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Foreword: Reflections on Opportunities and Challenges of Skills 
Development in India 
 
Shyamal Majumdar 
 
 
 
 
 Introduction 

  
India, with a population of 1.2 billion and a workforce of more than 500 million, 
has maintained a stable Gross Domestic Product (GDP) growth rate until 2008 
when the global financial crisis hit many countries worldwide. The economy has 
shown signs of accelerated GDP growth up to 7.5% in the last quarter of 2015, a 
striking development for one of the world’s fastest growing large economy, ac-
cording to the Financial Express (2015). This impressive growth of the economy 
has fuelled a surge in the demand for skilled workers in India in spite of severe 
skills shortages in the organised and unorganised sectors. 

The National Skill Development Corporation (NSDC) of India has re-
cently commissioned a study undertaken by the KPMG on skills gaps in 24 emerg-
ing sectors of Indian economy1. Findings of the study suggest the incremental hu-
man resource requirement across these 24 sectors, which is nearly 109.73 million 
whereby the top ten sectors account for about 80% of requirements (Government 
of India 2015). 

The objective of the study is to understand the sectorial and geographical 
spread of skill requirements that exist. The estimates are based on an extensive 
stakeholder engagement including small, medium and large enterprises in every 
sector, as well as Sector Skill Councils (SSCs), training providers in the skills 
space and academia. The studies provide granular data on the skill gaps for two 
time periods – 2013-17 and 2017-22. The reports highlighted massive industry 
requirements estimated at close to 109 million skilled workforces over the next 
decade (Government of India 2015). 

Persisting skills gaps in the Indian labour market have been a serious con-
cern for both policy makers and industrialists in India in the recent past. Various 
other studies have highlighted skills gaps in different sectors in India (Mehrotra 
2012; Chenoy 2012; Jamal and Mandal 2013). It has become apparent that over 
2% of the Indian workforce (aggregated data) has skills training in formal voca-
tional education. Only 2.4% has received informal vocational training (Mehrotra 
                                                           
1 NSDC Reports per State and Sector can be found here: http://www.nsdcindia.org/nsdcreports 
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2012). The graduates who have received vocational education also lack the skills 
required in the labour market. Thus, graduate employability continues to be a set-
back. There is limited formal link between general education and vocational train-
ing in the country. In addition, the labour market in India is undergoing a dynamic 
change. With this as a backdrop, the NSDC in 2009 estimated that over the next 
15 years, 365 million people are expected to be eligible to join the workforce and 
about 11–13 million people are expected to look for employment opportunities 
each year (Government of India 2009). 
 
 
 Opportunities and Challenges 

 
India’s growth story is faced with opportunities and challenges. India is set to be-
come one of the youngest nations in the world by 2020, a looming opportunity for 
India. The average working Indian will only be 29 years by 2020 as against 37 in 
China and more than 45 in the developed countries. India stands to gain from the 
huge number of its young people (Government of India 2011). 

While the future demographic dividend will present opportunities, chal-
lenges are posed by persistent skills gaps both in quantity and quality. Graduates 
who receive vocational education largely lack in practical skills required in the 
world of work. They are also on the frontline of the job unemployment and decent 
work that continue to challenge the sector. 
 
 
2.1 Addressing the Challenges 
 
Two major things need to be looked into if Technical and Vocational Education 
and Training (TVET) was to be seen a solution. It is important to understand what 
type of vocational education and training is needed and how such VET provision 
support the immediate demands of the economy. This calls for a radical restruc-
turing of TVET in India appropriately tapping for TVET’s transformative role in 
supporting economic, social and environmental dimensions of development. 
TVET needs to be re-organised differently in ways that create opportunities for 
the big margin of population trapped in the informal and unorganised sectors and 
target quality knowledge and skills outcomes for those already in the formal TVET 
systems. A multi-stakeholder partnership involving the public and the private sec-
tors, the community and other stakeholders is needed to develop a comprehensive 
TVET Act to back these goals and open pathways for implementation. The prac-
tical component of vocational education and training is largely limited in India 
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particularly at Secondary education level. It was not largely supported by com-
pany-based or workplace-based training. Restructuring TVET means embedding 
compulsory practical component built in TVET provisions in which industry as-
sociations, sector councils and companies could have an active role to play. 

Identifying emerging skills and qualifications requirements in the world 
of work and ensuring that education and training meet these qualifications needs 
will address relevance and make the time spent in schools and training venues 
more meaningful and purposive for many young people. In terms of quality, up-
dating curricular content to reflect industry-required skills, modernising training 
delivery to attract more youth to take TVET courses and innovating school-to-
work transition to ensure employability skill are among the things that could ren-
der TVET to cater to economic demands. Indeed, TVET is high on the agenda of 
many countries and its further development is attributed to its high potential to 
produce skilled and technical workforce to support socio-economic opportunities. 

Private sector engagement is critical in successfully facilitating school-
to-work transition. This is proven in countries that have historically integrated the 
participation of the private sector and other social partners in implementing TVET 
like in Germany, for example, in delivering its dual training system/dual study 
system/apprenticeship model. Looking at Germany’s economic development path, 
the last 40 years saw how the German industrial sector advanced from a produc-
tion-based economy to a knowledge-based economy driven by technology and in-
novations. Combining theory with practice-based training in workplace settings, 
as well as applied research have gone a long way in taking TVET far from the 
traditional concept of manual labour, albeit challenges in the overall image is in-
evitable in Germany. 

A large part of the industrial employment problem, however, emanates 
from the mismatch between the skill requirements of employers and the skill base 
of job seekers. Presently, about three million graduates and post-graduates are 
churned out from the countries’ colleges and universities. But a majority of them 
lack the skills necessary for acquiring jobs in the growing sectors of the economy. 
The expansion of education, particularly higher education, has produced numerous 
graduates and post-graduates, but shortages of middle-level technicians and those 
who possess supervisory skills persist. This mismatch between demand and supply 
of skills in the labour market and the perceived shortage and poor quality of trained 
persons is likely to become an impediment in the path to sustained economic 
growth in the absence of timely corrective measures. 

India will add one million new entrants to the labour market force every 
year. One of the biggest challenges for India is to unlock the latent potential of the 
millions of the young entering the workforce through skill training and skill fore 
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casting. This needs to correspond with promoting the demand for greater produc-
tivity of the existing workforce and future needs of the country. 
 
 
 Inclusiveness 

 
The task of workforce development in India has been faced with changing realities 
of globalisation on the one hand, and the need for inclusive growth on the other 
hand (Majumdar 2008). The low literacy rate and a lack of skill training for a vast 
majority of the Indian populace pose a major hurdle to move forward into a 
knowledge economy. Therefore, policies to ensure higher quality education and 
the expansion of vocational education and skill training for the poor and under-
privileged are needed in order to produce a new generation of educated and skilled 
workforce who are flexible, analytical, and can serve as driving forces for innova-
tion and growth. 

The current growth in various sectors, being mainly urban centred, has 
also failed to incorporate the vast majority of the rural poor and other backward 
sections of the society. With nearly 70% of the population living in rural areas, 
India remains a predominantly agricultural society. Though the agricultural sector 
has seen considerable growth in the five decades since independence, with sub-
stantial increases in agricultural production, the general livelihood of the rural pop-
ulation remains low. A lack of education in general, and employable skills in par-
ticular, leaves very few options for these people to do anything other than rely on 
raw labour for their livelihoods resulting in low earnings and subsequent poverty. 
Therefore TVET development at community level will address the inclusiveness 
of growth, promote TVET relevance with the immediate economic and social 
needs of communities and create job and entrepreneurial opportunities. 
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 Skills Agenda as a National Priority 
 
This book will be published on the timely occasion of upholding skills develop-
ment high on the agenda and pursuing sustainable growth and developing India 
within this framework. The launching of a new Ministry of Skill Development and 
Entrepreneurship is a welcome development towards this end. The new Ministry 
is responsible for the co-ordination of all skill development efforts across the coun-
try, minimizing the gap between demand and supply of skilled manpower, build-
ing the vocational and technical training framework, skill up-gradation, building 
of new skills, and innovative thinking not only for existing jobs but also jobs that 
are to be created. The Ministry aims to improve skill development on a large scale 
with an emphasis on speed and high standards in order to achieve its vision of a 
'Skilled India'. The pursuit of these mandates is aided by its functional arms – 
National Skill Development Agency (NSDA), NSDC, National Skill Develop-
ment Fund (NSDF) and 33 SSCs as well as 187 training partners registered with 
NSDC. The Ministry also intends to work with the existing network of skill devel-
opment centres, universities and other alliances in the field. Further, collaborations 
with relevant Central Ministries, State governments, international organisations, 
industry and Non-governmental Organisations (NGOs) have been initiated for 
multi-level engagement and more impactful implementation of skill development 
efforts. 

India is utilising different strategic approaches to skills development: 
 

i. strengthening TVET systems; 
ii. engaging the private sector in TVET actively; 

iii. aligning skills policy with national agenda of inclusive growth and 
iv. integrating skills for sustainable development and green growth. 

 
In this regard, India has come up with three macro-level initiatives to accelerate 
skills development. Public-Private Partnership model has been evidenced through 
the creation of NSDC, an initiative with a 51-49 equity ratio between the private 
sector and the government. The formation of Sector Councils and the adoption of 
schools by the private sector have also demonstrated the non-negotiable role of the 
private sector in skill development. These efforts need to be sustained and culti-
vated to develop more innovative partnerships that engage industries and the pri-
vate sector in partaking in delivering education and training since the sector stands 
to benefit from this on a longer term. The participation of the private sector in 
quality assurance and regulatory mechanisms will raise greater confidence in skills 
outcomes and qualifications. These developmental interventions and more are 
needed to expand and scale up the outcomes of TVET. Scaling up the existing 
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TVET provisions is not enough without pursuing TVET transformations under-
pinning life-long learning, sustainable development and greening, innovation, 
multi stake holder partnership and inclusiveness. In pursuit of this goal a number 
of key challenges need to be overcome including image of TVET, horizontal and 
vertical mobility, private and community engagement, updated curricula and qual-
ity, TVET teacher training, skill mismatch, recognition of non-formal, informal 
and prior learning and qualification framework. 
 
 
 Skills Agenda as Global Priority 

 
Importantly, the publication of this book is also timely as it coincides with the 
efforts of many countries in articulating the importance of skills development and 
sustainable development in the Post-2015 education agenda. The central focus of 
UNESCO in making education and training relevant for the Post-2015 discourse 
is to ensure inclusive, equitable and quality education and to promote lifelong 
learning opportunities for all. The agenda is transformative, universal and inspired 
by a humanistic vision of education based on human rights and ethnic diversity. 
The agenda commits to promote quality lifelong opportunities for all in all settings 
and at all levels. This includes equitable and increased access to quality TVET for 
work and life and literacy for both youth and adult including gender equality be-
comes top priority. To do this, countries have committed, through the Incheon 
Declaration at the World Education Forum, to increase public investments in ed-
ucation according to country context and better align priorities with regional and 
international benchmarks. The multi-stakeholder-driven declaration is solidly 
backed by UNESCO, together with UNDP, UNFPA, the World Bank, UNICEF, 
UNCHR and UN Women, each representing educational mandates and initiatives 
through which Member States will be supported at country-level implementation 
and arrangements. 

In alignment to these are similar efforts of global and regional players 
such as the ILO, OECD, ASEAN, SAARC and ADB. Educational transformations 
are underpinned in the fourth Sustainable Development Goals (SDGs). The ILO 
actively seeks to promote sustained, inclusive and sustainable economic growth, 
full and productive employment and decent work for all, which stands as an im-
portant leverage to take forward the decent work agenda as part of the SDGs. 

Within the framework of developments taking place in India, there is 
much confidence that India with its potential to strongly pursue its long-term skills 
development goal within its national agenda is aligning itself with the global dis-
course and as such is moving ahead as an important global partner and player in 
making policies work. 



Foreword  13 
 

References 
 
Chenoy, D. (2012): Skill Development in India - A Transformation in the Making. In: Skill Develop-

ment in India. Pp.199-207. URL: http://www.idfc.com/pdf/report/2012/Chapter_18.pdf. 
Financial Express (2015): Indian Economy to grow at 7.5% in 2015 - Moody’s. URL: http://www.fi-

nancialexpress.com/article/economy/indian-economy-to-grow-at-7-3-in-2015-moodys-analyt-
ics/64449/. 

Government of India (GoI) (2009): National Policy on Skill Development. URL: http://la-
bour.nic.in/upload/uploadfiles/files/NationalSkillDevelopmentPolicyMar.pdf. 

GoI (2011): Human Development. In: Economic Survey 2011-2012. Pp. 301-336. URL: http://indiab-
udget.nic.in/budget2012-2013/es2011-12/echap-13.pdf. 

GoI (2015): Minister of Skill Development and Entrepreneurship Shri Rajiv Pratap Rudy Launches 
Human Resource and Skill Requirement Reports for 24 Priority Sectors. Press Information Bureau. 
URL: http://pib.nic.in/newsite/PrintRelease.aspx?relid=118098.  

Jamal, T. and Mandal, K. (2013): Skill Development mission in vocational areas – mapping govern-
ment initiatives. In: Current Science, Volume 104, No. 5, pp. 590-595. 

Mehrotra, S. (2012): India’s Skill Challenge: Reforming the Vocational Training System to realize the 
Demographic Dividend. Oxford: Oxford University Press. 

Majumdar, Shyamal. (2008): Workforce Development in India: Policies and Practises. Tokyo: Asian 
Development Bank Institute. 

UNESCO (several years): General information. URL: www.unesco.org



 

Introduction: Why India’s Focus on Preparation for the World 
of Work is Highly Relevant 
 
Matthias Pilz 
 
 
 
 
Labour and employment have a central significance in the social discourse of 
many countries (cf. e.g. OECD 2000). There, not only questions of structure and 
organisation of work are analysed, but besides income also aspects of personal 
satisfaction and social recognition play an important role among others (Rifkin 
1995). 

In this book, a special focus should be taken up: It deals uniquely with 
the preparation of youths and young adults for the ‘world of work‘. Here, this so-
called construct ‘world of work’ should be understood comprehensively. It deals 
with the aspect of ‘school to work transition’ in the broadest sense (Raffe 2008; 
Stern and Wagner 1999; Ryan 2001; Müller and Shavit 1998). Besides realised 
income, aspects of socialisation, personal development, social participation and 
classification, the specific occupation, and the personal perception regarding sat-
isfaction etc. need to be examined (Heinz 1999). In addition to the personal and 
societal side of ‘school to work’ transitions, attention needs to be paid to the struc-
tural and institutional conditions necessary for managing transitions between edu-
cational stages and different types of vocational education and training (Ecclestone 
and Kumpulainen 2012). Besides all forms of initial (technical) vocational educa-
tion (Goel 2008), pre-vocational education (OECD 2002: 372) as well as the field 
of academic education, which prepares for the working life, consequently belongs 
like further education to this book’s focus. 

The aspect ‘preparation’ stated in the title should be understood in terms 
of the classic claim in educational science to enable the next generation through 
the transfer of knowledge and skills as well as experience to cope with the require-
ments of the world of work. 

The answer to the question, why the discussion about the ‘Preparation for 
the World of Work’ is especially in India of enormous importance, is one side of 
the coin. The other side arises from the international context. Here, it needs to be 
asked why particularly India is a crucial country to be analysed regarding the topic. 

Both perspectives are of multidimensional nature because some aspects 
or rather challenges are of exogenous origin, thus are located outside the education 
system and others relate to the education system itself. Without trying to realise a 

M. Pilz (ed.), India: Preparation for the World of Work,
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completed discussion at this point, there are at least the following essential points 
to state: 
 

 India is a huge country and its area is the seventh largest worldwide. With 
a population of more than one billion inhabitants and a number of persons 
employed of over 500 million people, it even ranks second. Despite the 
global economic crisis of the last years, the country reached an economic 
growth by an average of 8.5% p.a. in recent years and belongs to the fast-
est growing national economies worldwide (UNESCO 2011). Conse-
quently, from an international perspective it is crucial, to deal in-depth 
with the developments in the context of the education and employment 
system in this globally important country. 

 Furthermore, the country has a very young population. In 2021, about 
66% of the population will be between 15 and 59 years old and thus at an 
employable age (World Bank 2013). With this, India has averagely one 
of the youngest populations worldwide. Due to high birth rates, this num-
ber will even increase over the next years. According to estimates, 70% 
of all Indians will be at an employable age by 2025. This can be an im-
portant advantage compared to other nations, but it assumes that the high 
number of young people actually also find employment. At the same 
time, it also confronts the country with huge challenges to qualify the 
potential workers appropriately in order to participate in the growth and 
to generate prosperity and satisfaction (Hajela 2012; Agrawal 2013). If 
the majority of this manpower will remain unused, this ‘demographic div-
idend’ could also change quickly into a ‘demographic disadvantage’ 
(Mehrotra 2014). 

 At the same time, India faces a skill gap (Mehrotra 2014) because espe-
cially at the intermediate skill level (below academic track), and here in 
the blue collar sector, there is a huge demand due to the economic devel-
opment on the Indian labour market. However, the available workers on 
the market only rarely have adequate qualifications for this part of the 
employment system. Thus, manifold mismatches emerge where, for ex-
ample, on the one hand, the craft and manufacturing sector desperately 
looks for skilled workers and, on the other hand, young job starters cannot 
find adequate employment. 

 From an international perspective as well as from an internal viewpoint, 
a dominant, special characteristic needs to be considered in India, too. 
India has a large informal sector that accounts for around 60% of the 
country’s economic output and employs more than 90% of all workers 
(World Bank 2008; ILO 2002). This economic and labour market is very 
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large by international standards, and no one can ignore it in terms of train-
ing and labour market policy (ILO 2002; King 2012). In the informal sec-
tor of the Indian economy, ‘skill acquisition’ takes place in many cases 
through non-formal or informal learning (cf. underneath). The National 
Sample Survey of India (2006) reveals that among persons of age 15-19 
only about 2% reported to have received formal vocational training and 
another 8% reported to have received non-formal vocational training. For 
the employees in the informal sector, there is no certification of acquired 
skills which limits the transparency and mobility. 

 It is surprising that despite the important role of the topic, there is a rela-
tively low number of research findings existing. Particularly empirical 
research findings on vocational education are mostly only available in a 
fragmented and shattered way or rather focused on single, partial aspects. 
Consequently, there is a research desideratum which should at least be 
approached by bringing together the existing findings through this book. 

 One reason for the rudimentary and shattered state of research is that there 
is no comprehensive research community in the context of TVET re-
search in India so far. Important research institutions like, for example, 
the European Centre for the Development of Vocational Education 
(CEDEFOP) in Europe are missing as well as bigger, research-oriented, 
academic training courses. The absence of a research community cannot 
be healed by bringing together distinguished Indian researchers from dif-
ferent sub-disciplines. However, it could be a step towards an interlinking 
and thus a formation of a research community in the future. It is also nec-
essary to revisit some current research priorities in India, which tend to 
concentrate more on the traditional supply-demand orientation (Majum-
dar 2011) rather than on creating reliable data and information on the type 
and purposes of different kinds of vocational education vis-à-vis employ-
ment, social equality, innovation, and opportunities for further education 
and qualifications. 

 Finally, it strikes that there is in fact a large number of introductions and 
overviews dealing with the Indian education system. However, they are 
in many cases of shorter and more rudimentary nature, they only exist as 
reports, or they only have a low scientific substance. In addition, there 
are various books and articles in scientific journals which solely deal with 
single parts of the Indian education system. According to our knowledge, 
there is no comprehensive standard work about the entire Indian spectrum 
of learning and the preparation for the world of work so far. 
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Therefore, this volume aims to provide a comprehensive access to the topic from 
an educational science and vocational pedagogics view. This should offer Indian 
and international readers an overview in a problem-oriented, detailed and up-to-
date way. 

In light of the above outlined realities, the crucial question arises, how 
Indian youths get prepared for the world of work, or as Majumdar (2008: 2) states: 
 

“The challenge therefore facing the country is how to train and equip this young population 
with ways and means of gaining productive and meaningful employment”. 

 
For the elaboration of the topic ‘Preparation for the World of Work’ it was im-
portant to acquire well-known and distinguished Indian scholars with a long-stand-
ing experience in the elaboration of individual partial aspects. 

The intention during the planning of this volume was to approach the 
topic ‘Preparation for the World of Work’ problem-oriented and not to focus only 
on structures of the education system. Although these structures largely serve for 
the introduction and outline of the articles (from primary, secondary, and higher 
education level up to vocational education), they are not dominant in the articles 
themselves. The primacy of the approach was the critical analysis and interpreta-
tion of the problem definition or rather of the topic. 

It is self-explanatory that through this approach a profound basis for de-
scriptive-oriented structures and data was set, because for readers with less prior 
knowledge the analysis and interpretation have to be complemented with a respec-
tive, descriptive background and basic information. These descriptive aspects, 
however, are not lexically introduced in the articles but they are rather embedded 
in the respective problem context so that they serve as a thread for the necessary 
introduction of descriptive parts. 
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Figure 1: Indian Education System. Source: Own illustration (based on World 
Bank 2008) 
 
For the reader who is less acquainted with the formal Indian education system, a 
first overview is provided at this point which is respectively focused and differen-
tiated in the following chapters. Therefore, the subsequent overview deliberately 
includes solely the main paths through the system in order to offer basic infor-
mation and to not block the view on the essentials. 

As already explained, the form of the topics and the order of the articles 
are mainly oriented towards the structure of the educational institutions gone 
through by Indian children, then youths and finally young adults. 

As already indicated above, there are, however, also other forms of learn-
ing which play a significant role. These were to be considered here in own para-
graphs and chapters. For a definition, it was consequently reverted to a recognised 
construct by the UNESCO (2012: 9), which states: 
 

“Formal learning takes place in education and training institutions, leading to recognised 
diplomas and qualifications. Non-formal learning takes place alongside the mainstream 
systems of education and training and does not typically lead to formalised certificates. 
Non-formal learning may be provided in the workplace and through the activities of civil 
society organisations and groups (such as in youth organisations, trades unions and polit-
ical parties). It can also be provided through organisations or services that have been set 
up to complement formal systems (such as arts, music and sports classes or private tutoring 
to prepare for examinations). Informal learning is a natural accompaniment to everyday 
life. Unlike formal and non-formal learning, informal learning is not necessarily intentional 
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learning, and so may well not be recognised even by individuals themselves as contributing 
to their knowledge and skills.” 

 
All authors received key questions in advance (cf. figure 2) which – depending on 
the topical focus – were to be considered when elaborating the articles with differ-
ent emphasis and intensity in order to achieve a certain structure and coherence of 
the articles in a very diverse topic area and also to provide the reader with a central 
theme as orientation. These key questions have been formulated relatively open to 
integrate as many facets as possible. Moreover, these questions were supposed to 
offer the authors a first access to their topic from which the detailed analysis and 
the interpretation should follow subsequently. 

As regards content, the key questions were derived accordingly to the 
topic ‘Preparation for the World of Work’ from the international discourse, partic-
ularly from the areas occupational orientation, transition research, curriculum re-
search, skills development as well as acceptance and labour market research. 
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Figure 2: Key questions for the authors  

 What are the main aims to prepare persons for the world of work (of-
ficial government and other key players)? 

 What kind of institution is offering programs (on your level of the 
education system)? 

 How is the funding and other financial aspects (budget) organised? 
 Is there a special curriculum (or part) to prepare for the world of work 

and what are the details (separated subjects or embedded structure, 
how many teaching hours per year)? 

 Who is responsible for the design and implementation of the curricu-
lum on national, regional, and institutional level? 

 Which part of the curriculum is compulsory or elective? 
 Please describe the related content and give proper examples in de-

tail. 
 Is there a gap between the prescribed /written and the enacted curric-

ulum (what are the reasons)? 
 What kind of teaching and learning environments and methods are 

suggested and are in use? 
 What kind of teachers (education, practical experience, etc.) is in-

volved and what is their formal qualification to become a teacher? 
 What kind of certificate can the students get? 
 What is the expectation of pupils /students to join the classes? 
 What are the advantages to join the classes (smoother transition, 

lower unemployment rate, improvement of general VET knowledge 
in the workforce, etc.) from the macro-economic perspective? 

 
In addition, the cultural aspects and the understanding of society are of great 
interest: 
 

 What are the value / status / reputation of this kind of content in com-
parison to general education contents in society (and parents)? 

 What do the employers (organisations) articulate about the content 
(important, realistic, up to date, acceptance of certificates)? 

 Is there any national or regional political strategy or initiative to force 
the preparation for the world of work in your sector of the education 
system? 

 What will be the future of the preparation for the world of work? 
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The chapters intend to show the interaction and to offer further opportunities for 
information. The final chapter written by the two editors tries to provide an over-
view of the topic as a whole. Thereby, relations between the parts are disclosed 
and conclusions are drawn. 

I would like to warmly thank all authors for their high level of commit-
ment to elaborate the topics and research meticulously. Without this admirable 
motivation it would not have been possible to accomplish such a sophisticated and 
relevant analysis on the topic ‘Preparation for the World of Work’. 

Special thanks go out to Dr. Madhu Singh (UNESCO Institute for Life-
long Learning, Germany). She supported the book project strait up from the be-
ginning. During very fruitful discussions she gave many important comments and 
also held to acquire experts out of the field in India to become authors. 

I would like to thank all, who supported this book as a reviewer or in 
other terms with their detailed and experienced critical-constructive comments, 
which have contributed significantly to the development of high-quality chapters. 
In this context may be mentioned: Prof. Dr. Santosh Mehrotra (Centre for Informal 
Sector and Labour Studies, Jawaharlal Nehru University, India), Maren Verfürth 
(Federal Institute for Vocational Education and Training (BIBB), Germany), Ul-
rich Meinecke (iMOVE International Marketing of Vocational Education, Ger-
many), Prof. Dr. Gregor Lang-Wojtasik (University of Education Weingarten, 
Germany), Monika Muykens (iMOVE International Marketing of Vocational Ed-
ucation, Germany), Dr. Daniel Werner (Bavarian-Indian Center, Germany) and 
Janet Fraser (Freelance Language Services, UK). 

Furthermore, I would like to express particular thanks to Ms. Antje Wes-
sels (University of Cologne, Germany) who supported the printing of this volume 
significantly. 

This book was made possible by funds of the programme ‘New Passage 
to India’, Center for Modern Indian Studies of the German Academic Exchange 
Service (DAAD). 
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Primary and Upper Primary (1-8) Education: Initiative for the 
World of Work at the Primary and Upper Primary Education 
in India 
 
S. Nayana Tara and N.S. Sanath Kumar 
 
 
 
 
 Preamble 

 
It is well established that improvements in education are associated with long-term 
improvements in economic performance. There are three broad theories about how 
education influences economic performance according to David Earle (2010): 
 

 The basic human capital approach is that education improves the overall 
skills and abilities of the workforce, leading to greater productivity and 
improved ability to use existing technology, and thus contributing to eco-
nomic growth. 

 The innovation approach links education to improving the capacity of 
the economy to develop of new ideas and technologies. 

 An extension of this is the knowledge transfer approach, which sees ed-
ucation as a means of spreading the knowledge needed to apply new ideas 
and make use of new technologies. 

 
However, there is an important question as to whether there is a causal link be-
tween education and economic performance, and if so, in what direction. It may 
be that the two are associated, but not causally linked. It also could be that better 
economic performance leads to an increase in educational participation and 
achievement. Or it could be that having more people with education leads to im-
proved economic performance. 

In general, education and economic performance are likely to be inter-
linked. Having a more educated workforce enables firms to take advantage of new 
economic opportunities, leading to improved performance. Also, economic 
growth can lead to greater national and personal wealth, which increases the re-
sources available and opportunities for education. 

Further, according to the author, economic analysis shows that on the 
whole, improvements in school-level education lead to improvements in economic 
performance, and more so than the other way around. Analyses using international 
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cognitive tests have shown that it is improvements in cognitive skills, rather than 
years of schooling, which have a strong influence on economic growth. The 
amount of schooling undertaken is not related to growth, unless it also results in 
improved cognitive skills. Therefore, the quality of education is very important. 
This is very true for a country like India too. Given this truism, it is indeed highly 
important to note that India has recognised the importance of education, and more 
critically, the need for primary education for all its children in the relevant age 
group. We will now look at a snap shot of development of elementary education 
over the decades. 
 
 
 Development of Primary Education in India 

 
Universal and compulsory education for all children in the age group of 6-14 was 
a cherished dream of the new Government of the Republic of India. This is evident 
from the fact that it is incorporated as a directive principle as enshrined in Article 
45 of the Constitution of India. In the recent past, the government has made pri-
mary education a Fundamental Right of every Indian citizen. However, the allo-
cation for education has remained around 4% of GDP although the government 
has wanted to raise it to at least 6%. 

The number of primary and upper primary schools in India since 1950-
51, indicate a steady positive growth. As can be seen from the table, the number 
of primary schools increased from a modest 0.21 million in 1950-51 to nearly 0.75 
million in 2010-11. 
 

Year Primary Upper Primary 
1950-51 209,671 13,596 
1960-61 330,399 49,663 
1970-71 408,378 90,621 
1980-81 494,503 118,555 
1990-91 560,935 151,456 
2000-01 638,738 206,269 
2010-11 748,500 447,600 

Table 1: Growth of Recognised Primary and Upper Primary Schools in India 
(1950-1951 to 2010-2011). Source: MHRD (2014) 
 
The upper primary schools too grew significantly over the years from 13,596 in 
1950-51 to a whopping 0.45 million in 2010-11 indicating the serious strides taken 
by the government in development of primary education. The above data has been 
graphically presented in the figure below. 

As per the Progress of Elementary Education in India Flash Statistics 
2011-12, the Gross Enrolment Ratio at primary level has hovered between 115.31 
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and 118.62 between 2008-09 and 2010-11. The corresponding figures for upper 
primary level ranges between 73.74 and 81.15. Similarly the Net Enrolment Ratio 
(NER) at primary education level ranged between 98.5 and 99.89 between 2008-
09 and 2010-11, while the NER at upper primary level ranged between 56.22 and 
61.82 during the corresponding years (Mehta 2011). 

The dropout rates at the primary level indicate a decline over the years. 
As can be seen from the figure below, the dropout rate declined from 9.11% during 
2009-10 to 5.62% in 2012-13. While this appears to be a redeeming feature, it 
must be mentioned that there are regional variations in dropout rates which are 
determined by rural-urban differences, remote regions, distinct geographical ter-
rains including hilly areas, tribal populations and a host of other factors. For in-
stance, in the state of Karnataka, the official statistics reveal that during 2010 there 
were 110,000 dropout children in the seven Educationally Backward Districts 
within the state despite intensive efforts made by the Department of Education to 
bring out of school children back to school Sarva Shiksha Abhiyan (SSA) (n.d.). 
 

 
Figure 1: Average Dropout Rate at Primary Level. Source: NUEPA (2012) and 
NUEPA (2013) 
 
In absolute terms, the Government of India has made huge financial investments 
in the education sector. In this regard, the government approved an outlay of Rs. 
710 billion for its flagship elementary education programme, Sarva Shiksha Ab-
hiyan (SSA) in the 11th Five Year Plan. Considering the increased requirements 
the implementation of the RTE Act would require, the government approved an 
outlay Rs. 231 billion for the combined RTE-SSA programme. This increased out-
lay was for a five-year period from 2010-11 to 2014-15, to be shared between the 
central government and the state governments on a 65:35 ratio. The Finance Min-
istry allotted Rs. 255.55 billion for the RTE-SSA programme for 2012-13 (MHRD 
2011a). Despite such huge allocations, the share of education as percentage of 
GDP has remained very low. 
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It would be interesting to see a snapshot of the development of primary 
education in India. During pre-independent India, the scion of Indian politics, the 
revered Mahatma Gandhi had mooted the idea of providing all children with Basic 
Education, which holds a unique place in the history of elementary education in 
India. It was popularly known as Wardha Scheme, which would in essence, pro-
vide three R’s in addition to teaching them a vocational skill, thereby inculcating 
dignity of labour among the children (KKHSOU 2011). 

The scheme of basic education formulates the following proposals: 
 

 Free, universal and compulsory education should be provided for all boys 
and girls between the ages of 7-14. 

 This education should be imparted in the mother-tongue of the child. 
 All education should centre round some basic craft chosen with due re-

gard to the capacity of children and the needs of the locality. The com-
mittee suggested spinning and weaving, card-board and wood work, 
leather work, kitchen-gardening, agriculture and fishery as obviously 
suitable crafts. 

 The selected craft should be both taught and practised so that the children 
are able to produce articles which can be used and may be sold to meet 
part of the expenditure on the school. 

 This craft must not be taught mechanically but its social and scientific 
implications were to be studied side by side. 

 In this craft-cantered education all the subjects to be taught were to be 
integrally related to the selected craft or the child’s physical and social 
environment. 

 
The concept of Basic Education as an educational theory and practice is unique 
and unquestionable. But its implementation is far from satisfactory. The Education 
Commission 1964-66, known as Kothari Commission fully recognised the im-
portance of Basic Education and incorporated in its recommendations many of the 
fundamental features of basic education. Work experience, community living, so-
cial service, integration of academic knowledge with experience, Vocationalisa-
tion of Education, education for moral and spiritual values have been recom-
mended by the Kothari Commission (NCERT 1970). The UNESCO Commission 
on Education in its report known as ‘Learning to be’ has adopted the term ‘Basic 
Education’ for primary education and emphasised that “education must cease be-
ing confined within school house walls, and many forms of social and economic 
activity must be used for educational purposes.” (Faure et al. 1972) 
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National Policy on Education Committee of Members of Parliament was 
constituted by the Government of India in 1967 to consider some of the recom-
mendations of the Kothari Commission. The relevant ones are reproduced below: 
 

1. Work experience should be an integral part of general education at the 
school stage. Work with hands will help the young to develop insights 
into productive processes and use of science and inculcate in them respect 
for manual labour and habits of hard and responsible work. 

2. There should be a broadly uniform educational structure in all parts of the 
country. The first step is to create the Ten Year School providing a com-
mon pattern of general education for all children. The national policy 
should be to ultimately make this period of ten years free and compulsory 
for all children. 

 
The National Policy of 1968 marked a significant step in the history of education 
in post-Independence India. It aimed to promote national progress, a sense of com-
mon citizenship and culture, and to strengthen national integration. It laid stress 
on the need for a radical reconstruction of the education system, to improve its 
quality at all stages, and gave much greater attention to science and technology, 
the cultivation of moral values and a closer relation between education and the life 
of the people. This idea was taken forward by the 'Kothari Commission' (1964–
66), which suggested introduction of 'work experience' in education. Subse-
quently, after the recommendations of 'Ishwarbhai Patel Committee' (July 1977), 
which first coined the term 'Socially Useful Productive Work' or SUPW, the sub-
ject was first introduced to the school curriculum in 1978, by Ministry of Educa-
tion, Government of India (Naik 1997). 

Perhaps the most notable development has been the acceptance of a com-
mon structure of education throughout the country and the introduction of the 
10+2+3 system by most states. This system includes ten years of high school learn-
ing followed by two years of pre-university education and a further three years at 
degree level. In the school curricula, in addition to laying down a common scheme 
of studies for boys and girls, science and mathematics were incorporated as com-
pulsory subjects and work experience assigned a place of importance. 

Work experience, viewed as purposive and meaningful manual work, or-
ganised as an integral part of the learning process and resulting in either goods or 
services useful to the community, is considered as an essential component at all 
stages of education, to be provided through well-structured and graded pro-
grammes. It would comprise activities in accordance with the interests, abilities 
and needs of students, the level of skills and knowledge to be upgraded with the 
different stages of education. This experience would be helpful on their entry into 
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the workforce. Prevocational programme provided at the lower secondary stage 
was to also facilitate the choice of the vocational courses at the higher secondary 
stage (see chapter 3). 

The evolution of elementary education system in India is interspersed 
with several new policy initiatives. A National Policy on Education addressing all 
levels of education took shape in 1986 and subsequently, the Programme of Action 
(POA) for the Policy was brought out in 1992. The National Policy on Education, 
1986 and the POA 1992 envisaged free and compulsory education of satisfactory 
quality for all children below 14 years (MHRD 1986). There are mainly three 
streams in school education in India. Two of these are coordinated at the national 
level, of which one is under the Central Board of Secondary Education (CBSE) 
and was originally meant for children of central government employees who are 
periodically transferred and may have to move to any place in the country. A num-
ber of ‘central schools’ (named Kendriya Vidyalayas) have been established for 
the purpose in all main urban areas in the country, and they follow a common 
schedule so that a student going from one school to another on a particular day 
will hardly see any difference in what is being taught (Siqueira 2015). Kendriya 
Vidyalayas admit other children also if seats are available. All of them follow text-
books written and published by the National Council for Educational Research and 
Training (NCERT). In addition to these government-run schools, a number of pri-
vate schools in the country follow the CBSE syllabus though they may use differ-
ent text books and follow different teaching schedules. They have a certain amount 
of freedom in what they teach in lower classes. 

At the national level, the NCERT plays a key role in developing policies 
and programmes, and also responsible for developing a National Curriculum 
Framework. Each state has its counterpart called the State Council for Educational 
Research and Training (SCERT). These are the bodies that essentially propose 
educational strategies, curricula, pedagogical schemes and evaluation methodolo-
gies to the state department of education. The SCERTs generally follow guidelines 
established by the NCERT. But the states have considerable freedom in imple-
menting the education system (NCERT 2011). 

The second central scheme is the Indian Certificate of Secondary Educa-
tion (ICSE). Both the CBSE and the ICSE councils conduct their own examina-
tions in schools across the country that are affiliated to them at the end of ten years 
of schooling (after high school) and again at the end of twelve years (after higher 
secondary). Besides these, there are purely State Government-run schools, Gov-
ernment-aided schools and purely Private Schools which are all affiliated to the 
State Education Department. 

To give fillip to the constitutional obligation of providing free and com-
pulsory elementary education for all children in the age group of 6-14 years, and 
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for purposes of equity and quality, as well as an outcome of the World Conference 
on Education For All by all countries in Bangkok in 1990, wherein the Heads of 
States affirmed this provision, Education For All (EFA), came into effect in 1994 
(UNESCO 1990). 

In the Indian context EFA would imply: 
 

1. Expansion of early childhood care and development activities including 
family and communities, especially for poor, disadvantaged and children. 

2. Universal Elementary Education (UEE), viewed as a composite pro-
gramme of access to elementary education for all children up to 14 years 
of age; universal participation till they complete the elementary stage 
through formal or non-formal education programme; and universal 
achievement of at least the minimum levels of learning. 

3. Drastic reduction in illiteracy, particularly in the age group of 15-35, 
bringing the literacy level in this age group at least to 80% in each gender 
and for every identified disadvantaged group, ensuring that the levels of 
three R’s are relevant to the living and working conditions of the people. 

4. Provision of opportunities to maintain, use and upgrade their education, 
and provision for the facilities for developments of skills, to all persons 
who are functionally literate and those who have received primary edu-
cation through the formal and non-formal channels. 

5. Creation of necessary structure and setting in motion processes which 
would empower and make education an instrument of women’s equality. 

6. Improving the content and process of education, people’s culture and 
their living and working conditions, thereby enhancing their ability to 
learn and cope with problems of livelihood and environment (Shirname 
2007). 

 
The Centrally-Sponsored Scheme of District Primary Education Programme 
(DPEP) was launched in 1994 as a major initiative to revitalise the primary edu-
cation system and to achieve the objective of universalization of primary educa-
tion. Under the programme parameters, investment per district was limited to Rs. 
0.40 billion over a project period of five to seven years. There was a ceiling of 
33.3% on civil works component and 6% on management cost. The remaining 
amount was required to be spent on quality improvement activities. DPEP was an 
externally aided project. 85% of the project cost is met by the Central Government 
and the remaining 15% was shared by the concerned State Government. The Cen-
tral Government share was resourced through external assistance. 
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Currently, SSA is implemented as India's main programme for universal-
izing elementary education. Its overall goals include universal access and reten-
tion, bridging of gender and social category gaps in education and enhancement 
of learning levels of children. SSA provides for a variety of interventions, includ-
ing inter alia, opening of new schools and alternate schooling facilities, construc-
tion of schools and additional provisioning for teachers, periodic teacher training 
and academic resource support, textbooks and support for learning achievement. 
These provisions need to be aligned with the legally mandated norms and stand-
ards and free entitlements mandated by the RTE Act in 2011 (MHRD 2011b). 

The RTE Act makes education a Fundamental Right of every child be-
tween the ages of six and 14 and specifies minimum norms in elementary schools. 
It requires all private schools to reserve 25% of seats to children (to be reimbursed 
by the state as part of the public-private partnership plan). Kids are admitted in to 
private schools based on caste based reservations. It also prohibits all unrecognised 
schools from practice, and makes provisions for no donation or capitation fees and 
no interview of the child or parent for admission. The act also provides that no 
child shall be held back, expelled, or required to pass a board examination until 
the completion of elementary education. It provides for children's right to an edu-
cation of equitable quality, based on principles of equity and non-discrimination. 
Most importantly, it provides for children's right to an education that is free from 
fear, stress and anxiety. 
 
 
 Prevocational Education 

 
Skill development initiatives at the primary and upper primary level in India are 
yet to fully take off in an organised manner (see chapter 3). As mentioned else-
where, the importance of providing basic education along with introducing the 
child to vocational skill was recognised during pre-independent India, mooted by 
the Father of the Nation Mahatma Gandhi and holds a unique place in the history 
of elementary education in India. The Wardha Commission of 1937 gave a con-
crete shape to this scheme, which would in essence provide three R’s in addition 
to teaching them a vocational skill, thereby inculcating dignity of labour among 
the children. National Policy on Education Committee of Members of Parliament 
was constituted by the Government of India is 1967 which, inter alia, mentioned 
that work experience should be an integral part of general education at the school 
stage. This thought was clearly enunciated by Gandhiji’s pedagogy of Nai Talim 
(the new exercise) as long back as 1937 thus, 
 

“Traditional and colonial forms of education had emphasized literacy and abstract, text-
based knowledge which had been the domain of the upper castes. Gandhi's proposal to 
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make handicrafts the centre of his pedagogy had as its aim to bring about a ‘radical re-
structuring of the sociology of school knowledge in India’ in which the 'literacies' of the 
lower castes—‘such as spinning, weaving, leatherwork, pottery, metal-work, basket-making 
and book-binding’ - would be made central.” (Sykes 1988) 

 
Work with hands will help the young to develop insights into productive processes 
and use of science and inculcate in them respect for manual labour and habits of 
hard and responsible work. Despite adhering to the avowed philosophy of dignity 
of labour as well as the importance of work experience at the primary educational 
level, no significant strides were made to carry forward this initiative in the later 
years. 

Interestingly, Gandhiji’s vision of basic education was not accepted as 
the post-independent Indian Government’s vision of Nehru, of an industrialized, 
centrally planned economy had no place for 'basic education' or self-supported 
schools, rather it reflected the “vision of a powerful and growing class of industri-
alists, their supporters in politics and intellectuals with high qualifications in dif-
ferent areas, including science and technology.” (Kumar 1993) Finally, 
 

"The implementation of Gandhi’s plan could not survive the ‘development decade’ of the 
1960s when the Indian economy and its politics entered into a new phase featuring the 
penetration of Indian agriculture by the advanced economies of the West and the centrali-
zation of power." (Kumar 1993) 

 
Kothari Commission Report suggested to relate education to work and recom-
mended vocational education for both lower and higher secondary stage. 
 

“We visualize the future trend of school education to be towards a fruitful mingling of gen-
eral and vocational education containing some elements of prevocational, technical educa-
tion and vocational education, in its turn, having all elements of general education. In the 
kind of society in which we will be living increasingly in the coming years a complete sep-
aration between the two will be not only undesirable but impossible.” (Aggarwal 1993) 

 
Though significant steps were taken through several initiatives in the area of pri-
mary education including Operation Black Board, DPEP etc., no efforts were 
made to mount a well-planned scheme of prevocational educational component at 
the primary and upper primary level. 

The exception in this regard is the programme of Kasthurba Gandhi Bal-
ika Vidyalaya (KGBV) a scheme introduced under the SSA. The KGBV was in-
troduced by the Government of India in August 2004, and then integrated in the 
SSA programme, to provide educational facilities for girls belonging to Scheduled 
Castes (SC), Scheduled Tribes, Other Backward Classes (OBC), minority com-
munities and families below the poverty line in Educationally Backward Blocks. 
Among these blocks, schools may be set up in areas with: 
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 concentration of tribal population, with low female literacy and/or a large 
number of girls out of school; concentration of SC, OBC and minority 
populations, with low female literacy and/or a large number of girls out 
of school; 

 areas with low female literacy; or 
 areas with a large number of small, scattered habitations that do not qual-

ify for a school 
 
A total of 2,573 KGBVs have been sanctioned so far across the country. A very 
small financial allocation is made for vocational education under KBGV to the 
tune of a mere Rs. 50,000 for a school of 100 girls and Rs. 30,000 per school with 
less than 100 girls (MHRD 2007). 

Nevertheless, the need for prevocational education at the secondary edu-
cational level has gained considerable attention. In pursuance of the provisions in 
the National Policy of Education 1986 and recommendations of various commit-
tees, the CBSE has made provision of Pre-Vocational Education in its scheme of 
studies with effect from the academic session 1995-96 of class IX (CBSE 2002). 

The objectives of Pre-Vocational Education are: 
 

 To impart training in simple marketable skills to students in classes IX & 
X. 

 To develop vocational interests and aptitudes in enhancing productivity 
and to allow for self-exploration of vocational preferences. 

 To facilitate the students in making choice of vocational courses at the 
higher secondary level. 

 To prepare students for participation in work-experience as a desired di-
mension of academic education and 

 To inculcate healthy values related to work culture. 
 
The main features of the scheme of Pre-Vocational Education are as follows: 
 

1. Pre-Vocational Education may be offered in lieu of Work Experience. 
2. Minimum six periods per week will be allotted for Pre-Vocational Edu-

cation. 
3. Pre-Vocational Education will be introduced only in the schools where 

vocational course at pre-university stage are being offered and the regular 
infrastructure facilities are available for the chosen course. 

4. After completion of Pre-Vocational at lower secondary stage the pass 
outs should attain marketable skills in the course concerned. 
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5. Pre-Vocational Education is being offered only in selected schools on an 
experimental basis. Hence prior approval from the board is essential be-
fore starting a Pre-Vocational Course. 

6. The scheme of assessment is similar to that of Work Experience. The 
evaluation in classes IX and X will be done by the schools. However the 
grades awarded by the schools in class X will be reflected in the Board’s 
Certificates with the title of the course concerned. The National Capital 
Territory of Delhi and Chandigarh Administration have expressed their 
willingness to introduce the following Pre-Vocational Trades in some of 
their selected schools form the academic session 1995-96. The major 
courses introduced in these schools include the following: 

- Basic Office Procedures 
- Basic Computer Practices 
- Basic Accountancy Procedures 
- Fruit & Vegetable Preservation 
- Basic Bakery 
- Basic Confectionery 
- Basic Electronics 
- Air-conditioning & Refrigeration 
- Repair of Electrical Domestic Appliances 
- Textile Printing Technology 
- Textile Silk Screen Printing Technology 
- Cutting & Tailoring 
- Skin Care & Beauty Culture 
- Automobile 
- Food Preparation & Services 
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 Conclusions 
 
The coverage of Vocational Education in India remains extremely small (Gross 
Enrolment Rate at secondary level is only 57%), and only 3% of secondary school 
children are enrolled in the vocational stream. Despite the fact that the 11th Five 
Year Plan spoke about doubling the number of schools offering Vocational Edu-
cation, there has been almost no change in the ground situation in this regard. In 
addition, serious question marks remain over its quality and its relevance for 
equipping school-children for the world of work. Yet, the fact that nearly 10,000 
secondary schools offer the vocational streams, and have the infrastructure in place 
spread throughout the country, they must be used effectively to spread the skill 
base of workers in the unorganised sector. 

The industrial and labour market trends clearly indicate the necessity of 
strengthening of vocational education in India. The introduction of vocational ed-
ucation at secondary level through bivalent schools and Sector Skill Council (SSC) 
will enable us to broaden the vocational education base at secondary level of edu-
cation. 

A clear pathway for vocational students to enter higher education streams 
is the way to move forward. Framing of vocational qualification framework, in-
troduction of vocational degrees and setting up of a Vocational University with 
polytechnics, community colleges, Community Polytechnics and other Vocational 
Education Programmes in affiliated colleges are some of the recommendations 
which require further deliberation. 

The poignant goal of the present government, ‘Make in India’ which in-
cludes major new initiatives designed to facilitate investment, foster innovation, 
protect intellectual property, and build best-in-class manufacturing infrastructure 
(GoI 2015) further necessitates the revamping of the educational system through 
institutionalizing professionally planned skill development education programmes 
at the primary and upper primary level itself. Further parallel activities and cam-
paigns of environment building including awareness programmes through inten-
sive use of media, coupled with cultural activities such as street plays, skits needs 
to be organised on a priority basis. Overarching these efforts will invariably be a 
clear focus on ensuring quality in planning and implementation along with a robust 
monitoring of tasks taken on hand. 

The major weakness of the present education system is the dysfunctional 
linkage between education and the world of work. It must be mentioned that prep-
aration for the world of work must begin at an early stage of child’s educational 
journey. The preparatory knowledge acquired at this stage would be the stepping 
stone for gaining advanced skill education at secondary and higher levels. It is a 
paradox that acquisition of skill at the primary and upper primary levels, which 
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was propounded as a an important part of the educational policy through such ef-
forts as Wardha Commission, promotion of Gandhiji’s pedagogy of Nai Talim, 
among others, the deluge of the Western educational philosophy and the priority 
placed on rapid industrialization as the avowed need of the hour struck a major 
blow to prevocational education in India and its impact is felt even today. So much 
so, the realization of the need for skill development is yet to take shape among 
planners and administrators of educational programme. 

It is clear that the extent of priority given to skill development at primary 
and upper primary level is quite poor. The priority and focus so far is more on 
development of formal education system while prevocational education has not 
received its due attention. This is also evident by the fact that there has been sig-
nificant dependence on multi-donor agencies such as World Bank, for raising re-
sources to support formal primary and secondary education. This lopsided priority 
on formal education has resulted in poor financial allocations for development of 
prevocational education at the primary educational level. This is also borne out by 
the fact that prevocational education at the primary education level has not re-
ceived its due recognition in the Five Year Plans though a good deal of attention 
is given to skill development at the secondary and higher education levels. Thus, 
dependence on only the formal education route puts undue pressure among the 
student community to aspire for higher education. It is thus imperative that a well-
thought out strategy needs to be evolved to identify various aptitudes among stu-
dents at the primary and upper primary education levels and stream them into ap-
propriate vocational realms. Towards this end, there is a felt need for bringing 
awareness among parents, teachers and other stakeholders along with the commu-
nity at large to sensitize the need for exposure of students to learning vocational 
skills at the primary level. In this regard, effective use of all media and social me-
dia networks needs no overemphasis. A critical aspect in this regard the urgent 
need for identifying, recruiting and training appropriate levels of teachers and in-
structors. Needless to mention, ultimately without a well-orchestrated effort in-
cluding all the above aspects, one cannot aspire to build a professionally skilled 
work force. Perhaps the thoughts of Gandhiji on the philosophy of education is 
best borne by his following saying, 
 

"By education I mean an all-round drawing out of the best in child and man-body, mind 
and spirit. Literacy is not the end of education nor even the beginning. It is only one of the 
means by which man and woman can be educated. Literacy in itself is no education. I would 
therefore begin the child's education by teaching it a useful handicraft and enabling it to 
produce from the moment it begins its training.” (Gandhi 1937) 
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 Abstract 

 
Secondary education is, perhaps, the most important part of an individual’s edu-
cation as it is during these years that a student decides what she is going to take up 
for further education and how she is going to earn her daily bread. The present 
chapter examines the pre-vocational, secondary and higher secondary education 
system in India and discusses how it prepares the student for the world of work. 
The chapter focuses on the vocational training that is imparted during the four 
years of secondary (including pre-vocational education) and higher secondary ed-
ucation. The changing trend of vocational education at the secondary level of In-
dian education system is described. A description of the current state of vocational 
education at secondary level, different institutes/government agencies offering vo-
cational courses, curriculum followed by different agencies, teaching methodol-
ogy used, assessment methodology and certification pattern is provided. In-depth 
analysis of the problems faced and recommendations for the future are presented. 

Keywords: Vocational education; secondary level; senior secondary 
level; preparation for work; Indian context. 
 
 
 Introduction 

 
Education is not only an instrument of enhancing efficiency but is also an effective 
tool of widening and augmenting democratic participation and upgrading the over-
all quality of individual and societal life. Secondary education is, perhaps, the most 
important part of an individual’s education as it is during these years that a student 
decides what she is going to take up for further education and how she is going to 
earn her daily bread. The years a student spends obtaining secondary education 
are very crucial for her development and are instrumental in deciding the course 
of her future life. In the Indian system of education, the students continue educa-
tion on a single academic track until primary education (standard 8). As they enter 
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secondary education phase (standards 9 and 10), they are provided an exposure to 
work education through pre-vocational courses. When they enter higher secondary 
education phase (standards 11 and 12), they have an option of either adopting an 
academic (technical) track of education or a vocational track that prepares them 
for work immediately. The aim of the academic track is to prepare an individual 
for a professional career, whereas the vocational track aims to prepare the student 
for work immediately after she completes her education. Given the focus of this 
chapter (and the book) is on how education system prepares the student for work, 
we have limited the scope of this chapter to vocational education made available 
through the secondary and higher secondary education system existing in India. 

The present chapter is structured as follows. The next section provides 
information on the current scenario of vocational education in India. Section 3 lists 
out the objectives for vocational education and training in India. Sections 4, 5, 6, 
and 7 provide details about the agencies offering vocational education in India, 
details about how vocational education is funded and the pre-vocational and vo-
cational curriculums. Section 8 represents the teaching methodology. Section 9 
presents a summarization of the chapter listing out our reflections on the problems 
faced by the Indian vocational education system and some recommendations to 
improve it. 
 
 
 Current Scenario of Vocational Education in India 

 
3.1 Education System in India 
 
The present education system in India mainly comprises of primary education, 
secondary education, higher secondary education and higher education. Elemen-
tary education consists of eight years of education. Each of secondary and higher 
secondary education consists of two years of education. Included in the secondary 
education is the pre-vocational education. This can be defined in two different 
directions. On the one hand pre-vocational education is basically included in the 
secondary education with labour market qualification courses. On the other hand 
it is a vocational and employment preparation (in the international context) which 
prepares students for the world of work. A deeper understanding of pre-vocational 
education will be given in chapter 7. 

Higher education in India starts after passing the higher secondary edu-
cation or the 12th standard. Depending on the stream, doing graduation in India 
can take three to five years. Post graduate courses are generally of two to three 
years of duration. After completing post-graduation, scope for doing research in 
various educational institutes also remains open (see chapter 6). 
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Secondary and higher secondary education are important stages in the 
system of general education because it is at these points that the youth decide on 
whether to pursue higher education, opt for technical training or join the workforce 
(Planning Commission 2013). The secondary stages (secondary; higher second-
ary) of education consists of grades 9-12 (14-17 age). India has more than one 
hundred thousand secondary and higher secondary schools serving more than 30 
million students (Cheney et al. 2005). These schools are affiliated with central or 
state boards. While secondary education is conducted in schools, higher secondary 
education is conducted either in schools or junior colleges. The three national level 
education boards are: Central Board of Secondary Education (CBSE), the Council 
for the India School Certificate Examinations (CISCE) and the National Institute 
of Open Schooling (NIOS) for distance education. Each state also has a State Ed-
ucation Board. 

Majority of students in India exit school after 10th (age 15) and join the 
workforce due to socio-economic conditions and hence it is imperative to offer 
courses that would help them be better prepared for the world of work and to de-
velop skills they can use to find better job prospects (Planning Commission 2013). 
Currently, as a part of the school curriculum, vocational education starts at the 
higher secondary stage and is run as a distinct stream parallel to the academic 
stream. In addition to this the Ministry of Labour and Employment (MoLE) runs 
numerous government and private run Industrial Training Institutes that help 
youth, women and disadvantaged group acquire employable skills and plays a ma-
jor role in developing high quality workforce. 
 
 
3.2 Status of Vocational Education in India 
 
Vocational education and training (VET) has been the blind spot of the central and 
state governments as well as the MoLE for the past six decades. According to the 
National Sample Survey Data 66th Round, number per 1,000 for age group 15-19 
who received vocational training was 44 and even in this only 14 received formal 
vocational training and the rest fell in the category of non-formal vocational train-
ing. Further, it was noticed that 36% in rural areas and 24% in urban areas reported 
that the training was not helpful in finding a job (Government of India 2013). Ac-
cording to the eleventh planning commission report, even on an international level, 
India shows significantly low enrolment rates compared to other countries like 
China, USA, Russia and Germany and the proportion youth receiving formal vo-
cational training is only about 2% as compared to 60 to 96% in other industrialized 
countries (Planning Commission 2008). A World Bank report on skill develop-
ment in India mentions that the major problem areas in Indian vocational education 
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and training are: lack of sufficient private sector participation in the management 
of institutions and curriculum, lack of proper funding model, and a strong mis-
match between the labour market and the courses offered (World Bank 2008). 
From a sociological perspective vocational education has been considered only 
suitable for students whose potential for academic courses are poor (Kumar 2009). 
This perception also constitutes a major challenge for planning and progress of 
VET. 

