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Abstract

This study examines the academic and social experiences of children from Socio-Economically Disadvantaged Groups (SEDGs) admitted to private unaided elementary schools under Section 12(1)(c) of the Right to Education (RTE) Act, 2009. The research aims to assess the challenges faced by these children in learning, classroom interactions, and social integration as well as evaluating their perception of the school’s social environment.

A descriptive research approach was adopted, employing a mixed-methods methodology combining qualitative and quantitative techniques. The study was conducted in two districts of Madhya Pradesh—one aspirational (Sehore) and one non-aspirational (Vidisha). Data were collected during the academic year 2023-24 through structured research schedules in English and Hindi, administered to children in selected schools. A multi-stage sampling design was used to ensure representative data collection, with responses analyzed using statistical tools.

Findings indicate that while children generally report positive academic engagement, challenges such as conceptual clarity, language barriers, and workload concerns persist. Socially, the school environment is largely inclusive, with most children expressing comfort in peer interactions and respect from teachers. However, instances of social discomfort and occasional discrimination suggest the need for more targeted interventions to foster inclusivity.

The study highlights the necessity of improved pedagogical strategies, enhanced teacher training, and structured support mechanisms to address academic and social challenges. Additionally, infrastructural enhancements and co-curricular opportunities can further enrich the educational experiences of SEDG children. The findings provide insights into the implementation of Section 12(1)(c) of the RTE Act, 2009 (Government of India, 2011)., and align with the broader goals of the National Education Policy (NEP) 2020 in ensuring equitable and inclusive education.
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1. Introduction

The nation is progressing with the three pillars of the New Economic Policy (NEP) of 1991—globalization, liberalization, and privatization. This policy has enabled private educational entrepreneurs to enter in the school education sector, leading to the rise of self-financed and independently managed private schools. Their presence has significantly influenced the school’s social environment, which refers to the quality and frequency of interactions between students and adults (Emmons, Comer, & Haynes, 1996). The school social environment encompasses both physical and psychological aspects of schools, which tend to remain stable over time. These factors create essential conditions for effective teaching- learning and continue to shape students' behavior and academic performance.

The National Curriculum Framework (NCF) of 2005 introduced school-based assessment, primarily through the Continuous and Comprehensive Evaluation (CCE) system, which focuses on examination reforms. This assessment approach evaluates both scholastic and co-scholastic areas. While research and extension activities have predominantly focused on scholastic aspects, co-scholastic areas—which include attitudes (toward teachers, peers, institutional programs, and the environment) and values (such as life skills, work education, visual and performing arts)—have received comparatively less attention. Notably, the National Education Policy (NEP) 2020 emphasizes a forward-looking approach to learning and assessment based on learning outcomes, aiming for the holistic development of students (p.12).

The Right to Education (RTE) Act of 2009 provides essential rights for children from disadvantaged and weaker sections, ensuring free and compulsory education in neighborhood schools. It also guarantees the completion of elementary education beyond the age of fourteen years and prohibits physical punishment and mental harassment, among other provisions. Under Section 12(1)(c), private schools must reserve 25% of entry-level admissions for children from Socio-Economically Disadvantaged Groups (SEDGs). These students receive tuition-free education along with reimbursement for learning materials and uniforms, with this provision extending up to Grade VIII. The definitions of disadvantaged groups and weaker sections, including SEDGs, are clearly outlined in both the RTE Act of 2009 and the NEP 2020.

2. Need and Justification

Following the enactment of the RTE Act, 2009, and the implementation of Section 12(1)(c), 25% of children from Socio-Economically Disadvantaged Groups (SEDGs) have been granted admission into private schools, allowing them to study alongside other children. This inclusion has undoubtedly influenced the school social environment and its dynamics, as noted by various researchers, including Chaudhary and Saxena (2018).

Sarin et al. (2017) examined the status of implementing this constitutional mandate, which requires private unaided (non-minority) and special category schools to reserve at least 25% of their seats for children from economically weaker and disadvantaged backgrounds, free of charge. Their findings indicate that only one Union Territory and eleven states—Chhattisgarh, Delhi, Gujarat, Jharkhand, Karnataka, Madhya Pradesh, Maharashtra, Odisha, Rajasthan, Tamil Nadu, Uttarakhand, and Uttar Pradesh—have sought financial support from the Central Government for implementation, as permitted by law. This suggests that, despite more than a decade since the mandate’s introduction, many states and UTs have yet to fully comply or do so systematically. The report highlights the need for better implementation strategies to address inequities in access to school education.

