Restrictions and limitations faced by students.

F. Arts and Cultural Programmes

Experiences during arts festivals and annual day programmes.

Items included in school arts programme.

G. School Clubs and Activities

Active clubs and student associations in the school.
Students' participation experiences in club activities.
Most enjoyable or memorable club activities.

Suggestions to improve school programmes and practices.
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Appendix XII

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

SEMI-STRUCTURED INTERVIEW SCHEDULE FOR PARENTS

(Parental Perspectives on School Programmes)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar
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Hppendioes

Appendix XII A

DEPARTMENT OF EDUCATION
UNIVERSITY OF CALICUT

SEMI-STRUCTURED INTERVIEW SCHEDULE FOR PARENTS
(Parental Perspectives on School Programmes)

Dr. A. Hameed Abdunnasar N.
Professor Research Scholar

Basic Details

Name of the school L e ———————————————a——a———————————a—aaaaaaaaa—aaaaaaaaaaaaa—a———aaaaaaaaaaaa—aa————s

Type of school ettt et h et et e bttt e a e bt et e e h e e e bt et e et e nhe e beeate bt et

1. How would you describe your overall experience with your child’s school?
2. What were the most important reasons for choosing this school for your child?

3. What are the factors influenced your decision while selecting school for your

child?

4. What is your opinion about the programmes, celebrations, and extracurricular

activities conducted in the school?

5. Do you think that the school gives enough opportunities for students in different

programmes?

6. What challenges do you face in ensuring your child’s participation in school

programmes and activities?

7. What changes or improvements would you suggest to make the school better?