However, in the recent years the government has taken many positive 
steps in improving the vocational education scenario in India. The 11th planning 
commission (2007-12) launched a major ‘skill development mission’ that was fo-
cused on developing VET programs to improve employment opportunities and 
impart relevant skills sets to self-employed, especially in the rural and unorganised 
sector. This drive made provision for development of VET through up-gradation 
of country’s Government-run Industrial Training Institutes (ITI) and private sector 
ITIs. The centrally sponsored scheme of Vocationalisation of secondary educa-
tion, that provides diversification of educational opportunities, was also thor-
oughly revised in the 11th five-year plan (Planning Commission 2008). 

Another scheme that plays an important role in developing VET in India 
is the ‘Vocationalisation of Secondary Education’ initiated by the Ministry of Hu-
man Resource Development (MHRD) targeting formal school education in India. 
It was introduced to equip students of secondary and higher secondary classes with 
skills and competencies necessary to be able to enter the world of work. This 
scheme has proposed to expand vocational education from 9,619 schools covering 
1 million students to 20,000 schools and an intake capacity of 2.5 million and to 
make vocational education available in schools from grade 9th instead of grade 11th 
(Goel 2009). The main objectives of this scheme are: 
 

1. Diversification of educational opportunities so as to enhance individual 
employability; 

2. Reduce the mismatch between demand and supply of skilled manpower; 
and 

3. Act as an alternative for those pursuing higher education. 
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 Main Agencies Offering Vocational Education and Training 
 
VET programs are targeted at creating employment opportunities and imparting 
suitable skills for self- employment, particularly in the rural and unorganised sec-
tor (Agarwal 2013). There are numerous agencies providing vocational training at 
different levels in India. These agencies can be broadly classified under two cate-
gories: agencies providing vocational education as a part of school education and 
agencies providing vocational education outside school education. Given below is 
a brief description of these agencies.  
 
 
4.1 Vocationalisation of Secondary Education 
 
The centrally sponsored scheme of Vocationalisation of secondary education was 
launched in year 1988 by the MHRD. This scheme provides vocational education 
instruction in secondary schools and is considered an alternative to the general 
stream of education in schools. It also provides broad guidelines with respect to 
management structure, curriculum design, infrastructure development, vocational 
surveys, instructional material, teachers and their training, school-industry link-
age, examination and certification, and other aspects. This scheme offers 150 dif-
ferent vocational courses of two year duration at the higher secondary level i.e. XI 
and XII. According to the Planning Commission of India there are now about 
9,583 schools offering courses in the broad areas of agriculture, business and com-
merce, engineering and technology, health and paramedical, home science and 
science and technology covering about one million students (Planning Commis-
sion 2008). 

This scheme is implemented through education boards at Centre, State, 
and Union Territories (UT). At the national level, the CBSE, is implementing this 
scheme at the higher secondary level as a distinct vocational stream. Under this 
scheme, CBSE offers 34 vocational courses consisting of 107 subjects in its about 
500 governments and government aided schools across the country (MHRD 
2014b). CBSE is also making efforts to introduce more such courses in collabora-
tion with relevant industry/organisation, and has facilities for joint certification. 
As per the 12th planning commission (2012-2017), the scheme of Vocationalisa-
tion of Secondary Education will be subsumed under the Rashtriya Madhyamik 
Shiksha Abhiyan (RMSA). However, the funding pattern would remain the same 
and the scheme would be implemented from the secondary stage instead of higher 
secondary stage (Planning Commission 2013). 
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4.2 Industrial Training Institutes (ITIs) and Industrial Training Centres 
(ITCs) 

 
Vocational training outside school education is the primary responsibility of Di-
rector General of Employment and Training (DGET) in the MoLE at the national 
level. This is the nodal department responsible for formulating policies, laying 
down standards, and conducting trade testing and certification in the field of vo-
cational training. At the State level, the State level DGET are responsible for vo-
cational training programs. The training is provided through two different schemes 
– Apprenticeship Training Scheme (ATS) and Craftsmen Training Scheme (CTS). 

The ATS under the Apprenticeship Act 1961 provides on the job training 
in various private and public firms. Period of training varies from six months to 
four years. Currently there are about 28,500 industrial establishments belonging 
to both engineering and non-engineering trades, providing apprenticeship which 
is quite low compared to the total number of industrial establishments in India. 
Also there are only 211,000 trade apprentices undergoing apprenticeship training 
against 359,000 apprenticeship seat (Government of India 2014a). 

Craftsmen training is provided in ITIs. These ITIs are either government 
run or managed privately. As of March 2014, there were about 10,750 ITIs with a 
seating capacity of 1,523,000 imparting training in 133 trades (Government of In-
dia 2014a). Out of the total ITIs, 2,274 institutes were government run and 8,475 
were managed privately. The DGET, under MoLE, has taken up scheme for up-
grading 500 Existing ITIs. The first 100 ITIs are being upgraded through domestic 
resources and have been named Centre of Excellence and the remaining 400 ITIs 
have been partially funded by World Bank. (see chapter 4). 

These courses are open to who have passed either standard 8 or 10 de-
pending on the trade and are of one or two years duration (long-term courses) or 
two till 3 months (short-term courses), which varies from course to course (Plan-
ning Commission 2008). The resource persons for the program may be drawn from 
rural engineering departments of state governments, faculty of engineering col-
leges, polytechnics institutes and ITIs (Goel 2009). 
 
 
4.3 Other Agencies Offering Short Vocation Training Courses 
 
Other than DGET there are a number of other ministries and agencies that offer 
vocational training in their specific sectors at the secondary level. A few of them 
include Ministry of Health, Rural Development, Agriculture, Textiles etc. and 
agencies like NIOS and Jan Shikshan Sansthan (JSS) (see chapter 12). 
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In addition, there are 1,244 polytechnics under the aegis of the MHRD 
with a capacity of over 295,000 offering three-year diploma courses in various 
branches of engineering with an entry qualification of 10th pass (Planning Com-
mission 2008) (see chapter 5). Table 1 presents a summary of various programs 
and institution providing vocational education and training programs at secondary 
level. The unorganised sector that constitutes about 93% of the workforce is not 
supported by any structural system of acquiring or upgrading skills (Planning 
Commission 2008). By and large, skill formation takes place through informal 
channels like family occupations, on the job training under master craftsmen with 
no linkages to the formal education training and certification. Training needs in 
this sector are highly diverse and multi skill-oriented. Many efforts for imparting 
training through Swarnjayanti Gram Swarojgar Yojana (SGSY) – (Self-Employ-
ment Program), Prime Minister Rozgar Yojna (PMRY) – (Prime Minister Em-
ployment Scheme), Khadi and Village Industries Commission (KVIC), Krishi 
Vigyan Kendra (KVK) – (Agriculture Research Stations) and JSS – (People’s Ed-
ucation) are also in place (Planning Commission 2008) (see chapter 12). 
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Ministry Schemes/Programs/Institutions hav-
ing provision for Vocational 
Education and Training Program at 
secondary level 

Eligibility 

Human Resource De-
velopment 

Vocationalisation of Secondary Educa-
tion 

Students having passed 
10th 

Human Resource De-
velopment 

Polytechnics + Institutions for diploma 
in pharmacy, hotel management, archi-
tecture 

Students having passed 
10th 
 

Human Resource De-
velopment 

Community Polytechnic Scheme Poorer section of society 
 

Human Resource De-
velopment 

Jan Shikshan Sansthan (Vocational 
Training Centres run by NGOs) 

Disadvantaged groups 15-
35 years 
 

Human Resource De-
velopment 

NIOS – Distance Vocational Education 
Programs (Practical Training through 
Accredited Vocational Institutes (AVIs) 

5th, 7th, 8th & 10th pass 
 
 

Ministry of La-
bour(DGET) 

Craftsmen Training Scheme 8th, 10th, 12th pass 
 

Ministry of La-
bour(DGET) 

Apprenticeship Training Scheme 8th, 10th,12th pass 
 

Department of Tour-
ism 

Food Craft Institutes under State Gov-
ernment 

10th pass 
 

Ministry of Tribal Af-
fairs 

Vocational Training Centres in tribal ar-
eas 

Tribal youth 
 

Department of Woman 
& Child Development 

Kishori Shakit Yojana 
 

Adolescent Girls 

Table 1: Institutions Providing Vocational Education and Training at Secondary 
and Higher Secondary Levels. Source: Goel (2009), MHRD (2014b), DGET 
(2014) 
 
 
 Funding of Vocational Education 

 
5.1 Structure of Funding 
 
The present VET system in India is heavily dependent on public funding. Few 
places where private funding exists are in-house training or in-kind contributions 
(Pillay 2014). Funding for the various vocational training programs are shared by 
the central and the state governments. The central government provides 100% as-
sistance for the following components: apprenticeship training, district vocational 
surveys, textbook development workshops, instructional material subsidy, re-
source persons training, workshop/laboratory building, equipment to schools, 
teacher training courses and curriculum development workshop and 50% assis-
tance for the following five components: vocational wings of State Directorates of 
Education, State Council for Education Research and Training (SCERT), district 
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vocational wings, provision of raw material/contingency funds and field visits by 
students (Planning Commission 2013). In addition to this the centre provides 75% 
of the expenditure on vocational school staff while the state governments fund the 
remaining 25%. The states have to completely finance the expenditure on conduct-
ing examinations and providing vocational guidance. 
 
 
5.2 Vehicles of Funding for Vocational Training 
 
The major funding for vocational education comes from union budget allocation 
to different vocational education and training schemes and very little from private 
organisations. Two important government agencies that predominantly contribute 
to vocational education and training at secondary level are DGET under MoLE 
and the MHRD with its Vocationalisation of Secondary Education. There are also 
small budget allocations for vocational training to other ministries which conduct 
training programs in their respective areas. The budget allocation for the scheme 
of Vocationalisation of Secondary Education for the year 2013-2014 was Rs. 
720.9 million (Government of India 2014b) and that for the training aspect of 
DGET was Rs. 8.2 billion (Government of India 2014c). 
 
 
 Curriculum 

 
Different agencies offering VET have their own curriculum which is designed by 
an in-house curriculum development unit. Two important ministries providing 
VET in India are MHRD and MoLE. Given below are the curriculum details for 
both. 
 
 
6.1 Curriculum under Ministry of Human Resource Development 
 
Currently vocational education is provided in schools only at the higher secondary 
stage, and here too it is restricted to a distinct stream parallel to the academic 
stream. The Pandit Sundarlal Sharma Central Institute of Vocational Education 
(PSSCIVE), under the National Council of Education Research and Training 
(NCERT), develops the curriculum for school level vocational education program 
under the Vocationalisation of Secondary Education Scheme. It also provides re-
search and development, and training support to key stakeholders from states/UT. 
The institute draws up the curriculum in the major areas of agriculture, business 
and commerce, engineering and technology, health and para-medical services, 
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home science etc. for courses of one to two years’ duration for adoption by differ-
ent SCERT (Planning Commission 2013). 

CBSE, which is implementing the Vocationalisation of secondary educa-
tion scheme at the national level, has collaborated with PSSCIVE for developing 
curriculum for its vocational education stream. A detailed description of voca-
tional curriculum under CBSE is given below: 
 
 
6.1.1 Higher Secondary Curriculum for Vocational Stream (Class XI and XII) 
 
The main objective of the vocational education program offered by CBSE is to 
develop skilled manpower through diversified courses that could meet the human 
resource requirement of various sectors and to prepare youth for the world of work 
through a large number of self-employment oriented courses. It has integrated ac-
ademic and vocational education into a single programme to provide the best cur-
ricular and pedagogical practices for students so that they may have perfect link-
ages with world of work. Table 2 and Table 3 respectively give the scheme of 
studies and examples of courses implemented in the vocational stream of higher 
secondary schools. Currently, CBSE is offering 40 vocational courses consisting 
of 100 subjects in 313 affiliated schools in India and eleven schools in five coun-
tries, with coverage of approximately 37,095 students (CBSE 2014). 
 

S.No. Name of the Subject Period/week Maximum Marks 
1 Language 1 (English) 7 100 
2 Two Subjects from Academic Stream (Sci-

ence/Commerce/ Humanities) 
7+7 100 each 

3 Two papers from any of the 34 vocational 
courses 

8+8 100 

4 One optional additional subject from either aca-
demic stream or vocational stream 

7 100 

5 Work integrated learning On the job 
exposure 60 
hours for 
level 1&2 
and 120 
hours for 
level 3&4 

- 

6 Personality Development and Soft Skills 2 - 
Total 6 500(compulsory)+ 

100 (Optional) 
Table 2: Scheme of Studies for Higher Secondary School (Vocational Stream). 
Source: Scheme of Studies, CBSE Report (2014-15) 
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Office Secretaryship: Office Procedures and Practices, Secretarial Practice & Accounting, Office 
Communication 
 
Stenography & Computer Application: Typography & Computer Application (English), Shorthand 
(English) 
 
Elective III/ Additional Subject Optional: Office Procedures and Practices, Secretarial Practice & 
Accounting 
 
Accountancy and Auditing: Financial Accounting, Elements of Cost Accountancy & Auditing 
 
Elective III/Additional Subject Optional: Office Procedures and Practices OR Typography & Com-
puter Application (English) OR Typography & Computer Application (Hindi) OR Store Account-
ing 
 
Marketing and Salesmanship: Marketing, Salesmanship, Consumer Behaviour and Protection 
 
Additional Subject Optional: Secretarial Practice & Accounting 
 
Banking: Cash Management and House Keeping, Lending Operations, Management of Bank Office 
 
Electrical Technology: Engineering. Science, Electrical Machines, Electrical Appliances 
 
Automobile Technology: Auto Engineering, Auto Shop Repair and Practice 
 
Elective III/Additional Subject Optional: Engineering, Science OR Applied Physics OR Civil En-
gineering 
 
Electronics Technology: Electronic Devices and Circuits, Radio Engineering and Audio System, 
Television and Video Systems 
 
Additional Subject Optional: Electrical Engineering OR Civil Engineering 
 
Horticulture: Vegetable Culture, Floriculture, Post - Harvest Technology & Preservation, Basic 
Horticulture 
 
Any one from the following: Olericulture OR Pomology OR Floriculture 
 
Health Care and Beauty Culture: Beauty Therapy and Hair Designing, Cosmetic Chemistry, Yoga 
Anatomy and Physiology 
 

Table 3: Vocational Courses available at Higher Secondary Level: Source: 
Scheme Studies, CBSE (2013) 
 
The 11th Planning Commission has spearheaded the implementation of National 
Vocational Education Framework in order to standardise the vocational education 
in India and get them under one umbrella. PSSCIVE, along with State Boards and 
CBSE, is developing a comprehensive competency-based curriculum with inputs 
from industry to allow contextualisation and localisation of content by the States. 
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The competency based curricula will be adopted or adapted by the Central/State 
Boards of Education. For quality assurance and relevance, the vocational training 
packages will be reviewed and revised every two-three years or earlier as per the 
need. A component of ‘on-the-job training’ would be an integral part of the cur-
riculum. Besides technical skills, greater emphasis will be given on development 
of generic skills, which would include (i) basic communication skills; (ii) basic IT 
skills; (iii) customer care services; (iv) job seeking skills; (v) team building skills, 
etc. (MHRD 2014a,c). 
 
 
6.2 Curriculum under Directorate General of Employment and Training 
 
Curriculum development for the CTS and ATS under the DGET is the responsi-
bility of National Council for Vocational Training (NCVT). This is a tripartite 
body which advices DGET in issues related to skill development such as curricu-
lum development, maintaining quality standards, granting affiliation to institutes 
etc. Similar to NCVT there are State Council for Vocational Training (SCVT) 
which advice respective states on skill development issues and are in-turn advised 
by NCVT (Government of India 2014a). The curriculum drawn by NCVT is for 
both engineering and non-engineering trades and is followed by both ATS and 
CTS. The duration of these courses last from six months to two years with mini-
mum eligibility being eight grades pass out. 

The main difference in curriculum between ATS and CTS is that the for-
mer has an added on-the-job-training feature which lasts for an extra six months 
or one year. The programs are broadly divided into engineering and non-engineer-
ing trade subjects and follow a semester system (see chapter 4). 

The training programs have multi-entry and multi-exit provisions. This 
means that the trainee can opt to go to the labour market after completing broad 
based basic training of one year duration as well as after completing 18 months of 
training. Alternatively, the trainee can join training after some time for ad-
vanced/specialised training in another module of same sector. ITI pass-out trainee 
of the particular trade(s) from the conventional system can seek admission for ad-
vanced/specialised training in relevant sector. 
 
 
 Teaching Methodology 

 
According to National Council of Teacher Education the focus of vocational 
courses is on self-employment or on employment that demand different capabili-
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ties, competencies and practical and academic skills from the teachers. The teach-
ers of vocational subjects should not only possess high competency in a trade or 
vocation but also be able to enthuse their students to undertake it as a career and 
develop qualities essential for achieving success in this area (National Council for 
Teacher Education [NCTE] 2014). The teaching methodology for vocational edu-
cation, as suggested by the Council, should be able to: 
 

1. Make students understand and appreciate the philosophy, purpose and 
need of vocational education and its relevance in the Indian context; 

2. To impart knowledge and develop necessary competencies; 
3. Develop an understanding of the scientific principles involved in a trade 

or vocation; 
4. Develop necessary skills and values for success in a vocation; 
5. Foster the desire to achieve high productive skills and competencies; 
6. Induce the students for self-employment; 
7. Develop the spirit of self-reliance and self-confidence among the stu-

dents; and 
8. Organise on-the-job training and apprenticeship programs for students. 

 
However, according to the Twelfth Planning Commission Report there is a need 
to train and equip teachers in the latest skills and pedagogy for vocational educa-
tion (Planning Commission 2013). It has been noted by various authors (e.g. Short 
2008; Goel 2009) that lack of adequately qualified teaching and training staff is 
one of the major bottlenecks of the VET sector. There are only a few public VET 
teacher training institutes like the Advanced Training Institutes which provides 
teacher training for ITIs and has a limited seating capacity and a few private facil-
ities that generate certified trainers (Wucher 2012). As a consequence, numerous 
non-certified trainers with irrelevant qualifications operate as trainers. This, in 
combination with low wages, leads to poor quality teaching staff in the VET sys-
tem (see chapter 9). 
 
 
7.1 Teacher-Qualification 
 
The criteria of selection for vocational teachers/trainers include qualification and 
minimum competency criteria decided. For standards XI and XII, teachers with 
post-graduation in relevant subject or graduates with minimum two years’ work 
experience are appointed who also serve as the vocational coordinator (CBSE 
2013). 
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For the ITI trainers in engineering trade, an engineering degree in related 
subject with one to two years’ experience or National Trade Certificate (NTC) in 
related subject and four to five years of teaching/work experience is required. For 
non-engineering trades, the trainer needs to hold a degree or diploma in relevant 
subject with two to three years’ work experience or a NTC with four to five years’ 
work experience (DGET 2014). Students who enrol for the vocational stream in 
their higher secondary are certified by the central or state board of vocational ed-
ucation. Similarly, ITI students have to sit for an All India trade test and the qual-
ifying students are issued NTC (see chapter 9).  
 
 
7.2 National Vocational Education Qualification Framework (NVEQF) 
 
On 3rd September 2012, MHRD issued an Executive Order on the NVEQF (see 
chapter 13). NVEQF is a nationally integrated framework based on education and 
skills. This descriptive framework organises qualification according to series of 
levels which are defined in terms of learning outcome i.e. competencies a learner 
must possess regardless of attaining it through formal , non-formal or informal 
education and training. This framework has multiple pathways both within voca-
tional education and between general and vocational education to link one level of 
learning to another higher level and enable learners to progress to higher levels 
from any starting point in the education and/or skill system. Significant elements 
of NVEQF are: 
 

1. To provide multiple entry and exit between vocational education, general 
education and job markets; 

2. To provide progression within vocational education; 
3. To enable transfer between vocational education and general education; 

and 
4. To build partnership with industry/employers. 

 
 
 Pre-Vocational Education in Secondary Education– A Case Study of 

the Prescribed and the Enacted Curriculum 
 
The Indian government intends to create 500 million skilled workers by 2020. It 
should be added that 63% of India’s population is between 15 and 59 years old. 
This proportion will continue to rise until in the year 2020 the Indian populace will 
be on average 29 years old. In comparison, the average age in China will then be 
37 and in Western Europe even 45 years. In addition to the described demographic 
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trend the country’s economy is rapidly growing whereby the demand for workers 
has increased steadily in the past and will continue to increase in the future (Betz 
2007). On the supply side the labour market can expect an annual gain of about 12 
million new workers entering the workforce (Majumdar 2008; FICCI 2010). 
 

“The challenge therefore facing the country is how to train and equip this young population 
with ways and means of gaining productive and meaningful employment.” (Majumdar 
2008: 2) 

 
One possibility to meet this demand is the integration of vocational skill training 
into schools and curriculums – described as the vocalisation of secondary and 
higher secondary education. The economic prosperity and the need for workers 
mainly centre on the service and information sectors, which at least require a Gen-
eral Secondary Board Exam Certificate (World Bank 2009: 3-5). In order to gain 
a better understanding of the pre-vocational education in secondary education, we 
conducted a small research study to understand and identify the relevant curricula 
for content and competencies in pre-vocational subjects, and to discover what 
teachers think of curriculum implementation in teaching practice  
 
 
8.1 Theoretical Framework 
 
The Organisation for Economic Co-operation and Development (OECD) defines 
the construct of pre-vocational education as follows: 
 

“Pre-vocational education is mainly designed to introduce participants to the world of work 
and to prepare them for entry into further vocational or technical programmes. Successful 
completion of such programmes does not lead to a labour-market relevant vocational or 
technical qualification.” (OECD 2002: 372) 

 
The first part of the study was approached by means of curriculum analysis (Pos-
ner 2004) along traditional curriculum theory lines (Kelly 2009). The theoretical 
basis for the deductive determination of the analytical category system was 
Reetz’s (1984, 2003) curriculum-development theory, adapted for the Indian 
framework. This theory, which utilises three explanations or principles of curric-
ulum relevance, was used to define the analytical category system, generating so-
ciologically-constructed and theory-driven codes derived from existing theories 
and concepts to underpin empirical data analysis (Coffey and Atkinson 1996). The 
weighting of the principles then enables statements about educational input, struc-
ture and learning outcomes of the analysed documents. 
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8.1.1 Orientation to the Reference Disciplines: The ‘Discipline Principle’ 
 
In the ‘discipline principle’, the selection of content and learning outcomes follows 
one or more reference disciplines. Scrutiny of international curricula shows that 
the relevant disciplines are economics, business studies, and technology. Catego-
ries were formulated using a similarity analysis of internationally-recognised aca-
demic textbooks (e.g. Appleby 1994; Mankiw 2001; Hempstead and Worthington 
2004). In total, 41 criteria were defined, ten for the business area, 12 for econom-
ics, and 19 for technology. These categories for instance include ‘basic principles 
of economics’, ‘market forms’, ‘indicators of economy’, ‘nature of management’, 
‘marketing and sales management’ and, in the area of technology, ‘agriculture’, 
‘computers’, ‘the environment and health’. 
 
 
8.1.2 Orientation to the World of Work: The ‘Situation Principle’ 
 
The ‘life situations’ to which curriculum content refers are derived from a func-
tional understanding and interpreted primarily as intersubjective conditions and 
challenges imposed by society or the economy (Reetz 2003: 117). With regard to 
pre-vocational education, the world of work is the key future life situation under-
pinning curricula. The categories were derived from a series of reports by the Na-
tional Skills Development Corporation (e.g. NSDC 2011). In total seven catego-
ries were defined which amongst others include ‘compliance with rules and regu-
lations’, ‘accomplishing the task on time’, ‘obey instructions’ and ‘sense of duty’ 
(see chapter 13). 
 
 
8.1.3 Orientation to the Individual: The ‘Personality Principle’ 
 
The Selection of the categories for this principle was based on the second variant 
of Reetz’s ‘personality principle’ (2003: 101) with particular emphasis on acqui-
sition of key skills. The categories were evolved from the skills laid down in the 
OECD’s Definition and Selection of Competencies (DeSeCo) (OECD 2005). The 
nine categories contain ‘the ability to use language’, symbols and text interac-
tively’, ‘the ability to use technology interactively’ and ‘the ability to use 
knowledge and information interactively’. 

The curriculum analysis was based on official documents issued by two 
of the national level education boards: the Secondary School Curriculum 2013 
published by the Central Board of Secondary Education (CBSE 2011) and the Syl-
labus for Indian Certificate of Secondary Education (ICSE 2013) formulated by 
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the Council for the Indian School Certificate Examinations (CISCE 2013). These 
curricular documents are used across regions in many lower secondary schools 
(Quality Council of India n.d.: 8). The selection of subjects covers ‘social science’, 
‘work education’ and ‘commerce’ from the CBSE curriculum and ‘socially useful 
productive work and community service’ (SUPW), ‘economics’, ‘commercial 
studies’ and the subject cluster ‘history, civics and geography’ from the ICSE 
2013. 

Subsequent to the curriculum analysis, practising teachers in Tamil Nadu 
were interviewed with the primary aim of assessing how far these curricula were 
being implemented. Theories relating to the ‘prescribed curriculum’ and the ‘en-
acted curriculum’ (Bloomer 1997, Edwards et al. 2009) formed the theoretical ba-
sis of this process. Research on curriculum implementation takes various ap-
proaches, the most common being the programmed or ‘fidelity approach’ or the 
‘true to the original’ approach (Snyder et al. 1992: 404). The aim is to discover 
how faithfully implementation follows planning and which factors promote or 
hamper implementation (Fullan and Pomfret 1977: 340). The referred research 
adopted this key idea and therefore used semi-structured interview guidelines to 
reflect the fact that a more open-ended instrument would best capture the various 
factors influencing teachers’ comments and assessments (Kirk and Macdonald 
2001). 
 
 
8.2 Findings 
 
8.2.1 Findings from the Curriculum Analysis 
 
The Analysis of the data (see Table 4 and Figure 2) shows that the ‘discipline 
principle’ dominates the curricula and that while categories from the ‘personality 
principle’ were also frequently coded, the ‘situation principle’ played a very sec-
ondary role. 
 

Table 4: Number of codings for each principle (in absolute and proportional 
terms). Source: Krisanthan (2013) 
 

 Discipline princi-
ple 

Situation princi-
ple 

Personality principle ∑ 

Secondary 
School 
Curriculum 
2013 (CBSE) 

94 
(75%) 

7 
(6%) 

24 
(19%) 

125 
(100%) 

ICSE 2013 
(CISCE) 

111 
(80%) 

12 
(9%) 

16 
(11%) 

139 
(100%) 
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Within the ‘discipline principle’, economics dominates both curricula because it 
is one of the subjects in the social science cluster, which made up the majority of 
codings. As well as ‘government policies and their influences’, which is heavily 
represented in both curricula (14 codings in each case), there is considerable em-
phasis on ‘trade and globalisation’, particularly in the CBSE curriculum, with nine 
codings. ‘Labour market’ had a total of 11 codings, along with ‘production and 
operation management’ from the business area (16 codings). ‘Food and agricul-
ture’ and ‘environment’ are important in both curricula (21 codings each). 

Relatively few codings were identified from the ‘personality principle’, 
which was coded almost exclusively within ‘social sciences’. Here, the focus was 
on developing the key ability to ‘relate well to others’. Skills like ‘the ability to 
act within the big picture’ and ‘the ability to assert rights, interests, limits and 
needs’ were emphasized. 

The ‘situation principle’ did not play a particular role in both curricula. 
In individual subject areas in the ICSE curriculum the focus is on practical skills 
and giving students initial work experience in various aspects of employment. This 
applies particularly to ‘SUPW’, ‘economics’ and ‘commercial studies’, where the 
emphasis is also on ‘stamina and tolerance of frustration’ and ‘sense of responsi-
bility’ as well as on the ‘ability to operate strictly according to the procedures’ and 
‘accomplishing the task on time’. 
 

Figure 1: Aggregation of the findings in both curricula. Source: Krisanthan (2013) 
  

78%

15%

7%

Discipline principle Personality principle Situation principle
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8.2.2 Findings from the Teacher Interviews 
 
Tamil Nadu is India’s southernmost state and was identified for the sample be-
cause it has both modern urban areas and developing rural areas. Eleven teachers 
were interviewed; a few said they did not really know the curriculum. Because 
research resources were limited, the study was restricted to the state of Tamil 
Nadu, where both curricula are taught. 

Most interviewees saw secondary education as a stepping-stone to higher 
education, and none mentioned direct transition to the labour market. Students’ 
future role as employees therefore played virtually no role in the daily teaching 
practice of these teachers: as one summed up, “Occupational knowledge is not 
taught.” 

According to most teachers, vocational orientation happens as students 
prepare for higher levels of education, although the only occupations mentioned 
are those that require a degree and offer a good standard of living. One teacher 
said specifically, for example, that he wanted his students (predominantly from 
lower socio-economic classes) to become engineers because of the high salaries 
engineering and comparable academic jobs offer. Another said, 
 

“The job that they take definitely cannot [be chosen in lower secondary], now they cannot 
decide. Normally (…) in India (…) whatever course they have taken in the higher secondary 
alone is going to help. But till 10th standard, all this must help for one to live in this society.” 

 
Although these teachers also thought personal development was important, most 
interviewees thought the crucial aim of the curriculum was academic content for 
the final examination, so this was what they focused on. One teacher said, 
 

“50% will be just concentrated on teaching our subject knowledge and another 50 maybe 
for the economic development and the personality development for their future career.” 

 
Asked which learning outcome the teacher thought was most significant, another 
told us, 
 

“The three aspects are given (…) but we are not able to give these activities. (…) They [the 
students and the government] want to get marks alone.” 

 
Teachers were critical of the fact that both the authorities and students valued only 
final examination grades, which made it more difficult to focus on areas other than 
academic knowledge. 

The interviews showed clearly that the ‘discipline principle’ is considered 
by far the most important, with only a few interviewees citing content from busi-
ness studies, economics or technology. The most important sub-discipline in social 



60                         V. Gupta, C. Raman and B. Krisanthan 
 

science and, hence, pre-vocational education was history, which can be explained 
in particular by teacher training. Geography and politics were mostly regarded as 
having the same importance, while content from business studies and economics 
were viewed as less important in pre-vocational education. One interviewee com-
mented that while students would be interested in these areas and motivated by 
them, most teachers knew very little about them. 
 
 
 Reflections 

 
Vocational skills training needs to be integrated into school and college curricu-
lums, and the national mind-set which segregates academic education from hands-
on skills requires a sea-change. That’s the bigger challenge confronting teachers 
and academics engaged in the task of educating and preparing the world’s largest 
child population for the 21st century. With tangible action items and goals for each 
department the scope for reforming vocational education in India looks promising. 
However, there are a lot of challenges. The carefully crafted government-industry 
initiative to establish a national VET infrastructure which will provide upskilling 
opportunities to India’s huge 509 million low-productivity labour force may bear 
fruit. But this government-industry effort also needs to be supplemented by India’s 
educators’ community and academia (Thakore 2010). Given below are our own 
reflections on the problems being faced by the Indian vocational education system 
and some possible remedies? 
 
 
9.1 Collaborative effort by Ministry of Human Resource Development and 

MHRD and Ministry of Labour and Employment 
 
For a complete and well-defined vocational education plan, it is important that 
MHRD and MoLE work together. A strong linkage between senior secondary 
schools with vocational stream and ITIs will allow both the institutions to mutually 
benefit from their curriculum and pedagogy, which in turn will improve employ-
ability and vertical mobility of the students. In addition, a joint effort between 
NCVT and NCERT in developing the National Curriculum Framework for Voca-
tional Education would be more impactful. 
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9.2 Short Term Vocational Courses in High School 
 
At present, most of the courses available in higher secondary schools focus on 
employment in organised sector of the economy. Equal importance needs to be 
given to short-term courses, oriented towards opportunities in the unorganised sec-
tor. Certain short-term courses can also aim at self-employment or improving the 
skills of young people already working in the unorganised sector in the neighbour-
hood of the school. Such courses can be organised in after-school hours or eve-
nings. 

The identified primary goal of pre-vocational education in India is not the 
preparation for the labour market. The main objective is to enable the students for 
current life situations and for the successful transition to the higher. 
 
 
9.3 Training versus Education 
 
Vocational Training has always been treated as a distinct and separate entity from 
the general education. This causes uneven and incomplete preparation for work, 
and fewer takers for vocational training. Hence, it is important to change people’s 
perception of vocational education and make it a part of mainstream education. 

The case study of teachers in Tamil Nadu showed that the implementation 
of the curricula to a large extent depends on the interpretation by the teachers, 
which is mainly influenced by the particular educational background. Therefore, 
it becomes very necessary that within the educational system and the society in 
general, another urgent educational policy action can be seen in the appropriate 
teacher training. 
 
 

 Conclusion 
 
The objective of this chapter was to examine Indian VET system at the secondary 
and higher secondary school level and understand various schemes, agencies and 
policies that are preparing the students for the world of work. This chapter de-
scribes the challenges faced by the Indian VET system with ‘low employability of 
VET graduates due to skill mismatch’ being the most critical one. The mismatch 
between VET graduate’s acquired skill-set and the industry requirement is at the 
core of the failure of Indian VET system. The way forward for its success would 
be extensive curriculum reform and streamlining of the VET regulatory bodies. 

With ‘Skill Development Mission’ as a priority, both public and private 
agencies are recognising the importance of vocational education in the nation’s 
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development. This is a promising start. However, with major issues to be ironed 
out, Indian VET has far to go before it establishes itself as a successful framework. 
 
 
References 
 
Agarwal, T. (2013): Vocational Education and Training Programmes (VET): An Asian perspective. 

In: Asia-Pacific Journal of Cooperative Education. Vol. 14, No. 1, pp. 15-26. 
Appleby, R. C. (1994): Modern Business Administration. London: Pitman Publishing. 
Betz, J. (2007): Land und Bevölkerung. In: Informationen zur politischen Bildung. No. 3, pp. 4-5. 
Bloomer, M. (1997): Curriculum Making in Post-16 Education: The Social Conditions of Studentship. 

London, New York: Routledge. 
CBSE (2011): Secondary School Curriculum 2013. Volume 1 Main Subjects. Delhi: CBSE. URL: 

http://cbse.nic.in/currisyllabus/SECONDARY%20CURRICULUM-vol-1-2013.pdf.  
CBSE (2013): Teacher Qualification URL: http://cbseacademic.in/web_material/Circu-

lars/2013/7_Vocational/Teacher%E2%80%99s%20Qualification.pdf. 
CBSE (2014): Curriculum and Syllabus 2014-15. URL: http://49.50.126.244/curriculum.html. 
Cheney, G. R., Ruzzi, B. B. and Muralidharan, K. (2005): A Profile of the Indian Education System. 

In: Prepared for the New Commission on the Skills of the American Workforce. 
Coffey, A. J. and Atkinson, P. A. (1996): Making Sense of Qualitative Data. Thousand Oaks: Sage. 
CISCE (2013): ICSE Class X Syllabus. URL: http://www.cisce.org/icse_X_Syllabus.aspx. 
DGET (2014): Schemes / Programmes-Trade Syllabus. URL: http://dget.nic.in/content/inner-

page/trade-syllabus.php. 
Edwards, R., Miller, K. and Priestley, M. (2009): Curriculum-making in School and College: The Case 

of Hospitality. In: The Curriculum Journal. Vol. 20, No. 1, pp. 27-42. 
FICCI (2010): The Skill Development Landscape in India and Implementing Quality Skills Training. 

URL: www.ficci.com/SPdocument/20073/IMaCS.pdf. 
Fullan, M. and Pompfret, A. (1977): Research on Curriculum and Instruction Implementation. In: Re-

view of Educational Research. Vol. 47, No. 1, pp. 335-397. 
Goel, V. P. (2009): Technical and Vocational Education and Training (TVET) System in India for 

Sustainable Development. In: Ministry of Human Resource Development Report. URL: 
http://www.unevoc.unesco.org/up/India_Country_Paper.pdf. 

Government of India (2013): Status of Education and Vocational Training in India, NSS 66th Round. 
National Sample Survey Office. 

Government of India (2014a): Annual Report 2013-14. Ministry of Labour and Employment. 
Government of India (2014b): India Budget 2013-14. URL: http://www.indiab-

udget.nic.in/budget2013-2014/ub2013-14/eb/sbe59.pdf. 
Government of India (2014c): India Budget 2013-14. URL: http://www.indiab-

udget.nic.in/budget2013-2014/ub2013-14/eb/sbe62.pdf. 
Hempstead, C. and Worthington, W. (2004): Encyclopaedia of 20th-Century Technology. New York: 

Routledge. 
Kelly, A. V. (2009): The Curriculum: Theory and Practice (Sixth Edition). London: Sage. 
Kirk, D. and Macdonald, D. (2001): Teacher Voice and Ownership of Curriculum Change. In: Journal 

of Curriculum Studies. Vol. 33, No. 5, pp. 551-567. 
Krisanthan, B. (2013): Vorberufliche Bildung in Indien. Eine Analyse ihrer curricularen Ausgestal-

tung. Wiesbaden: Springer. 
Kumar, K. (2009): Report of Sub-Committee on Vision for Vocational Education. New Delhi: Plan-

ning Commission. 
Majumdar, S. (2008): Workforce Development in India: Policies and Practices. Tokyo: Asian Devel-

opment Bank Institute. 



Secondary and Higher Secondary Education   63 

Mankiw, N. G. (2001): Principles of Economics. Fort Worth, London: Harcourt College Publishers. 
MHRD (2014a): National Vocational Education Qualifications Framework (NVEQF) – Executive Or-

der. URL: http://mhrd.gov.in/sites/upload_files/mhrd/files/executive-order.pdf. 
MHRD (2014b): The Overview of Vocational Education. New Delhi: Ministry of Human Resource 

Development. URL: http://mhrd.gov.in/vocational-education-overview. 
MHRD (2014c): National Vocational Education Qualification Framework (NVEQF). New Delhi: Min-

istry of Human Resource Development. URL: http://mhrd.gov.in/nveqf. 
NCTE (2014): Curriculum Framework on Teacher Education. URL: http://www.ncte-india.org/curric-

ulumframework/curriculum.htm. 
NSDC (2011): Human Resource and Skill Requirements in the Auto & Auto Components Industry: 

Study on Mapping of human Resource Skill Gaps in India till 2022. New Delhi: NSDC. 
OECD (2002). Education at a Glance. OECD Indicators 2002. Paris: OECD Publishing. 
OECD (2005): The Definition and Selection of Key Competencies. Executive Summary. URL: 

http://www.oecd.org/pisa/35070367.pdf. 
Pillay, H. (2014): India’s Vocational Education Capacity to Support the Anticipated Economic Growth. 

URL: http://eprints.qut.edu.au/72103/1/72103_PILLAY_BHP_Report_Final_Report.pdf. 
Planning Commission (2008): Eleventh Five Year Plan (2008-2012). New Delhi: Planning Commis-

sion. Volume I. 
Planning Commission (2013): Twelfth Five Year Plan (2012-2017). New Delhi: Planning Commis-

sion. Volume III. 
Posner, G. J. (2004): Analyzing the Curriculum. McGraw-Hill: London. 
Reetz, L. (1984): Wirtschaftsdidaktik: Eine Einführung in Theorie und Praxis wirtschaftsberuflicher 

Curriculumentwicklung und Unterrichtsgestaltung. Bad Heilbrunn: Klinkhardt. 
Reetz, L. (2003): Prinzipien der Ermittlung, Auswahl und Begründung relevanter Lernziele und In-

halte. In: Kaiser, F.-J. and Kaminski, H. (Eds.): Wirtschaftsdidaktik. Bad Heilbrunn: Klinkhardt. 
Pp. 99-124. 

Short, P. (2008): Technical and Vocational Education and Training in India-A Snap Shot of Today and 
Changes Underway for Tomorrow. URL: http://apskills.ilo.org/resources/tecchnical-and-voca-
tional-education-training-in-india. 

Snyder, J., Bolin F. and Zumwalt, K. (1992): Curriculum Implementation. In: Jackson, P. W. (Ed.): 
Handbook of Research on Curriculum. New York: Macmillan Publishing Company. 

Thakore, D. (2010): India Awakes to Vocational Education. URL: http://educationworldonline.net/in-
dex.php/page-article-choice-more-id-2115. 

World Bank (2008): Skill Development in India. Report No. 22. URL: http://datatop-
ics.worldbank.org/hnp/files/edstats/INDwp08c.pdf. 

World Bank (2009): Secondary Education in India: Universalizing Opportunity. New Delhi: Human 
Development Unit, South Asia Region. 

Wucher, S. (2012): Vocational Education and Training in India. Term Paper. URL: 
http://www.awen.wiso.uni-erlangen.de/fach/leitfaden/files/Muster-Hausarbeit3.pdf. 

 



 

Acknowledgements: The author thanks Ms. Christiane Hirsch, Research Scholar at the University of 
Cologne for the research findings on the Entrepreneurship Education in the Curriculum. 

ITIs / ITCs: Industrial Training Institutes / Industrial Training 
Centres 
 
Kothandaraman Kumar 
 
 
 
 
 Introduction 

 
This chapter will deal with the formal vocational training route to enter the world 
of work. In the last decade, there has been an increasing attention paid to skill 
building as a national priority in India, both in terms of providing employment 
opportunities to the young population, and to fully realise the demographic divi-
dend for the country by supplying the high quality skills to manage the global 
shortage in skills. India is among the top countries where employers are facing 
difficulty in filling up job positions. The difficulty level was 48% in India in 2012 
where as the global standard was 34% (FICCI 2012). Estimates by leading con-
sulting firms indicate that there could be a shortfall of 350 million people by 2022 
in 20 high growth sectors of the Indian economy (Sanghi et al. 2012). Also, the 
XII Five Year Plan document of the Government of India, quotes an estimate made 
in a study done by Boston Consulting Group in 2007 which indicates that by 2020, 
while India will have surplus of 56 million working people, the rest of the world 
will experience a shortage of 47 million working people (GoI 2013a). Filling the 
skill gaps in both the domestic and the global arena is crucial to sustain the eco-
nomic growth and realise the demographic dividend. 

Accordingly, an extensive programme of skill development has been 
launched by the Government of India, of which the vocational education delivered 
by Industrial Training Institutes (ITIs) is one part. Other efforts of significance 
such as introduction of vocational education in secondary schools, widening the 
reach of vocational training to the informal sectors and to the not easily accessible 
geographic regions, certifications of informally trained skilled workers through 
National Skills Qualification Framework (NSQF) have also been initiated with a 
view to broadly prepare individuals for the world of work through vocational train-
ing and education. This paper exclusively focuses on the ITIs as vehicles of voca-
tional training in preparation for the world of work (see chapter 13). 

In response to a request from the Government of India, the World Bank 
submitted a study report in January 2008 assessing the status of vocational educa-
tion and training system in India and suggesting the way forward (World Bank 
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2008). Subsequently, the Government of India formulated a National Skills De-
velopment Policy (NSDP) in 2009 (GoI 2009), incorporating many of the sugges-
tions contained in the World Bank Report. The XII Five Year Plan covering the 
years 2012-2017, formulated by the Government of India, carried forward many 
initiatives that were proposed in the NSDP and spelt out the priorities and pro-
gramme (GoI 2012). The Ministry of Labour and Employment, the ministry re-
sponsible for the ITIs also publishes annual reports on its activities. This paper 
draws substantially from the contents of these documents to provide an overview 
of the vocational training in India delivered through ITIs. 
 
 
 The Role of Industrial Training Institutes in the Vocational Training 

System in India 
 
The vocational training in India is formally delivered by the ITIs through the 
Craftsmen Training Scheme (CTS). Starting from the 1950s, these institutions 
have been mandated with the provision of training in crafts for young school leav-
ers so that they could find gainful employment. Historically, the institutions 
funded and managed by the state governments were referred to as ITIs, and those 
institutions owned, financed and managed by private organisations or Non-Gov-
ernment Organisations (NGOs) were referred to as Industrial Training Centres 
(ITCs). This distinction between ITIs and ITCs, based on their ownership and 
funding, came into existence in the 1980s. However, all vocational training insti-
tutions are now referred to uniformly as ITIs, with the word ‘Government’ or ‘Pri-
vate’ added to indicate whether the institute is government owned or private sector 
owned (GoI 2014). Hence, in this paper, the term ITIs will be used to refer to both 
the government owned and privately owned ITIs. 

A student can pursue vocational education stream in the secondary school 
and directly enter a polytechnic for pursuing a diploma program. Or the student 
can go into one of the ITIs and get certified under the CTS. The students passing 
out of an ITI can enrol in an apprenticeship scheme conducted by an industry and 
acquire practical skills as craftsman. Or the student – the certified craftsman – 
could also acquire further skills at an Advanced Training Institute or Foreign 
Training Institute to become a technician. The other avenue for acquiring voca-
tional skills is the skills training offered in the informal sector by multiple agencies 
(see chapter 12). 

Starting with a modest number of 54 institutions in 1953, the number of 
ITIs has increased dramatically in the last few years, to 10,750 in 2014. There are 
2,275 ITIs owned by the government and 8,475 privately owned ITIs in India as 
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of March 2014, as shown in Table 1. Together, these institutions carry a seating 
capacity of 1.523 million (GoI 2014). 
 

  ITIs (Government) ITIs (Private)*  Total 
2007 Number 1,896 3,218 5,114 

Capacity (million) 0.400 0.342 0.742 
2010 Number  2,133 5,906 8,039 

Capacity (million) 0.432 0.683 1.115 
2011 Number 2,244 7,160 9,404 

Capacity (Million) NA NA 1.321 
2014 Number 2,275 8,475 10,750 
 Capacity (Million) 0.490 1.033 1.523 
*Formerly known as ITCs 

Table 1: ITIs in India. Source: Compiled from GoI (2010), GoI (2012), GoI (2014) 
 
The NSDP published in 2009 estimates that the total capacity of skill development 
programmes to be 3.1 million (GoI 2009), while the XII Five Year Plan (2012-
2017) document estimates the annual training capacity to be 4.5 million (GoI 
2013a). Both these estimates include the capacity available outside the ITIs. The 
NSDP estimates that 12.8 million people enter the labour market – the world of 
work – annually (GoI 2009). The XII Five Year Plan document states that out of 
the 420.59 million in the age group on 15-59 in work force in 2009-10, only 10% 
had received any form of vocational training, but a majority of them received non-
formal vocational training (GoI 2013a). These statistics give an indication of the 
vast gap to be filled in preparing those who aspire to enter the world of work 
through formal vocational training and also highlight the significance of the role 
that ITIs could play in providing formal vocational training to such aspirants. 
 
 
 Delivery of Vocational Training at Industrial Training Institutes 

 
The vocational training curriculum that forms the content of the CTS is a stand-
ardized curriculum, designed and prescribed by the National Council for Voca-
tional Training (NCVT). The curriculum is implemented at each ITI under the 
supervision of the State Council for Vocational Training (SCVT). The ITIs pro-
vide training to school leavers in 133 different trades – 70 engineering and 63 non-
engineering trades. The course duration varies from six months to three years, and 
provides entry to students with varying qualifications – from 8th, 10th and 12th 
grades – depending on the type of trade (GoI 2014). 

There are national level institutions which help in the development of the 
curriculum through research, development of the pedagogy and course materials 
such as Central Staff Training and Research Institute (CSTARI) at Kolkata and 
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National Instructional Media Institute (NIMI) at Chennai. Trade Expert Commit-
tees constituted for each trade develop the curricula, which is examined and ap-
proved by the NCVT. 

There are prescribed qualifications for teachers, either diploma holders or 
graduates with minimum experience. The teachers are recruited through a selec-
tion process at the State level. There are seven dedicated Central Training Insti-
tutes which train the craft instructors. The trainees are required to undergo the All 
India Trade Test and the successful candidates are awarded a National Trade Cer-
tificate by NCVT (World Bank 2008). 
 
 
 Funding of Vocational Training through Industrial Training Institutes 

 
The ITIs in the Government sector are owned and managed by state governments. 
The trainees are not expected to financially contribute in any meaningful way. 
Private ITIs are self-funded entities. Such ITIs are affiliated to NCVT through the 
State Directorate of the State where they are located. ITIs can be started by well-
established organisations that could bear the cost of land and other infrastructure. 
Once the infrastructure is in place, such organisation can apply for approval to run 
the ITI which is sanctioned after due diligence. Companies like sole propriety, 
private/public limited, registered under companies’ act, societies and trusts regis-
tered as per act, and promoters of special Economic Zones (SEZs), etc. are also 
permitted to open ITIs (GoB 2013). One of the problems pointed out with respect 
to financing is that the ITIs spend almost 90% of the funds earmarked in salaries, 
and this leaves very little to support the maintenance and upgrading of facilities 
and other operational expenses (World Bank 2008). 
 
 
 Vocational Training at Industrial Training Institutes – Perspective of 

Students and Industry 
 
The available evidence, though not very recent, seems to indicate that a majority 
of the ITI graduates find it difficult to secure immediate employment. Only 12% 
of the Government ITI graduates and 5% of the private ITI graduates become self-
employed. Some proceed for higher education. In some cases, the vocational train-
ing may not be leading to the job profile that the trainees aspire. While the oppor-
tunity to work in industry as part of the apprentice training scheme is available to 
the trainees, that scheme does not assure them a job (World Bank 2008). 

Vocational training is not valued highly in the society in India. Only those 
who do poorly in their 10th grade examinations are expected to enrol themselves 
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in vocational training. The general education is valued more by many students and 
parents. Vocational training is not seen as aspirational in Indian society, but gen-
eral education is (World Bank 2008; Sanghi et al. 2012). 

The employers think that the vocational training provided at ITIs is defi-
cient in terms of providing practical skills to perform on the job. In addition, the 
employers also find that the ITI graduates lack team working and communication 
skills. The graduates are also not adequately prepared for self-employment since 
they are not trained as multi-skilled workers and get no exposure to commercial 
skills that are required to perform as business persons (World Bank 2008). 
 
 
 Improvement Program for Industrial Training Institutes through 

Public-Private Partnership 
 
Recognising the enormous need for skill development in the coming years, the 
NSDP has drawn up ambitious targets for the expansion of the ITIs in India. Many 
initiatives have been taken on multiple fronts to strengthen the vocational training 
through ITI. These include the expansion of the network of ITIs, creation of Cen-
tres of Excellence, upgrading of a sizable number of ITIs and the introduction of 
a NSQF. A common feature across all these initiatives is the strong involvement 
of the private sector in the spirit of Public-Private Partnership (PPP). 

Expansion of ITI network: The XII Five Year Plan, covering the period 
2012-2017, has laid down targets to open 3,000 new ITIs in the PPP mode to ex-
tend the vocational training institutes into the hitherto neglected areas of the coun-
try during the plan period (GoI 2013a). These targets have been derived from the 
high level target of providing skills training to 500 million Indians by 2022 under 
the Prime Minister’s National Skills Development Initiative. Thus, the ITIs are 
expected to play a central role in enabling youth to enter the world of work. A 
visible indicator of this shift is the rapid increase in the number of ITIs in the 
private category in comparison with just a marginal increase in the number of ITIs 
in the government category during 2007-2014 as seen from Table 1. 

Creation of Centres of Excellence (CoE): Under the ambit of the NSDP, 
new initiatives are being taken to address the issue of enhancement of quality of 
vocational training delivered at ITIs. Realising the pressing need for strengthening 
the ITIs, the government launched a five year program in 2006-07 for upgrading 
of the ITIs to Centres of Excellence from its own resources and with support from 
the World Bank. Out of the 500 ITIs sought to be upgraded to Centres of Excel-
lence under this programme, 100 were being supported directly from Govern-
ment’s resources, with the remaining 400 were being supported by resources from 
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the World Bank. The state governments have also been asked to contribute a por-
tion of the cost under this plan (GoI 2014). 

These Centres of Excellence have been mandated to offer multi-skilled 
courses wherein one year of broad based basic training (BBBT) is followed by six 
months of modular advanced training, mostly in the industry. This initiative is ex-
pected to better align the content of the vocational training with the needs of the 
industry and create multi-skilled craftsmen with better employability skills. 

Upgradation of 1396 ITIs through PPP: Over the last decade, there has 
been a significant shift in the policy to dissociate funding from delivery and to 
seek financial support from diverse sources, particularly from the private sector. 
Accordingly, during the XI Plan period 2007-2012, 1,396 ITIs were targeted for 
support for upgrading in the PPP mode, with the central government providing an 
interest free loan of Rs. 25 million to each of the ITIs covered under this plan to 
upgrade the infrastructure (GoI 2012). 1,227 ITIs were actually provided assis-
tance under the scheme (GoI 2014). All the ITIs covered under this plan are man-
dated to constitute an Institute Management Committee (IMC), structured as a so-
ciety with the industry partner or its representative as the chairperson, and with 
representatives from industry, state government, ITIs and others as members. The 
interest free loan is actually advanced to the IMC (MoLE 2012). The IMC is en-
visaged to involve itself as a partner in all aspects of functioning of ITIs – by 
providing inputs towards assessing the training needs, curriculum development, 
training of the instructors, and in carrying out testing and assessment. The IMCs 
are also granted the required financial and academic autonomy to manage the func-
tioning of the ITIs. 

NSQF: The NSDP also envisaged a NSQF to provide a framework for 
facilitating the standardized development and certification of skills and ensure 
comparability with international standards (GoI 2009). Accordingly, the NSQF 
was introduced in December, 2013 (GoI 2013b). 

NSQF, as the name implies, is a framework of qualifications organised 
across levels of learning outcomes, in terms of skills and knowledge (one to ten, 
ten being the highest and equivalent to Doctorate level). Qualifications are made 
up of occupational standards for specific areas of learning units, evolved in con-
sultation with the Sector Skills Council (SSCs) of the concerned industry, thus 
ensuring the relevance of the qualifications to perform on the job. The framework 
also facilitates creation of equivalence across multiple qualifications in a transpar-
ent manner. More importantly, the NSQF seeks to help the learners with a lifelong 
learning trajectory by providing multiple pathways – both horizontally as well as 
vertically – for transition between vocational and general education streams as 
well as the job market. The NSQF also provides for recognition of prior learning, 
even if acquired through informal channels, through its focus on outcome based 
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specification of qualification levels. Above all, the NSQF also seeks to align the 
qualifications with international standards to facilitate the learners to be integrated 
with the global skill pool (GoI 2013b) (see chapter 13). 

SSCs: Under the conventional system, the individual ITI has very little 
freedom and the market information needed to design and offer courses on its own. 
The curriculum historically has been focusing on imparting skills in specific trades 
and has not taken the broad based approach to prepare the trainees for the world 
of work. Also, in the absence of concrete information regarding the demands for 
skills in different sectors, the job outcomes for craftsmen left a lot to be desired. 
In order to overcome these lacunae and to better align the skill development initi-
atives with the needs of the industry, the NSDP envisaged the setting up of SSC 
which will provide inputs regarding the demand for skills and the content of train-
ing to be provided that is relevant to the sector (GoI 2009). The National Skills 
Development Corporation (NSDC) has been mandated to form the SSCs as PPP, 
bringing together all stakeholders such as the academia, the industry and the train-
ing institutes. The SSCs are expected to contribute in providing information re-
garding demands for the sector in qualitative and quantitative terms, specifying 
the level of skills and the relevant standards and qualifications, participating in the 
accreditation and certification process, and training the trainers. The SSCs are also 
expected to take the lead in establishing a sector specific Labour Management In-
formation System (LMIS) to facilitate the planning and delivery of training in line 
with the gap between the demand and supply of skills within the sector (Sanghi et 
al. 2012). As per the information available in the NSDC website, 31 SSCs are 
already in operation as of December 2014 (NSDC 2013). 

LMIS: One of the key initiatives under the NSDP will be the setting up of 
LMIS, again with the involvement of the SSCs, to generate and disseminate mar-
ket information that would result in the narrowing of the gap between supply and 
demand and help all the stakeholders to plan their activities better (GoI 2009). 
With the setting up of the SSCs, this initiative is likely to gain momentum. Keep-
ing in mind the need to improve the employability of the craftsmen, a module on 
Employability Skills, comprising English Language course, communication skills, 
quality tools, occupational safety and health and entrepreneurship, has been in-
cluded as mandatory content in the curriculum of ITIs in August 2011 (GoI 2011). 
Comprehensive study material has been made available to the institutes by NIMI 
to deliver this module. The curriculum prescribes that the usage of the materials is 
mandatory. Additional materials are not available to teachers. 
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 Improvement of Curriculum – The Illustrative Case of 
Entrepreneurship Education  

 
As mentioned in the earlier sections, sufficient scope exists for the improvement 
of the courses taught at the ITIs and ITCs, as the findings of a recent research study 
of the Entrepreneurship Curriculum introduced in the ITIs and ITCs indicates 
(Hirsch 2014). On the basis of the curriculum for Employability Skills, the curric-
ular implementation of Entrepreneurship Education within the vocational educa-
tion in India was analysed. 