The National Education Policy (NEP) 2020 emphasizes the importance of inclusive learning environments. On Page 5, it defines a high-quality educational institution as one where - every child feels welcomed and supported, learning occurs in a safe and engaging environment, diverse educational experiences are offered, and all children have access to quality infrastructure and resources. The guiding principles outlined in NEP 2020 (Pages 5-6) for both the education system as a whole and individual institutions include:

· Recognizing and nurturing the unique abilities of each child by sensitizing teachers and parents to support holistic development in both academic and non-academic areas.
· Promoting ethics and constitutional values such as empathy, respect for others, cleanliness, courtesy, democratic spirit, spirit of service, respect for public property, scientific temper, liberty, responsibility, pluralism, equality, and justice.
· Encouraging life skills, including communication, teamwork, cooperation, and resilience.
· Ensuring full equity and inclusion as fundamental principles in educational decision-making so that all children can thrive.

Additionally, NEP 2020 (Page 39) highlights the importance of creating optimal learning environments and supporting students, particularly those from socio-economically disadvantaged backgrounds, to help them transition successfully into the education system.

This study aims to explore the experiences of elementary school children from SEDGs, addressing the following key questions:

· What challenges do SEDG children face in learning, classroom interactions, and school adjustment, both academically and socially?
· How does their inclusion in classrooms and schools affect the behavior of other children? If challenges arise, what are they?
· How have school administrators and teachers addressed issues arising from interactions between SEDG and non-SEDG children? Are there unresolved concerns?
· How can a positive social environment be fostered within schools?
· What measures can be adopted to enhance the school environment and maintain a supportive learning atmosphere?

The findings of study will provide insights into the steps taken by relevant authorities and identify areas requiring further action. Additionally, it will assess the extent to which authorities have implemented Section 12(1)(c) of the RTE Act, 2009, in alignment with the key principles of NEP 2020 and the broader aspirations of the Indian public.



3. Objectives of the Study

The specific objectives of this study are to:

(i) Assess the academic and social challenges faced by children admitted under SEDGs.
(ii) Assess perception of children about schools’ social environment.

4. Research Methodology

This section outlines the research methodology employed in the study, including the sampling design, techniques, and tools for data collection, processing, and analysis. The study follows a descriptive research approach aimed at examining the academic and social challenges faced by children admitted under SEDGs in private unaided elementary schools, as well as their perceptions of the school’s social environment.

To achieve this, primary data on the implementation of Section 12(1)(c) of the RTE Act, 2009, concerning the admission of SEDG children in elementary schools, was gathered from two districts of Madhya Pradesh. Given the availability of this data, a multi-stage sampling design was adopted to select districts, blocks, and schools. The selection of children for participation in the research study was based on their readiness and willingness. 

4.1 	Districts/ Blocks/ Schools within a State

· Two districts were selected for the study: (a) Sehore, an aspirational district in Madhya Pradesh as identified by NITI Aayog (2018), and (b) Vidisha, a non-aspirational district in Madhya Pradesh.
· Blocks within these districts were chosen randomly under the guidance of State Authorities.
· Schools within the selected blocks were included in the study only if they had been conducting regular classes from Grade I to VIII for at least the past three years, with a minimum enrollment of 50 children.
· A total of 30 schools were selected, with 15 schools from the aspirational district and 15 schools from the non-aspirational district.



4.2 	Research Schedule

A research schedule was designed in both English and Hindi to collect data from children. This schedule was reviewed and finalized based on recommendations from the Expert Group, ideally comprising faculty members from the NCERT/SCERT/DIET/Universities and State SSA officials involved with SEDG children under the RTE Act, 2009. The finalization process followed standard methodologies as outlined by Cox (1996), Daniels, Beaumont & Doolin (2002), Krueger & Casey (2000), Morgan (1997), Stewart & Shamdasani (1990), and other relevant scholars in the field.

4.3 	Procedure for Data Collection and Analysis

The data collection for this study began by engaging with the State Project Director (SSA), Madhya Pradesh, along with academic institutions (NCERT, SCERT, DIET, Universities, etc.) involved in elementary education during the 2023-24 academic year. Field investigators, primarily Block/Cluster Resource Coordinators from selected clusters within a district, carried out data collection under the supervision of faculty members and expert resource persons. This process was conducted in coordination with the relevant Madhya Pradesh State Authority through in-person visits to the districts. After physical verification, the collected data was entered into MS Excel for further processing, including tabulation and analysis. Appropriate simple statistical methods were then applied for data interpretation.