For a broad understanding, Entrepreneurship Education supports the cre-
ation of craftsmen employability as well as one’s own ability to start a business 
after vocational education (Stock 2014). Starting from an international point of 
view, a model of Entrepreneurship Education developed by the Education, Audi-
ovisual and Culture Executive Agency (EURYDICE) forms the basis of the anal-
ysis. The model takes regard to the recommendation of the European parliament 
on key competences for lifelong learning and gives a good overview of the inter-
national understanding of Entrepreneurship Education. Therefore, it prescribes 
several outcomes of Entrepreneurship Education and divides them into entrepre-
neurial knowledge, skills and attitudes (EURYDICE 2012). Drawing from the re-
sults of the analysis carried out in the research study referred to above, this section 
seeks to clarify in detail to what extent these outcomes are taught within ITIs. 

The analysis of the curriculum shows that learning contents were only 
partially and not sufficiently elaborated in the curriculum. Since they are not spec-
ified in terms of specific learning targets and are not continuously formulated at 
different levels of abstraction, learning contents are partially unclear, increasing 
the risk of misinterpretation. For this reason, the teaching materials for Employa-
bility Skills developed by NIMI are consulted for the analysis, but one has to bear 
in mind that not all contents of the curriculum are completely covered by the teach-
ing materials. Therefore, detailed statements to all the contents of the curriculum 
are not available. 

Furthermore, the analysis indicates that the main focus of the curriculum 
is on the transfer of entrepreneurial knowledge. It is mainly prescribed in the mod-
ule ‘Entrepreneurship’. Overall, nine out of 13 categories of entrepreneurial 
knowledge could be identified into the curriculum. Thus, the curriculum pre-
scribes, for example, learning content concerning knowledge of the world of work. 
In detail, the various types of businesses in different trades are defined as learning 
objectives. 

In addition, it should be taught what it is to be an entrepreneur. For this 
purpose, contents are prescribed in the curriculum, such as values, attitudes and 
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motives of entrepreneurs, characteristics of successful entrepreneurs and enter-
prises, the importance of skills and outcomes like identifying and developing en-
trepreneurial competence and networking. However, it is not clear whether these 
contents have to be taught theoretically by teachers or if trainees should acquire 
these during their vocational education. Nonetheless, the analysis of teaching ma-
terials suggests that teachers should only provide these contents theoretically. 

The curriculum also prescribes that trainees have to plan their own career 
during their vocational education. The teaching materials also show that students 
have to read different job descriptions, have to learn how to write applications and 
set goals for their own career, based on the assessment of their own strengths and 
weaknesses. This approach could allow students to define and prepare their own 
place in the world of work with a well-developed awareness of opportunities and 
constraints. The curriculum takes this aim into account by additionally prescribing 
various acts and sources of assistance in central and state government organisa-
tions. Nonetheless, the development of this ability could be intensified if teachers 
and students also discussed advantages and disadvantages of the different types of 
work. 

Concerning the knowledge of concepts and processes that can be applied 
to entrepreneurship, the curriculum includes the need and scope for self-employ-
ment. This is done with reference to financial support and other framework condi-
tions which have to be taught by teachers. In addition, content affecting the envi-
ronment in which entrepreneurship is often applied could also be identified in the 
curriculum. In detail, the curriculum prescribes contents like understanding the 
customer and the market as well as health and safety issues. But there are also 
topics included that relate to knowledge about business organisations and pro-
cesses, such as knowledge of marketing, its methods and various aspects of quality 
and management systems. 

Contents to reinforce the awareness of ethical values can also be identi-
fied in the curriculum. The teaching materials show that this will be addressed by 
topics like reliability, respect, responsibility, legal awareness, fairness, environ-
mental protection and the right to vote. 

The knowledge categories that could be identified in the curriculum are 
shown in the figure below. All points that lie on the scale point ‘1’ contain learning 
contents to the respective categories of knowledge. 
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Figure 1: Knowledge categories identified in the curriculum. Source: Own illus-
tration (based on GoI 2011) 
 
Contents regarding attitudes and skills could be identified in a much smaller scale. 
Nevertheless, basic approaches of a broad understanding of Entrepreneurship Ed-
ucation can be found under the concept of Employability Skills. They are included 
to a large extent in the module ‘Communication skills’ and ‘Entrepreneurship’. 
The following graphic shows the allocation of attitudes and skills for each module: 
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Figure 2: Skill and attitude categories identified in the curriculum. Source: Own 
illustration (based on GoI 2011) 
 
Concerning entrepreneurial attitudes, four out of eight categories could be identi-
fied. Thus, in the module ‘Entrepreneurship’ is listed that the cause of failure and 
identification of entrepreneurship abilities have to be acquired through self-assess-
ment and other techniques. This suggests that the assessment of own strengths and 
weaknesses is part of the curriculum. 

With regard to the assessment of risks, the curriculum prescribes that stu-
dents should learn how a SWOT analysis (Strength, Weaknesses, Opportunities 
and Threats) is carried out. For this purpose the teaching materials include an ex-
ercise where trainees have to assess entrepreneurial strengths and weaknesses, but 
an analysis of opportunities and risks is not contained. 

It is also stated that ‘Motivational Training’ is intended to be a part of the 
curriculum which aims at increasing self-awareness and self-confidence. How-
ever, one cannot find information in the teaching materials on how self-confidence 
can be strengthened. 
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Furthermore, students should be encouraged to be creative. For that rea-
son, the teaching materials include exercises in which students are asked to con-
tribute their own ideas regarding the development of a specific product and to 
solve various problem situations. 

Concerning entrepreneurial skills, five out of seven categories could be 
identified in the curriculum. Thus, the module ‘Communication Skills’ formulates 
‘Time Management’ as one learning objective. The content is integrated to im-
prove students’ planning skills. This is done by teaching various tools to help stu-
dents plan and organise their time effectively. Additionally, the teaching materials 
show that trainees learn to prioritize their own work, set goals and prepare to-do 
lists. Project management skills are also covered. Topics that apply project man-
agement skills are project design, feasibility and cost-effectiveness. The teaching 
materials also include an exercise in which students receive a draft outline of a 
project report that they should fill on their own. 

The curriculum contains a lot of learning objectives in order to develop 
communication skills. Basic knowledge on communication as well as dealing with 
barriers of communication and conducting interviews should be taught. Since the 
curriculum also includes content of non-verbal communication such as etiquette 
and dress code it refers to the category successful occurrence and negotiation, too. 
For this purpose, a number of exercises are given in the teaching materials, which 
enable a practical application in different situations. 

The module ‘Entrepreneurship’ additionally includes that students should 
develop the ability to network. However, there is no information in the teaching 
materials available that show how networking can be strengthened via teaching. It 
can only be derived from group work sessions that are implemented. 

Unlike entrepreneurial knowledge, entrepreneurial attitudes and skills 
can only be acquired by actively doing. Therefore, the teacher has to create situa-
tions in which students can feel real experiences or can at least comprehend con-
tent intellectually. Action orientation is a key concept for that. For this purpose, 
teaching methods prescribed in the curriculum were analysed additionally. 

The analysis indicates that guidelines concerning teaching methods are 
not well elaborated into the curriculum. Thus, teachers can only take few guide-
lines out of the curriculum for their teaching. Also the teaching materials do not 
contain detailed and sufficient exercises and recommendations for the instruc-
tional design of teaching. Therefore, teachers are expected to implement the cur-
riculum to a large degree on their own. Nevertheless, some advices on how to use 
action methods are included in the curriculum. It is recommended that the module 
‘Communication Skills’ , for example, should be delivered in a workshop mode, 
wherein every learner gets the opportunity to practice learning contents and get 
coaching to improve their communication skills. Furthermore, a suitable mix of 
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theoretical input including appropriate demonstrations and practical application is 
prescribed. 

The module ‘Entrepreneurship’ does not elaborate in sufficient detail 
how the curriculum can be implemented in teaching. Teaching methods, such as 
interactive pedagogy, classroom instruction, audio-visual methods and role play 
are recommended. Since interactive pedagogy and classroom teaching could be 
comprehended very broadly, different interpretations are possible. There are no 
prescribed limits between the quantum of group work or discussions and classic 
frontal teaching with the usage of different questions in the dialogue between stu-
dents and teachers. On the one hand it would give teachers a great level of freedom 
in the instructional design of their teaching, but on the other hand it would also 
lead to uncertainty and not so uniform inputs from teachers since explicit examples 
are not given. 
 
 
 Industrial Training Institutes – The Way Ahead 

 
The vocational training in India is assuming a momentum and direction for the 
better. An ambitious target has been set for skilling 500 million people by the year 
2022 under the National Skill Development Initiative (NSDI) and a NSDP has 
been articulated (Table 2). A three tier structure has been evolved for the govern-
ance of the Skill Development Initiative (Sanghi et al. 2012). The Prime Minister’s 
National Council on Skill Development is the apex institution to provide policy 
direction. At the next tier, National Skill Development Coordination Board has 
been constituted to bring coherence in the activities of the different ministries in-
volved in the skill development activities. At the next tier, the NSDC has been set 
up to develop action plans to promote skill development in the PPP mode (GoI 
2009) (see chapter 7). 

The ITIs are expected to play a very important part in this ambitious pro-
gram. Several new initiatives have been introduced to rectify some of the deep 
rooted lacunae in the vocational education and training system. One of the differ-
entiating aspects of the NSDP is that the world of work philosophy that has been 
implicitly assumed in detailing out the elements of the policy and the correspond-
ing programs under the policy, many of which have been mentioned in the various 
sections of this paper. Involvement of the private sector as resource providers and 
stakeholders, transforming the vocational training from being supply driven to de-
mand driven, decentralising the delivery to the institution level, creation of a qual-
ification framework to ensure quality standards and to align the vocational training 
with general education are some of the defining features of the NSDP. The NSDP 
has also been embedded within the broader socio-economic objectives of realizing 
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the demographic dividend and bridging the skill gap estimated at the global level 
over the next decade or so. The Vocational Training institutions will be key players 
for realising the lofty goals set in the NSDI and a key instrument under the NSDP. 
 

The mission of the NSDI will empower all individuals through improved skills, knowledge, na-
tionality and internationally recognised qualifications to gain access to decent employment and 
ensure India’s competitiveness in the global markets. 
 
In 2009, Government of India formulated NSDP that laid the skill development framework for 
India. The policy aims to support achieving rapid and inclusive growth through: 
 

1. Enhancing individuals’ employability (wage/self-employment) and ability to adapt to 
changing technologies and labour market demands. 

2. Improving productivity and living standards of the people. 
3. Strengthening competitiveness of the country. 
4. Attracting investment in skill development. 

 
The objectives of National Policy on Skill Development are as below: 
 

a. Create opportunities for all to acquire skills throughout life, and especially for youth, 
women and disadvantaged groups. 

b. Promote commitment by all stakeholders to own skill development initiatives. 
c. Develop a high-quality skilled workforce/entrepreneur relevant to current and emerg-

ing employment market needs. 
d. Enable the establishment of flexible delivery mechanisms that respond to the charac-

teristics of a wide range of needs of stakeholders. 
e. Enable effective co-ordination between different ministries, the Centre and the States 

and public and private providers. 
 
The scope of NSDP: 
 

a. Institution- based skill development including ITIs/ITCs/vocational schools/technical 
schools/polytechnics/professional colleges, etc. 

b. Learning initiatives of sectoral skill development organised by different ministries/de-
partments. 

c. Formal and informal apprenticeships and other types of training by enterprises 
d. Training for self-employment/entrepreneurial development 
e. Adult learning, retraining of retired or retiring employees and lifelong learning 
f. Non-formal training including training by civil society organisations 
g. E-learning, web—based learning and distance learning. 

Figure 3: NSDP. Source: Extracted and adapted from GoI (2009) 
 
Questions do remain. Comments have been expressed about the wisdom of the 
NSDI and NSDP considering the socio-cultural milieu and both the static and dy-
namic structural features of the economy (Sanghi et al. 2012; King 2012). The 
predominance of informal sector, a low status associated with vocational training, 
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and the challenges faced on the demand side in terms of access to finance, infra-
structure and bureaucratic bottlenecks that make doing business difficult are all 
cited as sources of scepticism accompanying the NSDI. Notwithstanding the rea-
sonableness or otherwise of such scepticism, the policy makers seem to believe 
that actions are warranted on many fronts to deal with all these issues, and feel 
determined to do what they can, while hoping for favourable outcomes to materi-
alise. In that sense, the future of vocational training in India seems to hold a lot of 
promise. 

Specifically, the ITIs are likely to experience a more favourable ecosys-
tem to make their contributions count. They are also likely to benefit from the high 
priority and attention given at the policy level to the skills training. Internal effi-
ciencies are likely to be realized through increased academic, functional and fi-
nancial autonomy secured through mechanisms that are being put in place like the 
CoE, IMC and NSQF etc. While the real impact of these new measures may take 
some time to become visible, it is reasonable to surmise that a long term direction 
has emerged for the vocational training programs delivered by the ITIs in India. 
More importantly, at a philosophical level, the policy makers seem to have com-
prehended the role of ITIs in leading their students into the world of work which 
may augur well for the effectiveness of ITIs in the future. 
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(Technical) Colleges: Technical Education in India – The 
Strengths and Challenges 
 
Rengan Venkatram 
 
 
 
 
 Introduction 

 
Any educational system promoting knowledge, skill and competency delivers 
many desirable outcomes. The best quality of education offered in any country 
creates a competitive edge over other countries. India, traditionally referred as a 
guild of possessing century old technical knowledge and skills like carpentry, 
smithy, foundry, weaving etc., has been also a forerunner in experimenting edu-
cational system to suit the modern industrial world. Thus, various educational re-
forms have been introduced, especially after the country gained independence in 
1947. Such reforms are being attempted to bring few fundamental changes in ed-
ucation particularly on improving overall school enrolments thereby increasing 
literacy level of population1 and very recently to create more technically qualified 
man power for nation building and overall socio-economic development. India, 
being the second most populous country and also one of the largest economies in 
the world, thus makes huge investments on education and to foster a rapid 
knowledge and skill based society. This vision also forms a part of overall human 
resource development and providing technical education (TE) through academic 
institutions is one among such steps. 

Any business enterprise to grow and become competitive requires an up-
dated technical knowledge and skill (Basant and Chandra 2007). The academic 
institutions provide the technical knowledge by training the youths and business 
enterprises recruit them and build on. The impact or any win-win situation between 
the educational institutions and industry interface would be defined only when 
such growth is felt at both levels. India is already on the trajectory of creating more 
and more academic institutions with the objective of creating facilities on par with 
any developed country and thus owns one of the largest higher education systems 
in the world. 

                                                           
1 The literacy of the population has increased from 18.33% in 1951 to 74.04% in 2011 (GoI 2014a). 
(The views expressed in this paper are those of the author and do not necessarily reflect those of the 
organisation where the author works.) 
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At the time of independence, the country had hardly 38 institutions offer-
ing various degree programs with a capacity of mere 2,500 students (Shivani and 
Khurana 2012; Kohli 2011). Since then, there is tremendous growth both in num-
ber of institutions and the intake of students. As per 2011 census, population in the 
age group between 15 and 24 years (youths) in India was 231 million, constituting 
about 19% of the total population (GoI 2014b). These huge young populations are 
the potential candidates who could be absorbed by the various institutions offering 
higher education in India and elsewhere. Besides, considering current demo-
graphic structure of India, where the majority of population is below the age of 25 
years, higher educational institutions play a critical role. Moreover, with an in-
creasing (20.4%) Gross Enrolment Ratio (GER)2of the youth population for higher 
education and with annual enrolment of more than 25 million (GoI 2013a), India 
is ranked as the third largest provider of higher education in the world next to US 
and China (Sharma 2012). 

Thus, the current educational system and the facilities being created in 
the country are subject to many such challenges. However, the quality of such 
workforce and their preparedness from academics to world of work is more im-
portant than a mere number of educated youths or creation of educational institu-
tions. On the other hand, it is also observed that the spending pattern on higher 
education is still under-utilised and the gap existed between allocated funds from 
government and expenditure made (Anjum and Tiwari 2012). 

With the above observations, this paper focuses on the structure of higher 
educational system with special reference to technical education system in India, 
its strengths and the challenges faced by the institutions in providing such educa-
tion. In the final section of this paper, the status of TE is more elaborated with 
some specific developments in the state of Tamil Nadu3, a leading state with ap-
proximately 66% of the population in the working age group (Peoplestrong 2014). 
Tamil Nadu is one among the 29 states in India. The state occupies a land area of 
4% of the country and holds 6% of the country’s population. Tamil Nadu state is 
also one among the states with relatively higher trend in urbanization, as 48.45% 
of state population lives in major cities and towns as against 31.16% at All India 
level. The State has achieved a better literacy level4. Between the rural and urban 
literacy population in the state, there existed only marginal differences (87.24% in 
                                                           
2 GER in higher education is the total enrolment as a percentage of population in the eligible age cohort 
of 18-23 years (GoI 2013b). 
3 In this article, very detailed analysis on the TE was done only with respect to Tamil Nadu state and 
the issues, related to TE, identified in this select state were observed to be similar in other states of 
India also. 
4The overall literacy rate of the population (as per 2011 census) was 80.33% (74.04% - All India) and 
the male and female literacy rates were 86.81% (82.10% – All India) and 73.86% (65.40% - All India) 
respectively. 
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urban and 73.80% in rural) as against 84.98% in urban and 68.91% in rural at 
National level. 
 
 
 General Structure of Higher Educational and Technical Educational 

System in India 
 
The current educational system in the country provides greater scope and also the 
facilities to undergo TE and skill development. A separate stream of vocational 
education beginning at school level is also present. Some flexibility in lateral and 
vertical movement of students from Vocational stream to TE is also seen. 

The general structure of the higher and technical educational system with 
the normal age of entry and leaving at each level that is from schooling to higher 
educational level including TE is shown in the Figure 1 (see chapter 1). At higher 
educational level, there are institutions offering both ‘General’ and ‘Tech-
nical/Professional’ education. Through the general education stream, the institu-
tions offer various courses or degree programs in the field of study like arts, sci-
ence, commerce and education. The technical or professional institutions offer 
programs relating to engineering, agriculture, veterinary, medical, law, agricul-
ture, management, town planning etc. The opportunity for a student to undergo 
any type of TE begins at the age of 16 years, when the students select either poly-
technics or other disciplines like engineering, management etc. A student can also 
enter a polytechnic college by passing out higher secondary schooling (12th stand-
ard) and undergoes the courses for two years. There is some flexibility in entering 
the polytechnic stream. The students passing out secondary schooling (10th stand-
ard) can also join polytechnic stream but has to undergo the course for three years. 
On completion of course in polytechnic, the student can continue their studies fur-
ther, especially in engineering stream, as ‘lateral entrant’. Such students join the 
Under Graduate (UG) degree program in engineering colleges in the 2nd year of 
the curriculum. 

In case of general school education stream, students after higher second-
ary level might prefer for TE. Normally the period of study, for instance in engi-
neering, will be four years. 

One could also classify the higher educational system and the institutions 
offering such education based on the form of presence. Accordingly, the higher 
educational institutions can be classified into three categories namely universities, 
colleges and special institutions offering diploma courses. The universities offer 
UG and Post Graduate (PG) degree programs in general courses like arts and sci-
ences and Professional or Technical courses like medical, engineering, law, man-
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agement, agriculture and allied subjects. The second category of educational insti-
tutions is the ‘college’ offering courses in different fields of study and the third 
category are the institutions offering exclusively Diploma courses. Based on the 
funding and management also the higher educational institutions can be further 
classified into universities as Central Universities, Central and State Open Univer-
sities, Institution of National Importance, State Public and Private Universities and 
Government and Private Deemed Universities. 

Similarly, there are both government and private funded colleges. A com-
parison on the growth of the higher educational institutions (coinciding with the 
beginning and ending of the 11th Five year plan period) based on the funding agen-
cies was made and the details are presented in Table 1. 
 

Institutions Universities Colleges Diploma Institu-
tions Total 

06-07 11-12 06-07 11-12 06-07 11-12 06-07 11-12 
Central 
Govern-
ment 
funded 

- 152 58 69 - - 145 221 

% change 
06-07 & 
11-12 

- 74.71 - 18.97 - - - 52.41 

State Gov-
ernment 
funded 

227 316 9000 13024 1867 3207 11094 16547 

% change 
06-07 & 
11-12 

- 39.21 - 44.71 - 71.77 - 49.15 

Private 
funded 

73 191 12112 19930 5960 9541 18145 29662 

% change 
06-07 & 
11-12 

- 161.64 - 64.55 - 60.08 - 63.47 

Total 387 659 21170 33023 7827 12748 29384 46430 
% change 
06-07 & 
11-12 

- 70.28 - 55.99 - 62.87 - 58.01 

Table 1: Growth of Higher Educational Institutions - All India. Source: GoI 
(2013b: 94) 
 
At the end of the 11th Five-year plan period (2011-12), 659 Universities, 33,023 
colleges and 12,748 diploma offering institutions were functioning across the 
country. The Universities and Colleges were being funded both by Central and 
State Governments. Besides, the private sector also funded all the three types of 
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institutions namely Universities, Colleges and Diploma course offering institu-
tions. The table above also shows that the number of institutions had increased 
more than one-third in a span of just six years that is between 2006-07 and 2011-
12. The break up on the number of higher educational institutions would indicate 
that among the three major funding sources, the private colleges and diploma of-
fering institutions outnumbered the government funded colleges, although the 
funding responsibilities for establishment of new Universities always vested with 
government agencies. The share of private funded institutions had increased to 
about 64% between the two time periods. Thus private sector funding in higher 
education is becoming more popular and significant across the country (Mani and 
Arun 2012). 
 
 
 Technical Education and Capacity Expansion 

 
The concept of imparting technical knowledge and skill in India has been an age 
old tradition and thus has a long history (Ahmed and Satija 2005). Imparting for-
mal TE in India can be traced back to mid-19th century (Shivani and Khurana 
2012). The industrial revolution in Western countries traversed subsequently to 
many colonel ruled countries including India. The situations thus demanded local 
trained technicians for managing small scale industrial units, creation of infra-
structure like roads, water bodies including dams, running industrial units with 
agricultural produce as basic raw material etc. Thus, providing TE began in the 
form an informal training and then transferred from generation to generation, later 
shaped into academic-cum-training based institutions in the field of engineering, 
management, applied crafts etc. 

TE in India now covers the various courses and programs in engineering, 
technology, management, architecture, town planning, pharmacy, applied arts and 
crafts, hotel management and catering technology (GoI 2011). 

Over a period of time since independence, the technical education system 
in India has grown fairly larger in size with participations both from government 
and private agencies. Programs in different disciplines/trades are now offered with 
the award of simple certificate of participation to award of Diploma or UG and PG 
degree certificates. Based on the funding, the institutions providing such TE can 
be broadly classified into three categories namely Central Government funded in-
stitutions, State Government funded institutions and Self-financed institutions. 
Currently, there are about 16,500 institutions offering TE at Diploma, UG and PG 
levels (AICTE 2014). In Table 2 below, the details on number of the technical 
institutions and intake in a span of six years (2006-07 and 2013-14) are shown: 
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Levels 

2006-2007 2013-14 

Number of 
Institu-
tions 

Number of 
Student In-

take 

Intake per 
Institute 

Number of 
Institutions 

Number of 
Student In-

take 

Intake per 
Institute 

UG 2,322 746,672 322 4,599 1,736,174 378 
PG 5,735 388,071 68 7,929 560,226 71 
Diploma 2,511 633,983 252 4,037 1,172,868 291 
Total 10,568 1,768,726 167 16,565 3,469,268 209 
% change in 2013-14 over 2006-2007 56.75 96.15 25.13 

Table 2: Number of Technical Institutes and Student intake - All India. Source: 
AICTE (2014) 
 
The TE is offered as degree courses and diploma courses. During the year 2006-
07, there were 10,568 institutions offering various courses and programs in engi-
neering, technology, management, architecture, town planning, pharmacy, and ho-
tel management and catering technology. The student intake per year was about 
1.76 million and about 167 students were admitted in each institute. The growth is 
found to be tremendous, as within a span of six years, the student intake increased 
to 3.47 million from 1.76 million through establishment of 16,565 institutions dur-
ing 2013-14. The overall increase (percentage change) in number of institutions, 
student intake and intake per institute were 56.75%, 96.15% and 25.13% respec-
tively (Table 2). 

Thus, there has been a tremendous growth in establishment of technical 
institutions and student intake every year. This growth in number of technical in-
stitutions is also on par with the overall growth in the higher educational institu-
tions per-se. 
 
 
 Enrolment – Discipline Wise 

 
The growth in establishing institutions must be on par with increase in the enrol-
ment. The data indicate that growth in establishment of higher education is also 
found to be consistent with the increase in enrolment over the years. The number 
of students enrolled in higher education had increased from 0.21 million in 1950-
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51 to about 22 million in 2011-12 (CII 2013)5, with the effect that the GER has 
also increased from 0.40% in 1950-51 to 19.4% in 2012-13 (Naik and Agnihotri 
2013). Such enrolment however has not been uniform throughout the disciplines. 
In this section, a brief analysis was done to understand the pattern of enrolment 
among different disciplines and how the growth in institutions offering TE found 
consistent with such enrolments. 
  

                                                           
5 It is expected that during 2016-17, about 31 million students are to be enrolled for higher education, 
out of which 18.5 million (60%) are expected to be enrolled in private-run institutions. About 14.3 
million students (46%) are expected to take up TE at UG, PG and diploma levels out of total enrolment 
in higher education. 
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Figure 1 and 2: Discipline wise break-up of enrolment in higher education. 
Source: GoI (2013b: 94)  
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As could be seen from Figure 2, during 2006-07 about 14 million students pre-
ferred different disciplines and out of which about 58% of the students (8 million) 
preferred Arts and Science discipline. Based on the statistics, during the year 2011-
12, the share however reduced to 44% (9.64 million) though there was increase in 
number of students preferred this discipline in absolute term. Subsequently, there 
is a great discipline switch-over towards technical/professional education like en-
gineering science, management, medicine, agriculture, law as the share increased 
from 37% to 49%. This overarching shift towards TE might be continued as the 
establishment of institutions providing TE is found to be demand driven. 
 
 
 Technical Education in Tamil Nadu and its Governance 

 
In Tamil Nadu also the educational system has gone through changes in several 
dimensions. One major development is tremendous increase in the number of ed-
ucational institutions. This has also resulted in enrolment of students especially in 
technical educational institutions. The educational policy of the state aims to fit 
itself well with overall national agenda of improving the access, equity and quality 
of education. The overall structure of the higher and technical educational system 
prevails in the state with the normal age of entry and leaving at each level is shown 
in the Figure 3. The Directorate of Technical Education (DTE), Government of 
Tamil Nadu, is responsible for formulating policies and promoting any coordi-
nated development in the field of TE. 
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Figure 3: Education system and school to work transition in Tamil Nadu. Source: 
Adapted from Government of Tamil Nadu (n.d.) 
 
Among the various TE offered in the state, ‘engineering’ courses are becoming 
popular among the students passing out of higher secondary education mainly due 
to various reasons. The mind-set is that acquiring any professional degree, includ-
ing engineering, could improve the overall career opportunities of an individual. 
In addition, the students also believe that an engineering degree as a ‘base’ degree 
could open up possibilities to pursue higher studies in India as well as in abroad 
(Samuel 2013). 

The duration of such engineering degree course is four years with the award 
of B.E degree. Every year, students get admitted to these engineering colleges through 
“single-window counselling system” organised by Anna University6 (Government of 

                                                           
6 Government of Tamil Nadu introduced single window counseling system for admission of students 
to engineering colleges in Tamil Nadu during 1997–98. Every year, the admission is done at one centre 
(Anna University - a state run University) whosoever applied on the basis of merit. Around 50 to 65% 
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Tamil Nadu 2015). Few colleges and Deemed Universities, however admit the stu-
dents based on the scores obtained in entrance tests conducted separately by these 
institutions. 

Admissions to polytechnic colleges are done through the individual insti-
tutions but coordinated and monitored by the DTE, Government of Tamil Nadu. 
Polytechnic education is normally preferred by the less privileged and thus made 
affordable and accessible to many of the rural students who complete their sec-
ondary education. The courses like Master of Business Administration (M.B.A) 
and Master of Computer Applications (M.C.A) are also brought under TE. The 
students are eligible to apply for these courses after graduation. The number of 
institutions and the student intakes in various higher educational institutions in-
cluding technical education institutions in Tamil Nadu are presented in Table 3. 
 

Institutions Government Government 
aided 

Self-Financ-
ing 

Total 

I. General     
A. Number of institutions     
a. Arts and Science colleges 62 133 438 633 
b. Colleges of Education 7 14 651 672 
c. Physical Education - 3 8 11 
d. Oriental colleges - 10 - 10 
e. Schools of Social work - 2 - 2 
Total 69 162 1097 1328 
B. Student intake (sanc-
tioned)7 

156,000 356,000 373,000 885,000 

II. Technical     
A. Number of Institutions     
Engineering 7 21 525 553 
MBA and MCA (stand-alone) - - 69 69 
Polytechnic 30 39 395 464 
Total 37 60 989 1086 
B. Student intake (sanc-
tioned)* 

15,770 25,692 407,988 449,450 

* The data relate only to engineering and polytechnic colleges as the data were not 
available for MBA/MCA courses. 
 
Table 3: Higher Educational Institutions in Tamil Nadu (2012-13). Source: Gov-
ernment of Tamil Nadu (2013a) 

                                                           
sanctioned strength in self-financing private engineering colleges are also being filled through single-
window counseling system besides Government run colleges. 
7 Means the maximum number of students allowed to be admitted in a particular institute as per the 
Government’s approval. The DTE, Government of Tamil Nadu, is the competent authority to monitor 
the admissions. 
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In general stream, there are educational institutions offering arts and science de-
gree programs, Bachelor degree in Education, physical education and other disci-
plines like social work. There are about 1,300 institutions in the state. Among the 
three major categories of institutions viz. fully funded by Government, partly 
funded by Government (government aided) and private funded, the private fund-
ing institutions dominate the system with an overall intake of about 0.9 million 
students. In the field of TE, there were 553 engineering colleges and 464 with a 
total intake of about 0.44 million students. Similar to general education, the TE is 
also dominated by privately funded education providers. The analysis below is an 
indicator of the trend for TE among students in Tamil Nadu with self-financing 
colleges (fully funded by private) dominating the intake of students over the years. 
The year wise details about number of students who could be admitted in the var-
ious colleges run by government and private are shown in Table 4. 
 

Year 
 

Government 
(1) 

Government aided 
(2) 

Private 
(3) 

Total 
4 = (1+2+3) 

% of intake 
by private 
w.r.t total 

5= 
(3÷4)x100 

2006-2007 3,545 1,810 89,744 95,099 94.37 
2007-2008 3,575 2,170 105,044 110,789 94.81 
2008-2009 6,360 2,410 127,370 136,140 93.56 
2009-2010 8,465 2,465 161,515 172,445 93.66 
2010-2011 10,285 2,510 182,529 195,324 93.45 
2011-2012 10,385 2,645 213,004 226,034 94.24 
2012-2013 10,705 2,735 248,724 262,164 94.87 
2013-2014 11,605 2,820 272,872 287,297 94.98 
CGR (%)* 20.19 5.58 17.80 17.70  

* Denotes Compound Growth Rate between 2006-07 and 2013-14 
 
Table 4: Student sanctioned strength in engineering colleges. Source: Government 
of Tamil Nadu (2013a) 
 
Over the years, the sanctioned strength in the engineering colleges has been in-
creased. During the year 2006-07, the total sanctioned strength was just 95,099. 
The student’s sanctioned strength has increased to 287,297 with an increase of 
17.70% (Compound growth rate) per year. Among the three types of institutions, 
the growth rate was relatively higher in government run institutions followed by 
privately run. Nevertheless, out of the total sanctioned student strength about 95% 
of the intake has gone to private run institutions. 

Similarly, the approved sanctioned strength in polytechnic colleges has also 
increased during the above time period (Table 5). With a sanctioned strength of 
just 71,447 students during 2006-07, the strength has increased to 200,808 during 
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2013-14 with annual compound growth rate of 16.07%. The growth in student 
intake between government and private run institutions was about 19.56 and 17.36 
%. However, about 85% (increased from 75.54% in 2006-2007 to 84.65%) of the 
sanctioned strength was with private funded institutions. 
 

Year 

Government 
(1) 

Government aided 
(2) 

Private 
(3) 

Total 
4 = (1+2+3) 

% of intake 
by private 
w.r.t total 

5= 
(3÷4)x100 

2006-2007 5,080 12,399 53,968 71,447 75.54 
2007-2008 5,160 12,980 69,316 87,456 79.26 
2008-2009 6,085 13,453 90,844 110,382 82.30 
2009-2010 6,090 13,658 112,443 132,191 85.06 
2010-2011 8,430 13,716 136,194 158,340 86.01 
2011-2012 11,670 13,842 145,910 171,422 85.12 
2012-2013 12,910 14,257 159,264 186,431 85.43 
2013-2014 16,255 14,567 169,986 200,808 84.65 
CGR (%)* 19.56 2.03 17.86 16.07  

* Denotes Compound Growth Rate between 2006-07 and 2013-14 
 
Table 5: Student sanctioned strength in Polytechnic colleges. Source: Government 
of Tamil Nadu (2013a) 
 
 
 Issues and Challenges 

 
Given the above institutional framework of TE in the Tamil Nadu state and an 
increasing trend in the student seating capacity in both engineering and polytech-
nic colleges, lot of emerging issues and consequently challenges are now forth-
coming. Some of them focused in this paper are privatisation of higher/technical 
education and fee structure and its disparity between government and private run 
institutions, gap between seating capacity and actual admittance, women in TE, 
quality of education owing to mushroom growth of institutions and lastly employ-
ability of the students after completion of the courses. The issues and challenges 
faced by TE institutes are similar in other states also and thus could be generalised. 
 
 
 Privatisation 

 
The preceding discussions on the increasing number of institutions run by different 
funding agencies would clearly reveal and emphasise the significant role played 
by these private agencies in providing TE in the state vis-à-vis in the country. The 
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Government mostly acts as a regulatory body. In fact, the state government’s pri-
ority is to provide elementary and secondary education and thus allocates more 
funds (budget) for improving the enrolment at schools rather higher education. It 
is estimated that during 2007-2012, about 43% of the public expenditure on edu-
cation was incurred for elementary education, 25% for secondary education and 
the remaining 32% for higher education. With regard to Central Government’s 
expenditure on education, 49% was incurred for higher education and the remain-
ing for elementary (39%) and secondary (12%) education. The various states in 
India incurred about 74% of expenditure for school education of which 44% was 
on elementary education and 30% on secondary education and the remaining 25% 
for higher education (GoI 2013b).This is one of the reasons for more private par-
ticipations in providing both higher and technical education. 

However, Kapur and Mehta (2004) argued that the education system in 
India remains suspended between over-regulation by the Government and a dis-
cretionary privatisation is unable to mobilize capital in productive ways resulting 
in a sub-optimal structuring of higher education. Considering the huge youth pop-
ulation, the scale and the complex demand for higher education, it may not be 
possible for the Government to tackle challenges alone instead leaving the private 
partners to shoulder the responsibilities. 
 
 
 Fee Structure 

 
Another closely related issue in providing TE is the fees collected by the technical 
educational institutes from the students. Since the TE is more or less privatised 
and also cater to the larger demand of students who aspire for such education, there 
existed different fee structure between government and self-financing private en-
gineering colleges. In Tamil Nadu for instance, in a government engineering col-
lege, a student will be paying INR 9,180 per annum, and in a self-financing col-
lege, under government quota, an amount of INR 40,000 for non-accredited8engi-
neering courses and INR 45,000 for accredited courses is charged. Besides, ad-
mission is also done under the umbrella Management Quota9 and a student has to 

                                                           
8 Accreditation is a quality assurance scheme for TE. It is open to all institutions in Engineering and 
Technology, Management, Architecture, Pharmacy, Hotel management and Catering Technology, 
Town and Country Planning, Applied Arts and Crafts (http://www.nbaind.org). The higher educational 
institutions are encouraged for assessment and accreditation either by National Assessment and Ac-
creditation Council (NAAC) in case of Arts and Science colleges and Universities or by National Ac-
creditation Board (NAB) in case of Technical institutions. However, certain technical institutions offer 
non-accredited courses also. 
9 Every institute admits certain percentage of seats for which the management has discretion to give 
admission on factors other than merit. Usually, out of sanctioned strength, a certain percentage (65%) 
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pay not less than INR 70,00010.Such disparity in fee structure is highly criticized 
as selection of the institutions by students is left to the demand and supply forces. 
Since the seating capacity in government run is also limited (about 12,000) many 
of the students have left with the choice of selecting private funded institutions. 
The enhanced fee structure in private institutions should be justifiable only when 
they provide better facilities than the government run institutions. This warrants 
an independent agency to watch over the performance of any institutions in terms 
of quality education. Similar situations prevail in polytechnic colleges though the 
fee band is not as high as that of engineering colleges for the obvious reasons. 

Considering the greater role played by the private players offering TE, it is 
very crucial that while framing any statute or imposing any regulations on fixing 
fee structure, these private players have to be given greater autonomy in manage-
ment of educational institutes including the fixation of fee structure. However, the 
fees need not be at an exorbitant level and a balance has to be struck between the 
autonomous and a reasonable and a justifiable fee structure to break even (Rahman 
and Islam 2014). The overall vision will be that the students get better quality 
education and facilities. 
 
 
 Seat Capacity and Admittance 

 
The scenario of a high growth rate in the establishment of new technical education 
institutions is evident. Nevertheless, there is a huge gap between sanctioned 
strength and students admitted in the technical institutions all over the country 
(Gosavi 2013). In case of Tamil Nadu, Table 6 shows that about 9.70% (2008-09) 
to 36.56% (2013-14) of the seats sanctioned were kept unfilled (vacant) in the 
engineering colleges during the time period from 2006 to 2014 in Tamil Nadu. 
  

                                                           
is earmarked to be filled from State level merit list and the rest (35%) are allowed to be filled by the 
management at their discretion. 
10 Based on the web site details of the few colleges in Tamil Nadu. 
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Year Government Government aided Self – financing Overall 
 Eng. Poly 

tech 
Eng. Poly 

tech 
Eng. Poly 

tech 
Eng. Poly 

tech 
2006-2007 1.37 5.55 1.22 6.24 21.68 9.21 20.51 8.65 
2007-2008 0.00 2.50 0.00 5.10 14.16 7.59 13.32 6.92 
2008-2009 1.79 5.55 0.00 6.24 10.28 9.21 9.70 8.65 
2009-2010 2.66 4.89 2.88 11.96 32.12 23.89 30.37 21.78 
2010-2011 5.27 12.46 0.16 11.69 17.83 30.92 16.94 28.27 
2011-2012 4.92 5.44 0.00 13.37 30.03 32.38 28.70 29.01 
2012-2013 3.88 11.60 0.00 14.62 31.41 32.26 30.39 29.48 
2013-2014 16.06 10.37 4.79 19.02 37.69 45.45 36.56 40.69 

Table 6: Percentage of Vacant seats against seating capacity. Source: Government 
of Tamil Nadu (2013a) 
 
The vacant seats in case of polytechnic colleges were also critical as 6.92% (2007-
08) to 40.69% (2013-14) of the seats were not filled up. This raises the basic ques-
tion whether TE lost its attraction? Whether increase in establishment of the tech-
nical institutions seems to be more of supply-driven rather than market driven? 
Many reasons are quoted for a rising trend in unfilled seats in both engineering 
and polytechnic colleges. One such reason is that trend to move towards conven-
tional degree courses rather TE. This trend also highlights the failure of technical 
institutes to utilize the opportunity and their preparedness on employability. Com-
bined with this is also a skewed growth of engineering and technical disciplines 
within the institutions. This necessitates that future expansion should achieve more 
disciplinary diversities; concentration on core disciplines and increasing capacity 
in already established institutions rather than creating new institutions. 
 
 

 Women in Technical Education 
 
Women constitute about 48% of the total population in India. There is a phenom-
enal growth all over the country in the enrolment of women in schools and colleges 
since independence. In the following section, the analysis on the trend in girl stu-
dents opting for TE specifically in Tamil Nadu also throws some interesting de-
velopments on this perspective. The details are shown in Table 7. 
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Year Government Government aided Self - financing Overall 

Eng. Poly tech Eng. Poly tech Eng. Poly tech Eng. Poly 
tech 

2006-2007 32.34 33.84 29.36 17.17 34.84 7.89 33.89 11.43 
2007-2008 33.57 35.50 35.13 16.51 36.30 8.00 35.58 10.99 
2008-2009 38.85 37.45 37.34 20.14 37.12 7.85 37.26 11.07 
2009-2010 36.60 38.07 36.17 16.32 34.08 6.40 34.52 9.33 
2010-2011 36.78 31.44 38.87 15.52 34.83 6.91 35.25 9.42 
2011-2012 40.18 25.69 40.66 16.57 35.27 6.88 35.85 9.54 
2012-2013 43.69 24.17 41.54 15.60 36.48 6.91 37.01 9.21 
2013-2014 42.40 19.86 38.55 13.79 34.28 7.04 34.94 9.27 

Table 7: Percentage of girl students admitted in Technical Institutions. Source: 
Government of Tamil Nadu (2013a) 
 
The number of girl students undergoing TE has been increasing (Table 7). How-
ever, only about 34.94% of the girls (2013-14) were admitted in engineering col-
leges and about 9.27% (2013-14) got admitted in polytechnic colleges though 
there is no ceiling on sanctioned strength for girl students. The above table also 
indicates that the trend in percentage of girl students admitted in polytechnic col-
leges is found to be declining, more particularly, in Government run colleges. Such 
decline in the demand for polytechnic courses in Tamil Nadu is due to factors like 
rise in number of engineering colleges on one side and increase in number of in-
take in Government run engineering colleges on other side, where the fee structure 
is nominal. Many of the students even leave the polytechnic colleges when they 
got admission in engineering colleges. In certain situations, engineering colleges 
are even competing with polytechnic colleges. The following news clipping sub-
stantiates the above observations. 
 

“(…) demand for polytechnic courses in Tamil Nadu declined owing to a variety of factors, 
including the rise in number of engineering colleges. Many of those who enter polytechnics 
leave when they get admission through counselling elsewhere. So many seats remain va-
cant, but rules do not allow admission after the due date. Many private engineering colleges 
admit students after the due date, but most of them charge Rs. 30,000 to Rs. 40,000 a se-
mester, akin to private engineering colleges, and offer no significant placement opportuni-
ties. And while government-run colleges have registered an increase in the number of girls, 
but those that offer evening shifts have fewer women students. It is also because many me-
chanical and electrical companies do not even allow girls in their recruitment procedures.” 
(The Hindu 2011) 
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 Quality of Education 
 
Yet another major challenge in TE is improving the quality of education by means 
of strengthening the faculty with required qualified teachers in different disci-
plines, providing academic autonomy, improving transparency in governance and 
proper regulation of the institutions. Among these, one of the serious concerns 
affecting the quality of TE is the lack of qualified faculty and shortage of faculty 
in many institutions though All India Council for Technical Education (AICTE) 
insists that 1:15 Teacher-Student ratio in engineering colleges and 1:20 in poly-
technics has to be followed. Thus the most acute problem with the growth in num-
ber of technical educational institutions is inadequate quality on account of lack 
of competent faculty and lack of accountability (Sahu et al. 2008; Rani 2010; Go-
savi 2013). Hence, there is shortage of faculty and the following news report sup-
ports the argument. 
 

“(…) only 4 of the 10 government engineering colleges have full-time principals and 17 of 
the 41 government polytechnics do not have full-time principals. Nearly half of teachers' 
posts in government engineering colleges and polytechnics are lying vacant. The 10 engi-
neering colleges have just 33 professors against a sanctioned strength of 50 and have a 
shortage of 130 Assistant professors. In the 41 polytechnics, there are just seven heads of 
department against a sanctioned 141, while 993 posts of lecturers are lying vacant.” (The 
Times of India 2014) 

 
To address this issue, the Government of India with the financial assistance from 
the World Bank launched a Technical Education Quality Improvement Program 
(TEQIP) as a long-term Program of 10-12 years, for systemic transformation of 
the technical education system. The project mainly aims at strengthening the in-
stitutions to produce high quality engineers for better employability, scaling up 
postgraduate education and demand driven research and development and inno-
vation, establishing Centres of Excellence for focused applicable research, training 
of faculty for effective teaching and enhancing Institutional and System Manage-
ment effectiveness. About 190 Engineering Colleges were selected at All India 
level to participate in TEQIP II and 9 Institutions were selected from Tamil Nadu. 
The project cost is shared by Central and State Government in the ratio of 75:25. 
The above move is only a small step and has a long way to achieve the desired 
quality. 
 
 

 Employability 
 
Employability focuses basically on the employee’s needs and aims to match their 
requirements from their own perspectives. An appropriate TE would provide the 
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required knowledge and skill and make the students graduating from technical in-
stitutes employable. Thus providing employment to the students graduating from 
engineering and polytechnic colleges is yet another major challenge faced by tech-
nical institutes while providing TE. Technical educational institutions are to pro-
vide the required skills to the students so that the employers should not fall short 
of their requirements (Padmini 2012; Somalingam and Shantakumari 2013). 

Most of the concerns in today’s discussion fundamentally revolve around 
employability skills or job readiness skills possessed by the students graduating 
from both engineering and polytechnic institutes to be fit and remain in the world 
of work. Unfortunately, it is found that 64% of employers are only somewhat sat-
isfied or found to be worse with the current engineering graduate skills and the 
country need to improve the skill set of the technical graduates and focus on higher 
order skills and creativity (Blom and Saeki 2011). Thus, there is a gap between 
qualifications attained by the students and how they should be trained for the job 
market. 
 

“(...) the employability level in technical education is only 20%. The educational system 
concentrates only on transfer of knowledge and not on developing skills and the area that 
is ignored is the domain skill, which is what the industry rues about.” (The Hindu 2012) 

 
Various reasons were been identified for the gaps. The graduating students lack 
various skills beyond mere communication skills. The decision making skills, 
problem solving and the ability to work with people with different backgrounds 
are also found lacking (Mehra and Virgandham 2013). There is also a need to 
change the current curriculum based on the industry-employer expectations (Go-
palakrishnan and Sukmar 2013; Chithra 2013).The curriculum and the mandate of 
the educational institutes need to be updated to focus on the demand of industry 
and the job opportunities (Kasturi 2012) and majority of technical institutions in 
the country had poor linkages with industry (Kasturi 2013). This realization has 
driven many of the technical institutes for an increased awareness and to restruc-
ture the curriculum wherever essential. 
 
 

 Conclusion 
 
TE in India, covering various courses and programs in engineering, technology, 
management, architecture, town planning, pharmacy, applied arts and crafts, hotel 
management and catering technology, has been witnessing significant changes 
both quantitatively and qualitatively since independence. Parallel to such develop-
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ments, there is also increasing pressures for academicians or TE providers to inte-
grate skill training vis-à-vis job orientation with that of academic subjects to make 
the graduating students employable or job-fit. 

India’s current demographic transition is looking for an opportunity to 
enjoy a dividend from the demographic burden of the erstwhile. As per the current 
development, the age structure of India’s population plays a major role in provid-
ing young labour force to the job market in the next two to three decades. With the 
increasing population and more dynamism of young generation population in the 
demographic profile, the country is poised to create more job opportunities for 
such labour force. However, worthwhile changes can be possible only with clear 
cut policies on industrial development, technology adoption, research and devel-
opment and objectives of TE and training (Sen 1989). 

In order to capitalize these changes in technical education system and to 
meet the increasing demand for skilled personnel, the technical institutes in the 
country are now playing a critical role. Such technical institutes aim to prepare the 
students to become technically qualified with specialised skills and thus ensure 
employability. These technical institutes are no doubt the major players in provid-
ing such skills and the industrial development of country depends on these insti-
tutes. 

The current growth of the technical institutes with an increase in numbers 
and the privatisation of such educational institutes are quite obvious from the pre-
ceding analysis. Such expansions have thrown up a wide variety of challenges 
especially to Government to maintain the quality of education. The Government 
of India and State Governments could not fully cater to the needs of matching the 
demand for providing TE by establishing needed technical educational institu-
tions. Hence, the numbers of self-financing colleges (private institutions) are in-
creasing and they also now shoulder the responsibilities, even more than any pub-
lic-run technical institutes in preparing the youths towards the world of work. 

Besides, the mandatory imposition of quality controls in education 
though largely rests with the government; the problem of plenty is now becoming 
a real challenge in a democratic set up. Equally important is that an adequate return 
on investment made by the students who undergo TE has to be ensured as educa-
tion is considered to be a process of skill and training and treated on par with 
capital formation. Therefore, in this current scenario of superfluous supply of in-
stitutions, a long term strategy is essential to create more jobs and employability 
of the graduating students to be fit for such world of work. Such strategy needs to 
focus more on academic strength and their rigor with enhanced monitoring of qual-
ity education, besides a strong support from industry to correct mismatch in the 
current technical education system. In the threshold of major changes in the TE, 
the country has no other options except to build more credible technical and skill 
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oriented professional educational system for the welfare of the youths who enter 
the world of work. 
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Higher Education / University: Taking the Skills March 
Forward in India – Transitioning to the World of Work 
 
Mona Khare 
 
 
 
 
 Prologue 

 
This chapter tries to capture the changing profile of Indian higher education seek-
ers and the system per se. It is argued that Higher Education (HE) in India needs 
to make a leap from education for the sake of education to education for better 
livelihood to education for better living to provide for smoother transition to work 
for HE graduates. The chapter discusses some interesting issues that HE needs to 
confront. These can be highlighted upfront as (1) on one hand there is excessive 
dependence on non-formal system of vocational training and on the other hand 
young graduates coming out of the formal HE system are unable to meet the in-
dustry expectations on job readiness. (2) On one hand the percentage of educated 
job seekers is increasing while on the other a very miniscule percent is getting 
placed. (3) The limited size of professional courses is revealed by the ratio of pro-
fessional to non-professional enrolment being 1:3. (4) The problem of employa-
bility skill gaps is higher in the general academic non-professional graduates that 
constitute the majority. This certainly demands a relook at a policy level change 
to rationalize and reduce the existing disparity and focus on Vocationalisation of 
education. 

The chapter will first introduce the theoretical background for linking Ed-
ucation Growth and Human capital in the light of changing global priorities. Look-
ing at the education and training profile of educated job seekers in India the chapter 
then describes the existing Higher education system to showcase its prepared-
ness/lack of preparedness to produce industry ready graduates. It then discusses 
the new initiatives taken for rejuvenation and Vocationalisation of HE in the coun-
try concluding with the challenges herein being faced for preparing HE graduates 
for work.  

M. Pilz (ed.), India: Preparation for the World of Work,
DOI 10.1007/978-3-658-08502-5_7, © Springer Fachmedien Wiesbaden 2016
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 Introduction 
 
Debates over the differential outcomes afforded by a university education, the 
market value of a liberal versus technical and vocational education, the humanistic 
knowledge based versus skill based teaching learning approach are of an eternal 
nature. While there exists a body of academics that argue for the importance of a 
humanistic education in the personal and intellectual growth of students and the 
employers too are equally divided in their assessments of liberal or vocationally 
oriented university programmes, but all value employees who possess the ‘em-
ployability skills’ needed to meet the demands of the new economy – that is, grad-
uates who are socially adept and who have the capacity to solve problems, judge 
merit, and make decisions. This concept is fast engulfing both employers and em-
ployees in developed as well as the developing world. 
 
 
2.1 Good Quality Human Resource 
 
This section gives a brief account of the rationale for this theme and its salience in 
the policy debate along with its treatment in existing literature. The fact cannot be 
denied that a good quality human resource base is extremely important in today’s 
highly competitive environment. The very concept of development has evolved in 
this direction in the past two decades moving from income and income distribution 
to human resource development. This is the very reason for the marked shift in the 
welfare approach of education to the right based approach – providing the foun-
dation for the right to dignified living. Investment in education to develop human 
capital and its contribution to economic development and growth is evidenced in 
literature by many authors (Shultz 2000; Becker 1964; Hanushek and Kimko 
2000; Krueger and Lindahl 2001; Hanushek and Woessmann 2007; Kingdon and 
Soderbom 2007; Chadha 2004; Mathur 1990). Macro-economic evidence shows 
that human capital leads to economic growth (Mankiw et al. 1992; Barro 1997; 
Barro 2000; Krueger and Lindhal 2001; Stevens and Weale 2003). 

The new wave of linking ‘education to work’ resultant from emerging 
labour market needs, evidences of higher salaries (income elasticity of HE higher 
than all other levels of education) and better quality jobs with rising ‘skills hierar-
chy’ from the primary to the tertiary levels (World Bank 2002; Chadha 2004; Var-
ghese 2012; Khare 2012) has been quite evident in global education debates in the 
past decade. Social and economic returns of human capital (generally measured 
by education attainment levels) are at least as important as those of physical capital 
(De la Fuente 2003). There are not just direct but also indirect educational benefits 
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to growth as also type quality and efficiency of education matter (Sianesi and 
Reenen 2003). 
 
 
2.2 Shifting Global Priorities 
 
Two emerging shifts that have taken shape in deliberations on Post 2015 Education 
For All (EFA) / Millennium Development Goals (MDGs) on education seem to 
reflect the above ideology. These being-Shift in global emphasis from Elementary 
to higher and Vocational education (18th CCEM) and from access, completion to 
‘Learning Achievements’ post 2015. In fact, in the light of the fact that The United 
Nations (UN) has made employability one of its four priorities for national policy 
action on youth employment, the UN’s Youth Employment Network has sug-
gested that all countries need to review, re-think and re-orient their education, vo-
cational training and labour market policies to facilitate the school to work transi-
tion and to give young people a head start in working life (UN 2001) The close 
connect between HE and the economy, in particular the labour market has had a 
long standing. The famous Robins Report as back as 1963 had made an opening 
observation on the four aims of HE as, “We begin with instruction in skills suitable 
to play a part in the general division of labour (Robbins 1963) and went to the 
extent of stating “few would enter HE without an eye to subsequent employment.” 
 
 
 Education and Employment 

 
3.1 Skills for Employability 
 
Turn of the century, particularly the nineties brought many changes in the world 
economy. As a result, gradual withdrawal of the State financing and increasing 
private participation and expenditure coupled with a socio-politico shift towards a 
more dynamic post- industrial knowledge driven economy has set new aspirations 
in the society and the resultant demands from the HE system. Both the labour mar-
ket and the HE system have become more segmented in recent years. While the 
labour market has become more flexible and limited (jobless growth), the HE sys-
tems have become more specialised and costly thereby generating greater concerns 
over the ‘value and returns of a University degree’ as against the social prestige 
attached to it traditionally. The relative looseness in the relationship between HE 
and the labour market of the yesteryears has thus got ruptured and new questions 
are being posed on the “specific role of HE in regulating skilled labour, and the 
overall matching of the supply of graduates leaving HE to their actual economic 
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demand and utility” (Bowers-Brown and Harvey 2004). Today’s universities thus 
have wider missions than creating and disseminating ‘knowledge for its own pur-
pose’ ‘create good citizens’ – the Humboldt’s Bildung. They are expected to edu-
cate build expertise; participate in development of knowledge, and ensure that both 
the knowledge created and the experts educated are relevant to society. In the con-
text of above stated developments, the realization on wide gaps in ‘learning’ fur-
ther extended to ‘ Employability Skills’ in the last decade. The World Bank had 
defined them to be important for progress of self and nation as back as 1990. 
 

“Whether or not expanded educational opportunities will translate into meaningful devel-
opment – for an individual or for society – depends ultimately on whether people actually 
learn as a result of those opportunities, i.e., whether they incorporate useful knowledge, 
reasoning ability, skills and values.” (UNESCO WCEFA Declaration 1990) 

 
According to the Bank, Learning outcomes, refer not only to the “3Rs”, but also 
to soft-skills (teamwork, critical thinking, problem solving etc.) and to ‘specific 
technical or vocational skills related to an occupation’ (see chapter 2). This has 
resulted in changing skills needs (with ‘soft skills’, such as interpersonal and com-
munication skills increasingly valued (Belt and Richardson 2005) and also a shift 
towards part-time and more flexible work practices. 
 
 
3.2 Building the Indian Case 
 
India is today one of the fastest growing economies fuelled by a service sector 
growth. With a huge human resource base and one of the youngest populations in 
the world, youth aspirations are riding high on higher education and high-class life 
style. India’s demographic bulge at the centre – with a growing proportion of peo-
ple in the age group of 15-59 can become its biggest advantage; if handled 
properly. With a median age of 25 years, India has over 550 million people below 
the age of 25 year (Pwc 2012). Presently about 11 million students are in the 
Higher Education system which is barely 20% of the 17-23 year old population 
which the Government plans to increase to 30% by 2020. Thus the biggest chal-
lenge lies in harnessing this so called “demographic dividend” (Pwc 2012). 

The changing landscape of the Indian labour market also calls for a 
broader set of employability skills and their constant up gradation. The role that a 
responsive as well as dynamic higher education sector can play in harnessing this 
so called “demographic dividend” cannot be debated at any platform. But, the in-
dustry has been rather disappointed with the kind of graduates emerging from our 
HE particularly for want of the right kind of employability skills. Ironically, it is 
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not just the uneducated and untrained that have been said to lack skills but it is 
also the educated that consistently lie below the required standards. 

Although, Graduate Employability is not just a rising concern in India but 
all across the globe, the challenges of skill development and education advance-
ment in countries like India are all the more complex given its large population, 
vast geographical, cultural, social diversities and gender ethnics. These multiple 
challenges severely limit the chances of gainful employment – be it paid employ-
ment or self-employment. With the gradual withdrawal of the public sector in gen-
erating new employment, increasing privatization and globalization, emerging 
new job responsibilities of a ‘Knowledge society’, HE in India has come under 
tremendous pressure for want of giving renewed impetus to lifelong learning and 
development of skills and competencies. Boston Consultancy Group’s study in 
2007 had clearly indicated that by 2020 while India will have surplus of 56 million 
working people, the rest of the world would encounter a shortage of 47 million 
working people. A more recent estimate of the number of people to be skilled by 
Mehrotra et al. (2013) puts this figure at 580 million by 2022 with two million 
getting added every year. The projected numbers required to be skilled by 2022 is 
about half of this quoted numbers of which a major proportion is to come through 
formal training and HE (Table No.1). 

 
Formal Vocational Training                                                                                                             136 
VT for those informally trained                                                                                                       55 
General education higher secondary and beyond                                                                            100 
Total                                                                                                                                                       291 

Table 1: Numbers to be skilled by Education Level in 2022 (in Million). Source: 
Mehrotra et al. (2013) 
 
However, Skilling this large and growing young population from an exceedingly 
small base would be a big challenge for India. 
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 Overview of Education and Training of Indian Labour Force 
 
4.1 Low Knowledge Base 
 
An important element of India’s labour force is its poor education levels. As evi-
dent from the Figure 1 it is only 17% who have education higher than secondary 
level (including HS, diploma, certificate, graduate and above education) – a min-
imum benchmark level globally accepted for work skills. 
 

 
Figure 1: General Education Level of Labour Force. Source: Based on NSS 66th 

Round (2009-10) 
 
Of these it is only about 8% that possess a formal college education with a gradu-
ation plus degree. The proportion receiving any kind of vocational training in this 
age-group is even worse merely 10% as per 66th Round of NSS (2009-10). Here, 
too a vast majority of workers received non-formal vocational training. 
 
 
4.2 Sectoral Share of Educated and Trained Labour Force 
 
A break-up of the data by major sectors – Agriculture and allied occupations, Man-
ufacturing, non-manufacturing and service sectors reveal a far more interesting 
picture (Figure 2). 
 



Higher Education / University  109 

 
Figure 2: Sectoral Share in Labour Force in age group 15-59 by education level 
(%). Source: NSS 66th Round (2009-10) 
 
A clear-cut preference of highly educated in the service sector can be deduced with 
almost reversal of the percentage occupied in the service sector from the higher 
secondary level (42% of secondary graduates being occupied in agriculture sector 
and 45% of HS graduates employed in service sector). This percentage is as high 
as 70% and more for those that possess a college degree. 

What is even more worrisome is the fact majority have been trained in-
formally. Formal system includes: (i) higher technical education being imparted 
by professional colleges (ii) vocational education being imparted in schools (iii) 
technical training being imparted by specialised institutions and (iv) apprentice-
ship training provided by the industry. A number of agencies provide vocational 
education/training at various levels (GoI 2008). “Dependence on non-formal vo-
cational training to such an extent highlights the grossly inadequate system of vo-
cational training that currently exists in the country” (GoI 2013). In the agriculture 
sector, the most predominant source of informal training is hereditary sources 
while in the manufacturing it is on the job. Among the trained, as high as 86% in 
agriculture and 91.7% in manufacturing sector are those that have only received 
non-formal training. It is only in the Services sector that the share of formally 
trained is reasonably high (64.4%) (NSS 2009-10). 

This clearly reveals the preference of highly educated and formally 
trained workers in the fast growing services sector. This preference is a fall out of 
both-service sector employees preferring highly educated trained employees and 
vice versa. Unfortunately, it would not be correct to claim that this is because of 
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India’s economic transition directly from agriculture to the services sector that to-
day contributes about 75% of India’s Gross Domestic Product (GDP). Because, 
the case on the employment front is not the same where still a majority are occu-
pied in the agriculture and allied activities a major section of which is subsistence 
level traditional agriculture. However, future projections reveal that 60% incre-
ments in the jobs would be in the services sector. This should be considered posi-
tive in the light of India’s demographic bulge at the centre – with a growing pro-
portion of people in the age group of 25-50 who are constantly craving for white 
collared jobs. Similar, sectorial shifts towards various service industries elsewhere 
in the world should also be considered a welcome trend for India’s HE graduates 
provided they are able to reap the benefits by their competitive edge. The current 
picture although is far away from being rosy. 

On one hand there is an excessive dependence on non-formal system of 
vocational training and on the other hand the young graduates coming out of the 
formal HE system are unable to meet the industry expectations on job readiness 
(see chapter 12). The huge gap between the supply of educated and also employ-
able human resource and its demand by labour market in the country is indeed an 
early warning signal. This gap is almost 50% for most of the high growth tech 
sectors in the country. As per a NASSCOM report only one fourth of India’s en-
gineering graduates and only 10% of its other graduates are employable. Another 
recent study by PurpleLeap reveals that one third of graduates from the Tier II, III 
and IV engineering colleges are not employable even after interventional training. 
The number of readily employable graduates in Tier II, III and IV colleges equal 
the number of the total talent pool in tier I engineering colleges (TOI 2012) which 
jointly contribute to less than 1% of the engineering graduates in the country. On 
a scale of ten the gap between the employability of technical graduates between 
Tier I and Tier II cities is worrisome. 

The situation is far worse in case of graduates from other streams. A slide 
in India’s global ranking in the 5th pillar of global competitiveness Index pertaining 
to Higher Education and training, from 55 in 2007-08 to 85 in 2010-11 is further 
testimony to the above observations. (The Fifth pillar: Higher education and train-
ing of this index measures secondary and tertiary enrolment rates, quality of edu-
cation as evaluated by the business Community and the extent of staff training for 
ensuring a constant upgrading of workers’ skills.) The growing number of edu-
cated job seekers is bound to aggravate the above crisis. 
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 Education Profile of Indian Jobseekers and Labour Market Trends 
 
5.1 Educated Job Seekers Increasing 
 
Though, even today a large chunk of India’s labour force is engaged in the infor-
mal sector, the percentage of illiterate workers is continuously decreasing from 
57.5% in 1983 to 48.5% in 1993-94 to 44.1% in 1999-00 to a further down to 
38.8% in 2004-05 with a corresponding increase in the educated workers. Not only 
the headcount number but also the percentage of educated job seekers to total job-
seekers has increased from 70.7% in 2000 to 76.5% in 2009. On one hand the 
percentage of educated job seekers is increasing (Figure 3) while on the other a 
very miniscule percent is getting placed (Figure 4). Out of the ones that registered 
themselves with the employment exchange, not even 5% are getting placed. This 
is a rather scary picture. 
 

 
Figure 3: Percent of Educated Live Register to Total Live Register in Employment 
Exchange. Source: DGET (GoI) (various years) 
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Figure 4: Percent placement to Total Live Register in Employment Exchange. 
Source: DGET (GoI) (various years) 
 
 
5.2 Increasing Share of Higher Education Graduate Job Seekers 
 
Today, increasing number of persons is registering themselves in the employment 
exchanges in the country, a major share of who are educated. Though, not all ed-
ucated job seekers register themselves with the employment exchanges, the figures 
give a fairly good picture of the educated jobseekers, given the fact that out of the 
total number of vacancies notified during 2010 (0.71 million) around 72% (0.51 
million) were filled through employment exchanges. 

As is evident from Fig. 5 amongst the educated job seekers it is the per-
centage of graduates that has witnessed greatest increase in the past few years. 
This percentage has gone up from 17.85% in 2004 to 26.64% in 2008, registering 
a 8.79% increase. Also the number of graduate and above in the workforce in-
creased from 23.6 million in 2001 to 33.3 million in 2005 to a further of 50.5 
million in 2010. 
 



Higher Education / University  113 

 
Figure 5: Educated Job seekers by Education Level. Source: Employment ex-
change statistics, DGET (GoI) (respective years) 
 
While 10th grade pass still comprise the major chunk of educated jobseekers, their 
percentage is falling with each passing year. This increase can be explained by two 
facts, one rising graduate population in the country and two better quality of em-
ployment for those with higher education degrees. Studies across globe have 
proved that income elasticity of HE is much higher than all other levels of educa-
tion (World Bank 2002; Varghese 2012). The type of work that HE graduates are 
engaged in reveals one distinguishable positive feature. Almost 50% are regular 
workers closely followed by self-employment. Only a very small percentage (less 
than five) are casual workers (Khare 2014). 
 
 
5.3 Educated Job Seekers by Major Disciplines 
 
A break-up of graduate job seekers by streams of study reveal that majority are 
from general academic disciplines with Arts graduates topping the list comprising 
about 40% of the graduate job seekers (Khare 2014). Also, last few years have 
hardly seen any change in their percentage shares by major disciplines. Only a 
marginal dip is observed in the percentage share of science, engineering, veteri-
nary and education graduate job seekers. This is indicative of the fact that it is 
comparatively easier for engineering and science graduates to get employed may 
be for the simple reason that industries and occupations related to engineering and 
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science have been amongst the top five on employment index across major regions 
of the world. It can be seen that there is a heavy congregation of industries like 
IT/ITES, Health and community services, environment, Architecture, Bio tech, 
life sciences, Pharmacy, Ago-based and allied in the top growth group across all 
major regions of the world, all of which draw from the graduate pool of science 
and technology. In addition these graduates are also employed in large numbers 
even in non-engineering occupations and industries (Khare 2014). 
 
 
5.4 Skills Challenge of Higher Education Graduates 
 
Of the 500 million to be skilled by 2020 in India 25% is at the college plus level 
which translates to 125 million in figures (IMaCS 2008). Educating and skilling 
this huge mass in new knowledge and skill domains would be a huge challenge 
for the Indian higher education sector. The Planning Commission has identified 
twenty high growth sectors expected to provide employment to the burgeoning 
labour force in the coming years. These are Auto and Auto, Building and Con-
struction Materials, Building and Construction, Real Estate Services, Electronics 
and IT Hardware, Education and Skill Development Services, Food Processing, 
Gems and Jewellery, Healthcare, Textiles, Leather and Leather Goods, Organised 
Retail, Tourism and Hospitality, Transportation and Logistics, Media and Enter-
tainment, BFSI, Chemicals and Pharmaceuticals, Furniture and Furnishings, IT 
and ITES. Out of these, currently in India, graduate workforce is concentrated in 
limited sectors. After the IT/ITES where the percentage of graduate workers is 
much higher than one half closely followed by financing services, no other sector 
is employing a sizeable proportion of graduate workers except for community and 
personal services, power, trade and hotel. Education sector, which has quite a high 
share of graduate and above employee, has been kept out of this comparison (Fig-
ure 6).  
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Figure 6: Sector wise Share of Higher Education graduate plus Workers. Source: 
Khare (2012) 
 
Low percentage of graduate and above workers in certain sectors is self-explana-
tory for they may require skilled but not highly educated workers. These include 
Agriculture and allied, Transport and construction. A low percentage of only 10% 
graduate and above workers in manufacturing can be explained by way of a size-
able share of House Hold Industries (HHI) in Indian Manufacturing. Out of a total 
of 41.6 million, 16.9 million fall in the HHI category. 

An industry wise breaks up of just the incremental human resource re-
quirement till 2022 in India. IMaCS, National Skill Development Corporation 
(NSDC)) shows that Auto and Auto component, building and Construction, tex-
tiles and clothing, transport and logistics, organised retail, real estate and 
healthcare are going to be on the higher end of the spectrum adding up to a total 
of 155.9 million additional jobs. Most of these sectors currently employ very low 
percentage of graduates as main workers. But, as per a recent report on hiring in-
tentions for graduates in India, (Graduate Development Service Newsletter 2012) 
though manufacturing, insurance and chemical segments will have strongest hir-
ing intentions but technical and engineering functions will have the greatest head-
count increase. The most sought after jobs will be in sales, engineering, and re-
search and development functions at the junior-management level. Thus, even if 
demand in the traditionally robust sectors in India as per past trends, namely BFSI, 
IT and ITES, Electronics is going to be lower in no way will it undermine the 
importance of these sectors, for if not locally, additional demand would be gener-
ated globally as most developed countries are fearing acute shortage of engineers 
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and professional technicians. Skilled trades positions are currently the most diffi-
cult to fill in Europe, the Middle East and Africa (EMEA). While employers in 
America find engineering posts the hardest to fill, those in Asia Pacific term them 
to be sales representative (Talent Shortage Survey Research Results Manpower 
2012). 

Any attempts at making the transition of the HE graduates to these trades 
easier and smoother would require to keep these macroeconomic employment pro-
jections in mind. It is only of lately that attempts to capture these trends and de-
veloping occupational skills classification has been undertaken. But, for the uni-
versity and college systems to gear themselves to this kind of teaching and training 
may take a longer time for two major reasons – convincing as well as training the 
teaching faculty for this educational transition. 
 
 
 Education to Work Transition in India 

 
A brief profile of the Indian HE system would in itself throw light on the sector’s 
preparedness for producing job ready graduates. 
 
 
6.1 Education System in India 
 
India has one of the largest education systems in the world by numbers. Histori-
cally it has been a three phased segmented system of General (academic) educa-
tion, Technical and professional education and vocational education in the coun-
try. The General academic education comprises of Arts, Science, Commerce, Hu-
manities and Social Sciences; Technical Education consists of courses and pro-
grammes in engineering, technology, management, architecture, town planning, 
pharmacy and applied arts and crafts, hotel management and catering technology 
and vocational education comprises of vocational courses offered at secondary 
school and HE level largely by way of certificate and diploma programmes by the 
Ministry of Labour and Employment (MoLE) as well as few other ministries and 
stand-alone institutions of the Ministry of Human Resource Development 
(MHRD). The role of university sector in imparting vocational education and 
training is very miniscule. Therefore, it is the last two segments which traditionally 
worked with the objective of preparing students for the world of work, while the 
first system is generally oriented towards preparing individuals with humanistic 
and social values. The main objective of the technical and professional education 
system is to prepare qualified manpower for the organised manufacturing and that 
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of vocational education is to prepare trained workers for the lower end organ-
ised/unorganised sector jobs. 

The present education system in India mainly comprises of primary edu-
cation, secondary education, Higher/senior secondary education and HE. Elemen-
tary education consists of eight years of education. Each of secondary and senior 
secondary education consists of two years of education (see chapter 3). HE in India 
starts after passing the higher secondary education or the 12th standard. Depending 
on the stream, HE graduation in India can take three to five years (three for aca-
demic programmes, four for engineering and five for medical). Post graduate 
courses are generally of two to three years of duration. Post-graduation, pre-doc-
toral, and doctoral programmes as well as research opportunities exist in a wide 
range of subjects in various educational institutes. In the past two decades there 
has been a massive expansion as well as diversification of the Indian Higher edu-
cation system (see chapter 1). 
 
 
6.2 Higher Education System in India 
 
Under the overall ambit of the MHRD the higher education institutions in the 
country can be classified under the following major types – University (Central, 
State, Private Deemed, Open), Colleges and Stand Alone Institutions. The number 
of Universities has increased 34 times from 20 in 1950 to 677 in 2014 and that of 
colleges 74 times with just 500 in 1950 to 37,204, as on 31st March, 2013 (MHRD 
2013). As per the All India Higher Education Survey (AIHES) 2011-12 there are 
an additional 11,126 Stand Alone Institutions in the country. The current status of 
various types of universities is depicted in Table 2. 
 

Type of University Number  % share 
Central Open University 1 0.2 
Central University 42 7 
Government Deemed University 38 6 
Institution Established Under State  5 1 
Institution of National Importance 59 9 
Private Deemed University 79 12 
Private University 105 16 
State Open University 13 2 
State University 286 45 
Govt. added Deemed University 11 2 
Other 3 0.5 
TOTAL 642 100 

Table 2: Type wise details of Universities. Source: AISHE (2011-12) 
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Although, most universities are under public domain, private universities are fast 
increasing. In fact, private sector growth trends are more dominant in the case of 
colleges affiliated to public universities. All private universities are only non-af-
filiating unitary in nature. Of the 642 universities, 195 Universities are privately 
managed and 232 are located in rural areas. Eight Universities are exclusively for 
women. An all women Technical university was opened in 2012 at the national 
capital. Few universities are of unitary types with single or multiple campuses, 
domestic and overseas extension centres, but more are of affiliating type. The col-
leges may be Government or private aided or unaided as well as Autonomous. 
Most universities and colleges offer programmes in multiple disciplines under 
three major faculties of Arts, Science and Commerce. Specialised universities and 
colleges offering single discipline programmes like engineering/Technology, 
management, Agriculture, Law, Medical, language, pharmacy, Performing arts, 
Design etc. also co-exist. There are 88 Technical, 50 Agriculture and Allied, 29 
Medical and 18 Law Universities (AISHE 2011-12). 

The Table 3 shows the major categories of HE institutions in the country 
– the three broad categories being Industrial Training Institutes (ITI), University 
sector with affiliated colleges and Stand Alone Institutions of National Im-
portance. 
 

1. ITI (Boards of Apprenticeship Training-
BOAT) 

NITs 

2a. Central Universities AIIMS 
2b. Public Sector Universities National Institutes of Planning and Architecture 
2c. Private Universities NITTTRs 

3. Institutions of National Importance (stand 
Alone) 

Planning 

IIMs Sanskrit and Vedic Institutions 

IISc. Bangalore & IISERs UNESCO 

IITs Institutions related to Hindi and other Indian 
Languages 

IIITs others 
Table 3: Categories of the institutions. Source: Compiled by author from UGC 
website (2015) 
 
With the aim to reach out to the masses in an economical and faster manner, an-
other, new feature is the emergence of distance education Higher Education Insti-
tutes in recent times. In 2005, there were 12 open universities (including the Indira 
Gandhi National Open University – [IGNOU)]) and 106 dual mode university dis-
tance education institutes / centres in the country, catering to over 2.8 million stu-
dents. Today, the numbers have increased to 14, 182, and 3 million respectively. 
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In addition to one Central and 13 State Open Universities, there are 108 Dual mode 
Universities, which offer education through distance mode. 

Entry of Foreign education providers is a relatively recent phenomenon 
but mostly by way of twinning arrangements and programme –based collabora-
tions with hardly any offshore or branch campuses. In 2005 there were around 131 
such foreign education providers offering mostly vocational or technical pro-
grammes. These were mainly from the USA or the UK but none from the top 
bracket of universities in these countries (Bhushan 2006). The size of this sector 
though still small and elitist is all poised to increase fast with the passage of the 
long awaited foreign education bill. 

Many of the new universities and colleges particularly in the private sec-
tor run job oriented courses. Single discipline professional universities and col-
leges, twinning arrangements with foreign universities etc. have come up both in 
public and private domain but more in the latter. 

ITI (BOAT): These institutes are running under the overall purview of the 
MoLE and are categorised as Vocational Training Institutes. Vocational education 
normally refers to vocational programs at school and higher education level, while 
vocational training refers to trade/craft education. 

The training and education under various schemes and programmes here 
are open not only to school graduates ranging from class V to class XII but few 
schemes are available to HE graduates also. Three important schemes to be men-
tioned here are the Craftsmanship Training Scheme (CTS), Apprenticeship Train-
ing Scheme (ATS) and the SIDBI Training of Graduate and Diploma Engineers 
as ‘Graduate’ and ‘Technician’ Apprentices and also of the 10+2 vocational 
stream graduates / students as ‘Technician (Vocational)’ Apprentices is provided 
(see chapter 4). 

Stand Alone Institutions: These fall under two categories those offering 
degree equivalent diploma programmes and the ones offering degree programs. 
Table 4 provides a list of the ones awarding both undergraduates, postgraduate as 
well as Ph.D. degrees as also Post Graduate Diplomas considered equivalent to 
post graduate degree. 
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Name of the Institute number 
Indian Institute of Technology (IITs) 16 
Indian Institute of Information Technology (IIITs) 4 Govt. + 16 (PPP)* 
Indian Institute of Management (IIMs) 13 
Indian Institute of Science (IISc) 1 
Indian Institute of Science Education and Research (IISERs) 5 
National Institute of Technology (NITs) 30 
Indian Institute of Information Technology and Management   
(IIITMs) 

4 

National Institute of Technical Teacher's Training & Research 
(NITTTRs) 

4 

All India Institute of Medical Sciences (AIIMS) 7 
Others (SPA, ISMU, NERIST, SLIET, NITIE & NIFFT, CIT) 9 
Total 82 

* MHRD as on 05/06/2015 
** MHRD as on 23/04/2015 
 
Table 4: Major Stand Alone degree awarding institutes. Source: MHRD (2015) 
 
In addition there are few others offering highly specialised education in special 
disciplines. To name a few Indian Statistical Institutes, Rajiv Gandhi National In-
stitute of Youth Development, Academy of Scientific and Innovative Research, 
Tamil Nadu, Dakshina Bharat Hindi Prachar Sabha all of which fall under one or 
the other types mentioned in Table 4. 

The Stand Alone Institutions offering mainly diploma programmes which 
are largely market oriented with a view to give the students a comparative ad-
vantage in the job market are another important category when it comes to impart-
ing work relevant education. Most of the Stand Alone Institutions 78.7% are pri-
vately run. 68.3% are private unaided and only 10.4% are private aided. Only 
21.3% are Government run. 55% are in rural areas. As is revealed by the table, the 
teacher training institutes top the list followed by the technical training institutes 
i.e. polytechnics. 

Polytechnic education: Most of the polytechnics offer three year general-
ized diploma courses after Class X in conventional engineering disciplines such 
as Civil, Electrical and Mechanical Engineering. But, keeping in line with a more 
specialised and diversified labour market they have started offering courses in 
other disciplines such as Electronics, Computer Science, Medical Lab technology, 
Hospital Engineering, Architectural Assistantship etc. post 1990. In addition to 
these there are many single technology institutions that offer diploma programmes 
in non-engineering areas like Leather Technology, Sugar Technology, and Print-
ing Technology etc. also exclusively for women in Women's Polytechnics such as 
Garment Technology, Beauty Culture and Textile Design. Polytechnics are meant 
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to provide skills after class X and the duration of diploma programmes is 3 years, 
which means, the trainee becomes employable at the age of 19 years. Some Poly-
technics also offer post diploma and advanced diploma programmes of one to two 
years duration in different specializations. The aim of the polytechnic education is 
to create a pool of skill based manpower to support shop floor and field operations 
as a middle level link between technicians and engineers. Few studies have shown 
that these diploma holders are preferred by small and medium Industry for their 
special skills in reading and interpreting drawings, estimating, costing and billing, 
supervision, measurement, testing, repair, maintenance etc. (Goel 2009). 

However, here too the anomaly is that the ratio of degree to diploma hold-
ers is around 2:1 as against the ideal 1:3. Two major reasons behind this unwar-
ranted imbalance is the societal perception that degrees command a premium in 
the job market rather than diplomas, along with the stigma attached to a diploma 
vis-à-vis an engineering degree. The problems of quality and relevance as in the 
ITI sector also plagued the Polytechnic education in the country so that they started 
deteriorating and stopped attracting youth talent. 

Another important type of work specific education that started growing 
by leaps and bounds in recent past is Teacher education (see chapter 9). This type 
of education is specially imparted to train Elementary teachers (Diploma in 
Teacher Education or a Primary Teacher Certificate, P.T.C.) post class XII; Sec-
ondary teachers (one year Bachelor's degree in Education – B. Ed. or Bachelor of 
Teaching) post undergraduate degree or four year integrated programme; upper 
secondary teachers (M. Ed i.e. master's degree in their area of teaching specializa-
tion). The NCTE is the regulatory authority concerning all matters related to 
teacher education, including quality, content and evaluation. 

One thing that needs a special mention regarding the Stand alone Institu-
tions is the fact that maximum of them (more than 50%) are offering only engi-
neering and technology related education followed by Management education. 
Here, too quality is a major problem in mostly the diploma awarding institutions. 
While amongst the degree awarding ones many are top brand globally recognised. 
These include few IITs, IIMs, IIITs, NITs, AIIMs, IISc etc. 
 
 
6.3 Trends in Higher Education Growth 
 
Massification: Massification in terms of both number of institutes and enrolments, 
(Varghese 2014; Khare 2012, 2014; Agarwal 2010) privatization and profession-
alization (Khare 2012, 2014; Agarwal 2010) have been three well-recognised 
trends in Indian HE in the past few years. Under the on-going 12th Five Year plan 
(2012-2017) the proposition is to expand the higher education sector in all its 
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modes of delivery to increase the Gross Enrolment Ratio (GER) in HE to 21% by 
the end XII Plan and 30% by the year 2020. 

Although, post liberalisation the professional education sector has been 
growing fast yet there still is heavy concentration of students in the general aca-
demic sector. Vocational education sector has been the least in demand for a vari-
ety of reasons stated in the previous sections. 

Enrolment by major disciplines reveal that about 80% students are en-
rolled in undergraduate level programme and less than 0.5%, are enrolled in Ph.D. 
programmes. Maximum numbers of Students are enrolled in B.A. programme fol-
lowed by B.Com. and B.Sc. programmes. Only 15 programmes out of approxi-
mately 150 cover 83% of the total students enrolled in HE. At Undergraduate level 
the highest number (40%) of students is enrolled in Arts/Humanities/Social Sci-
ences courses followed by Engineering and Technology (17%), Commerce (15%) 
and Science (12%) (AISHE 2011-12). 

Professionalization: Growing professionalization of HE in recent dec-
ades is usually claimed as fallout of industry requirements. The growth trends in 
the HE being largely determined by the skill needs of a growing economy with 
greater emphasis on operational knowledge rather than scientific/academic 
knowledge as in other parts of the world. 
 

YEAR GENERAL PROFESSIONAL VOCATIONAL 
2001-02 -0.71 19.08 11.96 
2002-03 6.57 36.05 8.60 
2003-04 5.95 8.62 -0.75 
2004-05 5.67 16.97 1.26 
2005-06 5.30 12.36 1.24 
2006-07 5.01 12.38 3.69 
2007-08 4.76 12.24 2.05 
2008-09 4.54 12.05 2.17 
2009-10 4.33 11.78 2.20 
2010-11 4.14 11.65 2.22 
2011-12 3.98 11.39 2.25 

Table 5: Annual Growth in enrolments by type of education. Source: Khare (2014) 
 
As is evident from the table 5 the growth in general academic enrolments has re-
mained even less than half that of the growth in enrolment for professional courses 
through the entire decade; the growth in the vocational courses being much lesser. 

The distribution of students, across various faculties, clearly reveals con-
centration of students in Arts Faculty followed by science, commerce/manage-
ment. In fact, in the year 2012 13,74% of the total enrolment had been in the three 
faculties of Arts, Sciences and Commerce / Management while the remaining 
26.70% had been in the professional faculties, Engineering/Technology recording 
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the highest (16.05%), followed by Medical courses (3.52%), etc.(UGC annual re-
port 2012-13). Thus, although there may be a wide variety of institutions offering 
job oriented, specialised courses but they are not for the majority because of being 
limited in number with more being fee charging private institutions, merit based 
standard admissions tests, higher fee structure. The limited size of this sector as 
revealed by the ratio of professional to non-professional enrolment (1:3) certainly 
demands a relook at a policy level change to rationalise and reduce this disparity 
and need to focus on Vocationalisation of education (UGC Annual Report 2012-
13). 

All the more, even though there has been rapid professionalization of HE 
this has been skewed in favour of just engineering technology and management 
programmes (Khare 2014). 

This skewed growth of the HE has serious ramifications for the job po-
tential of the graduates coming out of various disciplines. The first three places in 
enrolment is occupied by Arts, Science and Commerce as also in terms of jobseek-
ers. Since they form the major chunk of graduate enrolments they also constitute 
the major chunk of job seekers. But, more important is to note the mismatch be-
tween these percentages in engineering/ technology and education streams. 
Though the percentage share of engineering enrolment is high their share in 
jobseekers is low. In contrast to this though the share of student enrolment in ed-
ucation stream is pretty low but its share in the jobseekers is much higher. This 
shows that while engineering and technical graduates are able to find jobs more 
easily, many directly through campus placements, even the small percentage of 
graduates in certain other streams are unable to do so (Khare 2014). 

The growing popularity of engineering courses is thus, in no way surpris-
ing. Medicine and veterinary sciences is fast catching up but Arts, science and 
even commerce and management enrolments could not grow at half the pace of 
engineering technology. A look at five yearly growths of enrolments between 
2006-07 to 2010-11 speaks volumes on this disparity (figure 6). 
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Figure 7: Growth in enrolments by major disciplines. Source: Authors’ calcula-
tions (based on UGC Reports 2005-06 and 2010-11) 
 
Such trends in India match with experiences elsewhere in the world. Carnoy 
(1987) in his study showed that the graduates from the arts faculty had the highest 
unemployment rate, followed by science and commerce. Compared to this, stu-
dents graduating in education, engineering, law, or medicine had better employ-
ment prospects. Another, undesirable observation made by him is that such stu-
dents with professional qualifications were often from higher socio-economic 
background. 

However, recent years in India have seen some change of course with few 
non-traditional disciplines like Music/Fine Arts, Library Science, Physical Educa-
tion, Journalism, Social Work, and Travel and Tourisms, etc. clubbed under others 
witnessing remarkable growth in enrolments. This is reflective of the changing 
mind set of the society at large and the youth in particular. The youth today have 
become more enterprising and open and are ready to experiment with new job 
spheres. They take bold decisions to follow their hearts and aptitudes in choosing 
their lines of study followed by careers. Yet another stream of study that has caught 
the fancy of our young learners is education as evidenced by the high rate of 
growth of student enrolments in education stream. This sudden popularity in edu-
cation discipline may be explained by way of growing number of educational in-
stitutions requiring huge mass of school/college and university teachers and other 
non-teaching educational professionals. 
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Privatisation: Increasing participation of private sector in offering such 
professional and vocational courses as an easier and faster recourse to profiteering 
by claiming to plug the demand supply gap of ready to work graduates is also a 
concern. Not that Government has made any efforts in this direction (see chapter 
8). A scheme of Vocationalisation of education at the university / college level 
was started in the mid-nineties and made more flexible and elaborate in the year 
2003-04. The idea was to allow the students to pursue utility oriented certificate / 
diploma courses along with their regular study programmes. A large number of 
universities and colleges, since then, have received assistance under this scheme 
particularly in the last two decades but the quality of delivery of vocational pro-
grammes has by and large been poor with very little industry linkage. 

Additional on campus support: In addition to these job specific special-
ised education attempts were made at the university and college levels to provide 
some additional support by way of opening Cells for Career counselling and guid-
ance, equal opportunity cells, special schemes, remedial classes etc. for the minor-
ity, women and other underprivileged groups in order to provide them guidance 
and training in English communication, computer skills as well as preparation for 
entrance tests to higher levels of education/research and Government jobs. Career 
and Counselling Cell in Colleges and Coaching Classes for entry in services for 
SC/ST/OBC (non-creamy layer) and minorities need a special mention here. The 
schemes were formulated to address the diverse socio-economic challenges and 
geographic backgrounds of the heterogeneous population of students coming to 
the Colleges vis-a-vis equity of access and placement opportunities through avail-
ability of appropriate institutional support information. The coaching scheme aims 
to prepare students belonging to SC/ST/OBC (non-creamy layer) and Minority 
communities to get gainful employment in Group ‘A’, ‘B’ or ‘C’ Central services, 
State services or equivalent positions in the private sector. It is therefore required 
that the coaching under the scheme should be oriented for particular examinations 
conducted for selection to services, such as the IAS, State Public Services, Bank 
recruitment, etc. and may be crafted around specific requirements of a particular 
competitive examination. There was also a proposition that colleges may develop 
an Employment Information Cell for providing information about various com-
petitive examinations in the area of its operation (UGC 11th Plan guidelines, UGC 
Annual Report 2012-13). 

Unfortunately, the implementation of these schemes too remained just a 
routine business with little interest of faculty in charge or other resource persons 
inside and outside the institutions to contribute genuinely and effectively in these 
activities because of poor remunerations attached. Non-serious and conventional 
system of providing information or training in a routine repetitive manner year 
after year made even the students wary of taking benefit of such schemes. In the 
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absence of active guidance and use of modern methods including information 
technology to quickly retrieve and circulate information details for the benefit of 
all concerned, these cells became almost non-functional. In contrast, the private 
institutions, at least the good and reputed ones spend a lot of time and energy in 
maintaining the Placement cells for pre preparation and on-campus recruitment of 
students. 

HE Reforms: Some changes were also made by way of curricular and 
examination reforms. Most universities adopted semester system, CCE (compris-
ing internal and external assessment – mostly internal assessment based on attend-
ance, ex-curricular participation, assignments and presentations, group work etc.) 
some compulsory courses on general, value based subjects like environment sci-
ence, foundation courses, English language were made compulsory at the UG 
level. 

Off campus Training: In addition to a university degree the students are 
in parallel approaching different types of training /educational institutions to aug-
ment their employability. Also there is an increasing awareness and attempt to 
provide such support on-campus by various public and private higher education 
universities and colleges. A broad classification of these institutions to support the 
above framework is given below (Box No. 1). 
 

 
Box 1: Off Campus Training and Employer Supported Institutions (Compiled by 
author)  

ALTERNATE MODELS OF EMPLOYER SUPPORTED TRAINING FOR 
EMPLOYABILITY

MNC/CORPORATEs        
( Airtel, Mahindra, 

TATA)

Semi Govt. Autonomous 
Bodies/PSUs ( SEBI, 

National Cooperatives)

CORPORATE 
UNIVERSITIES (NIIT) NSDC PARTNERS

Educational InstituteTRAINING INSTITUTES
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 New Initiatives – Rejuvenation and Vocationalisation of Higher 
Education 

 
Learning from past experiences and from good practices around the world recent 
years in India have seen not just a renewed emphasis on Vocationalisation of HE 
but a complete policy shift of making HE responsive to the labour market needs. 
While some piecemeal efforts were being made by various regulatory authorities 
like UGC, AICTE etc. in this direction from the decade of eighties but a well-
structured approach to integrating skill delivery with formal education system 
made its presence felt only in 2009 with the formulation of the National Skills 
Policy in the country. 
 
 
7.1 Skills Drive in India – National Skills Policy 
 
With the aim to Enhancing Skills to Reap Demographic Dividend a comprehen-
sive National Skill Development Mission was created during the Eleventh Five 
Year Plan and an all-encompassing comprehensive and inclusive Skills Policy was 
launched in 2009. As a result, a three-tier Institutional Structure consisting of (i) 
PMs National Council (ii) National Skill Development Coordination Board 
(NSDCB), (iii) NSDC has been put in place. The policy aims to enable effective 
coordination between different ministries, the Centre and the States and public and 
private providers for creating institutional mechanism for research, development, 
quality assurance, examination and certification, affiliation and accreditation and 
coordination of skill development across the country. The Policy has in its gambit 
to promote institution-based skill development including ITI/ technical and voca-
tional institutions/ polytechnics/ professional colleges. 

Sector specific Skills Councils have been created for each of the 20 high 
growth sectors identified by the GoI. The NSDC has geared to train youth with or 
without degrees through variety of activities via PPP mode of Financing Skill De-
velopment. The education sector has been revamped to implement the newly de-
signed National Vocational Educational qualifications Framework – NVEQF to 
be operationalised as per the National Occupational Standards (NOS). The new 
framework provides for seamless movement from vocational to university educa-
tion starting with level 1 certification from grade IX to University education. Mov-
ing from level 1 to level 7 the new framework ends with a Bachelor’s degree (col-
lege undergraduate at the 7th level). Beyond these levels 8, 9 and 10 refer to post 
graduate and doctoral degrees. 

Multiple Pathways have been created for exit and entry at different levels 
to allow for movement from education to work and vice versa (vertical mobility) 
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as also between vocational and academic education (horizontal mobility. The new 
framework also allows for Recognition of Prior Learning (RPL) by family and 
other informal routes. With assessment of prior learning a candidate can progress 
towards a community skill Diploma in a community college / Polytechnic in a 
special flexible curriculum as determined by UGC and AICTE from time to time. 

Driving other stakeholders: The private sector too has stepped up to join 
the skilling brigade by entering into collaborations with universities/colleges or by 
way of taking their own initiatives a large number of industries/corpora-
tions/MSME have entered into partnership with NSDC (see chapter 7 and 8). 

Building a continuum for skill delivery: A ‘sector wide approach’ and 
shift in focus from quantity to quality is clearly visible in all recent Government 
documents at all levels of education. Also measures have been taken to address 
the issue of employability skills by investing in infrastructural development, 
teacher training, faculty and curriculum development. Specific efforts have been 
made to integrate elements of skills delivery right from elementary to higher level 
of education. Emphasis on developing basic and life skills – basic numeracy and 
language, value based education, financial literacy at elementary level; renewed 
impetus to large scale Vocationalisation at secondary level; expansion of technical 
and vocational education, rejuvenation of huge network of existing universities are 
all geared towards making the transition from education to work easier and 
smoother. 
 
 
7.2 Ministry of Human Resource Development Initiatives 
 
There is now a renewed emphasis on Vocationalisation of education including HE. 
The vocational space would be deepened and widened in years to come. 

Catching them young: Not only quantitative expansion of vocational ed-
ucation capacity but bringing it progressively downwards to lower classes. The 
NVEQF allows for a shift from two-year stream (classes XI and XII) to a four year 
stream that begins at Class IX thus facilitating to captures ninth class drop outs. It 
is also proposed that later vocational education can commence from class seven 
onwards. At the lower school level the emphasis would be given to impart generic 
soft skills that fall under the category of functional skills for getting employment 
viz. English language skills, quantitative skills, computer literacy, spread sheet, 
word processing, computer graphics, presentation skills, behavioural and interper-
sonal skills etc. 

Boost to HE Vocationalisation: The two apex level regulatory authorities 
of general academic and professional technical education have initiated schemes 
and strengthened the existing ones to incorporated elements to skill delivery under 
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the new NSQF. The Scheme of Career Orientation to Education/ Career Oriented 
Programme/ Career Oriented Courses in Universities and Colleges that was started 
with the aim to provide knowledge, skills and aptitude for gainful employment in 
wage sector in general, and self-employment in particular to undergraduate pass-
outs so as to reduce the pressure on institutions of higher learning for Master's 
Degree programmes and research just as a time pass activity has been expanded 
and redesigned to include more credits for practical training. These courses run 
parallel to the conventional B.A., B.Com. and B.Sc. degree and are inter-discipli-
nary in nature. The students shall have the freedom to diversify into various fields, 
not necessarily related with their core discipline e.g. a science student could side 
by side pursue a course in Event Management, and student of Arts background 
have the option to pursue a course in Science Journalism, etc. (UGC Annual report 
2012-13). During the XII Plan, 793 courses have been approved for the next five 
years to 522 institutions (516 colleges and six universities) for introduction of Ca-
reer Oriented Courses. 

The scheme of Community Colleges (CC) and Bachelor of Vocation (B. 
Voc.) as well as KAUSHAL Kendras launched by UGC/ AICTE need a special 
mention here. With the aim to develop a synergistic relationship between Com-
munity, CC and Job market UGC and AICTE (2012-13) have approved CC to 
offer 
 

“low cost high quality education locally, that encompasses both traditional skill develop-
ment as well as traditional coursework, thereby providing opportunities to the learners to 
move directly to employment sector or to move to higher education sector. It offers a flexible 
and open education system which also caters to community based life-long learning needs.” 
(UGC 2012-17) 

 
Allowing for certification at various levels of NSQF the courses offered should 
have a knowledge-skill mix and their duration be determined by the local industry 
needs (see chapter 13). The target group here are the students currently pursuing 
HE, but actually interested in entering the workforce at the earliest opportunity. 
The scheme would be of advantage to the higher Secondary School pass-outs not 
willing to join existing higher education system and also for the ones who wish to 
up-grade and certify their traditional/ acquired skills irrespective of their age or 
education. A minimal scholarship is available to the students. In order to ensure a 
local connect, those universities/colleges would be preferred to host CC which 
have proximity to local industry partners. A similar attempt has been made by 
AICTE too for opening CC offering engineering/ technical courses in engineering 
colleges. Financial assistance up to a maximum limit of 5.0 million per CC per 
year may be provided by UGC for guest faculty, training/ capacity building/ skill 
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upgradation, curriculum development, basic infrastructure creation including la-
boratory, workshop facilities, consumables and learner scholarships. 

UGC has also proposed to establish as many as 100 'Deen Dayal Upadh-
yay Centres for Knowledge Acquisition and Upgradation of Skilled Human Abil-
ities and Livelihood’ (KAUSHAL) during the XII Plan period. The centres would 
allow for vocational education in a pyramidical structure starting from a minimum 
of Diploma to Advanced Diploma, B. Voc. and further studies at Post Graduate 
and Research level. The purpose is to provide threefold services focusing on skills 
for employability, developing entrepreneurship traits and acting as Centres of Ex-
cellence through critical innovative research for skill development in specialised 
areas. 

These centres will also act as inter-university, inter-sectoral university-
industry, HE system and industrial sector coordination facilitators. Under both 
these schemes the purpose is to enable students to pursue a bachelor’s degree (B. 
Voc.) as part of college/university education, allowing for multiple exits such as 
Diploma/Advanced Diploma under the NSQF along with broad based general ed-
ucation. The course would be so designed as to also incorporate specific job roles 
and their NOSs. The course curriculum would have a greater component to skill 
based vocational education (60%) and a lesser (40%) component of general edu-
cation and 60% in a credit based semester system (Table 7). 

The whole idea is based on the premise that it is important to embed the 
competencies required for specific job roles in the higher education system for 
creating employable graduates. 
 

Level Course Name Duration of The Programme 
NSQF Level -4 Certificate 6 Months (30 Credits) 
NSQF Level -5 Diploma 1 Year (60 Credits) 
NSQF Level-6 Advanced Diploma 2 Years (120 Credits) 
NSQF Level-7 B.Voc Degree 3 Years (180 Credits) 

Table 6: Scheme of Community Colleges and Bachelor Vocation (B. Voc) Degree 
Programme. Source: Structure of Community College/ B. Voc. Course UGC, New 
Delhi (2012-17) 
 
Although the institutions have been provided complete autonomy in identifying 
the courses to be offered but some indicative courses have been proposed by UGC 
by way of common guidelines (Box No. 2). 
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Box 2: B. Voc Indicative Courses (Streams wise) 
 
 
7.3 Public Private Partnerships (PPP) 
 
While experiments in PPP mode more prominent in the training sector, the concept 
is fast picking up in the HE sector. The GoI envisages greater role of private part-
ners through PPP in the current 12th FYP through teacher education, use of ICT in 
education, TVET, international collaborations in research and development. UGC 
the apex level regulatory authority in HE, has recommended four models of PPP 
in HE: I. Basic Infrastructure Model (Private sector provides infrastructure); II. 
Outsourcing Model (Govt. outsources establishment and management); III. Eq-
uity/ Hybrid Model (both share infrastructure investment); IV. Reserve Outsourc-
ing Model (Government invests in infrastructure and private partner manages). 
PPP in HE is thus all set to come up in a big way with 20 IIITs, 14 Innovation 
Universities, 300 Polytechnics planned to be set up under this mode. 
 
 
7.4 Consolidation of Skills Delivery by Various Ministries 
 
As stated in the earlier section there are more than 20 ministries that are involved 
in providing sector specific skills training by way of their own institutions via for-
mal degree/ diploma programmes as well as non formal short term programmes. 
In addition to the MHRD and the Labour ministry that invest in the skill develop-
ment via formal institutions many other ministries like the Ministry of Rural De-
velopment, Ministry of Micro, Small and Medium Enterprises, Ministry of Tour-
ism and Culture, Ministry of Health and Family Planning, Ministry of agriculture 
and several others have their own establishments. While most training is meant for 
fresh job entrants some schemes are also open to college students. A consolidated 
list of such programmes offered to students by ministries including the MHRD. A 
new and separate Skills ministry has been created at the Centre recently to over-
look and coordinate the entire Skills Action plan and to act as a link between all 
other ministry initiatives in this regard in order to plug in coordination gaps (see 
chapter 7). 

Science Stream: Information and Computer technology, Refrigeration, Biotechnology, Hospital 
waste Disposal Management and Sericulture etc. 
Social Sciences and Humanities Streams: the courses could be of inter –disciplinary nature viz. 
applied Sociology, Applied Psychology, Tourism, Fashion Designing, Translation Proficiency, 
Television and Video Production. 
Commerce Stream: Insurance, Banking, e-Commerce world, Trade, Foreign Exchange Trade, Re-
tailing etc. 
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7.5 International Collaborations 
 
India is approaching the international community for collaborative ventures in the 
area of vocational education and skills training (US, UK, Germany, Australia) 
USAID partnership with the McKinsey Social Initiative (PPP) ‘Generation’ to de-
sign and deliver pioneering solutions to train and employ millions of youth. An-
other programme specially meant for Indian University students is pioneered by 
Private Sector Exchanges in Education and Skills Development known as Ex-
change Visitor Program (EVP). Through this privately-funded program about 300 
Indian university students and recent graduates are provided with internship op-
portunities in prestigious U.S. companies, institutions, and organisations every 
year. 
 
 
 Pathways from Education to Work 

 
Transition from education to work starts earlier than the compulsory education 
stage till class VII when many drop outs move out of school as unskilled workers. 
Some drop out at secondary levels as semiskilled workers. Of those who move to 
vocational streams, find low end jobs with no scope for moving to higher levels of 
education – undergraduate, PG or research. It is only those with technical diploma 
from polytechnics that are allowed to move higher up to undergraduate degree in 
engineering. But, seats for this type of lateral entry are very few. The flow chart 
below depicts the pathways from education to work in the country existing until 
now for technical and vocational education. 
 
 
8.1 Silver Lining 
 
However, everything on the Indian HE landscape is not dark. Industries that are 
poised for higher growth in future are the ones that are higher on the employability 
index for Indian youth (see chapter 8). Given its demographic advantage, even a 
small percentage of India’s engineering graduates places it at number two posi-
tions in the world, only after US, as per their absolute numbers. Though, the ivy 
league institutions in India cater to only 1% of the student population, yet all top 
companies or institutes in the world have Indian brains on their rolls at middle as 
well as high positions be it be it NASA, IBM, Microsoft, Intel, Bell, Sun, Harvard, 
MIT, Caltech, Cambridge or Oxford (Inclusion 2012) all of whom are not neces-
sarily engineers. The IITians have made such a mark in the US that May 2005 was 
termed as The IIT – Indian American Heritage Month by the states of Virginia and 
Maryland. Prominent persons like Jack Welch of GE, Larry Summers, President 
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of Harvard University, and Tom Friedman, the globalization columnist of New 
York Times attended their alumni function in US. Similarly, Indian doctors have 
supported the British Medical Service for many decades. In recent years, India’s 
high band research base has diversified from R&D, scientific research to financial 
and economic research to medical and biomedic research. Indian medical schools 
in New Delhi are often quoted to be the best in the world. Though many graduates 
and postgraduates from the Indian soil have further honed their skills in foreign 
universities/colleges before reaching heights in career ladder, it cannot be denied 
that their foreign upskilling was built on their Indian foundation. World’s best 
companies like McKinsey & Co. and AT Kearney Inc., have J.P. Morgan, Moran 
Stanley, Deutsche Bank etc. have already started spreading their Research base in 
India (Business World 2005). The issue is now of scalability of high-end research 
facility and quality education. Efforts in this direction have already started with 
companies investing and promoting PhDs. More than 150 international firms have 
set up R&D centres in India and Indian companies have started increasing their 
research budgets and collaborating with higher educational institutions on a com-
mercial basis for e.g. SPREAD – Sponsored Research and Development of the 
ICICI Technology Financing Group, Nirma Labs (India Today International 
2005). There is unanimous acceptance amongst all stakeholders of the fact that 
quality needs to be monitored in a more stringent manner. 
 
 
 Conclusion 

 
Thus in recent years the skills landscape in India has widened but with interrela-
tions with formal education system. Under the overall purview of the National 
Skills Ministry and policy with NSDC support educational institutions have geared 
themselves to join hands with other stakeholders in the labour market as well as 
society at large to take a plunge in preparing our youth for the world of work. 

Although, many new players and processes have emerged in response to 
the changing needs of the society, the job-oriented education in India is very lim-
ited in size (available only to the elite and well off sections), space (urban centres 
and limited disciplines) as well as structure (curriculum, teaching learning meth-
odology). The HE curriculum has remained more or less rigid and outdate in max-
imum institutions across majority disciplines. There exists high degree of re-
sistance to change. Faculty is neither ready nor trained well to take up the addi-
tional responsibility of introducing effective job oriented courses, making mean-
ingful industry academia linkages. Infrastructure has become obsolete or insuffi-
cient for making internationally competitive desirous changes. Academic and vo-
cational, technical education remained distinct streams with very little scope of 
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either horizontal or vertical transitions across each other until recently. Massifica-
tion of HE took place at the cost of quality such that employability of HE graduates 
is today one of the most talked after challenge. 

Here too the proportions making to jobs of their choices/education levels 
or even getting one single job are very small. While only a small segment of HE 
graduates coming out of quality institutions are short in supply but high in demand 
thereby enjoying high wage premiums, a large body of highly educated graduates 
are found to be falling short of meeting employers expectations, thereby taking up 
jobs much below their educational qualifications or are forced into unsuccessful 
entrepreneurial pursuits. These are large in supply but least in demand. This has 
created a new kind of demand supply imbalance – the double knife edged mismatch 
of over - skilling as well as under skilling of the HE graduates. This has also forced 
the graduates to further supplement and complement their formal university de-
grees with other forms of skill based education thereby resulting in creation of new 
forms of post-secondary/ HEIs and degree provision. 

Panchamukhi brought the problem of distorted job market/ education 
equilibrium to light as early as 1987 where he spoke of four such imbalances. 
 

a) By way of greater unemployment among certain graduates, due to duali-
ties of personal backgrounds (students from poor socio-economic and ru-
ral backgrounds); differentiated grading of universities and colleges (in 
large metropolitan areas being considered superior as they have addi-
tional advantages of a larger size of the employment market and more 
efficient means of integrating job seekers with the job market). 

b) By way of devaluation of degrees in the job market due to over-expansion 
of HE or some of its branches. And such imbalances impacting students 
more from vulnerable backwards. 

c) By way of lack of labour market connect some graduate employees may 
find that their education is regarded less or absolutely useless by employ-
ees. 

d) In terms of a decline in educational efficiency by way of poor quality as 
an after-effect of over-expansion which in turn may induce employers to 
employ persons with still higher degrees and diplomas leading to further 
devaluation of HE 

 
Unfortunately, all of the above seem to plague the Indian Higher Education system 
even today. The figures of unemployable graduates placed in earlier sections cer-
tainly point at lack of preparedness of the Students for work transition. A large 
number of studies in recent years also point at the gravity of the situation. 
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 Challenges 
 
The new initiatives of GoI have certainly created a roadmap to achieve its stupen-
dous skilling targets but are beset with innumerable challenges beginning with 
changing the mind-set of the society towards vocational studies, teaching faculty 
towards the need for reorientation, creating awareness among the masses about the 
new frame of work. As of now the knowledge base of Indian society is very narrow 
compared to other parts of the world by way of low GER in HE and VE, high drop-
outs and low graduation rates. Interestingly, even now the perception of both train-
ees under the recent system and employers on value addition from vocational train-
ing is nothing very great (India Skills Report 2014). The report highlights that of 
the trained, the percentage that receive placements if less than 50%, many of whom 
are highly disillusioned from the type of job received and their salaries. So much 
so that ‘trainee drop out’ has been stated as a critical problem. The study shows 
that a third of the trainees who were offered jobs either did not accept the offer or 
quit within a month. 

In order to achieve the skilling target, increasing the base manifold would 
itself be much more challenging a task than visualized for its sheer magnitude. 
Quality control of the huge skill network that India has rolled out would be no less 
daunting. 

Challenges of inclusion and equity are another consideration to be taken 
seriously. Currently there is huge gender, social and regional disparities in HE 
participation by way of both access to quality education and certain subject do-
mains. Female enrolment in many job oriented diploma/degree courses with better 
wage premiums and social prestige is still much lower. Ironically, employability 
is a much larger problem with the greater pool of student’s enrolled in general 
academic programmes (arts, commerce) and lower end diploma courses (polytech-
nics). It is an urgent need to give special emphasis on skilling this vast potential 
employable educated pool. Innovative and low cost ways of doing so for the con-
centration of students from underprivileged sections in these subject domains is 
much larger as compared to the others and also they have weak family grooming 
and schooling foundation and also lack resources for investing in open market 
training provisions. Now that a vast chunk of training would be provided by for 
profit organisations under the PPP model, certain checks and balances to overcome 
this imbalance need to be put. Public provisioning of such facilities, on- campus 
pre placement preparation and training support and greater emphasis on orienting 
university/ college education towards imparting holistic development is more de-
sirable in Indian situation. 

The disconnect between the three major stakeholders of the education – 
workplace network i.e. the employers, education providers, and youth is a major 
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cause for the lack of knowing each other’s desires and needs. The three live in 
parallel worlds with little or no scope for regular communication lest aside any 
engagement with each other. Employers hardly ever communicate with the edu-
cation providers clearly stating any of their needs nor do the education providers 
engage in any kind of industry need assessment before starting a course or design-
ing the curriculum. Living in silos they are least able to guide students in making 
the choice of their subjects and disciplines. Very few students have a good under-
standing and awareness regarding the disciplines that lead to professions with 
good job openings and wages. Whatever, little information they have is in an in-
formal manner from family and friends. There is hardly any structures forum com-
prising of both the school and employer representation of informed decision mak-
ing for students. A robust open resource LMIS, online employer counselling may 
help plug in these gaps. 

In the light of an extremely dynamic labour market, fast changing tech-
nology, that constantly put new demands on employability, a more sustainable 
model of creating not just employable HE graduates but a sustainably employable 
HE graduates by way of constant re-skilling and up-skilling in order to sustaining 
them in the industry is by far the need of the hour for we just do not want another 
mass of educated, trained job drop-outs. 

Knowledge and skills have both became a matter of cumulative demand 
by employers as well as the society at large. The new terminology that has gained 
popularity with the world comprises of a set of both cognitive and non-cognitive 
attributes and skills in a knowledge framework to be upgraded as and when re-
quired – the ‘Sustainable Employability Skills’. It is from here that the definition 
and understanding of the role of HE should take a new leap – from ‘Education for 
the sake of Education’ to ‘Education for better livelihood’ to ‘Education for better 
living’. 
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Other Official / Governmental Programmes: Government 
Initiatives for Preparing Youth for the World of Work 
 
Ganapathy Palanithurai 
 
 
 
 
 Introduction 

 
Vocational Education and Training (VET) is gaining currency among the policy 
makers as they visualize VET will help improving economy, employment, and 
income, increase productivity and reduce social tension and unrest in the present 
context (Gill et al. 2000). More specifically, it is being viewed as a strategy to 
achieve demographic dividend. Much of the debate, discourse and analysis in In-
dia is linked with meeting the requirements of industry and service sectors. But, 
much attention has not been given at the ground level for realistic action to trans-
late the intention of the policy makers into reality. Purely it is seen as an economic 
exercise through an alternative paradigm of development (Virmani 2002) and from 
that perspective alone arguments have been developed at present and policy pre-
scriptions are evolved. Countries like India have got another dimension which can-
not be ignored. Skill education has to be linked with quality of life and quality of 
service and much work to be done at informal sector. The new economic policies 
of government of India contributed for the unprecedented economic growth (9.2% 
in Gross Domestic Product (GDP) in the year 2006-2007) and the success of In-
formation Technology (IT) and Information Technology Enabled Services (ITES) 
in India provided visibility to the country at the world market. This contributed for 
the reduction in unemployment considerably. The expansion of market, rapid ur-
banization, growing significance secondary and tertiary sectors, influx of Foreign 
Direct Investment (FDI) generated the demand for skilled workforce. The shortage 
of skilled workforce is apparent in organised sector (Majumdar 2008). Only 5% 
of total workforce is India has any formal training and 80% of unemployment 
youth registered in employment exchange lack formal employable skills (NSSO 
2004). At the same time, the contribution of GDP of the primary sector is reducing, 
leaving many depend of agriculture migrating to the urban areas in search of live-
lihoods. The migrating rural population mostly observed in the unorganised sec-
tors in the urban areas. 

NSSO 55th (1999-2000) (NSSO 2000) and NSSO 61st (2004-2005) 
(NSSO 2004b) Round Survey estimated number of informal sector workers in 
2004-05 was 394.90 million in India contributing 86% of total workers. In the 
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context of extreme inequalities persisting in the Indian society, it is necessary to 
look at skill development initiatives from the perspective of quality of life and 
equality of opportunity. 

It is estimated that the world is expected to encounter a shortage of 47 
million working people by 2020, whereas India will have a surplus of 56 million 
working people (Government of India 2009). There are studies continuously esti-
mating the skill development works to be carried out in India (Mehrotra et al. 
2013). But the question is how India prepares itself to use this new opportunity. 
By skilling the workforce, the earning capacity of the workforce can be enhanced 
which ultimately changes the quality of life. Skill development is also considered 
as a tool to reduce poverty and improve quality of life. Having understood this 
potential of skill education, why the whole education process has not turned to-
wards skill education in India is the daunting question since our education system 
produces more number of graduates (80%) from arts and science which ultimately 
resulted in occupying the jobs meant for skilled workers (Unni and Kani 2008). 
Against this background, an attempt is made in this paper to analyse the initiatives 
of the government to build the skills of the youth to prepare for the world of work 
through various schemes. 