5. Data Presentation and Analysis

This section presents the data analysis and findings on the academic and social challenges faced by children admitted under SEDGs, as well as their perceptions of the school’s social environment in elementary schools under Section 12(1)(c) of the RTE Act, 2009. The analysis follows a mixed-method approach, integrating both qualitative and quantitative techniques. Findings were derived through item-wise/question-wise analysis of responses, based on frequency distributions for each question, and are presented with relevant tables, figures, and interpretations. General and specific information about the children, along with the corresponding analysis, is detailed in the following sections.



5.1		Overview of Sampled Schools and Children

General details regarding the sampled schools and children are provided in Table 1 and Table 2, respectively. As indicated in Table 1, the study encompasses 31 schools, of which 19 are in rural areas and 12 in urban regions. These schools are categorized into Upper Primary (2 schools) and Secondary/Higher Secondary (29 schools). Additionally, the sample includes institutions from both Aspirational and non-Aspirational districts.

[bookmark: _Hlk190368797]Table 1: Distribution of Sampled Schools by Area, 
Category of Schools, and Category of Districts
	Sr. No.
	Schools by Area, Category of Schools, 
and Category of Districts
	Distribution of Number of Sampled Schools

	1
	Area
	Rural
	19

	
	
	Urban
	12

	2
	Category of Schools
	Primary
	0

	
	
	Upper Primary
	2

	
	
	Secondary/ Higher Secondary 
	29

	3
	Category of Districts
	Aspirational
	1

	
	
	Non-Aspirational
	1





Table 2 presents data on the 490 surveyed children, classified by their educational stage. Among them, 182 children are enrolled in the Primary Stage (Grade I–V), while 308 children are part of the Upper Primary Stage (Grade VI–VIII). In terms of gender composition, the study includes 205 boys and 285 girls. Furthermore, 256 children belong to Socially and Economically Disadvantaged Groups (SEDGs), while 234 children are from non-SEDG backgrounds.



Table 2: Distribution of Sampled Children by Class of Study, Gender, 
Category of SEDGs, and Social Groups
	Sr. No.
	School Stages, Class of Study, Gender, SEDGs Category, and their Social Groups
	Distribution of Number of Sampled Children

	1
	School Stages,
Class of Study
	Primary Stage (Grade /Class I to V)
Grade I
Grade II 
Grade III
Grade IV
Grade V
	182

0
2
24
42
114

	
	
	Upper Primary Stage (Grade / Class VI to VIII)
Grade VI
Grade VII
Grade VIII
	308

72
81
155

	2
	Gender 
	Boys  
	205

	
	
	Girls 
	285

	3
	Category of SEDGs
	SEDGs Children 
	256

	
	
	Non-SEDGs Children 
	234

	4
	Social Groups
	Schedule Caste 
	93

	
	
	Schedule Tribe
	11

	
	
	EBMC
	7

	
	
	Minorities Other than EBMC
	2

	
	
	OBC
	287

	
	
	General
	88

	
	
	Others
	2

	5
	Total Number of Sampled Children 
	490




Table 3 illustrates the distribution of sampled children across different school grades/classes, offering insights into their representation by gender and overall proportion within the sample. 

Table 3: School Grade/Class-wise Distribution of Sampled Children by Sex and 
Percentage of Children Across Classes
	School Grade/ Class
	Girls
	Boys
	Total
	Percentage Distribution Across Classes

	2
	1
	1
	2
	0.41%

	3
	14
	10
	24
	4.90%

	4
	26
	16
	42
	8.57%

	5
	58
	56
	114
	23.27%

	6
	39
	33
	72
	14.69%

	7
	53
	28
	81
	16.53%

	8
	94
	61
	155
	31.63%




The data reveal variations in enrollment patterns across grades, which can help in understanding participation trends in school education. Children are distributed across Grades II to VIII, with Grade 8 having the highest proportion of children and Grade 2 the lowest.

· Grade 2 has the lowest children, with only one boy and one girl, making up 0.41% of the total sample.
· Enrollment increases progressively in higher classes, with Grades 5, 7, and 8 showing notable participation.
· Grade 8 has the largest proportion of children (31.63%), with 94 girls and 61 boys.
· The distribution is relatively balanced across Grades 3 to 7, though girls outnumber boys in most cases. An exception is Grade 5, where enrollment is nearly equal (58 girls and 56 boys).

The total sample of 490 children demonstrates notable gender differences across grades. While both boys and girls continue to higher grades, the number of girls remains consistently higher, particularly in Grades 7 and 8. This trend may suggest factors influencing school retention and participation rates in the study area.

The sampled children come from diverse social backgrounds, including 93 from the Scheduled Caste (SC) community, 11 from the Scheduled Tribe (ST) group, and 7 from Educationally Backward Minority Communities (EBMC). Additionally, 2 children belong to other minority groups, 287 are from Other Backward Classes (OBC), 88 belong to the General Category, and 2 fall under the "Others" category.