The government of India initiated National skill development mission to 
address the challenges posed by the growing Indian economy and to take the ad-
vantages of demographic dividend. The mission will address the existing gap in 
the skill development and the vocational education and take necessary measures 
to strengthen the skill development. The Skill development activities of the gov-
ernment have three-tier institutional structure consisting of (i) PM’s National 
Council on skill development (ii) National Skill Development Coordination Board 
(NSDCB), (iii) National Skill Development Corporation (NSDC) (faster, sustain-
able and more inclusive growth, an approach to Twelfth Five Year Plan 2011). 
This structure is created in the year 2008. The Prime Minister’s National Council 
on Skill Development acts as provider for policy advice and gives vision to skill 
500 million population by 2020. NSDCB has taken upon itself the task of coordi-
nating the skill development efforts of a large number of Central Ministries/De-
partments and States. As part of the policy, the Public Private Partnership (PPP) 
model of NSDC is established. The government of India skill development activ-
ities are implemented through NSDC through various partners. It is providing nec-
essary financial resources to implement the skill development initiatives. The gov-
ernment established new and separate Ministry called Ministry of Skill Develop-
ment and Entrepreneurship in the year 2014 (GoI 2014). Skill development was 
under the Ministry of Labour and Employment previously. Apart from that, gov-
ernment has taken various measures to address the skill development. The govern-
ment brought 47 new employable trades with the duration of six months to two 
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years under Craftsman Training Scheme (CTS) in the year 2002-2005. All the state 
governments asked to implement these trades based on the need in their states. 
Based on the need of the present circumstances, 13 new trades have been intro-
duced in the informal sector under Apprenticeship Training Scheme (ATS). Apart 
from this, competence based skill standards developed for 46 skill areas. Certifi-
cation for the workers in the construction industry and Bamboo technology are 
initiated. The government initiated upgrading of existing ITIs as Centre for Excel-
lence (CoE) to meet the world standard from its fund as well as funds borrowed 
from the World Bank. This is announced by the government in the 2004-2005 year 
budget speech. The industry partners like Confederation of Indian Industry (CII) 
partnering with existing Industrial Training Institutes (ITIs) to improve the infra-
structure for better learning environment. In this process Directorate of Employ-
ment and Training (DGET) constituted Institute Management Committee (IMC) 
in collaboration with CIIs to manage ITIs. Already IMC is formed in 500 ITIs 
spread over 28 States. The government also initiated scheme for vertical mobility 
for the ITI students as they have option to join regular stream if they desire to do 
so. The government is also address the need for building skill of the persons in the 
informal sector and developing short term modular training courses to upgrade the 
existing skills. They are eligible to get certificate. It is in the process of developing 
certification process on par with national vocational qualification and certification 
system to standardize the certificate (Majumdar 2008). The above discussed skill 
development policy formulation is done by the federal/ central government (see 
chapter 4). 

The implementation activities are being carried out through the provin-
cial/state governments. It is not a new exercise introduced now after the announce-
ment of the new skill development policy. Skill development took place over a 
period of time but not in a way as we envisage now. But this new exercise is en-
visaged with an objective of expanding our economy, and achieving benefits out 
of demographic dividend (FICCI 2012). Institutions, systems, mechanisms, pro-
cesses, regulations, and procedures are being evolved and implemented in the con-
text of globalization of economy. It is a shift in the process of skilling the work-
force. Capturing the processes of transformation that took place in the country in 
the new context is a huge task in the given size of the country. 

Hence, in this study, an attempt is made to cover a state in India as it is 
equivalent to that of a country in the west. Tamil Nadu (a province in India) has 
been chosen as a study area. The reason for selecting this province for the study is 
because Tamil Nadu is one of the highly industrialized states in India. It is the 
fastest urbanised province and manufacturing companies are located in Tamil 
Nadu. Apart from the above, 0.558 million micro, small and medium enterprises 
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are in Tamil Nadu. 50% of the economy has been contributed by textiles, construc-
tion, automobile, food processing, leather, IT/ITES, light engineering, banking 
and finance sectors. 

In Tamil Nadu, the provincial government considers that skilling of 
workforce is an important initiative which will turn the whole society towards a 
new path and process of development and hence it makes the skilling of workforce 
as a scheme which is to be seen integrally and not sectoral. Though many depart-
ments are involved, the whole exercise has to be seen integrally as system, insti-
tutions and policy framework have been evolved at the central government. 

Basically an attempt is being made in this article to study the process of 
skilling workforce through various ministries from the perspectives of implemen-
tation at the ground by the state government. Focus of the article will be on the 
process of implementation. Perceptions, views, perspectives and activities perti-
nent to implementation of skilling will also be covered in the analysis. It is not a 
policy analysis but a process of implementation of the target fixed by the Federal 
government and the involvement of state government from stakeholders’ perspec-
tive. It is a qualitative analytical assessment study. 
 
 
 Perspectives 

 
Before coming to the subject of analysis, a perspective based on the education 
system propounded by Mahatma Gandhi is presented briefly it was called New 
Education or Basic Education, but was totally misunderstood and neglected by the 
policy makers primarily by the federal government headed by the then first Prime 
Minister of India, Jawaharlal Nehru. Now, he has been criticized that he was not 
shown the extraordinary way to revolutionary education system in India (Bala-
krishnan 2014). According to the vision of M.K. Gandhi, true educational process 
has to be related to nature and society and learning should not have the objective 
of leading one career alone and instead it should enable one to become a good 
professional and a good human being with needed capability and capacity to lead 
a decent dignified, scientific human life. A system cannot be called an education 
if it does not clean the mind or does not teach the art of controlling the mind and 
senses or does not create a self-reliance and fearlessness or does not guide us in 
terms of livelihood or does not lead us from slavery to freedom. This new educa-
tion prepares skilled and capacitated human being as professionals with human 
concern. By doing so, the quality of life will be improved. The best way of drawing 
out from the individual’s body, mind, and spirit to the life situation to tackle the 
problem is allowing the individuals to draw out the best creativity that comes 
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through the skills. M.K. Gandhi called it as “Nai Talim” – “New Education” (Prab-
hath 2010) (see chapter 1). 

It is a kind of education for the whole life. If one carefully looks at Nai 
Talim, one can easily conclude that it is an education for life. It is a preparation of 
the whole society to face the life through professional activities which means pro-
fessionalizing the human activities. It essentially talks about skilling of the human 
being to perform the activities which are necessary to lead a decent dignified hu-
man life. But in India, unfortunately that kind of education was not followed as 
mainstream education and as a result, India followed the model of general educa-
tion oriented to produce knowledge led human being substantially negating the 
skill education as it was considered low paid job and it will not fetch social recog-
nition. It was also true that the skills were linked to the caste system in India. By 
giving importance to skill education, it was being visualized that it was meant for 
strengthening the caste based skill development. At the dawn of independence, it 
was totally misconceived, misrepresented and misinterpreted. Adequate attention 
was not taken at that point of time to reposition the skill education enunciated by 
Mahatma Gandhi, since many of the skill related activities are linked to caste sys-
tems which ultimately lower the image of the people who involve themselves as 
skilled workers. This trend made the youth not to join with any skill development 
programme. The classic case is Tamil Nadu. 

When skill education was introduced at the dawn of independence by the 
then Chief Minister Rajagopalachari, a co-worker of M.K. Gandhi, it was opposed 
by mobilizing people that it was a caste based education. The skill education de-
signed for school students consisting of two parts. Everyday morning the students 
have to attend the academic classes and in the evening they have to undergo prac-
tical skill training in the same school. The students can select the skill. But to re-
move Rajagopalachari from power, this scheme was interpreted as a scheme to 
promote caste based education system. Till date one finds the impact of that poli-
tics in Tamil Nadu. But now India talks much about skill education. At present, 
the Prime Minister of India contacted 0.4 million students of ITI in the country 
through video conferencing, to create awareness among the students about the im-
portance of vocational education (New Indian Express 2014). Much hyped talk 
and decisions are being perceived as the target fixed to meet the labour require-
ments for the industry and service sector. 

But the problem of India is the unorganised sector, in which more than 
90% of the labour force is situated (World Bank 2008; ILO 2002). Further, 57% 
of working men and 62% of working women in villages are self-employed and the 
figure in the urban areas are 44% and 45% respectively (60th round of NSSO) 
(NSSO 2004a). 
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NSSO sample survey of 61st round (2004b) brought the percentage of 
person undergone formal training in the working age group (20-24 years). Among 
them, only 5% has undergone formal training. But one has to see its contribution 
to the economic growth of the country. 60% of the economy comes from only the 
unorganised sector. At every level, it is a known fact that by skilling the workforce 
in unorganised sector, a silent revolution would take place in the life and livelihood 
of the workforce and in the economy. Therefore a big challenge is before the gov-
ernments both federal and regional. It is matter of research concern to investigate 
to what extent the regional governments are so serious and to what extent the min-
istries and departments are repositioning themselves to implement the new policy 
and programme initiative of the central government. 
 
 
 Context 

 
In the context of globalization to accelerate and sustain economic growth, India 
wants skilled manpower. As per the estimate for India, 347 million workforces are 
needed in 22 high growth sectors. Apart from the above, the currently employed 
150 million have to upgrade their skills. This is the reason why our productivity is 
low, earning capacity is low, wage rate is low, and work precision is low. The 
current level of skilling as followed in the past will be detrimental to growth as we 
have only 11,000 training institutions with 5.5 million seats are available (Majum-
dar 2008). Given the quantum of the workforce to be trained, the available training 
institutions in this country is very low. It is not only the quantum, but there are 
other factors which are more serious than the quantum. They are the shortage of 
teachers, poor infrastructure, and poor salary, absence of wage regulation for the 
skilled workers, outdated curriculum, poor research capability and a few others 
(see chapter 9). 

There is another constitutional issue pertaining to VET. Education is in 
concurrent subject. It is neither in central list nor in the state list. There is no com-
prehensive act for skill education in India. The challenge before the nation is how 
to train this massive youth in skills needed to the market. All the above major 
issues are being highlighted in all the presentations of higher level officials of 
Tamil Nadu who are involved in the process of decision making and implementa-
tion of skill development activities. It is a very big challenge. But it can be done 
in a movement mode. It needs a big bank approach. By doing so, the country can 
take advantages of the demographic dividend. In India, macro actions are highly 
professional in nature with regard to skilling. Government of India has established 
institutional set up, fixed targets, and resources are in position. Operational mech-
anisms have been devised. It has got a policy, organisations, frameworks, fixed 
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responsibilities. What it needs is its operationalization at the ground level. How it 
happens at the ground is the issues to be analysed in this article. 

For ground operation enabling conditions have to be created. NSDC has 
linked with 2,000 training centres and created capacity to train 78 million people 
in ten years. It has conducted district wise skill gap studies in 27 states. It conducts 
studies in 22 sectors. The robust policy architecture created at the centre can be 
easily followed by the state government if the whole process is in a mission mode 
through a synergetic framework. With great difficulty by overcoming all the pit-
falls and short falls in database, skill gap studies have been conducted in the states 
by NSDC, wherein great details have been worked out as the job responsibilities 
(Jagtiani 2013). In the same way, details have been worked out as to the job re-
sponsibilities of the Ministries in skilling youth. All operational guidelines have 
been prepared by the central government and other institutions created by the cen-
tral government for this task. It has gone to the extent of making a scheme for 
encouraging the state governments (Chenoy 2014). The above enabling provisions 
have to be used by the state government. In this study, how the Government of 
Tamil Nadu has taken efforts to operationalise the skill development mission’s 
targets and processes have to be analysed. 
 
 
 Methodology 

 
A combination of methods has been used to draw data. Discussion with central 
Minister, Secretaries in the Government of India, Institutional heads, and civil so-
ciety organisations involved in skill development activities, were held in order to 
assess the operational levels of the skill development framework. Along with them 
the heads and principals of training institutions have been contacted and discussed 
with them about the current level of implementation of the skill development 
framework. Focus group discussions with the stakeholders who are the end users 
have been conducted. The stakeholders are students and non-student youth includ-
ing women and other marginalised communities. Since the focus of the study is 
the implementation process of the new initiatives of the Government of Tamil 
Nadu, the study revolves around the process and not the targets. Number is not the 
focus of the study. How the process takes place is the concern of the study. Anal-
ysis will be made as to what extent the Government of Tamil Nadu has taken it 
seriously and implemented the skill development initiatives professionally. Gov-
ernment of Tamil Nadu has treated the skill development as a mission and a 
scheme. Hence whole process of implementation of the initiatives is being ana-
lysed in this article. 
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 Implementation of the New Initiatives 
 
In Tamil Nadu, a mission was created which is called Tamil Nadu Skill Develop-
ment Mission with an objective of creating employment opportunities for the un-
employed youth in Tamil Nadu through skilling youth and to transform Tamil 
Nadu into a ‘Skill Hub’ within a time frame (Kasirajan 2012). Before making an 
analysis of the skill development initiative of the Government of Tamil Nadu, the 
basic details about the institutions available for skilling youth have to be assessed. 

In Tamil Nadu, totally 53,631 schools, 2,824 training institutions and 
1,650 colleges and 65 universities are functioning. Universities and colleges pro-
duce 0.484 million graduates, 1.65 million students from the schools, 0.199 mil-
lion from the skill training institutions. Totally all these institutions produce 2.333 
million students. As per the estimate of the Government of Tamil Nadu, its skill 
training capacity is 1,062,754 (see chapter 5): 

There are totally 3,589 institutions involve in skilling the youth in Tamil 
Nadu. It is to be noted that NSDC assessed the district wise skill gap of the state 
and made key recommendations and estimated the skills needed for the period 
2012-2022. Tamil Nadu is one of the leading states in terms of demographic divi-
dend with approximately 66% of the population lying in the working age group. 
The short fall in the availability of skilled human resources in expected to reach 
0.36 million workers at the semiskilled and 0.225 million at the skilled level by 
2022. The excess availability of unskilled human resources may be channelized 
towards meeting this gap through skill development initiatives and interventions. 
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1 Incremen-
tal Human 
Resource 
require-
ment  

1,718 1,511 1,896 5,125 3,313 3,440 2,807 8,560 

2 Incremen-
tal Human 
Resource 
availability  

2,179 258 1,065 3,502 2,519 278 1,137 3,934 

3 Skill Gap  461 1,253 831 1,623 810 2,162 1,655 4,626 
Table 1: Summary of Skill Gap in Tamil Nadu (in 000s). Source: NSDC (2012) 
 
Construction, retail and travel, hospitality and tourism and travel are expected to 
drive the incremental requirement for skilled human resources. Districts located in 
the industrial hub zone such as Chennai, Kancheepuram and Thiruvallur are ex-
pected to generate considerable skilled human resource requirements. Moderately 
developed districts namely Cuddalore, Dindigul, Erode, Madurai, Salem and 
Trichy are also expected to have a high human resource requirement in sectors 
such as IT, automobile, construction, food processing, textiles and retails. The 
NSDC study brought to the notice that youths are aspiring to work in service sec-
tors such as IT, banking, hospitality, transport and retail. At the same time, small 
scale industries in Tamil Nadu are also face acute problem of low availability of 
approximately skilled human resources. The study also pointed out that Tamil 
Nadu has relatively high capacity for skilling students compared to other states. 
This also made the author to choose Tamil Nadu as study area to explore further 
to examine the initiatives of state of Tamil Nadu. 

As per analysis of the author, the capacity utilisation at many govern-
ment-training institutes is sub-optimal. At the same time, there are mushrooming 
of unregistered private training institutions creates confusion and clarity in as-
sessing the training capacity of the state. The low employability of skilled and 
semi-skilled graduates from government as well as private institutes indicates the 
malady in skilling youth. In Tamil Nadu, the unorganised sector is one of the larg-
est employees in the state economy accounting 5 million workers in 2012. 

One of the major constraints faced by Tamil Nadu is the absence of a 
unified platform for training providers. Yet another problem confronted by the 
state in this domain is the absence of accreditation to distinguish qualified training 
institutions from other poor quality training institutions. There is a mismatch be-
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tween the workers qualification in the certificate and the actual skill of the certifi-
cate holder. Poor linkages between the industry and training institutions have fur-
ther weakened the training process. The report by NSDC on skill gap has given a 
detailed recommendation to improve the conditions of training. If the recommen-
dations are implemented, many of the weakness we found in the skill development 
process in Tamil Nadu can be rectified and the maladies we see in this sector can 
be remedied. To implement the whole set of recommendation, a congenial atmos-
phere has to be created at the operational level. It should be in a big bank approach 
by adopting a movement mode and for which all stakeholders have to join together 
and take forward this initiative. To do the above job, the lead has to be taken by 
the government. How it takes forward has to be seen in this article. 

As part of the National Skill development mission, Tamil Nadu Skill De-
velopment Corporation (TNSDC) has been created with a basic objective of acting 
as a nodal agency for all skill development training programmes of various depart-
ments of state government. Its main role is standardization of skill training pro-
gramme. Primarily capacity of the training institutions has to be enhanced. Teach-
ers’ capacity in the training institutions has to be enhanced. Training institutions 
have to be equipped by providing needed facilities. The syllabus has to be updated. 
It has to be changed to the requirements of the market. Rs. 670 million have been 
allotted for the year 2013-2014 and Rs. 1 billion allotted for the year 2014-2015 
for TNSDC. Based on the allocation, skill development activities are carried out. 
The details are given below: 
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Sl. No. Skill Training  Amount 
sanctioned 

No. of 
Trainees 
proposed 

No. of 
Trainees 

completed 
skill train-

ing 
1 IT Literacy to Government ITI stu-

dents 
164.40 13,500 12,411 

 
2 Cell Phone Service Training 72.00 3,000 3,000 
3 Faculty development training to Govt. 

ITI faculties 
49.72 750 494 

4 Soft Skill Training for 20,000 Govt. 
Art & Science College students 

408.00 20,000 20,000 

5 IT Skill training to 5,000 Govt. Engi-
neering, Art & Science College stu-
dents 

150.00 5,000 5,000 

6 Short term skill training in textile sec-
tor 

85.50 3,600 3,210 

7 Skill Training in Construction sector 
(CIDC) 

577.50 3,500 2,286 

8 Short-term skill training to unem-
ployed youth through vocational train-
ing providers 

825.00 55,000 55,000 

9 Skill training in Leather sector 36.00 120 120 
10 English language skill training to 

B.Sc. Nursing students 
12.83 100 100 

11 Welding skill training 107.52 192 192 
12 Beautician, Embroidery skill training 

to unemployed women 
5.13 50 50 

13 IT and Soft skill training for the stu-
dents of Tamil Nadu Institute of La-
bour study 

2.00 100 94 

14 Two wheeler servicing and mainte-
nance training 

30.00 200 200 

15 Solar Photo Voltaic training 56.40 500 500 
16 Short term skill training in Light Eng. 

Sector 
36.00 200 200 

17 Driver training to unemployed Youth 1500.00 25,002 10,832 
18 Skill training in Hospitality sector 93.08 1,400 0 
19 Skill training in Plastic Engineering 40.00 200 125 
20 Skill training in Media and Entertain-

ment sector 
132.50 1,300 788 

21 Skill training in power loom sector 10.00 400 200 
22 Telecom sector skill training (Cell 

phone servicing ) 
53.75 5,000 4,081 

23 Security service training 750.00 25,000 329 
24 Basic computer course training to 

Government ITI students 
171.50 14,000 5,000 

25 Hospitality sector training through 
Food Safety Commissioner 

36.12 960 160 
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26 Short term skill training in Retail sec-
tor 

237.50 10,000 839 

27 Short term skill training in Handicrafts 42.94 395 205 
28 Short term skill training in Light Engi-

neering 
258.88 2,295 2,120 

29 Short term skill training 10.53 300 95 
30 Skill training through Tamil Nadu Adi 

Dravidar Housing and Development 
(TAHDCO) 

1119.32 13,130 0 

31 Short term skill training in textile sec-
tor 

85.50 3,600 3,167 

Total 7159.62 208,794 130,798 
Table 2: TNSDC. Status update of Skill Training Programmes for the year 2012-
2013. Source: Computed from TNSDM (2012) 
 

Sl. 
No. 

Agenda Items of 3rd Board of TNSDC No. of per-
sons to be 

trained 

Total 
cost (Rs. 
in lakhs) 

1 Short term skill training in Construction and Light Engineer-
ing Sector through Larsen and Toubro Limited 

500 120.00 

2 Short term skill training in textile sector through Department 
of Handlooms, Handicrafts, Textiles and Khadi. 

1,149 25.27 

3 Skill Development programme in Banking Financial Ser-
vices and Insurance (BFSI) sector through Information and 
Communication Technology (ICT Academy 

2,000 99.50 

4 Welding and Plumbing – through Sri Ramakrishna advanced 
training institute 

275 161.49 

5 Health services skills training proposal from Apollo med 
skills 

1,810 335.75 

6 Standardization of skill development programme Constitut-
ing State level apex committee and district level committee 
for evaluation of private sector institutions 

- 33.00 

7 Skill development training in Footwear Manufacturing Tech-
nology through Footwear Design and Development Institute 
(FDDI) 

480 144.00 

8 Proposal for 605 Artisans skill training through Tamil Nadu 
Khadi and Village Industries Boards (TNKVIB) 

605 55.91 

9 Special programme for training to the members of the 
women tailoring Industrial Co-operative societies in opera-
tion of Motorized Sewing Machine 

1,255 38.72 

Total  8,074 1013.64 
Table 3: Abstract of TNSDC 3rd Board Approved Proposal. Source: Computed 
from TNSDM (2012) 
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 Action Plan for 2014-15 
 
An Action has been drawn for 27 sectors to conduct training programme. The sec-
tors are given below in the box. 
 

Box-I 

 
 
Apart from the regular institutional training programmes, Rural Development De-
partment is offering skill training to the self-help group women under this new 
initiative. In the same way, National Rural Livelihood Mission (NRLM) conducts 
such a kind of skill training to the rural ultra-poor men, women and youth. NRLM 
is launched by the Ministry of Rural Development in the year 2011 for skill train-
ing to the rural people belong to below poverty line. The programme implementa-
tion is done by the State governments. There is yet another skill training pro-
gramme being conducted to the beneficiaries of the World Bank project ‘Empow-
erment and Poverty Reduction’. All the above training programmes have been 
conducted in Rural Development Department of Government of Tamil Nadu. 
  

Retail sector & Marketing  Hospitality sector  Health services 
 
Automotive   Construction  Transport/Logistic 
 
Security services   Leather sector  Poultry training 
 
Apparel/Textile sector  IT & ITES   Telecommuni-
       cation 
 
Media & Entertainment  Electrical & Electronics Light engineering 
 
Hi-tech Engineering   Chemical/Pharmacy  Food processing 
 
BFSI    Gems & Jewellery  Agriculture 
 
Energy    Animal husbandry  Sericulture 

 
Fisheries    Marine Engineering  Hair Dressing &
       Beautician 
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1 Ariya-
lur 

2 130 109 80 42 67 41 0 59 9 2 

2 Chen-
nai 

7 490
4 

478
1 

0 452
4 

257 180
2 

64
2 

152
9 

808 48 

3 Coim-
batore 

5 523
9 

514
7 

474 550 459
7 

109
8 

11
6 

133
7 

259
6 

80 

4 Cuddal
ore 

2 86 83 30 43 40 41 0 34 8 0 

5 Dhar-
mapuri 

4 983 795 30 465 330 278 10
4 

154 259 54 

6 Din-
digul 

8 248
3 

228
9 

122
1 

872 141
7 

118
2 

7 788 312 31
2 

7 Erode 9 385
8 

357
7 

139
1 

101
6 

256
1 

116
7 

15 876 151
9 

10
2 

8 Kan-
chipu-
ram 

10 144
91 

138
55 

145
6 

162
9 

122
26 

620
6 

28
8 

242
8 

493
3 

21
9 

9 Kanni-
ya-
kumari 

2 284 283 0 57 226 8 1 14 260 0 

1
0 

Karur 7 235
6 

221
2 

560 306 190
6 

610 1 678 923 86 

1
1 

Krish-
nagiri 

3 719 567 0 116 451 131 12
3 

188 125 17 

1
2 

Madu-
rai 

8 625
6 

557
3 

900 221
3 

336
0 

175
4 

62 223
5 

152
2 

11
6 

1
3 

Naga-
pat-
tinam 

6 242
1 

198
6 

625 886 110
0 

927 25 582 452 13 

1
4 

Namak
kal 

6 370
5 

338
3 

410 104
3 

234
0 

119
7 

11
4 

145
8 

614 64 

1
5 

Peram-
balur 

1 36 33 0 3 30 13 0 10 10 0 

1
6 

Puduk-
kottai 

2 311 293 192 293 0 89 2 153 49 4 

1
7 

Rama-
natha-
puram 

3 153
8 

120
0 

795 361 839 249 3 228 720 10
9 

1
8 

Salem 5 776 688 29 364 324 277 24 251 136 6 

1
9 

Si-
vagan-
gai 

3 285
9 

251
8 

620 652 186
6 

664 9 931 914 40 
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2
0 

Thanja-
vur 

3 123
5 

101
4 

30 431 583 295 1 318 400 7 

2
1 

The nil-
giris 

2 219 208 0 73 135 117 5 80 6 89 

2
2 

Theni 4 157
4 

152
8 

262 831 697 432 11 821 264 7 

2
3 

Thiru-
valavur 

2 540 432 0 162 270 162 38 166 66 73 

2
4 

Thooth
ukkudi 

2 35 35 35 27 8 29 3 0 3 3 

2
5 

Tiru-
chirap-
palli 
/trichy 

9 317
5 

288
4 

47 120
1 

168
3 

833 92 119
1 

762 23
8 

2
6 

Tiru-
nelveli 

5 142
1 

123
2 

900 515 717 534 10 338 350 16
4 

2
7 

Tir-
uppur 

8 855
2 

837
3 

408 210
3 

627
0 

193
4 

29
8 

211
0 

403
1 

17
4 

2
8 

Tiru-
vallur 

8 606
5 

534
8 

237
9 

197
4 

337
4 

222
7 

15
3 

109
1 

187
7 

20
0 

2
9 

Tiru-
vanna-
malai 

6 931 795 20 424 371 264 11 422 98 19
4 

3
0 

Tiru-
varur 

2 444 430 0 235 195 242 6 171 11 0 

3
1 

Vellore 7 452
3 

388
6 

155 134
4 

254
2 

140
7 

67 132
3 

107
4 

11
9 

3
2 

Villupu
ram 

5 142
3 

136
5 

130 560 805 599 5 366 395 83 

3
3 

Viru-
dhu-
nagar 

5 671
8 

645
9 

790 183
4 

462
5 

117
0 

10
3 

423
3 

953 11
1 

Grand Total 16
1 

902
90 

833
61 

139
69 

271
49 

562
12 

279
79 

23
39 

265
63 

264
59 

27
34 

Table 4: Skill Training for the Poor (both men and women) under NRLM. Source: 
GoI (2015) 
 
There is yet another major skill training programme undertaken by the Tamil Nadu 
Adi Dravidar Housing and Development (TAHDCO), an organisation which 
builds the skill and capacity of the SC and ST youth to enable them to get employ-
ment opportunities. It is not a new initiative. It has been conducted for a long as 
other departments. The concern here is whether the departments are conducting 
such a kind of training programmes or not. It is essential to see whether all the 
skill development programmes are being conducted in the new context well within 
the framework which the government has evolved and approved. 
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Despite the efforts of the government, what we found in the whole pro-
cess of skilling the youth at the ground is the mismatch between supply and de-
mand. The whole skilling process especially in unorganised sector is not based on 
the demand (see chapter 12). The training programme organised by various min-
istries are totally top down approach and insensitive towards the demands and lo-
cal needs (Ramanujam and Sodhi 2010). There is a pronounced skill gap both in 
terms of quality and quantity. There is always confusion in conceptualising the 
vocational education scheme in the larger framework of education. There is no 
interface between industry and academia for curriculum development and funding 
for VET. Government of India and Government of Tamil Nadu have taken steps 
to build the skill of youth. Government of India has developed policy architecture 
and implementation framework. To follow suit institutional mechanism and re-
source base have been created. Detailed implementation process has been worked 
out. It sets models also. By following the operational framework of the federal 
government, state government could have created such a mechanism and process 
to implement the policies and decisions professionally. 

While making analysis of the process of implementation in the backdrop 
of the framework developed by the central government, one can easily identity the 
pitfalls and weaknesses (GoI 2013). Totally the skill education system has to be 
revamped. From school education to university education and training institutions, 
a thorough change has to be introduced to incorporate skill education is part of the 
process (GoI 2011). From syllabus revision to certification process total restruc-
ture has to be done. First national level directives have to be implemented based 
on the pitfalls indicated in the present system of education (Agarwal 2009). But 
there is no evidence of taking lessons from the successful experience of China, 
Germany, and Australia. Lot of lessons India can learn from the above countries 
to build on the VET (Mehrotra et al. 2014). In Tamil Nadu, the practical compo-
nent of VET is missing to a large extent. There is no duality principle in the skilling 
process. There must be a practical training built into the VET system and for this 
the government and the industry has to play an active role. There is no joint certi-
fication by the educational institution and industry as there is no practical training 
in the industry. This has to be modified. 

There is yet another problem we face in India namely the whole exercise 
has to be done under the common standardized principles and guidelines. Further, 
there is no national occupation standard for industry participation in curriculum 
building. In this direction there is no such initiative. VET need to be attended in 
the mainstream educational system through an act and resources. It is totally miss-
ing. Government can levy a tax as education tax for VET fund. As part of the 
Corporate Social Responsibility (CSR), Industrial Houses can set up funds for 
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VET. While interacting with higher level officials, one could see the nebulous ad-
ministrative problems which hamper the whole exercise. Massive skilling exercise 
requires coordination among the departments which are all involved in skilling the 
workforce. 

In India, coordination is a problem. Even Cabinet Secretariat finds prob-
lems in coordinating the ministries. That is the reason for skill development; Prime 
Minister takes responsibility for coordination. In the same way, at state level, co-
ordination can be done only by the Chief Minister. It is being observed while in-
vestigator was in discussion with higher level officials. It cannot be done by a 
cabinet minister. Cooperation, coordination and synergy among the officials work-
ing in different departments for a common issue should emerge as a culture. It is 
not in practice in India. It needs a special mechanism. It is not only in Tamil Nadu, 
it is a culture in India in administration. The bureaucrats have learnt the art of 
working in line hierarchy but not in working with horizontal departmental coordi-
nation. Against this background, everyone suggest that the Chief Minister has to 
chair coordination board or arrangement. 
 

Box-II 

 

Experience of the Car Service Station in a Town 
 
In Dindigul town in Tamil Nadu, Baskar owner of a car service station, affiliated with Maruthi 
company observed that he has invested three crore rupees in the car service station. He has engaged 
40 employees who are well trained in car mechanism especially Maruti Company cars and the 
employees are earning a decent salary now. It takes a minimum of three to four years to train the 
employees to make them as qualified persons for his company. They are well trained and have got 
certificate from the training institutions; yet they are not fully equipped in this process. When they 
were in training in the training institutions, they never had a visit to any of the car service stations. 
The training institutions do not have any link with service stations. There is no such formal ar-
rangement between the training institutions and the service stations in Tamil Nadu. He further 
stated that if there is any such arrangement, it will be a welcome move and service stations will 
offer their cooperation to such a move, since the service stations will benefit out of it. Instead of 
training them in service station, the training institutions at present train the trainees only in their 
institutions. He further observed that if there is any such arrangement, it will benefit with the 
service stations and the trainees. 
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Box-III 

 
 

Box-IV 

 
  

Views of an ITI Student 
 
R. Kannan, a student studying in ITI in Dindigul said that he has no option other than pursuing his 
studies in ITI. It is a known fact that there is no respect for the students who pursues their studies 
in ITI in the society. Apart from poor social recognition, there is no guarantee for job. Even if one 
gets job, the salary is not attractive or not even to meet the basic needs. If there is a possibility of 
getting a good salary, people will not bother about social recognition. ITI has been considered as 
a place for dull witted boys and girls. Such is the scenario of education system in Tamil Nadu. If 
anyone gets opportunity to go abroad particularly to Middle East, one can get reasonably a good 
salary. Many of the students are pursuing their educational programme in ITI with the hope that 
they can go abroad with the certificate. Beyond this ITI has not attracted the attention of youth. 
 

Observations of the Principal of a Local Polytechnic College 
 
The principal of a local polytechnic observed that “everyone talks about demographic dividend 
but nobody works for decision making architecture, establishing institutional mechanisms and 
procedures and processes. Poor infrastructure, age old syllabus, and poor quality of teachers and 
poor social environment exist. With such an environment how would the training institutions pro-
duce quality product”, she questioned. Decisions are made at a higher level but one has to study 
in India how they are executed at the ground level. There is a perception and information gap 
between the decision making body at the top and the implementing institutions at the bottom. In 
the past, skill training could not get such recognition as technical and medical education have 
drawn the attention of the youth but now the whole world talks about skill development, even after 
knowing fully well the advantages of skill development. But momentum has not been picked up 
in India at the micro level. The existing confusions in the sector could be set right only by enacting 
an act passed in state legislature. 
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Box-V 

 
 

Box-VI 

 
 

Observations of a Correspondent and Secretary of a Private ITI 
 
An ITI was created by a civil society organisation as a charity work with the hope of helping the 
rural poor school dropout boys and girls by skilling them. By doing so, the rural youth can be 
made employable. With this objective was created in this town after producing trainees from the 
institute, the correspondent tested the students capacity and capability very objectively that too 
with the help of an industrialist. He found many of the students had not come up to the level of 
expectations of the industries and labour market. He started analysing the whole process of skilling 
youth, and he found weakness in policy making to course design, to course teaching and exami-
nation to certification. Everywhere he found weaknesses. He started finding out a way to remedy 
the situation. Since he visits western countries frequently, he thought that such a kind of system 
could be introduced. While exploring the possibility he found the administration and governance 
systems do not permit anyone to move away from the government established framework. He 
knows that his ITI can come out from the framework of the government but to pursue that course, 
he needs huge investment. Further, students want only government approved certificate. Against 
this background, he has to run the ITI with several weaknesses. After explaining the above, he 
concluded by saying that “unless a law is enacted, the existing training processes and procedures 
cannot be regulated”. 

Observations of a former Minister who looked after the Small and Medium Industries 
Ministry in the Central Government 

 
Dr. E. M. Sudharsana Natchiappan made some important observations on skill development in 
India. He was in Dr. Manmohan Singh ministry. The central government has created policy archi-
tecture with detailed guidelines. The state governments have to implement it seriously and for 
which the responsible policy making person at the state level needs vision, understanding and 
commitment. They need a world view, national perspective and operational commitment at the 
state level. State governments can get the support of foreign countries for skilling youth and work-
force. In such away MoU has been signed with many countries by the then central government. 
There are countries expressing their desires to work with India. They prepared detailed study re-
ports on skill development. In this regard, if the state governments are efficient, they can get the 
support of the leading countries in skill development in the world for effective implementation of 
skill development policy. It requires development politics at the state level”, he added. 
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Box-VII 

 
 
 
 Analysis 

 
In India, any initiative for transformation and development role of state govern-
ments is crucial as they are the implementing agencies of the schemes and pro-
grammes in the field. Federal governments’ role ends with enacting laws, evolving 
policies, taking decisions and allocating resources. Effective implementation of 
laws, policies, decisions, schemes and programmes depends on the perception, 
perspective, capacity, skill and commitment of the state governments. Variations 
of the state on all the above aspects will reflect on the outcome of the activities of 
the states. India is known for its variations, differences, disparities and even dis-
criminations. While implementing any decision at the ground level the micro fac-
tors which are present will play a predominant role in determining the success or 
failure (Jamal and Mandal 2013). Though at policy level, importance was given 
for the preparation of the skilled workforce for industry to sustain accelerated eco-
nomic growth, adequate attention was not paid to skilling of the workforce in un-
organised sector. It is to be recognised that this sector contributes to our economy 
up to 60% of the country’s GDP. Strengthening of skill base of the unorganised 
sector will improve productivity, working conditions, social security and living 
standards of the people who are in the sector. Largely, it contributes for the well-
being of the people in the society (Sodhi 2014). 

At the national level in India, there is a National Council on Skill Devel-
opment under the chairpersonship of Prime Minister. Along with the above, 

Remarks of a senior Official involved in Policy and Decision Making in Tamil Nadu 
 
“I never accept the argument that without training, our workforce is on the job. It is true that our 
workforce is not fully trained and not through formal training centres. I do not accept the argument 
that training given by the formal training centres are state of the art training, and others are not 
precise to the need of the job or profession. To illustrate his argument he quotes the weavers in 
India are producing the best silk sarees but they are not trained by the formal institutions. They 
are trained on their own training establishment. But it is not coming under the purview of the 
training system of the government. In the same way, a hair dressing saloon which is emerging as 
a multi-functional organisation throughout India which hires men and women who are not trained 
by the formal training institutions, but they are trained by small organisations in many towns and 
cities. The workers who are performing the hair-dressing job are not from the barber caste alone 
(who traditionally do their job). They belong to different castes. They earn much more than the 
traditional hair dressing. What we found in our system is the difficulty of keeping track of all the 
activities formally. Society behaves as it wants. Training for each and every skill is going on but 
they are not recorded, and as a result, we do not maintain data. Now the effort is on to map out the 
scenario of training. For the first time, at present we are conscious of generating data pertinent to 
skill development and training. The stupendous task we face now is to bring the training of all 
kinds and nature under the framework of the government. Yet it is on. 
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NSDCB, NSDC, National Council for Vocational Training and Social Partners in 
Skill Development are on the job. Roles and responsibilities have been clearly 
delineated for each stakeholder in this process. Central and state governments have 
several responsibilities (GoI 2010). Equally, employers have got certain responsi-
bilities. In the same way, trade unions have also got some responsibilities. Civil 
societies have to discharge certain responsibilities. All the stakeholders have re-
sponsibilities. They are to be discharged with a sense of commitment. All the re-
sponsibilities of the stakeholders have to be discharged synergistically. Coordina-
tion and synergy are the essential requirements for the success of this initiative. 
To achieve the expected results and targets from the existing level, a ‘movement 
approach’ is needed. At every level conscious and committed actions are the im-
peratives. Unless a big bang approach is adopted, reaching out the target is an 
uphill task. Time available for the stakeholders is limited. The coverage of area is 
wider. It requires huge machinery with high capacity for expansion. It cannot be 
achieved with government institutions alone. It is necessary to have linkage with 
private institutions and they are to be involved on an incentive basis. 

The whole exercise has to be done at different levels with different ap-
proaches in a mission mode. At every village and in every town, such a kind of 
training facility should be available. The new urgency and the opportunities are to 
reach out to the stakeholders for which awareness creation has to be done. It has 
to be done just like a literacy mission. It should be placed in a high dynamic envi-
ronment. While looking at the process of training, one can notice a clear mismatch 
between the expected level of activities from the government and the real activities 
carried out by the government in skilling the youth. The whole exercise of skilling 
the youth has not been fitting into the new framework of skilling and instead, the 
whole training goes as it was. Coordination and synergy among various agencies 
and institutions have not been achieved. The resources have been allocated to var-
ious kinds of activities. Coordination could not be achieved by the officials. Hence 
synergy has to be achieved only at the minister’s level. Since resource allocation 
got enhanced for skill development, skill training programmes are visible. While 
chalking out the policy and the scheme, they are linked with national goals and 
policy. But in operation one could not see any such linkages among various stake-
holders. 
 
 
 Major Challenges 

 
The capacity of the training institution is limited. It requires sudden expansion but 
it does not take place. The present mind set of the youth is to earn more money 
and to earn social respect (Business Line 2014). Skill education in India is not a 
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proper tool to earn the social respectability. Neither one can earn a decent salary 
nor social recognition. In this context, a sizeable majority is interested in pursuing 
skill education. A student who cannot progress in academic stream and those who 
are rejected will opt for skill education. Students, who were in skill education in 
the school, may not try to secure job. They also want higher education to maintain 
social status. After getting a degree from higher learning institutions, students may 
seek job oriented skills to obtain a job. This is a paradox in Indian educational 
scenario. Country and State do not have adequate number of training institutions 
to the level of requirement. Absence of master trainers in many of the skills is 
another problem indicated in all the reports and finding teachers for all the skills 
in more than 25 sectors is very difficult. Many find difficulty in understanding the 
standardisation process. Inadequate institutional facilities for conducting capacity 
building and skill building are yet another major problem (NSDC 2012). The em-
ployers have been oriented in India to employ labourers at a cheaper rate of wages 
as they are untrained (Palit 2009). The employees recruit labourers and train them 
for their industry. Training institutions are many in types. Many are unrecognised 
which are not coming under the purview of the government. Some of the unrec-
ognised institutions have produced extraordinary students with skill and the train-
ees got opportunity in foreign countries. In the same pattern, some of the multina-
tional companies have started institutions to train workforce for their companies 
(Hartog 2000). Now the institutions are facing a dilemma whether to follow the 
central government framework or state government framework. On many of the 
issues, the state governments have not taken any action. Ground preparation for 
skill development in the new framework is a stupendous task. Yet it takes place at 
snail’s pace.  
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Sl. No. Status of VET Active/Mode/Poor 
1 Availability of Act for VET at state level No Act 
2 Policy for VET at state level No Policy 
3 Framework for implementation of voca-

tion education and training policy of gov-
ernment of India 

No Framework 

4 Coordinating agency to coordinate institu-
tions for VET 

Tamil Nadu Skill Development Mission 
(TNSDM) 

5 Visibility for VET programmes No visibility 
6 General awareness creation on VET Slow 
7 Minimum wage for sectors No such initiative 
8 Active involvement of industries No active involvement 
9 Active involvement of trade unions No active involvement 
10 Active involvement of civil society organ-

isations in VET 
No active involvement of civil society or-
ganisations 

11 Active involvement of local bodies in 
VET 

No active involvement of local bodies  

12 Active involvement of research institu-
tions in VET 

Very few 

13 Training programmes conducted Yes 
14 Revision of syllabus Yes. Not radically 
15 Capacity building of teachers Very slow 
16 Involvement of Mass media in VET Poor 

Table 5: Report Card. Source: Computed from TNSDM (2012) 
 
 
 Conclusion 

 
For any development initiative or programme, its success depends on a number of 
factors and of which the implementation of the initiative or scheme or a pro-
gramme is crucial. In India, three levels of governments are in position and of 
them, the federal government involves itself in decision making, policy making, 
resource allocation and law making. Beyond the above, it has no effective role in 
implementing the above. But there are two governments namely the state and local 
governments responsible for implementing the law, programme, scheme and any 
initiative of the federal government. The federal government has no machinery for 
implementation at the ground for many of the schemes and programmes. Hence, 
while evaluating the programme and scheme, one has to keep this factor in the 
backdrop of any such evaluation and analysis. Against this background, skilling 
of youth in India is being analysed. In this context, the present study has analysed 
the steps taken by the government of Tamil Nadu in skilling the youth both student 
and non-student, in the backdrop of the context of globalization and labour de-
mand for stabilising the growth of India’s economy. The new context requires a 
new set of laws, regulatory bodies, policy, strategies, institutional mechanisms and 
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processes even at the state government level. It needs a special focus, drive and 
fervour. To make use of the new opportunity, the government has to act efficiently 
and professionally by involving all stakeholders. The new context brought new 
opportunities and challenges. The process has to be responded professionally and 
strategically. Unless preparatory steps are taken expeditiously and professionally, 
all new opportunities will vanish within a short span of time. 

While seeing the entire preparation of the state from policy preparation 
to human power preparation at the ground through the institutions, one can see the 
routine exercise done for implementation of a scheme or a programme by utilizing 
the resource allocation. The expected seriousness is not visible at the policy mak-
ing level as directions are not forthcoming and as a result, all exercises are bureau-
cratic and hence skilling is not in a mission mode. It requires both ground level 
preparations and policy level preparations. It has to be seen to what extent the state 
government has taken steps to increase the institutional capacity to produce the 
needed human power from skilling institutions to the market. Absolutely there is 
no clear-cut step being addressed strategically. Secondly, the sectors which de-
mand more skilled workforce have not been responded through skilling of youth 
through the skill development institutions on the required skill set. It is not only 
the expansion of institutional capacity but also repositioning of the institutions to 
work in a new context for the requirement of the market. The institutions have not 
been repositioned to meet the market requirement. The institutions have been func-
tioning in their usual and traditional mode which never addressed the issues of the 
market sensibly and sensitively. From syllabus preparation to trainer preparation, 
the institutions have to act professionally but it does not take place, because there 
is no such a kind of direction from the governance and administrative channels. 

In Indian context, institutional repositioning is a highly challenging task. 
Apart from the above, preparing the youth for skilling requires a special drive as 
conventionally Indian youth prefer academic stream to get a degree for elevating 
social status and knowledge oriented programmes for huge earning. Dignity of 
labour is a main issue to be addressed. Wages for skilled workers are not attractive 
which is critical to skill building. In this direction, there is no concerted initiative. 
Needed awareness is not being created among the unskilled youth. Above steps 
are crucial for attracting the youth towards skill development. Majority of the 
stakeholders are not aware of the new opportunities found in skill development 
and skill up gradation. Further for standardisation of skill building, serious efforts 
are not on at the lower level in setting up of the institutional mechanism. All skill 
building activities are being done in a mechanical way without matching the ex-
pected skill level perfection needed to the market. Even industries or the employ-
ees are not serious in this preparation as they prefer to be in the old track, which 
recruits untrained labour at a low wage and train them for their work in the industry 
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itself. Thus the employees are not serious in their partnership with the training 
institutions’ preparation of work force for industry. All the above observations are 
meant for preparation of workforce for industry. But yet another segment the un-
organised sector that engages 93% of the workforce needs substantial attention in 
skill building to increase GDP, reduce of poverty, increase productivity and in-
crease income of the individuals and households. In this sector also, there is no 
systematic and conscious efforts to build the skill. 

Only a fragment of the institutions, opinion makers and institutional lead-
ers are conscious about the new opportunities and they are on the job. But there is 
no critical mass to transform the whole process of skilling of youth to match the 
requirement in Tamil Nadu. Mass media at present plays a vital role in stimulating 
the thought process of the people as they are vibrant. But media too has not real-
ized the full potentials of the skilling of youth. One can easily understand while 
interacting with the stakeholders in the skilling process, that their understanding 
of the opportunities in demographic dividend, vocational skill, new institutional 
mechanisms and process of standardization is very poor. The challenges before 
the policy makers, institutions involved in skilling the youth are huge. The tasks 
are mammoth and gigantic. To respond to the challenges, an array of steps is 
needed. Of the tasks, one small step has been taken to allocate the resources to 
spend on the institutions and programmes. On all other fronts, the government has 
to work seriously. 
 
 

 Policy Prescriptions 
 

 The whole skilling process has to be seen from the demand side and not 
from the supply-side. 

 Research unit on skill development has to be created in the university 
system as huge potentials are in skill development. 

 Data generation and validation has to be done on skill development in the 
respective department. 

 A separate data portal has to be created and maintained by Tamil Nadu 
Skill Development Mission. 

 Tamil Nadu Skill Development Mission has to be headed by the Chief 
Minister with a view to bring synergy among the ministries. 

 All the existing confusion in the skill development process has to be 
cleared and effective skill development would take place only if an act is 
enacted specifically for skill development. It should be a comprehensive 
act to incorporate all stakeholders in this process. 
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 A massive awareness programme has to be created among all stakehold-
ers about the significance and implications of skill development pro-
grammes and skill development courses. 

 Minimum wage has to be fixed for each sector and thereby the present 
perception that skilled worker will get only low wage will change. 

 All the skill development training institutions have to be equipped and 
their capacity has to be enhanced. 

 By adopting PPP model, industries have to be involved in strengthening 
the training institutions and training processes. 

 Skill development has to take place from school education to university 
system. 

 There should be a separate minister to look after skill development pro-
gramme. 

 
 
Notes 
 
Prime Minister’s National Council on National Skill Development: The Eleventh 
Five Year Plan has provided suggestion to create a comprehensive National Skill 
Development Mission. As a result, a “Coordinated Action on Skill Development” 
with three-tier institutional structure consisting of (i) PM’s National Council (ii), 
National Skill Development Coordination Board (NSDCB), (iii) National Skill 
Development Corporation (NSDC) was created in early 2008. The Prime Minis-
ter’s National Council on Skill Development gives policy advice to the Ministry 
of skill development and entrepreneurship and National Skill Development Cor-
poration. 
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Company Training, Initial Training: Initial In-Company 
Vocational Training in India: Implications and Challenges for 
Indian Companies 
 
Muthuveeran Ramasamy and Chandrakumar Mani 
 
 
 
 
 Introduction 

 
While India has become a fairly significant manufacturing hub due to its industry-
friendly policies, cost competitiveness and vast pool of human resources, some of 
the key challenges remain unaddressed. As a consequence, the full potential re-
mains unrealised which manifests as a structural problem in the Indian economy 
(Indian industry has a low share in GDP). In response, the policy makers are con-
stantly renewing their focus on expanding manufacturing and service sectors while 
various stakeholders feel that India faces an even bigger challenge with respect to 
vocational skills. Surveys and studies point out that the skill demand-supply gap 
is extremely wide. The National Skill Development Policy (MoLE 2009) recog-
nises this problem and targets skill development of labour force both in the organ-
ised as well as un-organised sectors. Mehrotra (2014a) affirms Vocational Educa-
tion and Training (VET) as one of the significant means, which has the potential 
to accelerate the supply of required quality workforce to enhance efficiency and 
productivity. 

Though there is no dearth for institutions providing higher education in 
India, there is a vicious gap in execution of skill in new technologies and other 
emerging services (Ernst and Young 2012, GoI 2013). In spite of all the reforms 
and policy initiatives in the skill development space, the skill gap continues to be 
one of the key challenges that exist in the Indian labour market and this topic has 
been discussed in many papers (Chenoy 2012; Jamal and Mandal 2013; Sodhi 
2014; Palanithurai 2014; Pilz and Pierenkemper 2014). 

Though India has the strategic advantage with respect to demographic 
dividend, nearly three-fourths of India’s population is unskilled. According to 
Planning Commission report of 2008, only 5% of the total workforce in India has 
undergone vocational and other forms of technical education and training while 
the same is more than 60% in developed countries. According to the UN’s India 
Labour and Employment Report 2014, less than one-tenth of India’s workforce 
has had any vocational training. The World Economic Forum’s Global Talent Risk 
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report (2011) cautions developing countries like India and Brazil will also face 
huge skill gaps due to low employability. Further, it is expected that by 2024, the 
global shortage of skilled manpower would be to the tune of 56.7 million. There-
fore, India which accounts for 28% of the graduate talent pool among the world’s 
low cost economies has the opportunity to become a global reservoir of skilled 
manpower (FICCI 2012). 

The agriculture sector accounts for about 54.6% of the total employment 
in which a rapid shift in migration of labour from agriculture to manufacturing and 
service sectors (Mehrotra et al. 2013). The Planning Commission 2012 projected 
that share of agriculture would still decline to 45% with the rise in industrial and 
service sector employment; on the other hand, the share of manufacturing sector 
is expected to rise to 18% by 2016-17. These facts clearly indicate the growing 
need for skilled workforce to meet the future labour market demand. 

Response to the skill development challenges has come from multiple 
agencies viz. the government, not-for-profit and the market. This paper seeks to 
examine the responses from the market – namely, the in-company vocational train-
ing designed and delivered by the employers. The paper aims to investigate a wide 
range of in-company training initiatives and then sets out the objectives of the 
study; the method, the findings and suggests some pointers for the future of in-
house training. 
 
 
 In-Company (Initial) Vocational Training 

 
Education and training help both individuals and organisations to work more ef-
fectively, improve the productivity, facilitate adaptation to the changing environ-
ment and achieve desired goals (Lindsley 1998). Countries which adjust or adapt 
to the level of the required skill handle more effectively the challenge and oppor-
tunity in the world of work (Chenoy 2013). A study by Mehrotra et al. (2013) has 
found that most companies overcome the skill gaps they face by providing in-
company training and on-the-job training for new (fresh) employees. 

In-company vocational training is a method of training that allows indi-
vidual employees to try out their skills by executing a set of tasks in the workplace. 
It serves dual functions – acquiring knowledge and skills besides employment 
(García 2002). As industries strive to attain higher growth, productivity and value-
added production for a sustained growth path and success in the global economy, 
they need a suitably skilled workforce capable of constant learning. Employers 
need employees who consistently upgrade their skills and competencies which 
would improve productivity of the company (Pavlova and Maclean 2013: 56). 
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A Planning Commission of India’s’ report states that 80% of new entrants 
in the workforce have no opportunity to access skill training (Planning Commis-
sion 2008). It is also estimated that 58% of the Indian youth lack adequate skill 
deprivation and hence, un-employability is a bigger issue than unemployment 
(MoLE 2010). Mehrotra (2014a) insists that skill training requirements are in-
creasing continually at two levels: firstly, making new job seekers entering the 
labour force employable and secondly, re-skilling those who shift their jobs. He 
also points out that in-company training in India accounts for only 18%, which is 
relatively low when compared to other BRIC (Brazil, Russia, India and China) 
nations. However, there is an increasing focus in the private sector in India and 
companies are taking several initiatives for developing the skill sets of their em-
ployees. Most companies, across varied sectors, have started realising the value of 
in-company training. Examples of different initiatives in India for in-company 
training are given in the Table 1: 
 

Manufacturing Sector 
Company Name Sector Initiative 
Aditya Birla 
Group 

Multiple Has established a training centre named 
‘Gyanodaya’ which organises multi-tier, functional, 
role-specific and business-focused training pro-
grammes. 

Larsen & Toubro Construction Imparts vocational training in construction. 
Vardhman Group Textile Enhances employee skills across all functions. 
Godrej Industries Electronic Goods Trains students through a specialised course in re-

frigeration, air-conditioning and washing machine 
technology. On completion of the course, deserving 
students are offered employment. 

Maruti Suzuki 
India Ltd. 
(MSIL) 

Automotive The company has been tied up with institutes like 
BGS Institute of Science & Management and the 
ABT Technical Institute to conduct Maruti-certified 
courses. 
Established a Technical Training Centre (TTC) to 
cater to the regular training needs of employees 
working in the manufacturing domain and also train 
them on the latest technologies. 
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Services Sector 
Company Name Sector Initiative 
ITC Retail Provides training in Retail Management. 
Grand Hyatt Hospitality In-house training initiative through School of Hospi-

tality at Grand Hyatt, Mumbai. 
It also has established three more schools of learning 
– the School of Leadership, the School of Manage-
ment Studies and the School of General Studies. 

Infosys Information Tech-
nology 

Infosys’ Global Education Centre in Mysore is one 
of the largest corporate training establishments in 
the world and can accommodate 15,000 people. 
New engineering recruits undergo a 14.5 week ‘Ini-
tial Learning Program’ provided by the company. 

Accenture  Information Tech-
nology 

‘Leaders teaching leaders’ – Accenture leaders share 
their past experiences for the betterment of the 
working styles of the present employees. 
Accenture provides a global portal ‘My learning’ in 
which 20,000 online courses are available. 

ICICI Bank Financial Services Established ICICI Manipal Academy (IMA), in as-
sociation with Manipal Education, to train newly re-
cruited junior managers of the bank in banking and 
finance. The institute has an intake of 550-600 stu-
dents once in every three months. 

Syndicate Bank Financial Services Immediately after employment, the bank assesses 
the training needs of its new employees by adopting 
scientific methods. This is followed by a tailored 
training programme. In the training process, Syndi-
cate Institute of Bank Management (SIBM) and 
Apex Training Institute of the Bank of Manipal play 
a major role. 

Pawan Hans Hel-
icopters Lim-
ited(PHHL) 

Aviation PHHL’s training institute provides Aircraft Mainte-
nance Engineering (AME) courses and imparts 
knowledge on helicopters and their systems to stu-
dents. 

Table 1: Training initiatives of Indian companies. Source: FICCI (2012) 
 
 
 Case Study on In-Company Training 

 
3.1 Aim of the Study 
 
The Indian labour market is facing an acute shortage of skilled labour or job-ready 
labour, including the categories of semi-skilled labour and labour intensive work-
ers, which affects the growth of companies in terms of production, revenue pro-
spects and sustainable growth (OECD 2009). The school system of education has 
been identified as one of the main factors as it is highly theoretical and not of 
adequate relevance to the world of work (Pilz and Pierenkemper 2014). Secondly, 
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given the considerable school drop-out rate, companies do not contented only with 
well-educated workforce; they also work with less-educated people and prepare 
them with required knowledge and skills by providing the needed training. The 
underlying assumption of the study is that in-company training creates pathways 
in strengthening a company’s competitive edge by providing mutual benefit to the 
employee as well as to the employer. To limit the scope of this paper, the focus of 
the research is to find what measures companies in India take to train new employ-
ees, and what kind of training they offer. 
 
 
3.2 Methods and Data 
 
Semi-structured exploratory interview method was used to elicit answers to a wide 
range of questions related to initial in-company training. As studies on in-company 
initial training in India are scanty, an expert interview method was adopted to col-
late insights that the chosen experts have, in terms of professional and job training 
in their respective sectors. 

The semi-structured questions were divided into three thematic blocks. 
The first block of questions was designed to seek basic details of the respondents 
to ensure a comfort level in sharing experiences and insights. For example, re-
spondents were asked about their job title, range and scope of employees in com-
panies. The objective of the second thematic block was to understand the existing 
initial in-company training practices and the third block of questions were de-
signed to explore the availability of training facilities in the company. The study 
was conducted in September 2013 and in November 2014 with selected companies 
having employees ranging between 50 and 500. These companies were located in 
two metropolitan cities, Delhi (a city in Northern India) and Chennai (a city in 
Southern India) to avoid the possibility of regional similarities and differences af-
fecting the outcome of the study. 

A total of 17 company professionals were interviewed; 11 companies 
were indigenous while six were Multi-National Companies (MNCs). These inter-
views were conducted both in person (13) and through telephone (4). The compa-
nies surveyed belonged to the categories viz. automotive, electrical, energy, con-
struction, machinery and equipment, raw materials, logistics, leather goods pro-
duction, financial service and two-wheeler manufacturers which have been iden-
tified as industries with substantial growth performance. The interviews were ad-
ministered with experts who are responsible for training aspects (for example HR 
Managers, Training Personnel) in their companies. As per the definition of ‘Ex-
perts’ provided by Mieg and Näf (2005) the selection of respondents was done 
critically and individuals who on the basis of their substantial experience filled a 
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specialised role in a specialised technical area were considered (cf. Pilz and Pie-
renkemper 2014: 394). 
 
 
 Findings and Discussions 

 
4.1 Induction Training 
 
All the companies provided initial training to their newly recruited employees 
through ‘induction training/programme’ in which the initial training dealt with as-
pects like orientation on the company’s history, functions, values, products, HR 
policy and safety. 

One interviewee, working in a financial services company, said that they 
do not assign any specific task to their new employees for the first three months: 
 

“For the newly joined employees, the first 90 days are cooling period to understand the 
process. There is no any target or goals for them during this period. After this period, they 
will be assigned tasks in their respective section.” (Regional Head - HR, Financial Services 
Company 2014) 

 
It was observed that training practices in a company induction programme for new 
employees varied according to their academic qualifications. The duration of the 
induction programme usually lasted until the employee was capable of carrying 
out the assigned work without external help or assistance. 
 

“See the length of training below the academic level would be (for) one week as an induc-
tion where you talk to them about SOP, awareness, policies, procedures and all that.” 
(Manager, Automobile Company 2013) 

 
As has been mentioned in the earlier section, given the high school dropout rates 
in the country, many of the companies face the problem of recruiting a well-trained 
workforce. Generally, in India, the employees are grouped under different catego-
ries based on the qualification and work. To elaborate, the ‘skill categories’ range 
from unskilled, semi-skilled, and skilled while highly skilled being the highest 
stage. Mostly, the less-educated workers join as unskilled or semi-skilled labour 
and start their career with limited earning. Later, they are trained on the job to meet 
the company’s requirements (Majumdar 2008). In the unskilled category, no prior 
experience is required to perform simple activities. 

The new employees are not ready for immediate deployment in the com-
panies and therefore, the companies plan their training activity to prepare them for 
work. 
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4.2 Safety in the Workplace 
 
Seven companies placed greater emphasis on safety and security of employees as 
a key module in the induction training for employees. The employees were given 
training on health, hygiene, safety before they were deployed in the work places 
where risk is high. The big companies had a standardized training manual on safety 
measures, and the employees were expected to follow them in the work site. Safety 
and precaution were given more importance in the initial training, especially for 
shop floor workers. It could be illustrated from the quote below: 
 

“We give prime importance to training on safety aspect, a training manual has also been 
developed which all our employees should follow, particularly those at the site.” (General 
Manager, HR 2014) 

 
It was found that the safety measure training was mandatory, especially for un-
skilled and shop floor workers. The survey also revealed that in most cases, the 
training took place in two phases. In the first phase, it was mostly by observation 
of the work process/activities performed by an experienced worker. This gave the 
new employee an opportunity to understand the entire production process in the 
company. Among the companies surveyed, it was observed that the above process 
extended over a period of three to six months, which also depended upon the edu-
cational qualification of the employees. Usually, after this training, the employee 
was sent to a specific division or department where he/she had to perform the as-
signed work independently under the supervision of a senior employee for a spec-
ified period of time, without any assistance from the supervisor following which 
the employee’s performance was assessed to decide if he/she could complete the 
assigned task independently. In a few companies, unskilled people were initially 
recruited to work in the production units wherein they are trained in a specific skill 
for a period of time through on-the-job training. One expert from the leather in-
dustry said: 
 

“We recruit people who have qualified 8th, 9th and 10th grade to work in our production 
units. They will be given basic induction programme and then they will be sent to factories 
and start work as a helper category. He will be supervised by one of our senior employee.” 
(Head – HR, Leather Industry 2014) 

 
After completion of induction training, new employees are sent to specific depart-
ments and assigned specific jobs by their senior employee under supervision. The 
above statements reiterate the fact that many companies were interested and will-
ing to recruit less educated people in their production units. Accordingly, on-the-
job was used as one of the significant means of training to provide domain-specific 
skills and knowledge. It was also evident that such less-educated people were often 
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assigned manual work as unskilled category which did not require any prior work 
experience or skill acquisition. Formal initial training in small and medium-sized 
enterprises was not very common and usually new employees were trained by an 
experienced (senior) staff member. The new employees are expected to learn and 
master the skills through ‘learning by doing’ process, which forms an important 
part of the on-the-job training. 

A few companies recruited only experienced employees and expected 
their new employees to have minimum knowledge in the production unit. 
 

“We don’t recruit freshers. Employees preferably should have a minimum of two or three 
years of work experiences and it’s better to have minimum technical knowledge in the pro-
duction unit.” (General Manager, Windmill Production Company 2014) 

 
In some companies, the new employees were not found to be of any immediate 
use in the companies. Hence, such companies planned their training activity to 
prepare such fresh employees for work. The underlying reason for taking experi-
enced people seemed to be to minimize the attrition at the initial stage among 
freshers due to skill-related issues. 
 
 
4.3 Training Facilities 
 
With regard to training facilities, the majority of the companies interviewed men-
tioned that they offered initial training in the company premises itself while only 
a few companies sent their new employees to the company’s training centre lo-
cated in some other place. The major reason attributed to this fact was the invest-
ment costs involved in establishing such training centres. 

In the bigger companies, most of the trainers were subject experts who 
were available in the headquarters and/or the branches whose main work was to 
impart training to new employees on specific technical aspects. 
 

“And this training will be happening in our construction training Institute. We have eight 
such institutes all over India. (…) Majority of them are in house trainers. (…) but, in case 
for some trades we don’t have trainers in house, we invite external trainers also.” (Man-
ager, Construction Company 2013) 

 
The larger companies had more chance to train their employees in a corporate 
training centre. By contrast, small and medium companies mostly trained their 
new employees through on-the-job training mode due to limited training facilities 
and cost factors besides the fact that such enterprises expected their employees 
familiarise in their work as quickly as possible. 
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4.4 Training Cost 
 
In all the companies surveyed, it was observed that the companies were responsi-
ble for meeting the training cost and they believed it was worth incurring this in-
vestment in the new employee. The company’s human resource or finance depart-
ment, as part of the annual budget, decided on the annual cost of training budgets. 
This expenditure was considered as investment that would yield benefits in the 
longer run through increased productivity of the employees. 
 

“I have my own annual budget. We call it an annual operative plan. So I need to depend on 
two things. One of previous expenses, the expenses in previous years and my future plan. 
On the basis of that I estimate the costs in ruling everything, trainer costs, training costs, 
material costs, everything.” (Manager, Chemical Company 2013) 

 
A few companies felt that there was higher attrition for blue collared employees. 
Thus, the companies invested in initial vocational training not only to orient the 
trainees on products, values, target customers and safety but, also with an interest 
to build motivation and interest among new employees as they were considered to 
be long-term employees with high potential. 
 

“The initial training is not only to give orientation on company and its values but also build 
interest among the new employees, increase productivity and retain (employees) them for 
longer time.” (Head – HR, Leather Industry 2014) 

 
Becker (1962) argued that companies should not invest in giving training due to 
the issue of poaching by other competitor companies. However, company-specific 
training minimises the risk as the acquired knowledge and skill would be difficult 
to take to the job profile. Companies are also reluctant to invest in training as they 
fear that, benefits of training investment will go to competitors when employees 
leave the firm. One manager highlighted the loss of trainees to other companies as 
a reason for their company’s reluctance to invest in training of employees. 
 

“Companies and organisations are also now little wondering whether to invest amount of 
money in employees. Because you train them, you teach them and then they leave you.” 
(HR, Electrical Company 2013) 

 
The fear of ‘free-rider’ (Pilz 2008) problem is very prevalent in the Indian labour 
market as it characterised as not regulated and experiencing high turnover (Pilz 
and Pierenkemper 2014). This phenomenon largely affects medium and small 
firms due to lack of in-house training capabilities. Certain measures were practiced 
by a few companies to retain the employees after the initial training period. In 
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order to minimise the risk of poaching, they set a minimum period for any promo-
tion based on the trainee’s work performance. Furthermore, the in-company train-
ing has both merits and demerits. Hoeckel (2008) describes the benefits of in-com-
pany training, which is given as a diagram below: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 

Figure 1: Benefits of In-Company Training. Source: Adapted from Hoeckel 
(2008: 4) 
 
Sabharwal (2013) distinguishes three important issues in financing in-company 
training. Firstly, ‘learning’, where the employer provides training but the em-
ployee does not pass or qualify. Then, ‘productivity’, which means the employee, 
does not perform in the workplace, even after he or she receives the training. The 
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third and final one is ‘attrition’, while employees are successful in the provided 
training, shown increases in productivity but leaves the company. These factors 
restrict employers not to pay for training and rather, they are more willing to hire 
trained or experienced workers. While this seems the shared viewpoint of the com-
panies surveyed, recruiting skilled workers from the labour market on the whole 
is more expensive than training new staff in-company (Beicht et al. 2005). 
 
 
 Conclusion 

 
According to human capital theory, education and training brings benefits in 
higher productivity and higher wages. In-company training has many advantages 
for both the employer and employees. As a result, many large companies leverage 
it as part of their strategic plan. It is more cost-effective and efficient to enhance 
productivity of the firm by upgrading skills of employees internally and/ or exter-
nally (Mehrotra and Ghosh 2014). As mentioned in the introduction, the Indian 
labour market is facing acute shortage of skilled, semi-skilled workers and in the 
labour-intensive sectors. In general, training has been considered as a process of 
building skills, knowledge, shaping attitudes and enables changes on the behav-
iour (Wills 1994; Palo and Padhi 2003; Robert and John 2004). The initial in-
company training is one of the major influencing factors in retention and attrition 
of the employee in a company. It has scope of achieving the full potential of em-
ployees’ efforts (Wills 1994) and enhances a firm’s productivity (Rohan and Mo-
hanty 2012). Indeed, it is important to note that, initial in-company training im-
proves the ability of unskilled, semi-skilled people even in the production unit to 
perform specific tasks more effectively. This scenario exists mostly in the small 
medium enterprises, which accounts for a large portion of the unorganised sector 
(Hajela 2012). 
 
 
 Outlook 

 
This study is a pilot one which may not be regarded to reflect the complete sce-
nario existing in India. However, the study being a starter; it provides some useful 
facts for broader – larger scale research in the future. Vocational institutes must 
work closely with companies to offer market relevant training courses and not by 
mere extension of the training period through an apprenticeship training pro-
gramme. Quite often, VET system focuses on semi-skilled workers in the formal 
sector which is a small proportion of less than 10% of total working population. 
Hence, the Governments at the Centre and States have to put their efforts jointly 
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to overcome skill shortages of casual workers which require policy interventions 
and initiatives, especially to train people in the informal sectors, as most of the 
employers regard employee training as the responsibility of the state (see chapter 
7). It cannot be denied that it is also the responsibility of companies, and requires 
reform at the policy level, incentives to the firms in terms of tax deduction for in-
company training or subsidies to encourage firms to invest more on in-company 
trainings. The government and market should also take account of less-educated, 
unskilled in this process, as they would from the majority of the total working 
force in the country. Taking consideration of regional disparities in terms of de-
mographic profile and levels of development, each State needs to invest in training 
where the scope for the mass employment sector is more rather funding general 
training initiatives. When such initiatives are started and are in place, companies 
have the possibilities of ‘job-ready’ workers in future to provide multiple benefits, 
including the development in the economy and society at large. 
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Training of Teachers: Institutionalising Training and 
Development of Academic Faculty of TVET Institutions for 
Realising Excellence 
 
Malayankandy Usha Ajithkumar 
 
 
 
 
 Introduction 

 
“In the last century we were very proud of IITs (Indian Institutes of Technology). It is a very 
good thing no doubt but in this century we need to think about ITIs (Industrial Training 
Institutes) and give it the same importance,” 

 
said Shri Narendar Modi, current Prime Minister of India at the National Confer-
ence on Skill Development on the morning of Wednesday 25th September 2013. 

In India only 40% of the 55,000 instructors at Technical and Vocational 
Education and Training (TVET) have undergone a full instructor-training course. 
There is huge shortage of quality instructors in the country. The quality of training 
depends upon the quality of trainer. Therefore, there is an urgent need to look into 
the training of the trainers of ITI (data compiled from Planning Commission Re-
ports 2011). 

The role of TVET in preparation of manpower for the national develop-
ment is well acknowledged in India today. Never the less, the potential of this 
aspect of education has not been fully exploited due to a wide variety of con-
straints. One of them being lack of qualified, trained and motivated trainers essen-
tial for determining the skills of future workers. The issues and challenges of 
TVET teachers are quite different from general teachers and thus require a distinct 
response in terms of skills and competencies that should be regularly updated 
alongside technological. Concentrating on capacity building of the trainers of 
TVET will maximize the nation’s investment in vocational education. 
 
 
 Rationale for Staff-Training for Excellence 

 
The Indian government has been dedicated to reform the education system and to 
place India into a world class education hub. A knowledgeable and skilled work-
force is seen as the most important human capital required for the development of 
India. The work force needs to be continuously equipped with knowledge and 

M. Pilz (ed.), India: Preparation for the World of Work,
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skills to increase India’s competitiveness in the global market. This requirement 
is leading to a demand on the skills delivery system, which is particularly the role 
and responsibility of TVET teachers or trainers (see chapter 13). 

The most important ‘agent of change’ in ‘Knowledge Society’ is the 
teacher. The Second International Congress on TVET (1999) organised by 
UNESCO points out that from economic growth to human development the bridge 
has to be built through the teachers who are well trained. It is essential that Tech-
nical and Vocational Education (TVE) teachers are not only qualified in an aca-
demic sense, but have a good knowledge of real world systems and processes 
within their field of teaching. It is critical that the TVET teachers possess 
knowledge, skills and attitude relevant to the rapidly changing labour market. Ide-
ally, this should be attained prior to entering TVE teaching duties, and kept up to 
date by regular contact with industry or commerce, or otherwise addressed through 
in-service programs. In this context, Bird (1997) defined a fully qualified tech-
nical/ vocational teacher as one who is certified in his/ her area of expertise, and 
has appropriate level of pedagogical skill. Without qualified and well-experienced 
TVET teachers and trainers to plan for and execute TVET programs not much can 
be realised at the grassroots (see chapter 3). 

An entirely new package of educational content, new set of skills and new 
methodologies for delivery are emerging as among the greatest shifts in paradigm 
in teacher educations. An important step forward in addressing this problem must 
begin with teacher preparation and professional development. Professional devel-
opment contains a huge amount of knowledge and experiences. These experiences 
can be divided into formal experiences (such as attending workshops, professional 
meetings, monitoring, etc.) and informal experiences such as (reading professional 
publications, watching television documentaries related to academic discipline, 
etc.) (Gancer 2000). TVET teachers should possess the appropriate personal, eth-
ical, professional, teaching qualities and play an influential part in helping to shape 
students’ attitudes and aspirations. Good preparation will enable TVET trainers to 
operate in, and adapt to, an ever-changing scientific, technological, and social en-
vironment. Duke and Stiggins (1990) name five areas in teacher professional de-
velopment: improvement of lessons, vocational development, school organisation, 
personal development and career development. 

TVET teachers always need to increase their capacity; therefore, besides 
knowledge of the subject matter, subject-related didactics, educational sciences, 
and psychology, a teacher also needs diagnosis, evaluation, co-operation and qual-
ity development. 
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Dimensions Undesirable  Desirable 
Pedagogical Base Instructive Model Eclectic Model based on Constructivism 
Learning Focus Content Learning to Learn 
Learning Strategies Solely Interactive Collaborative & Interactive 
Learning Goal External Controlled Autonomous 
Curricula Traditional Competency Based 
Teacher Role Didactic Facilitative 
Delivery Modes Fixed Open 
Learning Approaches Surface Deep 
Learning Structures Rigid Flexible/Modular 
Instructional Models Instructor Centred Learning Team Centred 
Learning Methods Passive Active 

Table 1: Shifts in the Pedagogical Dimensions of Teacher Education. Source: Ma-
jumdar (2011) 
 
Professional development has a significant positive impact on teacher’s beliefs 
and change in school practices, students learning and on the implementation of 
educational reforms (Cobb 2000; Frankes et al. 1998; Nelson 1999: 6). This state-
ment also supported by Wood and Bennett (2000) and by Kallestad and Olweus 
(1998) in a study involving Norwegian teachers emphasised that the professional 
preparation and development have a large impact on defining teachers’ goals for 
their students and these goals in turn affect the teachers’ behaviour in the class-
rooms and schools. But to realise that, teachers need to know different kinds of 
skills, knowledge, dispositions and values, which affect their proficiency. These 
requirements according to Reynolds (1992), de Leon (2001), Borko and Putnam 
(1995) and Shulman (1986) are: general pedagogical knowledge, subject-matter 
knowledge, knowledge of student’s context, ability to bridge theory and practice, 
external evaluation of learning and knowledge of strategies, techniques and tools 
to create and sustain a learning environment/ community, and the ability to use 
them effectively. 

Since the objectives of TVE are to raise the standard of general education 
and to provide professional skills, teacher trainees should be given a more ade-
quate cultural foundation (mother tongue, modern languages, social sciences, etc.) 
there should also be more emphasis on pedagogical skills. It was never safe to 
assume that competence in a vocational specialisation was enough to ensure ef-
fective classroom teaching, particularly in catering for the wide range of abilities 
and backgrounds characteristic of classes today (Banks 1996). The problem of 
how technical and vocational teachers could best keep their professional skills up-
to-date became more intractable with the increasing pace of technological change. 
In the extreme case teachers have to be totally re-trained because the world of 
work is changing radically. 
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The qualifications of teachers at technical and vocational schools and 
training centres are different from those of the general education sector (Schrembs 
2001). Chappell and Johnston (2003) advocate that TVET teachers and trainers 
have multiple identities. They have one identify located in being an industry spe-
cialist, with a detailed knowledge of a specific industry, its history, current chal-
lenges, equipment and training systems. Callan (2005) identified five required ca-
pability areas for TVET teaching staff: expertise in teaching and learning (e.g. 
demonstrates an understanding of a range of learning theories and techniques that 
inform practice, adapts learning and teaching strategies to suit individual students 
and learners); flexible delivery and assessment (e.g. able to factor on-site assess-
ment to suit the systems of the workplace, has knowledge and skills in forms of 
flexible delivery, including distances, blended, on-line or work-based learning); 
learner support (e.g. able to customise learning resources for groups and person-
alise for individuals, knowledge of a range of behaviour management strategies 
for responding with difficult people); and industry currency (e.g. demonstrates a 
technical expertise in their subject area, able to partner with industry). 
 

 
Figure 1: Professionalization of TVET Teacher. Source: Härkönen and Volmari 
(2004) 
 
Dickie et al. (2004) draws the following areas of capabilities for TVET teachers 
from the material they reviewed: 
 

 Pedagogical expertise: This includes the capacity to adapt learning and 
teaching strategies to suit individual learners, pedagogical understanding 
and access to a range of learning theories and techniques. 

 Learner focus: This includes the ability to promote and support self-di-
rected learning, as well as to teaching for TVE, and enable lifelong learn-
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ing. However, a learner-focused approach is not the same as learner-cen-
tered learning in which the TVET teacher is but one of a range of re-
sources available to the learner. 

 Client orientation: This involves brokering and relationship-building 
skills, to enable teachers to provide advice to clients (including learners 
and enterprises), establish and maintain relationships, network with in-
dustry, develop partnerships, and customise training and delivery to meet 
client needs, and evaluate and monitor outcomes. 

 Industry currency: Vocational expertise in the teacher’s subject area is as 
critical as pedagogical expertise. This is particularly important as it is 
highly valued by employers and learners alike. However, increasing de-
mand for generic skills by employers means that teachers need to be able 
to balance delivery of technical and industry specific skills with generic 
employability skills. 

 Use of technology: This covers knowledge and expertise in using new 
and emerging technologies, in particular to stay in touch with and advise 
learners, as well as for flexible delivery. These skills are also important 
to enable TVET teachers to ‘stay in touch’ with each other, including via 
communities of practice and other networks, and can help to combat the 
isolation many teachers experience. 

 Personal qualities and attributes: Personal attributes are identified as be-
ing absolutely critical for all TVET teachers. Communication skills, a 
commitment to self-development, a capacity to deal with change, self-
directed learning, managing time and managing knowledge are all seen 
as important. 

 
Schrembs (2001) has stated that an instructor has to have a variety of competencies 
such as: 
 

 Personal competencies: Instructors are not born as instructors, they have 
to be trained. Apart from abilities that can be trained, a teacher should 
have some character capabilities. Some instructor has a well-balanced 
personality. This will help trainees to build up confidence in the instructor 
and lead to a good mood in the classroom. He/she should have natural 
authority and be able to guide young people. Stolte (2009) has stated oth-
ers personal competencies such as readiness for change, emotional stabil-
ity, resilience, diligence, personal commitment and responsibility for own 
decisions. 

 Pedagogical Competencies: This type of qualities can be acquired during 
the teacher training course. It can be regarded as the contents of a 
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teacher’s apprenticeship. First of all a teacher must be able to choose the 
correct and most important topics of a trade. Not everything can be learnt 
within the period of training. The second step is to group these topics into 
logical units and prepare proper lessons with it. Planning and running a 
lesson requires competencies in the whole field of teaching techniques. 
He should be able to transfer theoretical knowledge as well as practical 
skills. 

 Professional Competencies These abilities include the professional skills. 
A teacher should have acquired them during his own apprenticeship as a 
craftsman and his working experience. He/she must be a master of his/her 
trade. To be a master does mean being a model. It is not enough to be a 
craftsman but a good craftsman. An instructor should always keep his/her 
eyes open for changes and developments in his/her trade. Instructors 
should always be up-to-date and interested in further training and upgrad-
ing. It is very necessary to have a wide range of general knowledge too. 

 
TVET teachers must be effective users of information and educational technology, 
if they are to become ‘learning facilitators’ in a connected world of universal in-
formation. The UNESCO (2004b) proposed a program of building capacity of 
teachers to implement ICT (Information and Communications Technology) in 
their teaching process throughout the world. The suggested framework for the pro-
fessional development of teachers consists of four main approaches: Emerging, 
Applying, Infusing, and Transforming. These approaches were illustrated in the 
below figure: 
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Figure 2: ICT supported Teacher Professionalisation. Source: Unesco (2004b) 
 
 
 Overview of Teacher Education Programme 

 
Education system in India comprises of primary, middle/ elementary, secondary, 
higher secondary and higher education. Primary education is of five years of 
school class 1 to 5 with entry age of five years. Middle level is from 6th to 8th class 
(see chapter 2). Secondary level is of class 9th to 10th and higher secondary is of 
11th and 12th class (see chapter 3) After higher secondary, higher education at bach-
elor and master level starts (see chapter 5 and 6). For the development of skilled 
workforce, another stream is TVE, which is comprised of three years of education 
after matriculation/ 10th class and vocational training certificate courses of six 
months, 12 months and 18 months duration after 8th class or 10th class. These di-
ploma and certificates are offered in almost all technologies for both girls and boys 
throughout the country. 

Vocationalisation primary aims at equipping the youth with such manual 
skills founded on basic scientific principles as would be needed in to-day’s society 
and with capacity to adopt to ever-changing scientific and technological develop-
ments. Employability is the corner stone of the new system of vocationalised ed-
ucation. Vocationalisation is looked upon as an effective instrument to prepare 
middle level manpower who would not merely be superior to skilled workers but 
who would work with their brains as well as their hands. There are a large number 
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of employment opportunities for which there are no suitably qualified persons with 
appropriate skills, knowledge and competencies. 

A number of committees and commissions have been formed from time 
to time to consider the prevailing educational system and to make recommenda-
tions for progress. It was first recommended even in 1882 by the Indian Education 
Commissioner the Hunter Commission, that the curriculum of the secondary edu-
cation should be split up into A and B curriculums; curriculum A to have subjects 
that were to be useful for higher studies and curriculum B to have vocational oc-
cupational and practical subject. The Hartog committee (1929) recommended that 
more boys should be diverted to industrial and commercial career at the end of the 
middle stage. The Sapru Committee (1934) recommended diversified courses at 
the secondary stage, preparing students for university education and providing vo-
cational education. The Abot and Wood Report (1937) recommended that the na-
ture of vocational education should be determined by the prevailing circumstances 
in view of the multi-various needs of the locality. The Sargent report of 1944 rec-
ommended that the high schools will be divided into two classes: (i) academic high 
schools, (ii) technical high schools. The Secondary Education Commission, 1948-
49, stressed the need for vocational education. The Kothari Commission, 1964-66, 
recommended introduction of vocational stream along with the traditional aca-
demic stream at the higher secondary or plus two, one preparing students through 
a two-year programme for university education and the other through vocational 
courses of various durations. Such products can perform a large number of middle 
level jobs which now are being performed by the university graduates. In 1976 the 
NCERT (National Council of Educational Research and Training) document 
“Higher Secondary Education and its Vocationalisation” was presented to the 
country setting out a model conceptual framework for implementation. The pro-
gramme for Vocationalisation of higher education was initiated in 1976 (see chap-
ter 3). 

In India vocational education aims to develop skilled manpower through 
diversified courses to meet the requirement primarily the unorganised sector and 
to inculcate self-employment skills in children through a large number of diversi-
fied vocational courses. Given that only 7-10% of population is engaged in formal 
sector of economy (NSS, Govt. of India 2005); development of vocational educa-
tion will provide skilled labour force in the informal sector which would further 
enhance the productivity (see chapter 12). In India, the general education and vo-
cational education have been operating as two different verticals with very little 
interaction between the two. This had led to hesitation in students opting voca-
tional courses as there is a general apprehension that one cannot pursue higher 
degrees or qualification. 
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The Vocationalisation of secondary education scheme was revised in 
2014 to address the issue of weak synergy with industry in planning and execution, 
lack of vertical and horizontal mobility, redundant courses and curricula as well 
as paucity of trained vocational educational teachers. The National Skills Qualifi-
cation Framework (NSQF) has been notified in December 2013, to provide an 
overall framework to set up vocational education programme. There is a greater 
emphasis on integrating skills in education and a renewed focus on vocational ed-
ucation in secondary education. It also demands of a revamp of our education sys-
tem to make skill development an integral part of curriculum (see chapter 13). 

In order to provide all these vocations first thing needed is expertise fac-
ulty in all these areas. So the training of personnel for instructional resource, 
should be organised by NCERT, SCERTs (State Council of Educational Research 
and Training), TTTIs (Technical Teacher's Training Institutes), RCEs (Regional 
College of Education), CDCs (Curriculum Development Cells), CIVEs (Central 
Institutes of Vocational Education), SCVEs (State Council of Vocational Educa-
tion) etc., beside all these if Bachelor of Education (B. Ed) programme itself de-
signed with some vocation's definitely the resource persons can be outputted. 
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Doctorate program[TQ-
Recognised Guide]

Masters Program {TQ-Post 
graduation+NET/SET+PhD+Pu

blications}

University (undergraduate)
{TQ- PostGraduation

+NET/SET}

Engineering
{TQ- ME or 

Mtech}

Senior secondary Board  
certificate

{TQ-post graduation+BEd}

General secondary 
Board exam certificate

{TQ-Graduation+BEd}

Elementary Education  
{TQ –Primary class-Senior Secondary (or its equivalent) with at least 

50% marks and 2-years Diploma in Elementary Education (by 
whatever name known)

Polytechnic
{TQ-BE or 

Btech}

Senior Secondary Board Exam Certification
Vocational [11th-12th]

[TQ –Post Graduation+ B.Ed for academic subjects]
{TQ-Diploma  in Engineering+CTI for vocational 

subjects}

ITIs
{TQ-

ITI+NCVT+CT
I}

TQ (Teacher Qualification, NET (National Eligibility Test), SET (State Eligibil-
ity Test), ME (Master of Engineering), NCVT (National Council for Vocational 
Training), CITS (Craft Instructor Training Scheme) 
 
Figure 3: Teacher Qualification required at different Levels of Education in India. 
Source: Skill development in India: The vocational education and training system 
report No. 22 World Bank (adapted by Ajithkumar) 
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3.1 Inceptions of Technical Teachers Training Programme 
 
The Planning Commission notes (2011) that there is around 9,400+ institutes 
(ITIs, ITCs etc.) imparting training under the purview of Directorate General of 
Employment & Training (DGET)/ NCVT of the Ministry of Labour and Employ-
ment (see chapter 4). It is required that teacher/trainers in the public technical in-
stitutes complete a Crafts Instructor Training programme. Duration of the course 
vary from six months to three years, and entry to these courses can be made after 
Class 8, 10 or 12 depending on the trade in question (Planning Commission 2011). 
These courses are conducted across various vocational professions such as welder, 
machinist, and draftsperson among many others. 

National Institute of Technical Teachers Training and Research 
(NITTTR) was set up in the year 1967 by MHRD (Ministry of Human Resource 
Development), Government of India, to bring qualitative improvement in tech-
nical education especially in the northern region of the country. The institute caters 
to the needs of education and training of faculty and staff, curriculum develop-
ment, instructional material development, and research and development of tech-
nical institutions (both degree and diploma level) in the northern region. NITTTR 
offers long-term programmes (ME/MTech) in six disciplines namely: Engineering 
Education, Computer Science and Engineering, Construction Technology and 
Management, Instrumentation and Control, Electronics and Communication En-
gineering and Manufacturing Technology. Short term courses and workshops are 
offered to support the training of new recruits and in-service personnel, in areas 
such ‘emerging rural and appropriate technologies’, ‘research capability’, ‘instruc-
tional materials development’, ‘computer education’. NITTTR also consults with 
the State authorities to identify areas for polytechnic staff development. 

The AICTE (All India Council for Technical Education) offers several 
schemes and scholarships to encourage the professional development of aspiring 
or existing technical teachers, although these have strong academic and research 
oriented focus – e.g. ‘Early Faculty Induction Scheme’, ‘Quality Improvement 
Programme’ (QIP)’, ‘Faculty Development Programmers’. AICTE encourages 
professional development through NITTTR short courses as well. 

The DGET in Ministry of Labour& Employment is the apex organisation 
for development and coordination at National level for the programmes relating to 
vocational training including Women's Vocational Training and Employment Ser-
vices. DGET also operates Vocational Training Schemes in some of the special-
ised areas through field institutes under its direct control. Development of these 
programmes at national level, particularly in the area concerning common policies, 
common standards and procedures, training of instructors and trade testing are the 
responsibility of the DGET. 
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Under its Schemes for Training of Trainers it conducts 
 

 CITS 
 Hi-Tech Training Scheme (HTS) 

 
 
3.1.1 Craft Instructor Training Scheme 
 
The CITS is operational since inception of the Craftsmen Training Scheme. The 
objective of the Craft Instructor Training is to train Instructors in the techniques 
of transferring hands-on skills, in order to train semi-skilled/skilled manpower for 
industry. A comprehensive training both in skill development and training meth-
odology is imparted to the trainees. 

Under the programme, instructors from Government and Private ITIs 
Centres established by industries under the Apprentices Act are provided training. 
Training in 29 Engineering trades is being offered in these institutes. To increase 
the seating capacity under Crafts Instructor Training Programme second shift 
w.e.f. November, 2012 has been started. During year 2010 government also al-
lowed setting up of the Instructor Training Institute by State/ UT Governments, 
companies like sole propriety, private/public limited registered under companies 
Act, Societies and Trusts registered as per Act, and promoters of SEZs (Special 
Economic Zones). On completion of the training trainees are trade tested and 
awarded National Craft Instructor Certificate. In order to maintain quality and 
standards of Instructor Training, NCVT has approved separate standards for infra-
structure and course curriculum. The institutes meeting the standards would be 
affiliated with NCVT (see chapter 13). 

To make instructor training more flexible, modular pattern of Craft In-
structor Training in place of conventional one year training has been introduced in 
CITS and Advanced Training Institutes (ATIs) with effect from session started 
from August, 2009. Under the modular concept, multi entry and multi exit provi-
sion has been made to make programme flexible so that instructor can take up 
training in any of these modules at any of the institutes as per his convenience. 

A network of institutes, both under Central and State Governments, has 
been setup to extend vocational training facilities solely to women, which aim at 
stimulating employment opportunities among women of various socio-economic 
levels and different age groups. 
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3.1.2 Hi-Tech Training Scheme 
 
HTS is one of the schemes of the erstwhile World Bank assisted Vocational Train-
ing Project. The scheme is now being continued for implementation with Govern-
ment of India funding. The objective of the HTS is to produce trained personnel 
with the range of skills necessary to meet the requirements of industry, commerce 
and domestic consumers in the application of electronics, computer and the mod-
ern production system. 

Short-term courses of two to three weeks duration in the Hi-tech areas 
like CAD/CAM, CNC & Control Technology, MC&PLCs are being implemented 
in the ATIs/Advanced Training Institute for Electronics and Process Instrumenta-
tion (ATI-EPI) for the industries/ Public Sector Undertakings/ Government organ-
isations/ Trainers from the institutes/industries etc. 

Since 2000-2001, ATIs have trained 1,500 persons under the HTS 
(DGET 2010). 
 
 
3.2 New Initiatives of Staff Development in Technical and Vocational 

Education and Training 
 
Rapid changes in technology call for change in courses and curriculum. The Min-
istry of Labour and Employment constituted Mentor Councils consisting of repre-
sentatives from academia, industry and domain experts in 25 sectors. Mentor 
Councils recommend changes in curriculum, requirement of equipment, pedagogy 
and assessment of various courses that are being run by the Ministry in their re-
spective sectors. It is required to train the existing instructors with revised/updated 
curriculum. Considering the quantum of efforts required to update the existing 
faculty and the stiff time constraints, use of Distance Learning through technology 
has been considered by the Ministry. 

Extensive study was done by DGET to choose the right technology for 
distance learning. Certain criteria such as latest technology that provides extensive 
reach, high quality two way real time communications and easy scalability were 
kept in mind for selection. Communication between teacher and students through 
Internet using software such as A-VIEW was found to be the best solution for 
DGETs requirements. 

A hub and spoke model is to be followed for delivery of the training. 
Training is transmitted from the hub and received at the spokes (remote centres). 
DGET plans to set up ten hubs and 200 remote centres spread across India. 
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For providing training, NITTTR develops its Programme Calendar on the 
basis of Training Need Analysis of the various stakeholders like Technical Insti-
tutions, Directorates of Technical Education, industry etc. The calendar so devel-
oped is shared with all concerned to enable participation of the right person for the 
right kind of programme, before implementation. Various kinds of programme are 
offered specially for the total development of teachers/supporting staff of technical 
institutions so that they can play multiple roles such as effective teaching, curric-
ulum development, instructional material development, infrastructure develop-
ment, student evaluation, guidance and counselling, community interaction and 
consultancy. The programmes are offered in a very flexible manner to suit the 
convenience of the clients with respect to duration (sometimes made modular) 
venue and timings. The Institute also invites faculty members from institutions of 
higher learning and industry for providing a variety of experience and exposure to 
the participant, on one hand, and for ensuring quality, on the other. 
 
 
3.2.1 Short Term Training Programmes (STTPs) 
 
The Institute Conducts STTPs typically of one week duration for in-service teach-
ers and staff members of technical institutions, i.e., Polytechnics and Engineering 
Colleges all over India. These training programmes are spread over the entire ac-
ademic year. AICTE has recognised the STTPs conducted by the Institute for con-
sideration for the purpose of movement to higher grades under Career Advance-
ment Scheme. 
 
 
3.2.2 In-House Training Programmes 
 
In addition to STTPs mentioned in the Programme calendars, the Institute also 
conduct clientele demand based STTPs. 
 
 
3.2.3 Special Training Programmes 
 
Tailor-made training Programmes/Workshops are conducted to cater to the special 
needs felt by the Directorates of Technical Education or organisations/ industry. 
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3.2.4 Collaborative Training Programmes 
 
Such programmes are conducted in collaboration with technical institutions/ in-
dustries by sharing of resources. The Institute has organised such programmes in 
collaboration with national and international organisations like Colombo Plan 
Staff College, United Nations Educational, Scientific & Cultural Organisation, 
United Nations International Children's Emergency Fund, United Nations Devel-
opment Programme and various reputed technical institutions. 
 
 
3.3 Latest Update in Craft Instructor Training Scheme 
 
From 2015, the ITI is under the new ministry, Ministry of Skill Development & 
Entrepreneurship. The Ministry is responsible for co-ordination of all skill devel-
opment efforts across the country, removal of disconnect between demand and 
supply of skilled manpower, building the vocational and technical training frame-
work, skill up-gradation, building of new skills, and innovative thinking not only 
for existing jobs but also jobs that are to be created. The DGET is appellate Direc-
torate General of Training (DGT) and is under the Ministry of Skill Development 
& Entrepreneurship (Ministry of Skill Development & Entrepreneurship 2015). 

The structure of the training Programme has been converted into Semes-
ter system in place of Modular pattern, w.e.f. August 2013. The courses have been 
designed to impart basic skills and knowledge in the trades so as to prepare trainee 
for employment as a semi-skilled worker or for self-employment. As the emphasis 
is on skill building 70% of the training period is allotted to practical training and 
the rest to subjects relating to Trade Theory, Workshop Calculation & Science and 
Engineering Drawing. For overall personality development of trainees, a course 
on ‘Employability Skill’ has been introduced from session July 2012. 

All India Common Entrance Examination for CITS Courses is to be con-
ducted from August 2015 Session. 

In order to create a pool of trained trainers from academic session 2015, 
CITS will be conducted in 25 institutes like ATIs, ATIEPIs (Advanced Training 
Institute for Electronics and Process Instrumentation), CITS, National Vocational 
Training Institute (NVTI), Regional Vocational Training Institutes (RVTIs) and 
Foremen Training Institute (FTI) and 17 Private Institute of Training of Trainers 
(ITOT). 

Total Seating capacity of the ATIs/ ATIEPIs/ CITS/ FTI + NVTI/ RVTIs 
+ Private ITOTs is 11,052 in 2015 (data compiled from DGET report 2015). 
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 Perception of Teachers regarding Effectiveness of Pre-service and In-
service Teacher Training (Research Based) 

 
In India, TVET teachers especially those recruited in private ITIs (there are 2,133 
government run ITIs and 5,906 private ITIs catering to a student population of 
1,115,628) (DGET 2010) are traditionally, technicians and engineer/technologist 
whose major training is concentrated on technical areas but with fewer being 
trained as teachers and trainers (see chapter 4). These modes of recruitment of 
trainers have not been without associated problems. With the National Policy for 
Skill Development and Entrepreneurship 2015, aiming to provide skills to 402 
million people by 2022 (National Policy for Skill Development and Entrepreneur-
ship 2015), the ITIs have got a definite push. The role of the government should 
be to provide the right environment for skill development to happen. An important 
step in this direction must begin with teacher preparation. Without qualified and 
well-experienced TVET teachers and trainers to plan for and execute TVET pro-
grams not much can be realised at the grassroots. There is a need for higher level 
trained TVET experts to provide the professional academic and research leader-
ship in the field to support policy formulation, planning, development and imple-
mentation. 

With regard to TVET teachers in India, there is no recent study to high-
light the perception of TVET trainers about the pre-service and in-service training 
programme. Therefore, this study will focus on this aspect. 
 
 
4.1 Objectives of the study 
 
The general objectives of this study were: 
 

 To investigate the capacity building of teachers and trainers in (TVET) 
in Maharashtra, India. 

 To investigate the teacher professional development through in-service 
training. 

 To study the competences of teachers and trainers in regard to ICT use. 
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4.2 Research Questions 
 
The following research questions were set: 
 

 Have the TVET trainers participated in initial and pre-service training? 
 To what extent the pre-service training’s programs meet the professional 

development of teachers and trainers? 
 Is the ICT considered as a part of the current initial teacher training pro-

grams? 
 To what extent the integration of ICTs in learning and teaching process 

improves competencies of TVET teachers? 
 Is there re-training program for old teachers? 

 
 
4.3 Data Sources 
 
This research has depended heavily on primary data collected through structured 
questionnaire to obtain information from a group of teachers in ITIs. Personal in-
terviews are conducted with policy maker and principals. The study was conducted 
between March to July 2015. 
 
 
4.4 Sample 
 
The population of this study is all teachers and trainers who are working in the 
vocational training centres and ITIs in Maharashtra state. This study includes train-
ers of ITIs and principals of Maharashtra State, Mumbai region. 
 

Name of institute Total faculty Sample Done pre-service 
training 

St Joseph ITI, Mumbai 21 11 4 
Fr Agnel ITI, Thane 11 8 2 
Gurukul ITI and Vocational School, Mumbai 8 5 2 
KJSomaiya ITI Mumbai 14 12 2 
Joseph Cardijn Technical School, Mumbai 12 11 3 
Total 66 47 13 

Table 2: Size and Composition of Sample of Study. Source: own study 
 
Semi-open ended interviews as a tool of data collection are also used for this study 
while interviewing the six principals and a policy maker. 
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4.5 Analysis of Data 
 
Results of this study are interpreted using descriptive statistics (frequencies and 
percentages) so as to give general overview of the study variables. The data is 
arranged under three main themes corresponding to the objectives of the study. 
First theme is the current situation of training programs (Institutional setup, initial 
and in-service training programs), secondly, integration of ICTs on teaching/learn-
ing process and teachers ICT competence and thirdly, testimony of principals and 
Deputy Director, ATI, Mumbai. 
 
 
4.6 Profile of the Technical and Vocational Education and Training Trainers 
 
The TVET trainers in the study are between ages of 26 and 58 years, predomi-
nantly male (92%) and holder of Diploma certificate 67% and 33% were merely 
NCVT certificate holders. As much as the profile is one of youthfulness there is a 
good blend of maturity as 41% were reported to be in the ages between 40 and 60. 
The duration of teaching of five years or less at 66% and those greater than five 
years at 34%. All the respondents worked in private ITIs. 
 
 
4.7 Initial and pre-service training of the Technical and Vocational 

Education and Training Trainers 
 
Only 27% trainers, among the respondents had undergone pre-service training in 
ATI. The principals reported lack of availability of CITS holders. The principals 
reported inadequate number of ATI, inaccessibility of ATIs in terms of geograph-
ical location and difficulty in relieving staff for one year. 90% of trainers indicated 
that there were no incentives for professional upgrading that included paid leave, 
salary increments and promotions. 
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Figure 4: Data Representation of Faculty attended Pre-service Training. Source: 
research findings by author 
 
 
4.8 Pre-service Training Programmes and the Professional Development of 

Trainers 
 
90% felt the training method, practical training they received at ATIs, internship 
in industry, quality of instruction they received at ATIs during the pre-service 
training was excellent. 
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Figure 5: Representation of Feedback about the Pre-service Training Programme. 
Source: research findings by author 
 
 
4.9 Information and Communications Technology and Current Initial 

Training Programmes 
 
100% reported ICT was not part of the pre-service training programme. 100% 
acknowledged the importance of ICT. The deputy director of ATI, Mumbai re-
ported that AVA (Audio Visual Aids) is part of the curriculum and this takes care 
of ICT. 

TVET trainers constantly face changes in technology within their teach-
ing domain. This aspect of the profession is inherent and every TVET trainers need 
to adapt to ensure that their trainees meet the needs of the labour market. The 
alternative is to gradually become irrelevant professionally. 

Respondents indicated that they stayed up to date with changing technol-
ogy through the internet 57%, workshops and seminars 41% and through research 
2%. It is interesting that over half of the respondents proposed the internet as their 
avenue for staying in touch. It would be the most up to date in the materials avail-
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able but more importantly allows for individually driven self-learning, clearly sug-
gesting that respondents are already aware of the need to personally be responsible 
for their lifelong learning. When asked how they reflected new technology in their 
teaching, 60% of the respondents said they would wait for it to be reflected in the 
syllabus while 36% said they would update their teaching notes and 4% citing 
appropriate examples. Clearly the majority appreciates the need to adjust the con-
tents of their teaching and not necessary wait for curriculum changes which have 
generally a longer revision cycle than the evolving technology. 
 

 
Figure 6: Representation of Methods of Updating Professionally. Source: research 
findings by author 
 
 
4.10 Further Training of Technical and Vocational Education and Training 

Trainers 
 
Since completing the initial training, not a single trainer was deputed for any re-
fresher course at the ATIs. However, all of TVET teachers indicated that they had 
subsequently attended some kind of professional development programmes like 
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internet
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talk by experts, visit to industry, training at industry, personality development pro-
gramme, soft skills training programme conducted by their institutions. 100% re-
ported such professional development programmes were inadequate. 

A large number of TVET trainers interviewed, 68%, reported that they 
had acquired industrial work experience of only six months or less; 26% had work 
experience of between 12 months and 24 months and 6% had work experience of 
over 24 months. The majority of the respondents worked at the tertiary level and 
was responsible for training learners preparing for direct entry into the workforce. 
All the trainers acknowledged the importance of industrial work experience. With-
out adequate initial work experience and regular updating a teacher will fail to 
reflect and demonstrate the appropriate work context to his or her students. Indus-
trial attachment was also ranked the highest at 81% as the most effective way of 
staying in contact with industry. A full two thirds of the respondents indicated they 
felt more comfortable teaching theory than practical. This could be a reflection of 
inadequate industrial work experience. 
 

 
Figure 7: Representation of Industrial Experience of the Respondents. Source: re-
search findings by author 
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4.11 Testimony of Principals about Staff Capacity Building 
 

BOX – I 
Mr. Mayur S. Yaul 
Principal Parshuram Private Industrial Training Institute Nagpur, Maharashtra 
 
“It’s All Work & No Play For The ITI Instructors” 
Indian economy has started growing and all the sectors of industry are registering growth and thus 
there is a huge demand of skilled man power. Industrial Training Institutes commonly abbreviated 
as ITI’s are striving hard in meeting this demand of skilled man power by imparting training in all 
major sectors like Electrical, Mechanical, Civil, Electronics, as well as Hospitality management etc. 
ITI’s are the backbone of the industry and if the support i.e. the instructors of these ITI’s are not 
trained as per what the industry needs the whole system would slag. As technical aspects of the 
industry change, instructors must stay up-to-date on new technologies and techniques. In the current 
scenario, the inclination towards taking up an ITI instructor Job is less since way of looking towards 
the same is not as one looks towards teaching in a school, polytechnic or engineering college. The 
eligibility to teach in ITI is Diploma or ITI with CITS. Since the curriculum of ITI is practical 
oriented the candidate who has done ITI with CITS is apt for teaching in ITI’s as they are aware of 
the practicalities during teaching an ITI student. Further the ITI instructors should be trained on 
Soft Skills & Personality Development Skills. They students who take up ITI courses need is the 
product the industry is going to take and they should understand how the language of Industry, soft 
skill & personality development training to teachers will enable them to impart the same to their 
students. Short term certificate courses that are relevant to their subjects should be made available 
for the instructors; this would keep them up to date with the market needs and enhance their skills, 
which would in turn help their students. Physical training (Sports) should be a part of curriculum 
as its all work and no play for the ITI instructors. The Industry and ITI’s should work out a module 
together to impart training to the instructors about the current trends in the industry, which in turn 
can be imparted to the students. This would make the students industry ready i.e. the students when 
employed will not need a special training and can start working immediately. This would save in-
dustry’s time, effort and money that is spent in training and induction of the newly employed. The 
best example of the same is the “GURU SHIKSHA” a first of its kind initiative to train teachers of 
ITIs located in Delhi NCR on troubleshooting, installation and demonstration of Samsung products 
including mobile phones and home appliances. A similar type of course is conducted by KEC In-
ternational, Butiori Nagpur for enhancement the soft skills and confidence of the teachers in ITI’s. 
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BOX - II 
Testimony of Principal Mr. Amar Prabhu, St. Joseph ITI, Kurla 
 
There are 21 ITI instructors in my institution of which all are NCVT trained. Only four have un-
dergone CITS, the Craftsman Instructor’s Training due to insufficient ATI (only six in India and 
one in Maharashtra) and limited seats in the ATIs. At St. Joseph we conduct robust selection process 
including written test, and personal interview, practical, demo lessons and psychometric tests. The 
teachers from the general stream have ample opportunity for pre-service training due to availability 
of D Ed, B.Ed colleges and the current TVET teacher-training situation is very bad. The principles 
of teaching, pedagogy is missing in the CITS training. Even the CITS curriculum needs to be re-
vamped and ICT, pedagogy of teaching to be integrated in the modules of training. The ITI instruc-
tors are still using the traditional methods of teaching. We need 60:40 ratio of ICT integrated 
method and traditional method. Since in India we have limited number of ATI, it would be good 
idea to send the instructors for external training to countries like Germany, Japan though the feasi-
bility is to be worked out. I personally feel the ATIs should provide training in the pedagogy and 
industry should provide practical training to the instructors. At ST. JOSEPH’S we also conduct 
regular in-service training for the faculty in the form of industrial training, industrial visits, and 
talks by experts, sessions on holistic development, experiential learning and also yoga, meditation. 
From my end, I take a personal initiative in upgrading the infrastructure required for the various 
trades at regular intervals so that students are equipped to learn and work with the latest equipment. 
This is evidenced with the fact that our Institute has installed the latest computers with additional 
software in line with the industry requirements. Visiting faculty is invited to train the students from 
the Draughtsman Mechanical batch in the latest software as per the industry demand. 
We have also upgraded other trades like the Electrical, Mechanic Motor Vehicle by acquiring latest 
and modern equipment. Sometimes, due to funding problems, we invite our industry partners to 
help with providing the required equipment. I have also asked our industry partners to play a very 
active role in terms of imparting training in the latest technology so that the same is passed on to 
our students. Our Instructors have availed of training with the following industries: 
 

 Grohe India Ltd. (plumbing) 
 Ford India Ltd. (automobile) 
 Toyota Kirloskar Ltd. (automobile) 
 Schneider Industries Ltd. (electrical) 

 
I have also introduced a practice to involve our students to avail of an On Job Training (OJT) for a 
period of two months with industry which will help students get hands on exposure with the work-
ing environment. They will get the benefit of the following. 
 

 To get an additional OJT certificate from the industry. 
 Most companies prefer to hire candidates with OJT experience when they look to hire a 

trainee and candidates with an OJT experience are preferred over candidates without. 
 Candidates become more confident & are better equipped to face interviews. 
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BOX - III 
Testimony of Mr. M.P. Nair, Deputy Director, Advanced Training Institute, Mumbai 
 
The ATI is a field unit of the DGET, Ministry of Labour & Employment, Government of India. The 
history of the institute dates back to 1957, when it was started as Central Training Institute for 
instructors at Aundh, Pune. In the year 1963 it is shifted to present premises at Mumbai. The ATI 
at Mumbai conducts long term and short term courses. Short term courses are job oriented courses, 
conducted to upgrade and update the knowledge and skill of the technical personnel working in 
industries, ITI, Diploma holders, Fresh graduates or any one with technical qualification and spon-
sored by Industry or ITI. These short term courses are of one week to four week duration and con-
ducted in 12 trades covering the fields of chemical, mechanical, electrical, electronics and instru-
mentation. The courses content of the short term courses are being revised, time to time, depending 
on the technological changes. Courses of 2015–2016 has been revised and new courses added in 
Advanced Welding, Machine Tool Maintenance and Unit Operation on the basis of feedback re-
ceived from the participants and conducting need analysis from industries with the help of experts 
from industries. 
The long term course is the Crafts Instruction Training Scheme (CITS). The objective of the CITS 
is to train ITI trainer in the techniques of transferring hands-on skills. The training is of one year 
duration, (two semesters) for the Government ITI trainer and sponsored private ITI trainers. Ad-
mission is offered twice in a year and from academic year 2015 centralized admission test is con-
ducted. The intake capacity of this institution is 420 per year for the 12 trades available under CITS. 
The Institution also offers Tailor Made Courses i.e. need based training for industries, as per re-
quirement of industry on their request utilizing the existing infrastructure of the institute. Tailor 
Made Courses in the fields of Metrology, Welding, Process Control Instrumentation, Hydraulics 
and Pneumatics, AC/DC Drives, Workshop Science and Skill, Multiskilling etc. have been con-
ducted for Rites, Naval Dockyard Mumbai, Reliance Energy Ltd, Central Railway, BHEL, BEL, 
Fleet Maintenance Unit Naval Dockyard, BSNL, NALCO, MICO, BPCL, and various educational 
institutions. In addition I personally feel the ITI trainer training facility in India is good with now 
more institutions imparting training to the trainers and the curriculum adapting to the requirements 
of the changing world of work. 

 
 
 Conclusion 

 
As India moves progressively towards becoming a ‘knowledge economy’ teachers 
and trainers will be the cornerstone in the whole process. Unless we rebuild their 
capacities, this new aspiration will not be achieved. 

Based on the results of the survey the following important lessons can be 
gleaned. 
 

 The average ITI trainers in the system are young or in mid-career with 
the majority being diploma holders. This has implication on the kinds of 
in service training or further education that could be organised to ensure 
that teachers are continually exposed to new technology, teaching strate-
gies and industrial work experience. 
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 A good number of ITI trainers have yet to take advantage of existing op-
portunities in the country to further their professional training. The gov-
ernment and private management need to provide incentives and rewards 
for ITI trainers to access further training. This is absolutely critical in ITI 
teachers’ profession due the rapidly developing technology. The princi-
pals showed reluctance in deputing trainers for in-service training and 
refresher courses as they are more concerned about curriculum transac-
tion. 

 Majority of the ITI trainers expressed the desirability of establishing ac-
tive links between training institutions and the labour market to ensure 
the relevance of their training programmes. Unfortunately the same 
teachers reported weak links currently existed between their institutions 
and the labour market. Indeed institution heads and policymakers speak 
about this situation often. Much needs to be done to achieve the desired 
cooperation between institutions and the labour market. Clearly the initi-
ative must come from the institutions reaching out to industry or the la-
bour market. 

 The majority of trainers had inadequate work experience, which is clearly 
an undesirable situation. With the reported weak institution-industry 
links, these teachers are unlikely to find viable and conducive opportuni-
ties for acquiring more work experience. Every effort should be made to 
ensure that the ITI trainers are exposed to a prescribed working experi-
ence in relevant environment. 

 The curriculum change in ATI is lagging behind. This is clear from non-
inclusion of ITC as a module and less emphasis on pedagogy of teaching. 

 Without adequate initial training most of the trainers are not qualified in 
an academic sense and are not really equipped to be trainers. Added to 
this there is no practice of deputing trainers for retraining. The profes-
sional development programmes conducted by the ITIs are of little real 
value. Clearly, the capacity building of the trainers need to be given due 
priority. 

 It was observed that nearly half of the respondents used the internet to 
access Information about new technology. This is important in cultivating 
the concept of lifelong learning and maintaining the relevance of ITI 
training and appreciating the developments of ICT. This is a positive de-
velopment as curriculum changes tend to lag behind technological 
changes. 

 The retraining of the TVET trainers is necessary to keep them fully in-
formed of the developments in the job. Entirely new set of skills and new 
methodologies for delivery are emerging as among the greatest shifts in 
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paradigm in teacher educations but, none of the respondent who was sent 
for training once was deputed for retraining. 

 The ATIs and other training institutions need to rethink their curricula, 
pedagogies, integration of the technology into curricula, to bring about 
the expected transformation and strengthen the standard of TVET teach-
ers. 

 
Currently, India does not have national body, which is responsible for developing 
competence in vocational education and training – although this need has been 
identified in various reports. However, there is a proposal (2013) for a feasibility 
study on the setting up a Centre of Excellence in Vocational Teacher Training in 
India under the auspices of the Australian India Education Council (with the 
NSDC [National Skill Development Corporation]). 
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NGO Initiatives: Non-Governmental Organisations Initiatives 
 
Uma Gengaiah 
 
 
 
 
 Introduction 

 
Globalisation, that is, the opening up of economy (Chenoy 2013) and the imple-
mentation of neo-liberal economic policies in the 1990s created new waves in all 
the sectors in India. Especially, it generated workforce demand in manufacturing 
and service sectors like retail, media, automobile, hospitality, healthcare, IT and 
ITES, medical transcription, aviation and marketing. The market required skilled 
human power to function effectively. The 11th five year plan envisioned to provide 
skill training to potential employers by strengthening the existing infrastructure 
and creating proper institutional mechanism to address the needs of the market. 
Many have played an active role in transforming the unskilled/semi-skilled people 
into skilled ones. The union ministries, state governments, private sectors and 
Non-Governmental Organisations (NGOs), all are involved in the skill develop-
ment programme. NGOs work (Chenoy 2013) especially among socio-economi-
cally weaker sections of the society and try to make them a part of skilled human 
power, thereby providing opportunities for them to overcome poverty. 