This demographic analysis provides a comprehensive overview of the sampled schools and children, highlighting enrollment patterns, gender representation, and social diversity.

5.2	Children’s Perception about Academic Problems in Schools 

Understanding children's perspectives on their academic environment is crucial for assessing the effectiveness of teaching methods and overall school experiences. Table 4 presents responses from children regarding various academic aspects, categorized by frequency or a yes/no rating scale. The values have been converted into percentages for better understanding.

Table 4: Children’s Perception about Academic Issues / Problems in School
	Children’s Perception about Academic 
Issues / Problems in School
	Rating Scale

	
	Most of the times
	Sometimes
	Rarely
	Never

	a. Do you attend the classes regularly?
	477
	10
	3
	0

	b. Do you find class teaching interesting? 
	475
	10
	0
	1

	c. Do you understand the lessons taught in the class? 
	477
	8
	1
	0

	d. Are you often asked (called upon) to answer questions? 
	382
	94
	3
	4

	e. Do you feel distracted in the class? 
	59
	85
	25
	310

	f. Do you ask questions when you are in doubt? 
	416
	59
	8
	4

	g. Do your teachers clarify your doubts? 
	467
	11
	4
	3

	h. Do you feel free to say “I don’t understand?” 
	382
	71
	13
	19

	i. Do you feel that most of the teachers act as if you are always wrong? 
	30
	43
	25
	383

	j. Is the class-work interesting for you? 
	437
	32
	4
	11

	k. Do you often wait for the class to end? 
	45
	107
	49
	278

	l. Are your teachers able to explain subject well, so that you can understand? 
	462
	12
	2
	11

	m. While teaching, do the teachers ask questions in between teaching to ensure your level of learning?
	401
	71
	3
	12

	n. Have you ever finished your homework in school? 
	49
	131
	69
	283

	o. Is creative thinking (new ideas) encouraged in your class?
	390
	68
	3
	25

	p. Do teachers use different methods to improve your learning?
	416
	53
	4
	16

	q. Do your teachers patiently help you to complete assignments?
	398
	52
	17
	20

	r. Do teachers underestimate your potential?
	90
	48
	19
	330

	s. Are your efforts noticed and praised in the class?
	418
	42
	11
	16

	t. Do you discuss your classwork /  homework with the peers?
	102
	102
	19
	42

	
	Rating Scale

	
	Yes 
	No

	u. Do teachers give grades fairly? 
	450
	34

	v. Does your school have good learning facilities (computers, library, boards, labs etc.)? 	
	454
	31

	w. Do you feel safe in the school?
	481
	5





5.2.1	Attendance and Engagement in Learning

The majority of children (97.3%) reported attending classes regularly. Similarly, 97.0% of children found class teaching interesting, and 97.3% understood the lessons taught. Most children (78.0%) felt comfortable responding to teachers' questions, although some (19.2%) were only occasionally called upon.

5.2.2 	Classroom Environment and Student Participation

A significant proportion of children (85.0%) actively asked questions when in doubt, and 95.5% affirmed that teachers clarified their doubts. However, 78.0% felt free to admit when they did not understand a concept, while 78.2% disagreed that teachers acted as if they were always wrong.

5.2.3	Teaching Methods and Student Engagement

The responses indicate that 94.3% of children found their teachers capable of explaining subjects effectively. Additionally, 81.9% of children noted that teachers frequently asked questions during lessons to assess comprehension. A high number of children (85.0%) acknowledged that teachers used different methods to enhance learning, and 81.3% felt supported in completing assignments.

5.2.4	Interest and Enjoyment in Learning

A total of 89.5% of children found classwork interesting, and 85.7% reported that their efforts were noticed and praised. However, 9.2% of children frequently waited for the class to end, suggesting some level of disengagement.

5.2.5	Challenges Faced by Children

Children shared that language barriers posed a significant challenge for many SEDG students, particularly in subjects taught in English and Hindi. Difficulties with vocabulary and pronunciation impacted their comprehension in Mathematics and Science. To help overcome these issues, teachers used various strategies, including visual aids, storytelling, and real-life examples to simplify complex concepts. Additionally, remedial sessions were arranged to support academically weaker students and address learning gaps. Despite these efforts, 12.1% of children often felt distracted in class, while 18.5% felt underestimated by teachers. Additionally, 10.0% of children reported completing their homework in school, indicating possible workload concerns.