The Ministry of Labour and Employment in India formulated a National 
Skill Development Policy in the 11th five year plan (2007-2012) period and it is 
being given priority in the 12th five year plan (2012-2017) period. The 11th five 
year plan provided three tier institutional structures for skill development. The 
government also wanted to identify the gaps in imparting skill training in the 12th 
five year plan and it initiated coordinated efforts to address the issue. Hence, de-
veloping a curriculum according to the demands of the industry becomes im-
portant. So, the government analysed each sector and its required skilled human 
power to train prospective employees. This paper focuses only on the role of 
NGOs in providing skill training. Before analysing that, the theoretical perspec-
tives on the development of NGOs over a period and the role played by NGOs in 
the development sector has to be discussed. 
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 Non-Governmental Organisations 
 
In the modern development discourse, NGOs play a significant role in addressing 
the concerns of the socially and economically weaker sections of the population 
and they work closely with the disadvantaged to address their concerns. Various 
mechanisms are used by the NGOs to strengthen them (Kilby 2004). These mech-
anisms include creating space for the poor to raise their voice, enabling them to 
access public resources and making them aware of government schemes and pro-
grammes. These process adopted by the NGOs make the disadvantaged empow-
ered (Narayan 1999; AusAid 2001). For example, one of the largest NGO in India, 
Action for Welfare and Awakening (AWARE) in Andhra Pradesh had formed 200 
village organisations, bringing 23,000 hectares of land under cultivation and mo-
bilised a volunteer force of 25,000 people by the late 1980s. This action challenged 
the powerful land - owning community in Andhra Pradesh (Clarke 1998; Cooper-
ation with NGOs, ADB 1989). According to Patrick Kilby 
 

“Non-Governmental Organisations are self-governing independent bodies, voluntary in na-
ture, and tend to engage both their supporters and constituency on the basis of values or 
some shared interest or concern, and have a public benefit purpose.” (Fisher 1997; Liss-
ner1977; Salamon and Anheier 1999; Salamon et al. 2000; Vakil 1997) 

 
NGOs working in the development sector consider themselves as part of the soci-
ety and so they play empowering and representative roles (Abramson 1999; 
Gaventa 1999; Nelson 1995). NGOs are not membership-based organisations 
(Fowler 2000), but they are governed by self-appointed board members and have 
small regular staff based on religious or ethical values (Thomas 2004). Since they 
generate funds from different sources and work for the weaker sections of the pop-
ulation, they generally lack downward accountability to the constituents (Mulgan 
2003; Najam 1996; Salamon, Hems and Chinnock 2000). The driving forces be-
hind NGOs’ activities are the values they pursue and the work they undertake to 
improve the livelihoods of the weaker sections of the society (Edwards and Sen 
2000; Fowler 1996; Gerard 1983; Lissner 1997). As it has been said, “(…) [NGOs 
are] the heartland of the social economy since they are marked by distinctive value 
systems (…)” (Paton 1993). “NGOs are value-base participants representing the 
concrete interests of marginalised groups” (Nelson 1995). Lissner defines NGOs 
values as: 
 

“(…) the basis on which agency [NGO] policy makers interpret trends and events. It ema-
nates from religious beliefs, historical traditions, prevailing social norms, personal experi-
ences, and similar basic sources if human attitudes (...), [they] cannot be directly translated 
into concrete action because of their degree of abstraction (…).yet they are still sufficiently 
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clear for the policy makers to take their bearings from them when deciding on the funda-
mental direction of their agency.” (1997). 

 
The above-mentioned quote tells us how NGOs look at the world from a certain 
philosophy. With regard to their evolution, Korten (1990) classifies NGOs into 
four generations. First generation NGOs were committed to relief and welfare ac-
tivities and they addressed the immediate needs of the community. The second 
generation NGOs encouraged small scale self-reliant local development projects. 
They could prove their ability to the donors. Stronger sustainability emerged in 
the third generation NGOs and they influenced public policy also. In the fourth 
generation, NGOs are largely involved in community organisation, mobilisation 
and coalition building and they aim for long-term structural change at the national 
and international level. Based on Korten’s classification, one may understand that 
there were generational changes in the NGOs activities. One may also need to 
know the activities of the NGOs based on their relationship with the state, donors 
and community. 

In the developing world like India, philanthropic foundations, church de-
velopment agencies, academic think-tanks and other organisations focusing on is-
sues like human rights, gender, health, agricultural development, social welfare, 
environment, and indigenous peoples are also part of NGOs. Apart from these, 
private hospitals, schools and religious groups do philanthropic works. But, they 
are not identified as NGOs. People’s organisations (POs) and membership-based 
cooperatives are also not identified as NGOs (Clarke 1998; Carroll 1992). 

The following factors have been identified for the emergence of large 
number of NGOs, especially in the developing countries. The first and foremost 
reason behind the increasing many NGOs in the southern states are the increasing 
percentage of aid by the Northern NGOs. The second reason is the emergence of 
neo-liberal economic policy. In the neo-liberal economic climate, the role of state 
has been reduced to address the socio-economic condition of the population. At 
the same time, the pressure from the member states to address the concerns of the 
weaker sections of the population made the developing countries involve various 
actors especially NGOs. Thirdly, multi-lateral and bilateral agencies provide con-
siderable aid to the NGOs to work at the grassroots. The data gathered by Caroth-
ers in the 1990s, showed that the United States (US) is spending more than US$ 
700 million in a year to implement democracy programmes in the countries located 
in Eastern Europe - former Soviet Union, Asia, Latin America and Sub-Saharan 
Africa. Economic recession in 1980 and the NGO working in close proximity with 
the communities at that time is also a reason why governments of developing coun-
tries started recognising NGOs. They also collaborate with the government to im-
plement the some programmes (Carothers 1999). 
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In India, NGOs are formally registered bodies. They are not government-
based. NGOs are non-profit/public charitable organisations and can be registered 
as trusts, societies, or private limited non-profit companies, under section-25 Com-
panies Act. Non-profit organisations in India (a) are independent of the state; (b) 
are self-governed by a board of trustees or ‘managing committee’/governing coun-
cil, comprising individuals, who generally serve in a fiduciary capacity; (c) benefit 
others, generally outside the membership of the organisation; and (d) are ‘non-
profit-making’, in as much as they are prohibited from distributing a monetary 
residual to their own members (Lewis and Kanji 2009). NGOs in India can be 
classified based on their purpose, philosophy, expertise, programmes, approach 
and scope. NGOs may also called operational/advocacy NGOs. Some may operate 
at international level, some at national level and some at local level. 

In India, after the independence, the state concentrated more on welfare 
programmes and introduced a number of measures to address the needs of the cit-
izens. Citizens could avail the social benefits free of cost. The state legitimized its 
intervention due to the mass poverty and backwardness (Scott 1998). Based on the 
Gandhian principle of Constructive Programme, Gandhian ideology-based organ-
isations like Gandhi Peace Foundation (GPF), Khadi and Village Industries Cor-
poration (KVIC) and the Association of Voluntary Agencies for Rural develop-
ment (AVARD) were promoted by the state, after independence, to closely work 
with people for many issues - basic education, health, agricultural programme, 
rural development. These organisations were heavily supported by the five year 
plans. The first Prime Minister of India, Jawaharlal Nehru fully supported and 
promoted community-based organisations (CSOs). Nehru’s death and the emer-
gence of Indira Gandhi as the Prime Minister brought many changes in the coun-
try, like centralisation of power, price rise, emergence of regional parties, congress 
losing power in many states and Jayaprakesh Narayan (JP) social movement. Be-
ing a Gandhian, JP opposed the Indira Gandhi government for its authoritarian 
attitude and urged all Gandhians to come forward to oppose the government. This 
non-violent protest was called Sampurna Kranti or total revolution. JP was sup-
ported by another Gandhian Moraji Desai. Gandhian NGOs - GPF and AVARD - 
also protested against the Indira Gandhi regime. Indira Gandhi imposed emer-
gency on 26th June 1975. It lasted for 21 months. During this period, voluntary 
organisations faced many restrictions and the government promoted only apoliti-
cal organisations. The Foreign Contributions Regulation Act (1976) was enacted 
to monitor political associations and the funds they receive from foreign sources 
(Biswas 2006). After the emergency period was over, Moraji Desai came to power 
and he encouraged voluntary organisations (Sahoo 2013). His government allo-
cated Rs. 500 million to NGOs and added section 35 CCA to Income Tax Act, 
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which allowed corporations to deduct donations to NGOs from their taxable in-
come (Kudva 2005). 

Large scale social movements in the late 1960s and 1970s like JP move-
ment in India fragmented and became small NGOs (Human Development Report 
1993; OECD 1998; Lehmann 1990). 

In India, Sethi argues, 
 

“A withering of formal representative institutions has fuelled the explosion in NGO num-
bers. Since the mid-1970s, political parties have increasingly dismissed significant sections 
of the dalits (scheduled castes), tribal groups, other backward castes (OBCs), and the poor 
and landless, as unorganisable, while trade unions have failed to penetrate informal sectors 
of the economy.” (1993) 

 
Hence, NGOs filled the vacuum created by political parties and trade unions. Like 
pressure groups, NGOs also exerted pressure to influence the public policies 
(Clarke 1998). 

Rajiv Gandhi too encouraged NGOs and increased the funding. His gov-
ernment provided Rs. 2.5 billion to NGOs in the social sector (Sahoo 2013). One 
million registered NGOs are in India. Among them around 100,000 identify them-
selves as development organisation directly involved in empowering economi-
cally weaker sections (Elliot 1987; Rajasekhar 2000; Vakil 1997). 

Through the 1970s and early 1980s NGOs emerged as institutions for de-
velopment in India. However, modern development discourse expects NGOs to 
play a critical role in making the socio-economically weaker sections of the soci-
ety, socially economically and politically empowered ones (Jorgensen1996; Krut 
1997; Nelson 1995; White 1999; World Bank 1996). Feminists involved rural 
women in the conservation of nature and natural resource management and this 
led to the formation of environment – related NGOs in the 1980s. These NGOs 
were also involved in women empowerment. During this period, there were lots 
of changes in the economic sphere and in the perspective of developmentalism. 
The period also witnessed the introduction of neo-liberal economic policies and 
the slow withdrawal of nation-state in the process of development. 

International development aid was also increased. Favourable govern-
ment policies in India helped NGOs increase their presence in development. In the 
context of globalisation and neo-liberal economic policies, international agencies 
like the World Bank and International Monetary Fund (IMF) insisted structural 
reforms and encouraged government to involve NGOs in development work. They 
felt that the existing government structures were incompetent in implementing 
programmes at the grassroots level due to its over-bureaucratic nature and lack of 
experience in social mobilisation (Biswas 2006; Ghosh 2009). 
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India adopted structural adjustment policies in 1991 and the government 
brought many reforms. The most significant reforms were transparency, account-
ability, equity in accessing all government programmes. The state slowly with-
drew many social welfare programmes and introduced many rights-based pro-
grammes. The state also collaborated with civil societies, market and transnational 
organisations to address the concerns of the society. As per the conditions imposed 
by the World Bank and IMF for receiving aid, India promoted (apolitical) the NGO 
sector as part of the good governance agenda (Jenkins 2005). NGOs promoted 
neo-liberal economic agendas like self-help, entrepreneurship and social mobili-
sation (Jakimow 2009). The private sector – multi-national and transnational cor-
porations – participated in social development through their Corporate Social Re-
sponsibility (CSR) programme. 

The Government of India introduced Swarnajayanti Gram Swarojgar 
Yojana (SGSY) scheme in 1999. It provided opportunities for NGOs to mobilise 
women and marginalised groups and make them participate in the economy (self-
help groups). The main objective of the SGSY programmes is to ensure assisted 
poor families, who are above the poverty line (swarozgaris), an applicable sus-
tained level of income over a period of time. This can be achieved by inducting 
rural poor into self-help groups (SHGs) through social mobilisation, training and 
capacity building and creating provision for income generation assets (GoI 2004) 
(see chapter 12). The scheme concentrates on establishing micro-enterprises at 
grassroots level by encouraging activity clusters, providing infrastructure support, 
technology credit and market linkages (Shylendra and Bhirdikar 2005). The work-
ing of the 10th five year plan mentioned that social mobilisation is a key factor in 
SGSY programme. And they recognised that NGOs were better equipped in doing 
this than the government agencies (GoI 2001). 

Identifying skill gap and providing skill training to unskilled and semi-
skilled workers is different when compared to self-help programmes due to vari-
ous reasons like target population, employable skill training, creating opportuni-
ties for employment, identifying training centres, creating partnership with indus-
tries and creating requisite mind-set on skill development. Many NGOs in almost 
all parts of the country are involved in skill development initiatives through Vo-
cational Education and Training (VET). (According to National Skill Develop-
ment Corporation, 2014 there are 150 training partners, both for-profit and not-
for-profit ones). Since NGOs work closely with the society, Technical Vocational 
Education Training (TVET) could be made accessible to socio-economically 
weaker sections and youths in rural areas. In order to analyse the role of NGOs in 
skill development, this paper has taken two NGOs for study and has analysed their 
activities – Peace Trust from Dindigul, Tamil Nadu, a southern state in India and 
ETASHA, which works from New Delhi. Based on that, this paper will look in to 
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the role of NGOs in skill development and the challenges they may encounter in 
imparting the same. The activities of NGOs in skill development were analysed 
using good governance principles – accessibility, availability and equity. 
 
 
 Skill Development, Governance and Non-Governmental Organisations 

– Methodology 
 
The government of India recognised the significance of good governance as dep-
rivation and inequality continued due to poor governance (GoI 2002a). According 
to the government, good governance means the 
 

“(…) management of all such process that, in any society, define the environment which 
permits and enables the individuals to raise their capability levels, on the one hand, and 
provide opportunities to realize their potential and enlarge these of available choices, on 
the other.” (ibid.) 

 
Therefore, it is imperative to follow governance (good governance) principles, if 
any institution-government, corporations or NGO-working for a community wants 
to improve their lives and livelihoods. Since the NGOs are working for improving 
a community by imparting skills to low/semi-skilled people and transforming them 
into an employable population in the market, this paper has used good governance 
principles as a framework to analyse the skill development activities of NGOs. 
Based on the analysis of these two NGOs, this paper attempts to provide a few 
policy prescriptions for the NGOs to make their skill development activities more 
result-oriented and sustainable. The NGOs, Peace Trust and ETASHA, were cho-
sen based on purposive sampling method. 

The two NGOs were chosen because they have worked specifically with 
the youth to make them skilled and employable. Peace Trust was established in 
1984 at Dindigul. It has been engaged in social work for several years, helping the 
child labourers get released from hazardous industries like tanneries and cotton 
mills. It works particularly in rural areas, rehabilitates child labourers and provides 
skill training for them (Peace Trust 2014). ETASHA was started in 2006 and it 
believes that by helping young people acquire new skills by giving them access to 
relevant vocational training and later connecting them to employers, they enable 
them to take control of their careers and lives and help their families break out of 
the cycle of poverty (ETASHA 2015). The skill development activities of both of 
these NGOs were documented by interacting with the heads of these institutions 
through a semi-structured questionnaire. The activity reports of these NGOs were 
thus analysed. 
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National Skill Development Corporation (NSDC) has completed the skill 
gap assessment study for the States of Tamil Nadu and Delhi. The skill gap iden-
tified by the in Tamil Nadu and Delhi are also considered for discussion (see chap-
ter 7 and 13). 
 
 
 NGOs’ Initiatives on Skill Development 

 
Several NGOs all over the country are involved in skill development. The NSDC 
has prepared a report based on the need for skill development in each state in the 
country, except Bihar and Chhattisgarh. This paper first discussed the activities of 
Peace trust having experience in the development sector for nearly two decades 
for the release and rehabilitation of child labourers and in providing skill training 
for rural youth. Peace Industrial School (PIS) was launched by Peace Trust in 2000 
with financial assistance from Indiska Magasinet, and it provides technical educa-
tion for former child labourers and underprivileged youth thereby enabling them 
to get suitable industrial employment and encourages self-employment. 

Peace Trust has been providing quality skill training for positions like: 
 

 Electrician, Fitter, Industrial Tailor, Embroiderer, Fashion Designer 
 Computer Operator, Data Processor, Desktop Publisher 
 Fire & Safety Managers, Industrial Safety Mangers/Home Appliances 

Maintainer 
 Psychologist, Counsellors, Trainers, Residential Warden & Secondary, 

Higher Secondary Teachers 
 Watershed Mangers, NGO Project Managers  
 And provides coaching for government, bank, public sector jobs 

 
PIS has so far provided technical education to 1,076 youth in various technical 
courses between 2000 and 2013. As many as 734 youths have got gainful employ-
ment in the nearby garment factories, textile industries, computer and browsing 
centres, petrol stations, rental shops and schools (including government ones) etc., 
and 214 youths have started their own micro and small enterprises. These techni-
cally qualified youth are currently earning an average annual income of Rs. 96,000 
which is recurring, stable and sustainable. They have thereby improved their 
standard of living. These youths, if not trained, would have become unskilled la-
bourers and toiled for meagre income, which is also not permanent (Peace Trust 
2014). Similarly, Indiska’s support for the Peace Garments and Handicrafts Centre 
is also significant because it continuously provides livelihood for 60 women and 
has capacitated 250 women from the drought-prone rural villages of Dindigul. 
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ETASHA receives funds from corporate organisations, international fund-
ing agencies and private banks (gets covered under ‘Corporate Organisation’). Its 
branches in Delhi provide various types of vocational training. They have listed 
out the areas where they have decided to do this. They operate skill training in five 
models to reach target groups. 

They run dynamic training hubs named Career Development Centres 
(CDCs) in the slum areas of south Delhi, from which their community mobilisa-
tion team engages with local youth and their families, community and religious 
leaders and other NGOs. They work with the students of other vocational training 
providers to improve their employability skills through their programmes and also 
manage students' placement. They also collaborate with other NGOs to train the 
youth in their communities. They have opened temporary satellite centres in local 
areas contiguous with but not close enough to their CDCs, to run programmes 
accessible to local youth. They run programmes from rented premises or an NGO-
run school. They closely work with industries to identify their specialised skill 
requirements and based on that they design and deliver joint programmes for youth 
from low socio-economic communities. For example Project Indradhanush, a col-
laborative project with Nippon Paints to train youth as colour matchers for the 
Automotive Paints Industry, was initiated in November 2011. In all their pro-
grammes, they incorporated compulsory spoken English course, computer skill 
and self-confidence course. At the end of the programme, during the last week of 
each session, the learners undergo rigorous practice and preparation to equip them-
selves for placement into an organised sector. ETASHA’s placement team will con-
nect the prospective employees to potential employers by arranging interviews and 
supporting them through the process until placement is made. 
 
 
 Analysis of the NGO activities 

 
Need 
 
With regard to the need, Peace Trust provides skill training according to the study 
conducted by NSDC. The courses offered by them are also in line with the NSDC’s 
latest report on skill gap assessment from 2012-17 to 2017-22 (NSDC 2012). 
Tamil Nadu will require 1.9 million skilled human resources and 1.5 million semi-
skilled human resources by the end of 2017. But the current availability is 1 mil-
lion and 0.2 million in each category respectively. The Peace Trust did situational 
need assessment study in Dindigul to find out the problems regarding acquiring 
education and employment. They also studied the needed intervention to make the 
youth employable. Before starting their skill development programme, it con-
ducted a scientific field study. According to the study, large numbers of children 
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are forced to work in the agricultural field or take up small low-paid unskilled jobs 
after spending ten hours in school. Most of the children achieve basic literacy, 
numeracy and smattering of English while in school. The findings of the study 
were incorporated in the project proposal for skill training. They found that lack 
of mentorship, lethargy and fear of competition lead many youth to discontinue 
their studies. Based on the needs and requirements for local level and skill require-
ment for macro level (state), courses are identified and developed. They ensure 
that the courses fulfil the skill requirement of various sectors such as automobile, 
construction, food processing, textiles and retail industry even in the developed 
districts of Tamil Nadu. The strategy of Peace Trust clearly indicates the accessi-
bility and availability of courses based on need (Peace Trust 2014). 

According to the NSDC study, there is sufficient supply of skilled work-
force through 2012-2017 and 2012-2022 in Delhi (NSDC 2012). But, there is 
shortage of semi-skilled workforce. The availability of skilled workforce also de-
pends on the availability of training institutes and the number of people willing to 
enrol in these training institutes. The skill gap report of Delhi mentioned the areas 
that needed to be covered. The syllabus for the manufacturing sectors needs to be 
revised. The government should establish training institutes for retail and 
healthcare industry because there are none now. There is workforce shortage in 
retail, hospitality, automobile and auto parts manufacturing and metallic products 
manufacturing. The demand for workforce for construction and domestic help in 
Delhi is noteworthy. The existing study has noted labour exploitation in these sec-
tors. The government needs to bring appropriate institutional mechanisms to avoid 
exploitation. Acting according to the skill gap report, ETASHA provides skill 
training in retail sector with a special emphasis in their curriculum for language 
and computer proficiency (ETASHA 2015). 
 
Equity 
 
With regard to equity, Peace Trust targets economically and socially underprivi-
leged groups. Trained youth are placed in different sectors. According to the data 
734 youths employed and 214 trained youths started their own employment. 

According to ETASHA, skill training facilitates an entry point for the 
disadvantaged into the organised sector and to bring them into mainstream society. 
Their target trainees are mainly from slum and slum resettlement colonies in Delhi, 
who have migrated from rural areas and some of their parents are from agricultural 
background. They also target small vendors and service providers in the unorgan-
ised sector. If we have a look at the profiles of their trainees, they are either school 
drop outs, or are working to support their families while continuing their educa-
tion. They ensure that all the trainees looking for work must be 18 at the time of 
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completing a programme and must have cleared 10th standard. Both Peace Trust 
and ETASHA targets school drop outs from economically weaker sections of the 
society. 
 
Accessibility and Availability 
 
Having a look at the skill training programmes of both the NGOs (Peace Trust and 
ETASHA), their activities are accessible by all the socio-economically weaker 
sections of the society. ETASHA is running four centres. Three are located in 
Delhi and one in Gurgaon. They also collaborate with other NGOs in North Delhi. 
They collaborate with government Industrial Training Institutes (ITIs) to train the 
learners and make them employable (see chapter 4). ETASHA’s syllabus stresses 
the significance of combined development. Along with skill development, they 
focus on confidence building and inter and intra personal skills. They believe this 
will assist underprivileged young people to move into an organised structure, 
where they will face situations they might not have come across before, thereby 
enabling them to interact successfully with people from all sections of society. The 
course fee of Peace Trust is fixed low by considering socio-economic condition of 
the learners. Also the trust arranges loans for economically, socially backward stu-
dents. After placing the learners, it follows up if they are progressing in their ca-
reers. During the admission period, they motivate learners. The institute environ-
ment is inclusive in nature. In ETASHA, a learner’s average family income is Rs. 
5,000 per month or less than that. They learners have attended low-end govern-
ment schools and generally reside in slum or slum resettlement colonies around 
the capital, where crime is common. Typically, such colonies have major power 
and electricity shortages throughout the summer and sanitation is poor. ETASHA 
branches in Madanpur Khadar and Tigri, both in South Delhi, are located near 
slum colonies and are community training hubs. It was able to place 71% of their 
learners in formal employment in 2012 in sectors like, designing and architecture, 
financial services, manufacturing and travel. Trainees' starting salaries ranges 
from Rs. 5,000 to Rs. 15,000 per month, and some organisations offer free travel, 
subsidised food, life and health insurance. 
 
Partnership with other agencies 
 
With regard to partnership with government and other agencies, Peace Trust car-
ried out a survey involving the government and community to identify the needs 
of the society. This programme was funded by Indiska Magasinet, Swedish busi-
ness firm. Apart from financial assistance by an international agency to run the 
programme, it collaborated with British Council, Chennai, BBC Radio Station, 
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London and Deutsche Welle Radio for communicative English. It also has MOUs 
with deemed universities, autonomous organisations and institutions under central 
government ministry. 

ETASHA is also supported by corporate like HDFC Bank’s Employee 
giving Programme, TATA Communications Ltd. funding for vocational training 
in Delhi, Bain and Company (Project Sarthank), Accenture’s Employee giving 
programme through Charities Aid Foundation. Other supporters are Amdocs’, 
FICCI Ladies Organisation and GAIL India, United Nations Office on Drugs and 
Crime, Nippon paints, Barclays Shared Services, Aga Khan Development Net-
work, Maruti Suzuki, Tech Mahindra Foundation and JCB India. 
 
Curriculum and Course fee 
 
The shortest of ETASHA’s skill development programme has 220 hours of inputs. 
It is designed to develop a positive attitude, hard and soft skills and finally place 
young people into entry level careers. Peace Trust has incorporated more practical 
components in their curriculum rather than theoretical input. After consulting all 
the stakeholders, both the NGOs have designed the syllabus according to the needs 
of the industry. Both the NGOs have collaborated with industries and the govern-
ment to utilise the space of ITCs and ITIs and to mobilise requisite fund to support 
the programmes. They design the curriculum by themselves. They target school 
drop outs and youth working in the unorganised sectors. Along with sector-spe-
cific syllabus, they give more emphasis on individual development and communi-
cation skills. As far as the fee structure is concerned Peace Trust minimum fees of 
Rs. 2,000 and maximum Rs. 4,000, depending on the nature of the Course and the 
socio-economic background of the family. A learner from economically lower 
stratum gets fee exemption. ETASHA’s course fee is also much more affordable 
for socio-economically weaker sections at Rs. 250 per month. 
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 Sustainability of NGO activities 
 
Having a look at the Skill development activities of two NGOs, they depend on 
external sources like private banks, corporations and International NGOs for fund-
ing. Funding from external sources is time-bound. While NGOs have the respon-
sibility to keep the course fee low to encourage weaker sections of the society to 
enrol themselves in the courses, they should also provide quality skill training. 
Along with generating funds from student fee, they are in a position to augment 
resources from various sources to make their activities sustainable. Industry col-
laboration may provide sustainability. Social Impact Assessment is one such ac-
tivity in which NGOs may assess their activities to make them sustainable. 

Frank Vanclay defined: 
 

“Social impact assessment includes the process of analysing, monitoring and managing the 
intended and unintended social consequences, both positive and negative, of planned inter-
ventions (policies, programs, plans, projects) and any social change processes invoked by 
those interventions. Its primary purpose is to bring more sustainable and equitable bio-
physical and human environment.” (2003) 

 
Skill development programmes are carried out by NGOs as per government poli-
cies and market requirements. It is done to bring intended and unintended changes 
among individuals and society. By developing appropriate indicators, NGOs ac-
tivities can be assessed so that they can enrich their syllabus according to the 
changing needs of the market and society and can be followed by other NGOs. 
 
 
 Challenges 

 
Skill Development is considered as an employment-oriented course/programme 
and not education. There is a need for concerted action in several key areas to 
ensure that skill training takes place in a demand driven manner. The curriculum 
for skill development has to be updated continuously to meet the demands of the 
employers/industry and it has to be aligned the available self-employment oppor-
tunities. Accreditation and certification system has to be improved. The existing 
national-level institutions may be equipped with providing needed information on 
skill inventory and skill maps on a real time basis. A sectoral approach is required 
for this purpose with special emphasis on those sectors that have high employment 
potential. NSDC (2012) has done a study and found the skill gaps at the national 
and state level in India. Peace Trust in Tamil Nadu as well as ETASHA in New 
Delhi has developed programmes for skill development based on this study con-
ducted by NSDC. Other NGOs involved in skill training can adopt the same kind 
of programmes. This will help to achieve the 12th five year plan target. The main 
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challenges to the NGOs are to provide certification and quality training based on 
National Vocational Qualification Framework (NVQF). Since the NGOs are 
closely working with the community, they can identify if a potential candidate is 
a dropout or a semi-literate or has completed school. India is likely to achieve 
100% youth literacy by 2015. NGOs can conduct skill development programmes 
for them to make them a part of mainstream economic activities. 

As per the CSR programme, companies have to spend 2% of their average 
net profit on CSR activities (CII 2013). Companies invite proposal from NGOs for 
this. ETASHA generates funds by aligning with the corporate. Since it regularly 
interacts with the companies, the NGO is able to place their learners after the train-
ing. Other NGOs can follow this too. The lack of required technical infrastructure 
and trained teachers in ITIs, ITCs and Polytechnics are challenge that the NGOs 
have to face to provide quality education to the learners (see chapter 9). For this 
they have to generate funds from external sources to improve the infrastructure. 
NGOs also actively participate in forming SHGs. For an example Myrada, a NGO 
(Fernandez 2008) is involved in mobilising unskilled women in SHGs. SHGs are 
trained in small entrepreneurial activities like running food canteen, production of 
packaged food items, handicrafts. By observing the activities of both the NGOs, 
we can see that the socio-economic condition of the learners becomes a priority 
for them. Governance principles like need, accessibility and availability are also 
given priority. Another area NGOs need to provide attention is bringing gender 
perspectives into their work. Human development indicators have identified gen-
der differences in accessing resources in the areas of health, education (see Na-
tional Human Development Report, 2001, for detailed educational status of girls, 
boys, men and women). Considering this, NGOs need to collect sex disaggregated 
data to encourage everyone to access skill development programme. The existing 
data shows that girls have a higher percentage in being school drop outs. Lesser 
number of women has the opportunity to do college education and higher studies. 
Skill development can act as an alternative to higher education and women will be 
able to do production-related work. Also, gender-sensitive awareness courses can 
be incorporated in the skill development curriculum. As much as 60% of Indian 
economic output is from informal sector (World Bank 2008; ILO 2002). Workers 
from informal sector are unskilled or semi-skilled, without certification (Pilz et al. 
2014). By targeting unskilled workers in the informal economy and giving them 
training, NGOs can bring them into formal economy (see chapter 12). The im-
portant thing is to not only expand access, but also to provide quality TVET for 
all. NGOs depend on external funding sources for running skill development pro-
grammes. Many NGOs are located in rural and semi-urban areas unlike ETASHA. 
They lack requisite infrastructure to provide skill development. NSDC’s proposal 
in 2012 (NSDC 2012) for NGOs involvement in skill development in formal and 
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informal sector states that they provide funds only for skill development and not 
for infrastructure development. If NGOs do not have proper infrastructure, they 
need to depend on external sources for practical classes. They need to bear the cost 
for it. Because of this, many NGOs hesitate to run skill development programmes. 
In situations like this NGOs can tie up with ITIs and ITCs for providing TVET 
training. NSDC prioritised 20 sectors (ten industry and ten services) and sought 
proposals from NGOs to impart training. The proposal clearly stated that the 
NGOs should prioritise unorganised sector. After implementing neo-liberal eco-
nomic policies, higher educational institutions like engineering colleges, nursing 
training institutes, teacher training institutes, Arts and Science colleges have in-
creased manifold. Currently, there are 621 Universities, 32,974 Colleges and 
11,144 standalone institutions all over the country (Ministry of Human Resources 
2013). NGOs can tie up with these institutions for providing training to people 
working in the unorganised sector. TVET training can be organised after college 
hours or during weekends. Though there are lots of potential in the primary sector, 
government skill gap reports are prioritising secondary and tertiary sectors. Or-
ganic farming and other farm-related activities and off-farm activities of agricul-
ture and allied sectors are waiting for takers. Reduction in human power in agri-
culture and large scale migration to urban areas from rural areas has impacted ag-
riculture. Due to migration by male population, agriculture has become feminised. 
Contribution of agriculture to economic growth (GDP) has also slowed down. The 
rate of growth of major sectors during 2008-2009 at factor cost (2004-2005 prices) 
for agriculture is 1.6% (Government of India 2010). The increasing rate of skilled 
human power and mechanization of agriculture may increase agriculture produc-
tivity. So, since many of the NGOs located in semi-urban and rural areas, there is 
more chance for them to concentrate on skill development in agriculture sector. 
 
 
 Concluding Observation 

 
The paper has analysed the role of NGOs in skill development by observing the 
activities of two NGOs from governance perspectives. Considering this, we have 
understood that they target unskilled educated youth from socio-economically 
weaker sections, to give skill training. NGOs establish the required infrastructure 
by mobilising financial resources from various sources. Neo-liberal economic cli-
mate has contributed to the development of NGOs. Apart from free market econ-
omy, neo-liberal economy too has given importance to governance thereby pro-
moting economically weaker sections as economic actors (entrepreneurs) by 
providing skills. Socio-economically weaker sections are concentrated in the un-
organised sectors and primary sectors. NGOs, private sectors and government can 
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collaborate among them to make the weaker sections skilled so that they have the 
chance to work in the organised sectors. The previous government of India pro-
grammes like Integrated Rural Development Programme (IRDP) and SGSY also 
targeted the economically weaker sections to improve their livelihoods through 
various kinds of economic activities. All the previous poverty eradication pro-
grammes of government of India brought certain population above poverty level, 
but some gaps were found in implementing those programmes (Fernandez 2008). 
NGOs need to conduct a study among the target population and other stakeholders 
to assess the existing economic potential of the target population, their skill level, 
education level, available local resources like technical institutions, skilled human 
requirement of the district and potential collaborators. NGOs also need to conduct 
impact assessment study in regular interval among skilled youth to know if the 
training has created significant improvement in their lives. 
 
 
Notes 

1. International-level NGOs: It often headquartered in developed countries; 
2. National-level NGOs, whose orientations are towards issues and interests 

in the countries in which they are based; and 
3. Local-level or Community-based NGOs that generally exist to address 

concerns in relatively localised geographical areas. NGOs operating at 
the community level often reflect memberships comprising individuals 
who have come together to address immediate community-based inter-
ests. 

4. The Constructive programme may otherwise and more fittingly be called 
construction of Poorna Swaraj or complete independence by truthful and 
non-violent means.” - Constructive Programme its meaning and place – 
M. K. Gandhi, 1941 

5. There are different sections in Income Tax Act of India. These sections 
are given continuous number and alphabets. The sections in the act starts 
from A. Section 35 CCA deals with expenditure by way of payment to 
associations and institutions for carrying out rural development pro-
grammes. 
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Further Education and Training, Retraining: Skilful India – A 
Dream or Reality 
 
Venkatraman Badrinath 
 
 
 
 

“The illiterate of 21st century will not be those who can’t read and write 
But who cannot learn, unlearn and relearn.” (Dskmag 2009) 

 
 
 Training – An Overview 

 
Training is a planned and systematic attempt to improve aptitude, attitude, skills 
and knowledge of a person to perform a task effectively and efficiently. All types 
of organisations, of late, have understood that their success lies not in physical 
assets but in the quality of human resource (HR) they possess. It is the employees 
who make or break an organisation. Identifying, attracting, developing, compen-
sating and above all retaining the talented workforce, called ‘Talent management’, 
is the biggest challenge faced today by all the HR managers of the world. Talented 
employees provide competitive advantage to an institution. So, every employer is 
keen to hire the best talent available in the job market. Candidates with right atti-
tude, good aptitude, sound in domain and general knowledge with hard and soft 
skills are preferred by the employers, which is a rare commodity in the employ-
ment market and hence the employer assumes the responsibility of equipping the 
workforce through training. 

The first part of this article throws light on the existing skill gap in India 
to help the reader to understand the background of job seekers in India, efforts 
made to bridge the skill gap by imparting vocational education and training to the 
students at schools and colleges and through Corporate Social Responsibility 
(CSR) efforts so as to build the basic skills apart from highlighting the recent ef-
forts made by Indian government to skill the Indians through its new national skill 
development policy. The second part deals with method of training need assess-
ment (TNA) and current training practices followed in leading IT companies, few 
manufacturing and service sector units in India. The third part deals with im-
portance of E-Learning, methods followed in evaluation of training effectiveness 
and suggestions and recommendations for improving the skill and competency of 
Indian workforce to meet future challenges. 

M. Pilz (ed.), India: Preparation for the World of Work,
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For this purpose the training practices of five globally known IT compa-
nies viz. TCS, Wipro, Infosys, IBM and Accenture have been studied, and to know 
the training practices in Indian manufacturing sector four leading business 
groups/companies viz. Aditya Birla group, ESSAR group L&T and TITAN have 
been discussed. Training practices of two major public sector undertakings, which 
are part of Indian ‘Navratna’ companies (the nine most successful public sector 
undertakings of India), viz. Neyveli Lignite Corporation (NLC), Hindustan Petro-
leum Corporation Limited (HPCL) have also been analysed. In the service sector, 
the training practices of banking and insurance sector has been considered. The 
required information and data were collected both from various primary and sec-
ondary sources. 
 
 
 Skill Gap – The Great Indian Talent Conundrum 

 
India with 1.2 billion population as of today is expected to reach 1.3 billion by the 
year 2020, will become the most populated country in the world over taking China. 
At the same time, a good news for India is that, it is “one of the youngest country 
in the world” which is blessed with “demographic dividend”. The term “demo-
graphic dividend” refers to 
 

“At an early stage of [demographic] transition, fertility rates fall, leading to fewer young 
mouths to feed. During this period, the labour force temporarily grows more rapidly than 
the population dependent on it, freeing up resources for investment in economic develop-
ment and family welfare.”(Mason and Lee 2006) 

 
Despite having this so called demographic dividend, labour and skill shortage or 
skill gap continues to haunt the Indian industries in a big way. Here the term ‘skill 
shortage’ or ‘skill gap’ refers to a difference between demand and supply of skilled 
labour in the Indian employment market. In simple terms, it is nothing but the 
difference between the skills required for the job and those held by the futures 
employee. Census 2011 report of Government of India says 113 million unem-
ployed are seeking jobs. According to Nimesh Chandra (2013) 39 million persons 
have registered with the 969 government employment exchanges spread across the 
country as of the year 2010. These employment exchanges, in an average in a year, 
can provide job opportunities for 7.2% of its registered candidates only. The Indian 
unemployment rate stood at 13.3% during the year 2013 as per the survey of Min-
istry of Labour, Government of India. The same survey says one third of Indian 
graduates are unemployed. 

As per 2007-08 Indian economic survey, 64.8% of India’s population in 
future will be in the age group of 15-59 years in the year 2026 which was 62.9% 
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in the year 2006. National Skill Development Corporation (NSDC) Policy report 
(2009), citing a study conducted by Confederation of Indian Industries (CII) and 
Boston Consulting Group (BCG) (2014) says “If the current trend continues 109 
million persons will reach the working age during the period of 2007-12 in India 
2014.” The overall addition to work force is expected to reach 89 million of which 
around 13 million are expected to be under graduates/post graduates and about 57 
million may belong to the group of school drop outs or illiterates. According to 
International Labour Organisation (ILO) report 2011, only 10% of the workforce 
in India has received some form of skill training. In that, 2% of total workforce 
has undergone formal skills training and other 8% have received informal training 
(see chapter 12). Further it says, 80% of candidates who join the Indian work force 
don’t have opportunity for skill training. It is also important to note that 90% of 
Indian work force is employed in informal/unorganised sector. ILO as has defined 
the ‘unorganised workforce’ as 
 

“(…) those workers who are not been able to come together to achieve their common ob-
jectives due to certain constraints like the casual nature of their employment, ignorance, 
illiteracy etc.” (Sundaram 2000) 

 
The unorganised sector is not backed by any proper skill development and training 
method of learning and improving skills. The National Policy on Skill Develop-
ment (2009) once again citing the BCG study says that  
 

“(…) by 2020 the world will have shortage of 47 million working people but India will have 
surplus of 56 million people.” (Mukerji and Tripathi 2010) 

 
So to encash the benefit of demographic dividend and to export skilled labour to 
other parts of the world, India needs to focus both on skilling its people entering 
the job market and its current work force to improve its existing productivity, 
standard of living of people and there by contribute for overall economic develop-
ment. 
 
 
 Bridging of Skill Gap 

 
Realising all the above said challenges the country has started making efforts to-
wards bridging the skill gap in India through various means and agencies. The 
efforts made in the country include providing more and more skill based voca-
tional education, CSR efforts by corporate houses and introduction of National 
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skill policy by Government of India apart from efforts by various Non-Govern-
mental Organisations (NGOs) and few international agencies (see chapter 10). 
 
 
3.1 Vocational and Skill Education through Schools and Colleges 
 
In India around 12 million people join the workforce every year comprising a ‘very 
small number of highly skilled persons’ and the remaining belongs to the group of 
skilled, semi-skilled and unskilled workforce. As per All India Council Technical 
Education (AICTE 2012) 2012-13 handbook there are 3,716 polytechnic colleges, 
10,344 Industrial Training Institutes, 5,672 engineering institutes in India offering 
technical and vocational education apart from government agencies/departments, 
NGOs and corporate initiatives (see chapter 4, 5 and 10). Pillai (2014), in his re-
port, illustrated that existing vocational education institutions have the capacity to 
produce only 4.3 million people only as against 12 million joining every year as 
the work force in India. Vocational education is currently offered at higher sec-
ondary level in India that too in a small scale by offering few subjects, which are 
not scientifically designed in its actual sense. In future, skilling and technical ed-
ucation capacity needs to be enhanced to 15 million. A study conducted by NAS-
COM and McKinsey study in 2005 says only 25% of Indian engineering graduates 
are employable in IT industry without training. The vocational education in India 
has not attracted the Indian students, because the students and parents think that 
education and training through ITIs, polytechnic and other craft institutes are in-
ferior and prepare for lower end jobs with meagre salary, when compared to uni-
versity and college education which gives better social status. It is evident that 
according to a World Bank report 2006, less than 3% of the students attending 
grades 11-12 in India have enrolled in vocational education, when compared to 
other countries like Russia (60%), China (55%), Chile (40%), Indonesia (33%), 
Korea (31%), Mexico (12%) and Malaysia (11%) (Bharadwaj et al. 2011). A con-
cept note on Need for Vocationalisation of Education in India by Symbiosis (2010) 
states that there are about 6,800 schools which enrolled 0.4 million students in 
vocational education scheme in the higher secondary education of India, using 
only 40% of the available student capacity in these schools. Also there is a short-
age of qualified and experienced faculty to teach students on vocational skills. The 
inputs given at schools, ITI, polytechnic and even in engineering colleges are not 
in line with industrial needs. The practical classes, project work and internships 
included as part of the study in schools and colleges do not give enough exposure 
and are not offering the desired inputs, for obvious reasons. The industry-institute 
interaction is reasonably good in India’s premier engineering and management in-
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stitutes like IITs and IIMs and in few private institutes only and not with the ma-
jority. Because of this, the academia fails to understand the industry expectations 
to mould its students properly (see chapter 3,4,5,6 and 10). 
 
 
3.2 Role of Corporate Social Responsibility in Skill Development 
 
The CSR aims at fulfilling the ‘societal obligations’ of corporate houses apart from 
meeting the expectations and serving its major stake holders like shareholders/pro-
moters and its employees. Many Indian corporate and MNCs are voluntarily of-
fering several skill development programmes under their CSR programme for a 
long time. A recent notification in Indian companies Act 2013 made it mandatory 
to spend 2% of net profit after tax of the Indian companies to benefit the society. 
The provisions of law are applicable to companies with at least Rs. 50 million net 
profits or Rs. 10 billion turnover or Rs. 5 billion net worth. These companies 
should spend 2% of their three-year average annual net profit on CSR activities in 
each financial year, starting from financial year 2015. A study by Ernst & Young 
predicts that a sum of Rs. 12.5 to 15 billion is likely to be spent by more than 2,500 
companies in India for the CSR programmes every year in future. A survey of 50 
companies by the same agency has found that the companies spend the major por-
tion of their CSR budget for ‘education and lively hood development’ which co-
vers skill development programmes also. 
 
 
3.3 Introduction of National Skill Policy 
 
In the year 2013 realising ‘the great Indian talent conundrum’ the government of 
India has framed national skill policy in 2009, which fixed a target of imparting 
skills training 500 million by 2022. The Prime Minister’s National Council on 
Skill Development is a highest administrative body to frame policies, directions 
and will do progress review. In the year 2013 the NSDC, a Private Public Partner-
ship (PPP) model (50% funding from government and 50% from corporate 
houses) with an initial funding support of Rs. 10 billion from the Government of 
India, started preparing skill gap analysis report for 21 sectors in 14 states of India. 
N also conducts training to impart various skills along with its 62 alliance partners 
across India (see chapter 7). 

The challenge in skilling the Indian workforce is its diversity and work 
location. The diversity in terms of literate and illiterate, male and female, rural and 
urban, fresh and experienced, skilled vs. unskilled, organised vs. unorganised and 
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agriculture and non-agriculture etc. The following table classifies the distribution 
of Indian workforce in different sectors. 
 

Sector Number of workers (in millions) during 2009 – 2010 

Agriculture 244.85 
Mining 2.95 
Manufacturing 50.74 
Construction 44.04 
Electricity, gas and water sup-
ply 

1.25 

Services 116.34 
Table 1: Composition of employment - Sector wise. Source: Planning Commission 
(2009-2010) 
 
From table 1 it is observed that 50% of overall Indian workforce is engaged in 
agricultural sector and remaining 50% distributed in non-agricultural sector 
namely construction, mining, manufacturing energy and services sector. The ser-
vices sector provides second highest employment opportunity next to agriculture. 
The existing skill gap is likely to extend in future. A forecast data (ICRA Manage-
ment Consulting 2010) from National Skill Development Corporation report 
(2009) about the skill gap short fall in 2022 is given in table 2. 
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S.No Sector/Industry Incremental require-
ment for Human Re-
sources by 2022 (in 
millions) 

1 Building and Construction Industry 33 
2 Real Estate Services  14 
3 Leather and Leather Goods 4.6 
4 Gem and Jewellery 4.6 
5 Organised Retail 17.3 
6 Textile and Clothing  26.3 
7 Electronic and IT hardware 3.3 
8 Auto and Auto Components 35 
9 IT and ITES 5.3 
10 Banking, Finance services and Insurance 4.2 
11 Furniture and Furnishing 3.4 
12 Infrastructure Structure 103 
13 Tourism and Hospitality Services 3.6 
14 Construction Material and Building Hardware  1.4 
15 Chemicals and Pharmaceuticals 1.9 
16 Food Processing 9.3 
17 Health Care 12.7 
18 Transportation and Logistics 17.7 
19 Media and Entertainment 3 
20 Education and Skill Development Services 5.8 
21 Select Informal Employment sectors (domestic help, beauti-

cian, facility management, security guard) 
37.6 

 Total Incremental Requirement for skilled personnel 347 
Table 2: Skill gap expected in India in 2022. Source: ICRA Management Consult-
ing (2010) 
 
From the above table, it is observed that there is going to be a huge skill gap in the 
infrastructure, auto and auto components, textile and clothing, informal, organised 
retail, transportation and logistics fields. 

In addition to above, increased manufacturing competitiveness among the 
nations will lead to requirement of more and more skilled labourers. The 2013 
global competitiveness Index manufacturing report of Deloitte has listed the top 
ten nations’ manufacturing competitiveness which is given below in table 3. 
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Rank Country Index Score (yr. 
2013) 
10=High 
1=Low 

Rank Country Index Score (yr. 
2018) 
10=High 
1=Low 

1 China 10.00 1 China 10.00 
2 Germany 7.98 2 India 8.49 
3 U.S.A. 7.84 3 Brazil 7.89 
4 India 7.65 4 Germany 7.82 
5 South Korea 7.59 5 U.S.A. 7.69 
6 Taiwan 7.57 6 South Korea 7.63 
7 Canada 7.24 7 Taiwan 7.18 
8 Brazil 7.13 8 Canada 6.99 
9 Singapore 6.64 9 Singapore 6.64 
10 Japan 6.60 10 Vietnam 6.50 

Table 3: Current and future global manufacturing competitiveness. Source: 
Deloitte (2013) 
 
From the above table, it is clear that the developed economies are ranked in the 
top 10 list during the year 2013. The Deloitte and U.S Council on Competitiveness 
joint Global Manufacturing Competitiveness Index (GMCI) report of 2013 says in 
the next 5 year period developing economy nations like China, India, Brazil are 
likely to occupy the first three positions. Brazil’s giant leap from 8th position to 3rd 
position is notable. India’s manufacturing competitiveness is increasing and the 
study says that in the next five years India is going to climb up the ladder and will 
occupy 2nd position from the present 4th position in the top 10 list. Though the 
developed economic nations like Germany and USA are found in the future index, 
it is said that few of them are expected to slip from their present position. The three 
major disadvantageous factors cited by European business leaders participated in 
the study are labour policies, immigration policies and policies resulting in gov-
ernment intervention and ownership in companies. 

From the above arguments it is very clear that there is a definite need for 
producing skilled manpower to meet the future manpower requirements of India. 
Since the percentage of youths joining the workforce with necessary skills, 
knowledge and aptitude is very less, the Indian employers are forced to pay their 
full attention on training and development of the Indian workforce in addition to 
current and future efforts by Government and NGOs who are also augmenting the 
best possible at their end.  
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 Training Need Assessment 
 
Success of any training programme to a very great extent depends on assessing the 
training needs of the participants and training design and delivery. It was found 
that, many companies surveyed for this study are following common and conven-
tional methods like task analysis, individual analysis, requirement analysis and 
performance reporting methods etc. Tools used by them for assessing training 
needs include work sampling, checklist, critical incident, suggestion from super-
visors and managers, personal interviews and self-reporting questionnaires. Train-
ing needs were also analysed and understood by observing lower productivity, 
poor quality of output, industrial accidents, poor interpersonal relations, lack of 
individual initiative and increase in absenteeism, market trends and reports on skill 
and manpower needs and labour turnover. 
 
 
 Training Programme in Indian Companies 

 
Training and development in Indian companies is provided at all levels i.e. work-
ers, supervisors, junior and senior managers, and top level executives. Majority of 
the institutions of the study follow popular job training methods like on off the job 
training, job instruction training, project assignment, under study method, appren-
ticeship training, and committee assignment (see chapter 8). They also follow off 
the job methods like case study, role play, simulation games, syndicates, seminars, 
panel discussion, brain storming, computer and web based learning, satellite 
broadcasting etc. The methods of training and development programmes followed 
by Indian companies for different levels of employees and executives have been 
presented in table 4 (see chapter 9). 
 

Level Method of Training 
Workers Operational Training 
Supervisors Functional Training 
Junior and Senior Managers Functional and Behavioural Training  
Top level executives Leadership Skills, Strategic Management, OBL 

Table 4: Training offered in Indian Companies - Level wise. Source: Own illus-
tration 
 
In the last 10 to 20 years, Indian industrial and business organisations have made 
a significant progress in terms of their training efforts. This is because of the im-
pact of globalisation on Indian economy and entry of multinationals and competi-
tion arising thereof etc. According to PallaviJha, Managing Director of Dale Car-
negie Training, 
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“In a country where the knowledge economy is booming, training budgets are estimated to 
be low and restricted to certain ‘progressive’ companies. Traditionally, Indian companies 
spend anywhere between 0.5 and 2% of their turnover on training their employees. IT and 
ITES companies, which are essentially involved in people-oriented businesses, spend about 
3-5% of their revenues on upgrading employee skills.”(Prayag2006) 

 
 
5.1 Training and Development Practices in Indian IT Companies 
 
Information Technology (IT) companies are the greatest hope for today’s Indian 
Engineering Graduates and today they are the biggest recruiters in private sector 
in India. For example, the top 6 IT companies called SWITCH – Satyam (now 
Tech Mahindra), Wipro, Infosys, TCS, Cognizant and HCL alone recruit around 
0.2 million fresh engineering graduates every year from all disciplines of engi-
neering like mechanical, civil, biotechnology, chemical, automobile, etc., across 
India through their ‘on campus’ and ‘off campus’ hiring process. The annual salary 
in IT services company ranges from Rs. 0.3 million to Rs. 0.6 million. In the case 
of IT product companies the MNCs like Microsoft, Yahoo, Google etc., are paying 
Rs. 0.6 million to Rs. 2.5 million per annum for fresh engineering graduates in 
India. Hence training practices of some of the leading IT companies are discussed 
in detail in the following paragraphs. 
 
 
5.1.1 Training and Development in TATA Consultancy Services (TCS) 
 
TCS an Indian multinational company which is one of the top 10 IT companies of 
the world having 150 offices spread across 46 countries employing around 0.3 
million employees in IT and Information Technology Enabled Services (ITES). It 
has training centres located at Chennai, Ahmadabad, Hyderabad, Guwahati, and 
Kolkata and in overseas countries like China, United States and South Africa. For 
new employees, in the Initial Learning Programme (ILP) the modules like basic 
technology training, project delivery, management and business life cycle and soft 
skills are covered. Trainees are expected to maintain a log of their daily learning 
which is periodically reviewed by the trainers. All TCS employees undergo a man-
datory 14 days retraining every year under their continuous learning programme. 

TCS offers various online courses and sends emails and SMS to its em-
ployees about the launch of the new courses and their duration. These are closely 
tracked by the training department which ensures successful completion by send-
ing automated reminders for those who fail to complete the training within the 
training. TCS does ‘talent spotting’ with the help of their line managers to offer 
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leadership training under succession planning system. High performers from dif-
ferent geographies of TCS are identified and are given technical and managerial 
training to occupy higher positions in future. The CEO of TCS is personally in-
volved in selecting and forming leadership teams of different geography. TCS fol-
lows job rotation by sending them to different projects, verticals and geographies 
to make them versatile. 

The average attrition rate in Indian IT industry is between 10 to 20% dur-
ing December 2013 according to Cxotoday.com. The software professionals in the 
IT industry after acquiring basic knowledge and skills in an IT company do job 
hopping to get better salary and position. Hence, of late, as a HR strategy, the 
software companies are started recruiting non-engineering graduates such as 
Bachelor of Science (B. Sc.) and Bachelor of Computer Application (BCA) and 
other related under graduate science courses in the place of engineering graduates. 
These non-engineers are paid 20 to 30% lesser salary than the engineering gradu-
ates and they do accept this salary and stay happily for a longer duration. To stop 
attrition of these non-engineering employees IT companies sponsor them for 
higher studies which are beneficial to both individual and organisation with a ser-
vice agreement. 
 

 IGNITE: It is an intense learning programme for non-engineering science 
graduates. TCS is the largest recruiter of fresh science graduates. Selected 
candidates are given six months training and are exposed to various real 
world projects. These candidates are encouraged to pursue Master of 
Computer Application (MCA) programme through distance learning with 
their partner Universities like SASTRA University, Thanjavur, India. 

 TCS ambassador Corp: It is a leadership development programme for 
experienced employees to take up global sales role. TCS also offers many 
other innovative training programmes like ‘Knowmax’ an enterprise wise 
knowledge management system. They also offer E-Master of Business 
Administration (MBA) programme through AMRITA University, Coim-
batore, Tamil Nadu and Master of Science (M. Sc.) in Management and 
IT services through University of Buffalo, New York, USA. Similarly 
IIT Madras, India is offering specialised programmes like M. Tech., in 
Mechanical Engineering Design and Applied Mechanics in Computa-
tional Engineering. 
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5.1.2 Training and Development in IBM 
 
IBM globally ranked number 1 software company was founded in the year 1911 
and its Indian operations started in 1951.The company has 55,000 employees in 
India and having its presence in 170 countries across the globe. Their major verti-
cals include banking, insurance, finance, media, entertainment, energy, pharma-
ceuticals, retail, travel, transport, aero, defence, automobiles, electronics, govern-
ment, education and health care. Its Indian training division has around 2,000 part 
time internal trainers who have rich practical experience in project management, 
technical management, soft skills and software developments. Its Indian training 
centres can train 1,500 people at a time through its five training centres in Chennai, 
Bangalore, Kolkata, Pune and Mumbai. It offers training programme for a mini-
mum period of three days to a maximum of two months depending on the training 
module. The topics of training includes ORACLE, SAP, soft skills, leadership de-
velopment, diversity management, global culture, executive leadership pro-
gramme, corporate services, etc. The target group ranges from software develop-
ers, programmers and executive leadership. The company also sponsors its exec-
utives and employees to pursue higher education with reputed E-Schools and B-
Schools in India and abroad. Currently the retraining programme focuses on ‘fast-
est emerging technologies’ namely Social media, Mobile technology, Analytics 
(big data), Cloud computing (SMAC) for a week, to all its practitioners. 
 