5.2.6	Fairness and School Facilities

Regarding fairness and facilities, 93.0% of children believed teachers graded fairly, and 94.0% confirmed the presence of good learning facilities such as computers, libraries, and labs. A vast majority (98.9%) expressed feeling safe at school.



5.3 	Children’s Perception about Social Problems in Schools

Understanding children' perceptions of social interactions and challenges within the school environment is essential for fostering a positive and inclusive learning atmosphere. The Table 5 presents children’ responses to various social aspects, categorized by frequency or a yes/no rating scale.

Table 5: Children’s Perception about Social Issues / Problems in School
	Children’s Perception about Social
Issues / Problems in School
	Rating Scale

	
	Most of the times
	Sometimes
	Rarely
	Never

	a.  Do you freely interact with each other without any kind of bias?
	299
	69
	27
	91

	b. Do you enjoy working/ playing with all other children?
	443
	29
	8
	9

	c. Do you feel comfortable in talking with teachers?
	381
	59
	8
	41

	d. Are you able to talk to teachers about your personal matters? 
	253
	114
	42
	76

	e. Do your teachers treat you with respect? 
	430
	30
	4
	22

	f. Do your feelings/ ideas get importance in your class? 
	413
	56
	8
	10

	g. Do teachers remember those children by name who ask a lot of questions?  
	382
	32
	16
	59

	h. Do your teachers listen to what you have to say? 
	463
	17
	2
	8

	i. Are you teased about your clothing or physical appearance in school? 
	22
	13
	9
	45

	j. Have you ever been made fun for your socio-economic background/ gender/ community? 
	24
	13
	8
	442

	k. Have you ever been bullied or bullied others? 
	18
	10
	20
	439

	l. Do children make a lot of abusive comments in school?
	21
	23
	20
	424

	m. Do the teachers/ staff use abusive language for children? 
	17
	7
	4
	460

	n. Do teachers/ staff or children make fun of each other? 
	5
	10
	15
	459

	o. Do you feel some teachers ask you to improve or work hard for your poor performance?
	397
	52
	13
	28

	p. Are you free to sit anywhere or with anyone in the class?
	331
	64
	30
	63

	Children’s Response about Membership of Any Committee in School
	Rating Scale

	
	Yes
	No

	q. Are you a member of any committee (Class Monitor) constituted for children in school?
	295
	153




5.3.1 	Social Interaction and Comfort in School

A majority of children (62.3%) reported freely interacting with each other without any bias, while 14.4% experienced such interactions only occasionally. Similarly, 92.6% of children enjoyed working or playing with their peers, indicating a strong sense of inclusivity.

When it came to teacher-student interactions, 79.9% of children felt comfortable talking to their teachers, though 8.6% rarely or never did. Discussing personal matters with teachers was less common, with only 53.1% reporting they could do so most of the time, and 15.9% rarely feeling comfortable opening up.

5.3.2	Teacher-Student Relationships and Classroom Dynamics

Most children (89.9%) felt that teachers treated them with respect, and 86.4% believed their ideas and feelings were valued in class. A significant proportion (78.7%) noticed that teachers remembered children who frequently asked questions. Additionally, 95.3% of children felt heard by their teachers, reinforcing a culture of active listening.

5.3.3	Bullying and Discriminatory Behavior

Instances of teasing based on clothing or physical appearance were reported by 4.6% of children, while 90.6% never experienced such issues. Similarly, 91.3% of children had never been made fun of due to their socio-economic background, gender, or community, suggesting an overall positive social environment.

Bullying appeared to be relatively uncommon, with 91.2% of children reporting they had neither bullied others nor been bullied themselves. Additionally, abusive comments among children were rare, with 91.2% stating that such behavior was never witnessed in school. Regarding staff behavior, 96.6% of children reported that teachers and staff never used abusive language.



5.3.4	Expectations and Freedom in School

A total of 83.8% of children acknowledged that some teachers encouraged them to work harder to improve their academic performance. Additionally, 69.9% reported having the freedom to sit anywhere or with anyone in class, while 13.1% rarely or never felt such freedom.

5.3.5 	Participation in School Committees

When asked about membership in student committees, 65.8% of children indicated that they were part of a school committee, such as being a class monitor, while 34.2% were not involved in any formal roles.

5.4	Children’s Perception about Social Enjoyment / Environment in School 

The school environment plays a crucial role in shaping children' experiences, motivation, and overall well-being. Table 6 presents valuable insights from children regarding their social interactions and the overall school atmosphere.




Table 6: Children’s Perception about Social Enjoyment /Environment in School
	Children Perception about Social Enjoyment / Environment in School
	Perception

	
	Yes
	No
	Don’t Know

	a. Do you like going to school, every day?
	485
	0
	3

	b. Do you prefer your school as compared to other schools?
	422
	64
	5

	c. Would you like to see improvements in your school?
	394
	61
	33

	d. Do you like your teachers?
	479
	7
	4

	e. Do teachers enjoy working with every student?
	448
	23
	18

	f. Do you feel that disciplinary practices are fair for all children?
	474
	8
	4

	g. Do you feel that school building and furniture etc. are safe and hygienic for children?
	454
	26
	9

	h. If school has a canteen, then your school canteen provides quality/ reasonably priced refreshment, snacks and food?
	105
	275
	100

	i. Does your school create opportunities (picnics/ mela/ events) for all children to get to know each other?
	364
	109
	15

	j. Do you feel happy and eager to study in the class?
	471
	11
	6

	k. Do you feel that class-room learning is fun for most of the children?
	466
	13
	7

	l. Do you perceive that teachers teach through a variety of activities which are enjoyable?
	465
	20
	4

	m. Do you have lots of activities in class?
	432
	48
	7

	n. Do children make fun of the teachers in the school/ class?
	19
	431
	34

	o. Do you participate in school activities?
	453
	31
	2

	p. Are you often threatened by the school administration on some issues?
	16
	451
	19

	q. Do you find children getting punished for minor things in class?
	39
	427
	19

	r. Do you find children getting suspended for minor things in school?
	36
	443
	10

	s. Do you take your lunch alone during lunch hour in school?
	42
	428
	14

	t. Do you get to play with all other children during games?
	463
	18
	3






5.4.1	Enjoyment of School Life

A large majority of children (99%) expressed enthusiasm for attending school daily, indicating a positive school atmosphere. Similarly, 87% of children (422) prefer their school over others, reflecting a strong sense of belonging. However, 64 children (13%) feel that other schools might offer a better experience, which suggests areas for potential improvement.

5.4.2	Teacher-Student Interaction

The relationship between children and teachers appears to be highly positive. A vast majority (98%) like their teachers, and 92% believe that teachers enjoy working with all children. This suggests a nurturing and supportive learning environment. Importantly, only a small percentage (4%) reported that children make fun of teachers, reinforcing a culture of mutual respect.

5.4.3	Learning Experience in the Classroom

Most children find classroom learning engaging and enjoyable. About 97% (471) feel happy and eager to study, and 95% (466) find learning fun. Additionally, 95% (465) perceive that teachers use a variety of activities to make lessons enjoyable. This indicates an active and interactive teaching approach that keeps children engaged.

5.4.4	Discipline and Fairness

Fair disciplinary practices are critical to a positive school environment. Nearly all children (97%) believe that discipline is applied fairly. However, a small percentage (8%) reported witnessing punishments for minor mistakes/infractions, and 7% observed suspensions for minor reasons. Encouragingly, cases of administrative threats were minimal, with only 3% of children reporting such experiences. These findings suggest that while disciplinary practices are largely fair, continued efforts should be made to ensure that all children feel treated justly.

5.4.5	School Infrastructure and Facilities

Most children (93%) feel that their school’s infrastructure, including buildings and furniture, is safe and hygienic. However, the quality and affordability of refreshments at the school canteen emerged as a major concern. Only 22% (105) of children expressed satisfaction, while a significant 57% (275) were dissatisfied. This highlights an urgent need for improvements in school canteen services.

5.4.6 	Social Interaction and Inclusion

A sense of social belonging is crucial for children’ well-being. Around 95% (463) reported being able to play with all other children during games, indicating an inclusive and friendly atmosphere. Additionally, 91% (428) do not eat lunch alone, suggesting strong peer connections. However, 42 children (9%) reported having lunch alone, highlighting a need for fostering more inclusive peer interactions.

5.4.7	Extra-curricular Activities and Student Participation

Participation in extra-curricular activities is a significant aspect of school life. About 75% of children (364) agreed that their school organizes events such as picnics and melas to encourage interaction. Additionally, 93% (453) actively participate in school activities, reflecting a vibrant and engaging school culture.

5.4.8	Areas for Improvement

While most children enjoy their school experience, 81% (394) expressed a desire for improvements, indicating that there are still areas where the school can enhance its offerings. The key areas needing attention include:

· School canteen services – Quality and affordability of food.
· Disciplinary measures – Ensuring that punishments and suspensions are justified.
· Social inclusion – Ensuring that no child feels isolated during lunch or other school      activities.



5.5	Clarification of Doubts in Lessons 

To clarify doubts about lessons taught in class, children actively engage with their teachers and peers. They ask questions directly to the teacher during or after the lesson. If needed, they request the teacher to explain the concept again or demonstrate it on the blackboard. Some children also revise the lesson independently before seeking clarification.

Additionally, discussions with classmates help in understanding difficult topics. When necessary, children consult parents or siblings for further explanation. In some cases, online resources are used to reinforce learning. This collaborative approach ensures a deeper understanding of the subject matter.

5.6	Challenges Faced in School with Peers 

Most children report not facing major challenges in school. However, some common issues include difficulty in understanding lessons, occasional disagreements with classmates, and restrictions on discussions during class. When faced with challenges, children often seek help from their teachers or friends to resolve them.

Some children mention issues like lack of electricity in summer, water shortages, and competition in academics and extra-curricular activities. Friendly discussions, group studies, and teacher support help in overcoming these challenges. Overall, children collaborate with peers and teachers to ensure a positive and supportive learning environment.

5.7	Challenges Faced in School with Teachers 

Most children do not face significant challenges with their teachers. However, some common concerns include difficulty in understanding certain lessons, delays in syllabus completion due to holidays, and hesitation in asking questions repeatedly. In such cases, children seek clarification from teachers, who are generally supportive and encourage open discussions.

Additionally, some children feel nervous during tests or when being closely monitored by teachers. Despite these minor challenges, teachers provide guidance, help children resolve doubts, and ensure a positive learning experience.

6. Findings 

6.1	Based on Objective (i): To assess the academic and social challenges faced by children admitted under SEDGs.

6.1.1	Findings on Academic Problems

1. 	Attendance and Engagement
· Almost all children (97.3%) reported attending classes regularly, and 97% found class teaching interesting. This reflects an overall positive engagement with the academic environment.
· However, about 10% of children expressed concerns about the academic workload, which sometimes made it difficult to keep up with assignments and lessons.
· While 85% of children felt comfortable asking questions in class, a significant 19.2% said they were only occasionally encouraged to participate, indicating a need for more inclusive teaching practices that foster open dialogue and curiosity.
2. 	Conceptual Clarity and Language Barriers
· Language emerged as a key barrier for many SEDG children, particularly in subjects taught in English and Hindi. Children reported struggling with vocabulary and pronunciation, which affected their comprehension of lessons in Mathematics and Science.
· Teachers employed various strategies to overcome these challenges, including using visual aids, storytelling, and real-life examples to simplify complex concepts. Extra remedial classes were also arranged for academically weaker children to bridge learning gaps.
3. 	Teacher Support and Classroom Environment
· 94.3% of children acknowledged that their teachers were supportive and effective in explaining subjects, and 81.9% noted that teachers frequently checked their understanding through questions.
· However, some children felt difficulties in performing well academically, with 12.1% reporting frequent distractions and 18.5% feeling underestimated by teachers. This highlights the need for teachers to adopt a more personalized approach to address individual learning needs.

6.1.2 Findings on Social Problems

1. 	Peer Interaction and Social Comfort
· Most children (92.6%) reported enjoying working or playing with their peers, fostering a sense of belonging. However, 14.4% experienced occasional social discomfort, particularly during mixed-group activities, where socio-economic differences became apparent.
· 91.3% of children denied experiencing discrimination, but a minority of 4.6% mentioned instances of teasing based on appearance or clothing.
2. 	Teacher-Student Relationships
· Teacher-student relationships were generally positive, with 89.9% of children stating that teachers treated them with respect and 95.3% feeling heard by their teachers.
· Despite this, 15.9% of children felt hesitant to discuss personal problems with teachers, which could indicate a gap in emotional support services or mentorship programs within schools.
3. 	Bullying and Discrimination
· Bullying was relatively rare, with 91.2% of children reporting they had never been bullied. Schools have adopted preventive measures, such as counselling, peer mentoring, and disciplinary actions, to minimize instances of bullying.
· Teachers also reported fostering a culture of mutual respect and equality, with 98.3% affirming that SEDG and non-SEDG children interacted freely without bias.
4. 	Participation in School Life
· 75% of children actively participated in extra-curricular activities, such as sports, cultural programs, and science exhibitions. Leadership roles and creative activities were encouraged to help children build confidence and teamwork skills.
· 25% of children expressed a desire for more opportunities, particularly in structured extra-curricular programs that could help them develop new skills and interests.




6.2	Findings Based on Objective (ii): To assess perception of children about schools’ social environment.

6.2.1 Findings on Children’ Perception of School Social Environment

1. 	Overall Enjoyment and Sense of Belonging
· 99% of children expressed happiness about attending school daily, indicating a highly positive school environment.
· 87% of children (422) preferred their school over others, showing a strong sense of attachment and pride in their school.
· However, 13% of children (64) believed that other schools might offer a better experience, hinting at areas for improvement, such as better extra-curricular offerings or school infrastructure.
2. 	Teacher-Student Relationships
· A majority of children (98%) liked their teachers and found them approachable and supportive.
· 92% believed that teachers enjoyed working with all children, reflecting a nurturing environment where children felt valued.
· Only 4% of children reported that their peers made fun of teachers, reinforcing a culture of mutual respect.
3. 	Classroom Learning Experience
· 97% (471 children) found classroom learning enjoyable and were eager to study.
· 95% of children appreciated that teachers used a variety of activities to make lessons interesting, indicating a dynamic and interactive teaching approach.
· 97% believed that discipline was applied fairly, though 8% noted punishments for minor infractions, indicating a need for more constructive disciplinary measures.
4. 	Social Interaction and Inclusion
· 95% of children (463) reported being able to play with all other children during games, showing an inclusive and friendly atmosphere.
· 91% (428 children) did not eat lunch alone, reflecting strong peer connections. However, 9% (42 children) reported having lunch alone, suggesting a need for more inclusive practices and peer support.


5. 	Extra-curricular Activities and Participation
· 75% of children (364) agreed that their school organized events like picnics and cultural programs, which encouraged social interaction and engagement.
· 93% (453 children) actively participated in school activities, reflecting a vibrant school culture and the importance of co-curricular activities for social development.

6.2.2 Areas for Improvement and Strategies for Enhancement

1. Improving School Canteen Services
0. 57% of children (275) were dissatisfied with the quality and affordability of refreshments at the canteen.
0. Strategy: Improve canteen services by providing healthier, affordable options and gathering children feedback on menu choices. Establish a student-led canteen committee to monitor and suggest improvements.
1. Ensuring Fair and Positive Discipline
1. 8% of children (38) mentioned that punishments were given for minor mistakes/ infractions, while 7% observed suspensions for similar reasons.
1. Strategy: Implement positive behavioural interventions and provide teacher training on constructive discipline practices. Focus on mentoring rather than punitive measures.
1. Promoting Social Inclusion and Peer Support
2. 9% of children (42) mentioned eating lunch alone, indicating a need to foster a more inclusive environment.
2. Strategy: Introduce peer buddy systems and lunch clubs to ensure no child feels isolated. Organize team-building activities to promote stronger social bonds.
1. Enhancing Extra-curricular Opportunities
3. While 75% of children were satisfied with the range of activities, there is room for improvement in expanding options for arts, music, and science-related activities.
3. Strategy: Collaborate with external organizations to provide workshops on various extra-curricular interests, such as robotics, creative writing, and performing arts.
1. Encouraging Student Voice and Feedback
4. Strategy: Establish a student council to gather regular feedback on school policies, activities, and facilities. This council can represent student interests and work with school management to improve the overall social environment.

7. Conclusion

This study aimed to assess the academic and social challenges faced by children admitted under the Socio-Economically Disadvantaged Groups (SEDGs) in private unaided elementary schools under Section 12(1)(c) of the RTE Act, 2009. Additionally, it explored children’ perceptions of their school’s social environment and overall environment.

The study reveals that while most children are engaged in their academic journey, certain challenges persist, particularly in terms of conceptual clarity, language barriers, and workload management. While teachers play a crucial role in providing support, there remains a need for more inclusive teaching practices that encourage greater student participation and personalized learning support.

Socially, the school environment is generally positive, with children reporting high levels of comfort in interacting with peers and teachers. However, isolated incidents of social discomfort, teasing, and occasional discrimination indicate areas that require continued efforts to foster a more inclusive school culture. Encouragingly, instances of bullying were reported as minimal, and children largely felt respected by their teachers.

The study also highlighted gaps in infrastructure and extra-curricular opportunities. While children actively engage in academic and co-curricular activities, improvements in canteen services, social inclusion strategies, and structured extra-curricular programs could further enhance their overall school experience.

In terms of policy implementation, while Section 12(1)(c) of the RTE Act has successfully facilitated the inclusion of SEDG children in private schools, the study underscores the need for better monitoring and support mechanisms to ensure their seamless integration. School administrations and policymakers must focus on strengthening support systems, including remedial programmes, peer mentoring initiatives, and improved teacher training to cater to the diverse learning needs of children.

Overall, the findings emphasize the importance of a holistic approach to education—one that integrates academic excellence with a nurturing social environment. Moving forward, concerted efforts from educators, administrators, and policymakers will be essential in creating inclusive, equitable, and effective learning spaces for all children, regardless of their socio-economic background.
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