 
5.1.3 Training and Development in WIPRO 
 
Wipro limited (Western India Products limited) was founded in the year 1945 and 
head quartered in Bangalore, India. It is ranked as the seventh largest IT services 
company at the global level with a market capitalization of approximately $20.8 
billion. It has around 0.146 million employees with its presence in 67 countries. It 
focuses on both IT and non IT businesses. The non IT businesses cover consumer 
care, health care, lighting and infrastructure engineering. At the beginning, the 
new entrants are given a three day orientation programme. The first day is dedi-
cated to explaining the value system in Wipro, and then they are given group ex-
ercises. After completing orientation programme, eight to ten weeks of training is 
offered in topics like computer operating system, networking, website program-
ming and digital exercises. Later they are exposed to quality parameters where 
they spend three days to understand business, finance, sales, marketing and HR 
concepts and practices. In addition to behavioural training, they are introduced to 
24 competencies to be measured in their future career. The trainees are tested pe-
riodically for their understanding of inputs with a minimum score of 70% to retain 
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their jobs in the company. Later they are given project readiness programme where 
they will spend two to three months of training based on their area of interest like 
software programming or project engineering. Trainees are assigned technical top-
ics to prepare and present before their senior officials. Each vertical gives domain 
specific training to the new employees. Candidates joining Wipro Business Pro-
cess Out sourcing (BPO) division get special training on western culture, countries 
history, spoken English with neutral accent, business etiquettes and manners etc. 
After six months of rigorous training, Mr. Azim Premji, the Chairman of Wipro 
Technologies addresses the employees, in batches, about the organisation’s vision, 
mission and value system. 

Wipro has introduced Wipro Academy of Software (WASE), the first of 
its kind in India, for the B. Sc. graduates. Under this programme, the employees 
with B. Sc. qualification are sponsored to pursue M. Sc. programme through dis-
tance learning mode with BITS Pilani, Rajasthan, India, which is one of the top 
most private engineering institutes in India. 

Wipro InfoTech Master of Science (WIMS) programme is offered to B. 
Sc. and B.C.A. graduates on IT infrastructure management services. It also offers 
another four years M. Sc. programme on software technology through its partner 
Universities like VIT Vellore. During the four year programme, the candidates are 
given theoretical and hands on practical experience in live projects with a decent 
stipend, as a part of ‘earn while you learn’ programme. For the WASE candidates, 
ten weeks training is given covering the following four modules in the Wipro ILP. 

Fundamental Readiness Programme (FRP) covering four modules over a 
period of ten days. Corporate Readiness Programme (CRP) spread over six days 
covering an introduction about the organisation, behavioural skills, spirit of Wipro 
and personal and premises security. The Technical Readiness Programme (TRP) 
imparts ten different technologies with a set of designed assignments and case 
study spread over 25 days. The Real Life Lab (RLL) gives opportunity to assimi-
late the understanding of TRP by analysing real life case study for a period of four 
weeks before they are deputed to project works. 
 
 
5.1.4 Training and Development in Accenture 
 
Accenture is a multinational, management consulting, technology services and 
outsourcing company founded in the year 1989 and is headquartered at Dublin, 
Ireland. It is a Fortune Global 500 company and the world’s largest company in 
terms of revenue with a total workforce of 0.293 million (2014). Its revenue in the 
year 2013 was $28.6 billion. It operates in 56 countries. Accenture offers technical, 
communication skill, team skills, leadership skill for the fresher apart from 12 
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weeks on the job training under the guidance of experienced employees. ‘Leaders 
Teaching Leaders’ is a unique programme in which Accenture leaders share their 
past experience with present employees for the betterment of working styles. Sen-
ior employees act as mentors for new and young employees. All Accenture em-
ployees are expected to undergo a minimum of 80 hours of training in a year. It 
offers 0.1 million online as well as class room courses. Peer learning also happens 
through a programme called ‘communities of practice’ by sharing their knowledge 
and best practices. Employees with more than five years of experience are given 
training and certification programme at MIT, USA. The company also sponsors 
its managerial executives to pursue MBA and M.Sc. through reputed institutions 
of India. 
 
 
5.1.5 Training and Development in Infosys 
 
Infosys is an Indian multinational corporation that provides business consulting, 
IT, software and outsourcing services. Infosys is ranked as third largest India based 
IT Services Company by 2014 revenues. It was founded in the year 1981 and has 
0.16 million employees across the globe. It is ranked as the 15th largest IT Com-
pany by HFS research in its 2013 ranking in the world. The market capitalisation 
was 885 billion. Infosys has the global education centre at Mysore, India. It was 
established in 2002 with 1.4 million sq. ft. floor space, 500 instructors and 200 
classrooms, and is the world 15 largest corporate university which had trained 
around 100,000 engineering graduates till 2012. It can train 12,000 employees in 
three batches of 4,000 employees of four months each. Infosys has been recog-
nised as ‘the gold company’ which offers 850 distinct workshops, programmes 
and courses to develop managerial, process, industry, technical and leadership 
skills. ‘Path Finder Next’ is an internal internship programme offered to infoscions 
to select work opportunities across various domains, which gives vertical lateral 
exposure, hands on learning and job enrichment. Infosys encourages its employees 
to pursue higher education with their partner Universities. It also offers various 
part time and value added internal assignments. Through a mentoring programme 
called ‘friendly ear’ constructive feedbacks are given about individual perfor-
mance. The Infosys Leadership Institute (ILI) which has 96 rooms and trains 400 
infoscions every year on leadership aims at developing excellent future corporate 
leaders. The institute identifies potential candidates and supports their develop-
ments in taking on key leadership positions. 
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5.2 Training in Manufacturing Sector 
 
India’s manufacturing sector plays a significant role in the economic development 
of the country. They undertake as variety of employee development initiatives to 
train and retrain their employees. Training initiatives of a few leading business 
houses of India are given below, as a sample. 
 
 
5.2.1 Training and Development in Aditya Birla Group 
 
Aditya Birla Group belongs to the league of fortune 500 companies, having 0.12 
million employees belonging to 42 different nationalities. The Aditya Birla Group 
(2015) has been ranked as top four companies in global ranking conducted by Aon 
Hewitt and Fortune Magazine and ranked as No. 1 in Asia Pacific in the year 2011. 
In its group revenue, 15% flows from overseas operation. The group was founded 
in the year 1857 and they concentrate in the field of metals, cements, staple fibre, 
branded apparel, chemical, fertilizers, telecom, IT, wind power and financial ser-
vices. The group operates in 36 countries. The leading manufacturing giant in In-
dia offers training and retraining program to their employees in different ways. 
Some of them are given below. 

Gyanodaya Virtual Campus (GVC) is the Group's Learning Management 
System (LMS) serving 30,000+ active e-learners at various levels across the globe. 
E-Learning, multi-tier programme and leadership training is offered to general 
managers. 
 

 Gyandhara is the Group's knowledge e-magazine portal that reaches out 
to 50,000 readers. 

 Individual Learning Plans are developed for every employee based on 
individual training needs. 

 Continuing Education Policy facilitates learning through a wide range of 
sponsorships and other enabling mechanisms. 

 On the job, cross culture, leadership development, cross functional pro-
jects, overseas assignments, personal development and Knowledge Inte-
gration Programme (KIP) are some of the innovative employee develop-
ment programmes offered by the group. 

 Functional programmes like sales, marketing and supply chain manage-
ment are offered to marketing executives. Role specific programme is 
offered to marketing, finance, HR and branch unit heads to improve their 
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managerial competency in their field. Business focused programme is of-
fered to middle and top level executives which covers current business 
practices, challenges and business competition. 

 
 
5.2.2 Training and Development in ESSAR Group 
 
ESSAR group was founded in the year 1969 and it has subsidiaries namely ESSAR 
steel, ESSAR oil, ESSAR shipping, the mobile store and hyper mart. The company 
employs more than 73,000 people operating in more than 25 countries and has 
revenue of $39 billion. Some of the novel training and development initiatives of 
ESSAR group companies are given below: 
 

 Coaching and Mentoring: As a part of their performance management 
process, every employee is entitled to receive coaching and mentoring 
from the immediate supervisor. 

 ESSAR book of coaching and mentoring, which helps share success sto-
ries of the coaches and mentees. 

 Coaching and mentoring summits, where ESSAR coaches and mentors 
come together to laud and learn from successes across businesses and 
locations  

 Performance coaching, where all ESSAR managers undergo perfor-
mance coaching workshops. 

 ESSAR certified coach: ESSAR managers undergo a six to nine months 
programme. Select coaches are awarded the prestigious ESSAR Starfish 
Award. 

 DET programme: A two year full time residential programme for Di-
ploma engineer trainees which acts as a bridge course to impart technical 
capabilities to the fresher. 

 ESSAR Corporate University (ECU): The ECU is a virtual learning or-
ganisation. ECU offers 18 month MBA programme under a MoU with 
premier B-Schools of India, for selected executives who meet their eligi-
bility criteria. It also provides training on team skills, networking, risk 
taking, bonding, developing trust etc. 

 ESSAR Learning Centre (ELC): ELC at Hazira offers various training 
programmes to meet the training requirements of ESSAR's human capi-
tal. It conducts 400 formal training programmes per year on various sub-
jects like production management, principles of management, and Logis-
tics and supply chain management. 
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 ‘Learning for all’ is a LMS which has e-modules on Industrial and busi-
ness management and technical topics. 

 Individual learning plans: Eemployees are made responsible for their 
own learning. The learning and Organisation Development (OD) depart-
ment offers various kinds of inputs and required tools to help employees, 
such as individual/personal learning plans and learning passports for all. 

 ‘Learning tree’ provides support for learning through a chain of its owns 
libraries. 

 Learning hour: Thought provoking lectures, interesting presentations, or 
discussions by experts on topics ranging from leadership to current busi-
ness affairs. 

 Tell me why with chai? (Tea): Presentations or lectures on scientific top-
ics that employees may be very keen about but was never given the op-
portunity to learn. 

 Executive Development Review (EDR) is a mid-year appraisal where the 
line manager works with the employee to understand personal aspira-
tions, identify training requirements, and frame career planning. This 
helps to identify promising future leaders and prepare succession plan to 
fill the important positions in the organisation, in future. 

ESSAR group has won award from Indian Society for Training and Development 
(ISTD) in 2009 for innovative training practices. 
 
 
5.2.3 Training and Development in Titan 
 
Titan Company Ltd is a designer and manufacturer of multi-product lines such as 
watches, jewels, precision engineering components and other accessories like sun-
glasses, wallets, bags and belts. It is a joint venture between Tata group and Tamil 
Nadu Industrial Development Corporation. The Titan is the largest wrist watch 
manufacturer and it exports watches to more than 32 countries. Its revenue is $ 1.7 
billion in the year 2013. 
 

 Titan has 7,000 employees in India; its business is operated in 42 coun-
tries and has training centres in Hosur, Roorkee, Panthnagar and Ut-
taranchal of India. 

 It provides attitude and technical training to its workers for a period of 
three to seven days through its training centre. 

 For supervisors, it offers 12 days training on communication, interper-
sonal, behavioural, supervision and technical skills. 
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 Executive Development Programme (EDP) is offered to middle level ex-
ecutives for seven days. 

 The other major areas of training include six sigma, ISO 9,000, health 
and safety measures, energy management and environment. 

 They also use on line and mobile technology for various training pro-
grammes. 

 
 
5.2.4 Training and Development in L&T Constructions 
 
Larsen and Toubro also known as L&T, is an Indian multinational conglomerate 
founded by two Danish engineers in the year 1938 with its headquarters in Mum-
bai. The company’s business interest includes engineering, construction, manu-
facturing, IT and financial services, heavy equipment, electrical, power, ship 
building etc. Its employee strength is 84,000 (2014). The fresh engineering grad-
uates are given one year training covering the topics like soft skills, technical 
skills, basic business etiquettes and manners in addition to training in respective 
domains like Civil, Mechanical, Electrical and Electronics Engineering, Electron-
ics and Communication Engineering. A brief orientation about organisation cul-
ture, vision and mission is given at the beginning of the training. Finally, at the 
end of training they are given mock projects to test their planning skills. Under 
‘Daksha’ programme, the trainees are given two weeks intensive training on con-
struction skills which covers quality, safety, cost and other aspects of construction. 
For all the existing employees four days training per annum is made compulsory. 
They adopt in-house and out bound training methods. For employees further edu-
cation they have signed MoU with prestigious B-Schools of India Namely IIM 
Ahmadabad, XLRI, SP Jain management institute Mumbai. For M. Tech. Studies, 
they have a tie up with leading engineering institutions like IIT Mumbai, IIT Delhi, 
NIT Trichy and NIT Suratkal. The company also sponsors two-year tuition fees 
and hostel fees for M. Tech students and pays a pocket allowance of Rs. 8,000 
every month. 

Training offered at different levels in L&T constructions: 
 

 Supervisory Development Programme: To the site based project engi-
neers one week and a ten day Management Development Programme are 
planned to offer an exposure to operational management and behavioural 
skills. 

 Executive Development is happening through intensive two-week long 
programmes providing exposure to overall understanding of the business, 
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Strategic Planning, Customer Relationship Management, increasing 
Shareholder Value, Financial Management. 

 For middle level managers there is an exclusive nine day programme, 
crafted carefully in association with Administrative Staff College of In-
dia, Hyderabad. 

 For top level executives, there is an agreement with Management Devel-
opment Institute, Gurgaon to provide development programmes at Com-
pany's Management Development Center, Lonavla. 

 
 
5.3 Training and Development in Neyveli Lignite Corporation 
 
NLC is a Navratna Industry, founded in the year 1956. It generates power from 
coal. The main activity of NLC is lignite extraction and power generation using 
lignite excavator. It also sells raw lignite to small scale industries to use it as a fuel 
in production activities. It is head quartered at Neyveli, Tamil Nadu, South India. 
It has around 17,500 employees which include 4,200 executives 8,100 non-exec-
utives and 5,200 labourers. Quality circle activities are very popular in NLC and 
it offers various in-house training programs through its Employee Development 
Centre. It also deputes its employees for training to various private and govern-
ment institutes. NLC in-house training program covers wide range of topics like 
individual development programme, functional development programme, material 
management programme, industrial psychology, environmental psychology and 
computer related programme etc. Selected workers, executives and supervisors are 
sent to foreign countries to acquire skill on design erection and maintenance oper-
ation on equipment and machinery. The graduate engineers and executive trainees 
are also given one year training. The company offers workers education scheme 
through its two week training program followed by one week industrial tour. Spe-
cial programmes in the form of workshops, seminars and symposiums are also 
conducted for its suppliers to share information about best business practices. Em-
ployees are encouraged to learn Hindi language through its one month/ 60 hours 
training programme. The company’s inter organisation training programme helps 
employees of nearby organisations to come and learn from NLC employees. 
 
 
5.3.1 Training and Development in Hindustan Petroleum Corporation Ltd 
 
HPCL founded in the year 1974 is an Indian state owned oil and natural gas com-
pany having head quarter at Mumbai, Maharashtra. It is one of the Navratna in-
dustries of India. HPCL has been ranked 260th in the Fortune 500 ranking of 
world’s biggest corporation in the year 2013 and 4th among Indian companies in 
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the year 2012. As of 2012 it had more than 11,000 employees. ‘Samevesh’ is an 
induction or orientation programme offered to new employees to offer a sense of 
belongingness. Supervisors are equipped with function specific inputs and job re-
lated technical skills. Similarly, through project ‘Akshay’, the leadership develop-
ment programme is offered. HPCL nominates officers for external seminar and 
conferences in connection with their function required. Advanced management 
courses are offered for their executives with the help of reputed B-Schools. Se-
lected employees are sent on study tour to enrich their knowledge and skill by 
sending them within and outside the country. It offers E-Learning programmes on 
various topics including project management and supply chain management. It has 
established learning centre in all zones and in its corporate head quarter office 
providing internet, books and CDs. Under Education Refund Plan (ERP) sponsor-
ship for higher studies is made by the company. The company also provides study 
leaves to encourage employees to pursue higher studies. 
 
 
5.4 Training in Indian Service Sector 
 
The training and development efforts are very much required in the Indian service 
sector as it provides employment to large number of people and is growing faster. 
Here the training practice is offered in two major industries viz., banking and in-
surance are highlighted in the following paragraphs. 
 
 
5.4.1 Training in Insurance Sector in India 
 
The Indian and foreign direct investment is increasing in India in the past few 
years in various sectors including insurance sector. Job opportunities are increas-
ing day by day. India's life insurance sector with 360 million policies, consists of 
52 insurance companies, out of which 24 are in life insurance business and 28 are 
in non-life domain. The life insurance industry in India is expected to grow at a 
rate of 12 to 15% in the next five years. The industry plans to reach the peak level 
by 2020, and has the potential to achieve the US $1 trillion mark in the next seven 
years. This optimistic outlook is helped to a large extent by the Government of 
India's supports and efforts to strengthen the sector. The Union Cabinet in July 
2014 approved a proposal to relax Foreign Direct Investment (FDI) limit in the 
domestic insurance sector to 49% from 26%, expressing very clearly the govern-
ment's intent to attract capital and investment into the sector. Insurance sector in 
India, both the Life Insurance Corporation of India (LIC) and General Insurance 
Corporation of India (GIC), is organizing skill training to the various levels of 
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employees on wide range of topics. Managers are offered training in various con-
cepts like understanding customer needs, developing products, marketing and 
sales promotion, supervisory skills, channel management skills and finally with 
leadership and management skills. Training offered for advisor/agents are on un-
derstanding insurance concept and product, financial concepts such as Internal 
Rate of Return (IRR), Price Value (PV) ratio, financial planning of customers, 
sourcing the customers, communication skills and personality development. 

The topics of training offered to Asset and Portfolio managers are on 
portfolio management skills, risk management skills, ability to determine asset 
mix and financial management concepts. Training offered for claims manager are 
on documentation skill, legal norms, coordination skills, problem solving skills, 
computing and management skills. 
 
 
5.4.2 Training in Banking Sector 
 
Banking sector in India is playing a pivotal role in India’s economic development 
and has a total workforce of 1.17 million (2013) as per Wikipedia. The Indian 
banking sector is likely to hire 1 million new candidates in the next five years for 
its business expansion and hence it is essential to know the skill requirement for 
different positions in the sector. 

In a research study conducted by Chackochan J. Njavallil (2007) the 
training areas preferred by the employees in public sector banks and new gen 
banks has found that in the case of public sector banks the order of preference from 
most important to least important is. 1. Skill in using various computer packages, 
2. Product knowledge, 3. Inter-personal and communication skill, 4. Public speak-
ing skill, 5. Leadership and team working skills, 6. Managerial skills and 7. Peo-
ple/customer relation skills. In the case of new generation banks, the order or pref-
erence is: 1. Managerial skills, 2. Product knowledge, 3. Public speaking skills, 4. 
Leadership and Team working skills, 5. Skills in using various Computer pack-
ages, 6. Inter-personal skills, 7. People and Customer relation skills. Various agen-
cies also offer training programmes. Some of the major training agencies involved 
in training of banking personnel in India are: 
 

 National Institute of Bank Management, Pune 
 Administrative Staff College of India, Hyderabad 
 College of Agricultural Banking, Pune 
 Bankers Institute of Rural Development, Lucknow 
 Institute for Development and Research in Banking Technology, Hyder-

abad 
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 Indian Institute of Banking and Finance (IIBF) Mumbai 
 Institute of Finance, Banking and Insurance (IFBI) 

 
 
 Training Budget of IT Companies 

 
A press release in 2007 said the top five software and IT companies namely TCS, 
Wipro, Infosys, HCL and Cognizant alone spent around $ 438 million during the 
financial year 2007–08 for training around 0.1 million fresh engineers hired by 
them. Mr Kiran Karnik, the president of NASSCOM (National Association of 
Software and Service Companies), has said that  
 

“Indian education system is not market responsive and drastic reforms are required in ed-
ucation system in schools and colleges to understand the industrial needs. Lack of skills and 
technical knowledge tax the IT firms.” (Chaudary 2007) 

 
The well-known consulting companies like Deloitte and PwC say that currently, 
Indian IT and ITES companies are spending anywhere between 3 to 3.5% of their 
payroll costs in training talent, which has to be increased to 5 to 6%. Ms. Padmaja 
Alaganandan, Executive Director, consulting, PwC consulting, says that “the 
learning and development cost in India is around 3.5% of the payroll”. She pointed 
out at a recent AIMA (All India Management Association) conference that the 
“corporate India needs to focus more on this than companies in mature markets 
and should allocate at least 5-6% of payroll costs on training” Prayag (2012). Ac-
cording to the American Society for Training and Development, companies in 
USAs spend around 3 to 4%. The initial budget allocation for skill development 
by Government of India towards NSDC was Rs. 10 billion and later it was doubled 
in 2013 union government budget. 
 
 
 E-Learning – A Strategic Training Tool 

 
E-Learning has assumed much importance in the recent past, especially in IT in-
dustry. E-Learning is the convergence of information and communication technol-
ogy. 

E-Learning is said to be one of the fastest, simplest and low cost method 
of delivering education and training. E-Learning overcomes various barriers like 
physical distance, time, personal and official convenience of both trainer and 
trainee, learning psychology and budget allocation and investment on physical in-
frastructure. Though the initial investment is more, the return on investment in the 
long run is more. 
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Various research and marketing studies have been conducted on the ben-
efits of E-learning and some of them are highlighted below. The E-Learning 
 

 increases 26% revenue generation per employee (The Business Impact of 
Next-Generation eLearning 2011). 

 provides 35% improvement in time management, 32% improvement in 
introducing new products and services and 32% faster role out of IT sys-
tems (Towards Maturity Report 2012). 

 helps companies to boost 50% of its existing productivity, 26% in overall 
cost saving, it saves 40% to 60% of time is saved when compared to tra-
ditional classroom training (Brandon Hall study). 

 increases employee retention rate from 25 to 60% (E-Learning – A Strat-
egy for Maximizing Human Capital in the Knowledge Economy, Re-
search Institute of America). 

 providing a competitive advantage in their particular market to 72% of 
the organisations surveyed (Certifyme.net). 

 can help companies boost productivity by 50%. Every $1 spent in E-
Learning results in $30 of productivity (The Value of Training - IBM 
Report). 

 boosts 18% employee engagement (http://mollyfletcher.com/blog/3-rea-
sons-to-implement-e-learning-in-your-organisation/). 

 consumes an average of 90% less energy and produces 85% fewer CO2 
emissions per student than conventional face to face courses while pro-
ducing and providing E-Learning courses, according to Britain’s Open 
University study (Knowledge Direct Web). 

 
Hence Indian companies are also using E-Learning as a major tool to scale up their 
training efforts. The future in E-Learning will concentrate on micro learning, gam-
ification (using games to train and teach), personalised learning, automatic learn-
ing, experiential learning etc. 
 
 
 Mentoring – A Tool for Training 

 
Concept of mentoring is not new to India as it was practiced earlier in the name of 
Guru-Sishya Parampara (teacher-student tradition). In the famous Indian epic Ma-
habharat, Lord Krishna acted as mentor of PanchaPandavas and Chanakya, acted 
as an intelligent minister who was also a mentor to King Chandragupta Maurya. 
Time has changed but contexts have not. Under mentoring, a person of high expe-
rience with learning ability shares some of the most important and best experience, 
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values, skills and knowledge to a less experienced employee based on his real life 
experience on learning. Concept of mentoring includes coaching, facilitating, 
counselling and networking. A research study conducted by DebashmitaTripati at 
SatguruPratap Singh Apollo hospitals found that employee attrition rate was re-
duced by 15% in 2011 as compared to 2010 attrition and the administrative errors 
were reduced by more than 15.3% due to mentoring efforts. Mentoring is emerging 
as a powerful tool in HRD in imbibing organisational values, for clarifying vision 
and mission of organisation and familiarising organisation culture, career devel-
opment and growth. Indian companies of all types and sizes invariably adopt men-
toring system. 
 
 
 Training Evaluation in Indian Corporate Houses 

 
There is an old axiom ‘nothing will improve until it is measured’. It is very true 
that the training programmes have to be evaluated to know the desired outcomes. 
In other words, the training evaluation helps to understand the impact of training 
on individual, group and organisation as a whole. Even-though several methods 
are available to assess the impact of training programmes in organisations, unfor-
tunately there is no one universally acceptable evaluation method like that of no 
best way of training employees. The study units evaluate the effectiveness of their 
training programmes conducted by them by way of direct observation, feedback 
from immediate supervisor, self-evaluation by the trainees, performance reports, 
employees’ survey, training audits etc. Indian companies are also using some of 
the well-known training evaluation techniques such as Kaufman’s Five levels of 
evaluation, Philip’s five level ROI framework, CIRO’s four level of evaluation of 
training impact and Kirkpatrick’s four level of evaluation of training impact. 
 
 

 Major Issues faced in Training and Retraining of Employees in India 
 
The Indian companies do face various challenges in offering training programme 
which includes low budget allocation, lack of faith in training outcomes by top 
level managers, lack of adequate infrastructure inside the organisation, fear of loss 
of production and productivity and profit, lack of interest of trainees etc. 
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 Suggestions, Recommendations and Conclusion 
 
India will pass through the golden period in the next 10-20 years. By a systematic 
planning, committed and dedicated efforts of all the stakeholders’ viz. government 
at national level - both at centre and state level, private employers and employees, 
India can reap the democratic dividend to its advantage. The dream of India to 
become a world super power can be realized in the next 10 to 20 years by skilling 
the Indian workforce in a most effective manner through scientific planning and 
execution. Some of the suggestions for enhancing the employability of the youth 
entering in to Indian job market and equipping the existing workforce to improve 
their productivity are given below: 
 

 Vocational education should be made compulsory right from 8th standard 
at the school level. Interests and abilities of the individual should be iden-
tified through proper diagnostic test to offer basic, specific and suitable 
courses on a particular trade during the remaining five years of their 
schooling. 

 As a continuation of skill learning, at college level, each and every pro-
gramme must have specific courses which can strengthen the innate abil-
ities and skills of the students in a particular trade, based on his career 
goals. Internships, summer and winter projects at university and college 
level should be made compulsory and it must be practiced in its true sense 
and evaluation should be done by nearby industry and business represent-
atives as external examiners which may help them in campus placements 
also. 

 Under CSR initiative, all the Indian corporate may be requested to adopt 
at least ‘one school’, ‘one college/university’ and ‘one village’ to impart 
technical training to produce more skilled workforce. 

 The government budget allocation at national and state level for voca-
tional and technical education should be enhanced considerably. 

 Manpower planning and skill gap analysis should be made continuously 
and the industry requirements and expectations should be communicated 
to the academia every now and then through a well-designed system to 
plan and offer suitable curriculum at school, college and university level. 

 Presently, the employment exchanges in India are not able to help con-
siderably the registered unemployed in securing jobs through them. 
Hence they may be converted in to skill development and career counsel-
ling centres. 

 By amending The Companies Act, corporate houses should be made to 
spend at least 3 to 5% of their total earning for training and development 
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to improve their production and productivity. Expenses on training 
should be considered by Indian employers as an investment for long-term 
success of the organisation. 

 Considering the huge penetration of internet, computer and also the in-
creasing use of mobile phones by Indian population, E-Learning, mobile 
learning and other modern forms of learning should be used by all the 
sectors and agencies to scale up the training outputs. 

 Mahatma Gandhi, the Father of India once said “India lives in villages”. 
Even today majority of the Indian population lives in rural areas, without 
proper basic education and skill training. Skill development centres 
should be established at every village Panchayat or block level across 
India to train the unemployed rural youth and existing work force as a 
part of increasing the overall skill building capacity of India. Skill devel-
opment should be considered as No. 1 in the agenda of central and state 
governments to increase employability which in turn will help us to 
achieve the overall economic and social development. 

 In all types of organisations further learning or employee skill develop-
ment should be made mandatory. A minimum of seven days in a year 
must be spent to learn new skills, knowledge on recent development in 
their respective field of work by the employees. Job promotion and an-
nual hike in salary should be connected with the new learning made by 
the employees in the particular year and work performance. Corporate 
must be advised to support or sponsor fully or partially at least 1% of its 
total workforce for higher education every year. This provision should be 
extended to government departments and public sector undertakings also. 

 In the recent times, IT companies like TCS, Accenture, Wipro, Infosys 
and IBM are advancing a portion of fresher’s training, to the college and 
university campuses itself where they do campus hiring. This model is 
said to be very successful and helps them in reducing training cost and 
time, and provides ‘ready to deploy manpower’ with their clients. This 
can be followed by other companies which will fix more responsibility 
on the part of academia to produce better inputs from their campuses to 
the world of employment. 

 Industrial heads, business leaders and successful entrepreneurs should be 
included in curriculum planning at all levels of education. The curriculum 
of all the school, college and university education should be revised in 
such a way that 50% of time spent on learning is allotted for learning one 
or more skills of their interest to achieve their career goals. 

 ‘Skill registry’ should be created and maintained at regional, district, state 
and national level in which skills needed for different occupations should 
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be clearly stated and number of skilled people available in the region 
should be maintained. For this a separate new ministry in the name of 
‘Ministry of Skill Development and Employment’ should be established 
to pay full attention on this most pressing agenda of India. (It is very 
happy to note that while drafting the final copy of this article, Govern-
ment of India has formed a separate ministry and appointed a minister 
exclusively for skill development and entrepreneurship development in 
India, which is suggested here.) 

 The present system of framing a common syllabus for all affiliated col-
leges and universities by State universities should be changed in such a 
way that the individual colleges are given freedom to offer skill based 
programmes and courses based on local and regional employment needs. 

 
To conclude, the unemployable young Indians, who are considered as liabilities 
today, should be converted into valuable assets of tomorrow by skilling them 
through a concerted and coordinated effort by all the stake holders of the society, 
which will help us to realise the today’s dream in to tomorrow’s reality. 
 

“High achievement always takes place in the framework of high expectation.” (Charles 
Kettering n.d) 
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Informal Learning: Education and Skill Development in India’s 
Informal Sector 
 
Joginder S. Sodhi and Antje Wessels 
 
 
 
 

“People learn constantly, everywhere and all the time.” (Werquin 2010) 
 
The paper is divided in seven parts. Part I is an introduction, which gives general 
information about the informal sector. Part II provides the concept of informal 
learning with different definitions on the informal sector. After giving a brief over-
view on different definitions, Part III describes forms of the Informal Sector Train-
ing. Part IV highlights the learning processes and possibilities to enter the formal 
sector. Part V is more focused on gender perspectives in terms of the profile of 
women in the informal sector. Part VI presents a study on skill gaps in informal 
sector. It deals with the objective of assessing the skill gaps to enable the skill 
development agencies to bridge this gap (Sodhi 2014). Finally, Part VII concludes 
the topic on education and skill development in India’s Informal Sector. 
 
 
 Introduction 

 
The OECD reports that 1.8 billion people, or about 60% of the global labour force, 
work without a global contract or social security coverage. In terms of informal 
employment, India ranks first compared with the other South and Southeast Asian 
countries and fifth among the 49 developing countries studied in this report (Bair-
agya 2012). 

The Indian informal sector is huge; almost more than 90% of India’s in-
formal workforce is working as self-employed and casual workers and almost 50% 
of the national income emerges from this sector (CII 2015). The Sengupta Com-
mittee (2009) report had highlighted that only 2.5% of the informal sector workers 
have received any kind of formal training while 12.5% had received non-formal 
training (Sodhi 2014). The informal economy is a very important sector of the 
Indian economy. The National Council of Applied Economic Research estimates 
that the informal sector or the so-called “unorganised sector” generates about 62% 
of GDP, 50% of national savings and 40% of national exports (ILO 2002). 
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Classical economists considered this sector as a transitory phenomenon as the 
workers shift to the formal sector with economic development. However, the ex-
perience of India and many other developing countries has defied this conven-
tional wisdom. In India, there has been a similar trend as its size has marginally 
reduced from 87.0% in 2004-05 to 82.7% in 2011-12 along with economic devel-
opment (Table 1). 
 

2004-05 
 Organised Unorganised Total 

Formal 32.06 
(52) 

1.35 
(0.3) 

33.41 
(7.3) 

Informal 29.54 
(48) 

396.66 
(99.7) 

426.20 
(92.7) 

Total 61.61 
(13) 

398.01 
(87) 

459.61 
(100) 

2011-12 
 Organised Unorganised Total 

Formal 37.18 
(45.4) 

1.39 
(0.4) 

38.56 
(8.1) 

Informal 44.74 
(54.6) 

390.92 
(99.6) 

435.66 
(91.9) 

Total 81.92 
(17.3) 

392.31 
(82.7) 

474.23 
(100) 

Table 1: Formal-Informal Employment across Organised-Unorganised Sectors (in 
million). Source: Computed from NSSO unit level data (2004-05 and 2011-12) 
 
Many indigenous and tribal people are working in the informal economy. These 
workers often remain trapped in conditions of vulnerability and insecurity, as a 
result of discrimination in access to formal labour markets. The reasons for their 
vulnerability are (a) irregular work, (b) low economic status, (c) little or no bar-
gaining power, (d) lack of control over earnings, (e) need to balance paid work 
with care for children and homework, (f) little or no access to institutional credit, 
training and information, and (g) lack of assets (Mohapatra 2012). 

As already mentioned, there will be a focus on women, which are also 
disproportionately represented in the informal economy. Most of the females are 
contributing family workers, while males work predominately as workers. Addi-
tionally most of women earn less than men. Women, however, spend fewer hours 
in work than men, in part due to the time they spend in unpaid care work. Women’s 
work may be restricted to own-account or home-based employment, besides their 
work outside their living environment. Women, by and large, are also clustered in 
traditional female-oriented economic jobs such as tailoring and cooking. All these 
factors influence women’s risk of poverty and marginalisation within the informal 
economy (ILO 2013). 
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Out of this, a large demand-supply gap of skilled workforce exists in the 
country. The current supply is unable to meet the ever-growing labour demands, 
both in quality and numbers. NSSO shows that the outreach of vocational educa-
tion was 1% and 5% for rural and urban educated, respectively. 1% and 7% males 
in rural and urban areas respectively had undergone vocational education and 
training but in case of females, it was 1% and 3% in rural and urban areas, respec-
tively (NSSO 2010; Gautam and Navin 2014). 
 
 
 Concept of Informal Learning – Different Definitions on Informal 

Sector 
 
Breman (2013) explains the concept of Informal Learning as followed: 
 

“Informality is a concept that does not only concern labour but also intrudes into the do-
mains of politics and governance: employment as well as capital are outsourced from the 
formal economy”. 

 
In 1993, the International Labour Organisation (ILO) proposed this general defi-
nition of the informal sector: 
 

“A group of household or unincorporated enterprises that includes informal self-employed 
workers as well as the business enterprises of informal employers.“ 

 
The informal learning according to UNESCO is defined, as 
 

“Informal learning is unintentional learning that occurs in daily life, in the family, in the 
workplace, in communities, and through the interests and activities of individuals. Through 
the recognition, validation and accreditation (RVA) process, competences gained in infor-
mal learning can be made visible, and can contribute to qualifications and other recogni-
tions. The term experiential learning is also used to refer to informal learning that focuses 
on learning from experience”. (UNESCO 2012) 

 
Another definition of Mitra (2002) divides the informal sector in three different 
categories: 
 

i. The small or micro-enterprise sub-sector is considered the economi-
cally stronger and more dynamic element. Typically regarded as an 
extension of the formal sector, it is held that a significant part of it is 
usually connected with the formal sector through various types of 
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sub-contracting arrangements. A majority of such enterprises, how-
ever, have an independent character and cater to markets at the lower 
end of the economic scale. 

ii. The household-based sub-sector, where most of the activities are car-
ried out by members of the family (largely unpaid female labour). 
This sub-sector extends to many different markets, activities, seasons 
and locations. Most households cannot break out of low incomes and 
poverty but some households catering to strong markets may evolve 
into more specialised enterprises. 

iii. The independent service sector, comprising domestic helpers, street- 
vendors, cleaners, street barbers, shoe-shiners and so on, as well as 
those referred to as casual labour. Female labour is highly repre-
sented in many of these occupations. In terms of size, they constitute 
the bulk of the informal sector. The occupation is often seasonal, 
changing, though the change is normally within the boundaries of the 
sub-sector itself. The skills required by these occupations are the 
lowest in the informal skill hierarchy. 

 
In addition to the division of Mitra (2002), the International Conference of Labour 
Statisticians (ICLS) spelled out six different categories based on the expanded 
concept. It includes the following categories of work: 
 

i. Own-account workers (self-employed with no employees) in their 
own informal sector enterprises; 

ii. Employers (self-employed with employees) in their own informal 
sector enterprises; 

iii. Contributing family workers, irrespective of type of enterprise; 
iv. Members of informal producers’ cooperatives (not established as le-

gal entities); 
v. Employees holding informal jobs as defined according to the em-

ployment relationship (in law or in practice, jobs not subject to na-
tional labour legislation, income taxation, social protection or enti-
tlement to certain employment benefits (paid annual or sick leave, 
etc.); 

vi. Own-account workers engaged in production of goods exclusively 
for own final use by their household (ILO 2013). 
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In the Indian context, 
 

“Almost all ‘apprenticeship’ in India has historically been informal in nature and practised 
in micro-enterprise for centuries – totally outside the purview of any law, and beyond the 
scope of any regulation.” (Mehrotra 2014: 64) 

 
Recent studies (Mehrotra et al. 2014) estimate that between 2012 and 2022, India’s 
over 300 million youth people will need to be skilled. It is estimated that more 
than 100 million young people will be covered in the general academic stream on 
the lower secondary level (VII and IX standards). Also, there are those who have 
undergone informal training (e.g. ‘training on the job’). Out if this approx. 55 mil-
lion will need formal training. 
 
 
 Informal Sector Training 

 
Informal learning impacts the informal sector training. Informal learning is learn-
ing that results from daily activities related to work, family or leisure (see chapter 
9). It is not organised or structured in terms of objectives, time or learning support 
(Cedefop 2008). 

When we are talking about informal learning, the greatest challenge India 
faces, is how to recognise learning that occurs outside the formal education. In a 
study of “recognition, validation and accreditation (RVA) of learning in formal, 
non-formal and informal setting settings, Singh and Duvekot (2013: 14) argue that, 
 

“formal learning is not sufficient to facilitate and utilize the full human potential of any 
society. RVA is an important instrument for comparing different forms of learning, in order 
to eliminate discrimination against those who acquire competences non-formally or infor-
mally. Individuals who have had limited access to, or low achievement in, formal education 
and training, or who learned skills predominantly in the workplace or other settings outside 
the formal system, are often disadvantaged in further learning and training, and in the la-
bour market.” 

 
And when we are talking about informal training, the focus of skill development 
based on the needs of the informal sector exists through a range of programmes 
under the aegis of different ministries of the government. Some of these pro-
grammes, which are running besides the formal system, are the following: 
 

 Informal Apprenticeship 
This is based in the concept of “learning by doing”. Learning by doing 
can be understood as a process of occurring work of the trainer, practicing 
and participation in the working process. That means that the informal 
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apprentice is involved in the production of an unorganised company. On 
the one hand the apprentice is involved in different processes of work and 
on the other he undergoes training by a master craftsmen. In this way the 
apprentice can upgrade his skills (Mehrotra 2014). 

 Community Polytechnic 
These are short-term, non-formal, modular courses of 3-6 months dura-
tion, depending on the local needs and commensurate with the available 
local resources with proper structures (AICTE 2014). The target groups 
are generally unemployed youth, school and college dropouts and other 
underprivileged segments of the rural population. They can be skilled in 
various trades and multiple skills. The scheme of Community Polytech-
nics was started under a direct central government’s assistance scheme in 
1978-9 in 35 polytechnics. As per status of 2013 there are 617 AICTE-
approved Community Polytechnics (Mehrotra 2014). 

 Jan Shikshan Sansthan (JSS) 
This programme, launched as an Adult Education Programme of MHRD, 
established to provide vocational training to non-literate, neo-literate, as 
well as school drop outs by identifying skills as would have a market in 
the region of their establishment (MHRD 2015). It targets the adults and 
young people who have migrated from urban and rural areas. This 
scheme has acted as a district-level resource to organise JSSs were func-
tioning in various states of the country (Mehrotra 2014; Singh 2013). 
The scope of work of JSSs include the following: 

 Develop/ Source appropriate curriculum and training modules 
covering vocational elements general awareness and life enrich-
ment components. 

 Training equivalent to courses designed by the Directorate of 
Adult education, National Institute of Open Schooling (NIOS) 
and Director General Employment & Training. 

 Provide training to a pool of resource persons and master train-
ers for conducting training as also availability of infrastructure 
and training – specific equipment. 

 Administer simple tests and award certificates 
 Network with employers and industries for trainees to get suita-

ble placements (MHRD 2015). 
 National Institute of Open Schooling (NIOS) 

The NIOS formerly known as National Open School (NOS) was estab-
lished in November 1989 as an autonomous organisation in pursuance of 
National Policy on Education 1986 by MHRD (NIOS 2015). This pro-



Informal Learning   267 

gramme imparts education through open and distance modes from pri-
mary to senior secondary level. It has the directive to offer vocational 
education and training programmes to general and prioritised groups 
(scheduled castes, scheduled tribes, women, rural people, disabled, and 
disadvantaged groups of the society) through a network of its study-cum-
training centres known as Accredited Institutes (AIs). The NIOS offers 
82 vocational education courses though its institutes. It has a network of 
11 Regional Centres and about 2,067 study centres. In 2012, there were 
about 1,063 AIs. The cumulative enrolment in VET during the preceding 
five years is 93,000. The average duration of these courses is shorter than 
ITIs/ITCs (see chapter 4) (Mehrotra 2014 and Singh 2013). 

The vision of NIOS is “sustainable inclusive learning with uni-
versal and flexible access to quality school education and skill develop-
ment”. (NIOS 2015) 
The mission can be understood as: 

i. Providing relevant, continuing and holistic education up to 
pre-degree level through Open and Distance Learning Sys-
tem 

ii. Contributing to the Universalisation of School Education 
iii. Catering to the educational needs of the prioritized target 

groups for equity and social justice (NIOS 2015). 
 Shramik Vidyapeeths 

The Department of Education has initiated a scheme of non-formal, adult 
and continuing education for the urban community through the Shramik 
Vidyapeeths. During 1997-98, 58 such institutes were set up. One Hun-
dred ITIs exclusively provide vocational training for women. The thrust 
of the scheme is to provide part multidimensional or polyvalent training 
and education to the urban community through specially tailored pro-
grammes aiming at providing knowledge and skills in an integrated man-
ner. Under the scheme, courses of varying duration to develop vocational 
and technical skills for income generation activities are conducted. 
Shramik Vidyapeeths offer around 225 different vocational training pro-
grammes ranging from candle and agarbatti4 making to computer courses 
(Mitra 2002; Krishna 2005). 

 Khadi and Village Industries Commission (KVIC) 
KVIC established under the Khadi and Village Industries Commission 
Act, 1956, it is a statutory organisation engaged in promoting and devel-
oping Khadi and village industries for providing employment opportuni-
ties in the rural areas, thereby strengthening the rural economy of the 
country. The broad objectives of the scheme are: 
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 The social objective of providing employment. 
 The economic objective of producing saleable articles. 
 The wider objective of creating self-reliance amongst the poor 

and building up of a strong rural community spirit (MSME 
2008). 

 Krishi Vigyan Kendras (KVK) 
In 1973 the Krishi Vigyan Kendras scheme was established and imple-
mented. The Indian Council of Agricultural Research (ICAR) is the 
founder and financer of this programme. KVK places a special emphasis 
on training and education of farmers, entrepreneurs, farmwomen, rural 
youth, financial institutions extension functionaries as well as voluntary 
organisations. As per now, there are 641 training institutes spread out 
over India (ICAR 2010). 

 Swarnjayanti Gram SwarojgarYojana (SGSY) 
The Ministry of Rural Development establishes the Swarnjayanti Gram 
Swarojgar Yojana scheme. The objective of SGSY is to bring the assisted 
poor families (Swarozgaries) above the Poverty Line by ensuring appre-
ciable sustained level of income over a period of time. This objective is 
to be achieved by inter alia organising the rural poor into Self Help 
Groups (SHGs) through the process of social mobilization, their training 
and capacity building and provision of income generating assets (see 
chapter 10) (MRD 2011). 

 Prime Minister Rozgar Yojna (PMRY) 
Prime Minister of the India established the scheme in1993 for giving self-
Employment to learned jobless Youth in the country. This program is to 
give self-employed breaks to one million jobless educated adolescents in 
the country. This scheme is known as PMRY. An objective of the scheme 
has been intended to give employ to over million People by starting 
700,000 micro ventures by the jobless educated youth. It recounts to the 
starting of self-employment schemes through commerce, service & busi-
ness means (MSME 2008). 

 
 
 Learning Processes and Possibility to enter the Formal Sector 

 
There are different schemes in the informal training sector, which will support 
people from rural areas to have the possibility of entering the formal sector. It is 
important to build skill development schemes, which would help learners to com-
plete secondary school, or to increase their employability. So, that is the reason, 
why India focuses on school education on the one hand and on skill development 
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schemes on the other hand. All these skill development schemes mentioned above 
are run by different institutions and departments under different ministries to sup-
port skill training, assessment and certification. These programs are in view of the 
limitations of people in the informal sector. According to King (2011), 
 

“the lack of formal qualifications makes workers vulnerable; they earn lower wages, their 
productivity is low; they are exploited by their employers, and they are often disadvantaged 
in gaining access to formal education”. 

 
 
4.1 Skill Recognition in the Informal Sector 
 
To give informal learners the chance to grow, the first thing which is already done 
by government, is quality training in different trades, which are created on the 
needs of the trainees (need-based training). After undergoing the training, it is im-
portant to make sure that participants have understood theory and practice of con-
tents. In regard of this point, it is important that the trainer/teacher itself is well 
trained on pedagogy. When trainings are organised for the rural youth, a 
trainer/teacher should prepare the content with different media and methods, to get 
the attendance of the trainees. Also, it is important that the trainees can understand 
on which they are trained. That means a trainer/teacher should be able to speak the 
regional language. 

Different methods can be used to create a good learning environment. 
The ability of ‘learning by seeing’ and ‘learning by doing’ are opportunities to 
make aware of technologies. It is essential to create an action-based learning de-
sign by informing, planning, acting, applying, controlling and evaluating. 

Evaluating can be understood as self-evaluation of learning processes or 
certification of training. There is a need to certify the learning outcome to give the 
trainees the chance to enter the formal education stream or for increasing their 
employability. 

The assurance of knowledge is another significant aspect. Training 
courses should include post-trainings and follow-up programmes to strengthen the 
employability (King 2011). 
 
 
 
 Gender Perspective in Terms of the Profile of Women in the Informal 

Sector 
 
Women in the informal sector need a special set of learning for entering into pro-
ductive markets based on their socio-cultural milieu and low education levels. The 
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government of India has been providing such learning and training in the informal 
sector but it has not been sufficient to cater the need of about 200 million workers 
in this sector. Fortunately there are other private institutions and NGO’s, which 
are complimenting the efforts of the government. 

Women in India constitute 48% of the population. There is a significant 
overlap between being a woman, working in the informal sector and being poor. 
Women worldwide are under-represented in high-income activities and over-pre-
sented in low-income activities notably (Chen et al. 1999). 

Women Literacy and Learning: In the last decade he literacy rates for 
girls have increased faster than the boys’. However, one-third of them are still 
illiterates and their education levels are not lower than the boys’. But almost two-
thirds drop-out before 8th standard (GoI 2011). Consequently the Gross Enrolment 
Ration (GER) in higher education (12th standard and above) is only 16.5%, which 
is also less than the males. UNESCO (2014) report states that it will take another 
56 years for India to provide education to all females. 

Skill development of women in the informal sector is provided by the 
Ministry of Labour and Employment (MoLE) and a number of other ministries. 
The Modular Employable Skill (MES) program is a program run by MoLE. It 
provides a minimum of skill set which is required to get basic employment. Also 
the industry is involved in this program. Now the MES program allows skill-up 
gradation, multi-entry and exit and lifelong learning in a flexible manner. It also 
allows recognition of prior learning. Another program called ILO/SIDA provides 
vocational education exclusively for women. The Department of Education has a 
scheme called Sharamik Vidyapeet (see above). 

However, despite these programs, 95.4% of women workers in the infor-
mal sector have not received any vocational training as against about 91% of 
males. Among the few who had received training, only 0.4% had training through 
formal and the others from informal channels. So, most of them belongs to the 
informal sector. In urban areas, the percentage of unorganised sector workers is 
close to 65-70%. As a result, there has been increasing in formalisation of employ-
ment over the years (Mohapatra 2012). 

The gender prospects of learning are extremely relevant for India’s infor-
mal sector. Apart from high levels of illiteracy, almost one-third of women are 
illiterate compared to less than 18% of illiterate males (2013). India has the lowest 
female participation rates in the world. Only 25% of the workers employed in India 
are women (GoI 2011). There are several reasons why more women than men are 
located in the informal sector. 

First, women have low decision-making power and often work as mar-
ginalized workers (Grabowski 2013). Also, women have no easy access to formal 
jobs because of the Indian social system. It dictates that women without education 
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and those who are locally based can’t enter the formal system (Singh 2005; Mehro-
tra and Biggeri 2002). Second, there is an intergenerational bias against women’s 
learning. Gender discrimination starts at a very early stage in the childhood within 
families. Third, there is deprivation of enlightenment due to illiteracy and lack of 
exposure. Therefore a large majority had to live and work under the harshest con-
ditions in poverty (ILO 2010). Fourth, women tend to move more often in and out 
of the labour force in their economically active lives because of balancing work 
and family responsibilities. Women, therefore, have less chance for lifelong learn-
ing to improve their employability. 

The government of India has been providing vocational education and 
training to women in the informal sector. However, its efforts fall much short of 
the requirements vocational education is also provided by other private players 
and the NGO’s. The study (Sodhi and Ramanujam 2010) examines in depth the 
efforts of 39 vocational training providers at 14 locations in eight states of India. 
Based on experiences of the training providers, the study develops a model of 
providing vocational training to women in informal sector keeping in mind their 
special needs. 

 
 

 The Study 
 
Informal sector workers may not require total inputs as they have already been 
working and have acquired some skills. However, little is known about their pro-
ficiency of skills or lack of it. A study of this nature will help millions of aspiring 
and already engaged workers to acquire formal skills in the context of the present 
and the future needs. 

A pilot study was undertaken with the objective of identifying the present 
level of skills and assesses the skill gaps to enable the skill development providers 
to bridge this gap. The study was carried out in five trades of Motor Mechanic 
(Automobile/Auto Component) in Ludhiana- Punjab, Mason (Building & Con-
struction) in Noida-Uttar Pradesh, Plumber in Gurgaon, TV repair (Electronics 
Hardware) in Gurgaon in Haryana and Carpenter (Building & Construction) in 
Noida, Uttar Pradesh. In each trade, 100 workers were interviewed with the help 
of a specially designed questionnaire enumerating the total component of skills 
required for each trade. 
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6.1 Findings & Implications 
 
The study results provide information about which not much is known as there are 
fewer studies on the subject. NSDC has done a few studies but more on the quan-
titative skill gaps. In terms of their background information the study found that 
most of the respondents belonged to the younger age group (16-35years) with the 
implication that such workers are going to be in the labour market for over two 
decades. A higher proportion of them studied up to the eight standard with more 
of carpenters and masons being illiterates or studied up to the primary level. These 
workers will not be able to attain vocational education in the formal streams. Most 
of the respondents, except for the Motor Mechanics, were willing to undertake 
formal training to bridge their skill gaps. Majority wished to take up part time 
training and very few opted for the formal sources of training. 

These workers will not be able to attain vocational education in the formal 
streams. 

The respondents were also not able to invest much time on further train-
ing as most of the Masons and Plumbers opted for training up to 30 days while 
others opted to undertake training for up to 100 days (Tables 1-9). 
 

Table 2: Age group of the Respondents 
 

(Fig. in %) 
No. of Days  

Trade 
Up to 15 16-20 21-25 26-30 

1. Motor Mechanic - - - - 
2.  Mason - 12 24 64 
3.  Carpenter 7 12 45 36 
4. Plumber 4 21 46 29 
5. TV Mechanic - - - - 

Table 3: Average number of Days employed in a month 
 

(Fig. in %) 
No. Years 

 
Trade 

15-
20 

21-
25 

26-
30 

31-
35 

36-
40 

41-
45 

46-
50 

51-
55 

55 & 
above 

1. Motor Me-
chanic 

4 30 18 17 16 8 7 - - 

2.  Mason 17 15 23 18 8 7 12 - - 
3.  Carpenter 16 44 17 15 5 2 1 - - 
4. Plumber 9 46 24 13 6 2 - - - 
5. TV Mechanic 76 20 4 - - - - - - 
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(Fig. in %) 
No. State 

 
Trade 

UP BR 
 

WB PB UK HR OR JH Others 

1. Motor Mechanic 4 - - 91 - - - - 5 
2.  Mason 44 15 19 - - - - 10 12 
3.  Carpenter 57 - - - 2 29 - - 14 
4. Plumber 39 15 - - - 11 - 19 16 
5. TV Mechanic 2 - - - - 98 - - - 
           

Table 4: State wise of origin of the Respondents 
 

Table 5: Level of Education of the Respondents 
 

(Fig. in %) 
No. Monthly Income (Rs.) 

 
Trade 

0-5000 5000-
10000 

10001-
15000 

15001 & 
above 

1. Motor Mechanic 11 23 16 25 

2.  Mason 7 67 12 14 

3.  Carpenter 7 68 21 4 

4. Plumber 12 60 24 4 

5. TV Mechanic 6 26 26 32 

Table 6: Average Monthly Income of the Respondents 
  

(Fig. in %) 
No. Education Level  

 
Trade 

Illiterate Up to 8th 
Std. 

Up to 10th 
Std. 

11th Std. & 
above 

1. Motor Mechanic 3 7 41 49 
2.  Mason 37 22 27 14 
3.  Carpenter 19 13 45 23 
4. Plumber 29 6 54 11 
5. TV Mechanic - 4 36 60 
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(Fig. in %) 
No. Monthly Income (Rs.) 

 
Trade 

0-5000 5000-
10000 

10001-
15000 

15001 & 
above 

1. Motor Mechanic 5 28 20 47 
2.  Mason 7 46 20 23 
3.  Carpenter 4 39 15 42 
4. Plumber 3 16 24 57 
5. TV Mechanic 6 26 16 52 

Table 7: Average Montly Income of the Family 
 

Table 8: Willingness to Undergo Training 
 

No. Institution 
 
Trade 

NIOS ITI Part Time (any-
where) 

1. Motor Mechanic 9,4 24,5 72,1 
2.  Mason 12,9 31,2 56,9 
3.  Carpenter 9,5 26,3 65,2 
4. Plumber 7,9 6,7 85,4 
5. TV Mechanic 10,9 21,7 67,4 

Table 9: Institution from Which Willing to Undergo Training 
 

(Fig. in %)  
No. Training days 

 
Trade 

Up to 
10 

Up to 20 Up to 30 Up to 100 100 days 
& more 

1. Motor Mechanic 9,4 18,9 20,6 26,4 5,7 
2.  Mason - 12,0 88,0 - - 
3.  Carpenter 4,2 12,5 21,1 24,2 6,0 
4. Plumber 3,3 29,7 56,0 4,4 6,6 
5. TV Mechanic 5,7 7,7 12,2 35,6 31,9 

Table 10: Desired Number of Days of Training 
  

No. Willingness 
 
Trade 

YES NO 

1. Motor Mechanic 53 47 
2.  Mason 93 7 
3.  Carpenter 95 5 
4. Plumber 91 9 
5. TV Mechanic 98 2 
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6.2 Skill Gaps 
 
Motor Mechanic: The training duration for getting formal certification is entirely 
a function of the skill gaps. However, the policy makers would also need to orient 
the curriculum from the perspective of persons wishing to enhance their skills. The 
data on skill gaps shows overall there was a gap of 48% in their competence of the 
trade. More specifically, about two thirds had nil or negligible competence of the 
main parts of and the units attached with the engine of a motor vehicle. Two thirds 
also had nil or negligible competencies about other aspects like ‘meaning of 
stroke’, ‘functions of cylinder’ and ‘components of full supply in diesel engine’. 
49% did not have knowledge of the ignition system. Further, 36% of the respond-
ents had nil or negligible competency regarding the ‘merits & demerits of the two 
stroke engine’. One-fourth did not have any competency of the difference between 
“two strokes and the four Strokes engine”. On other aspects like ‘thermostat’ ‘bat-
tery’ ‘reasons and remedies of the injector pressure’ a higher proportion of re-
spondents had no/ negligible competence. While there are competency gaps most 
of Motor Mechanics were unwilling to take up further training Masons: Their 
competency levels were checked on aspects like tools, bricks, cement, mortar, ma-
sonry technical terms & safety precautions. Their overall competency gap of all 
these aspects was 55%. About half or more did not have the competence of various 
masonry terms, tools & knowledge of storage of cement and ratio of various in-
gredients of mortar. Sixty percent of them also did not have any competence of 
the safety precautions to be taken up while on the job. Most of them were willing 
to take up further training to bridge the skill gaps. Carpenter: Their competence 
was seen on aspects like knowledge of distinction between soft and hard wood, 
distinction between various units of measurement, knowledge of carpentry tech-
nical terms, bugs and worms, tools and instruments and safety precautions. Over-
all, there was a gap of 39% in their knowledge of various aspects of their trade. 
The competence gap was the highest on safety norms as about two-thirds had nil 
or negligible knowledge of this aspect. About half of them also did not have any 
knowledge of soft and hard wood and tools and instruments like caliper, compass, 
etc. Over two-thirds had knowledge of bugs & worms and technical terms of their 
trade. Plumbers: The competence level was drawn out on plumbing terms & sys-
tems, conversion of units from FPS to MKS, dimensional tolerance while assem-
bling GI pipes and bending & threading pipes. Overall there was a skill gap of 
44% in their knowledge. More specially, about one-fifth had nil or negligible com-
petence of bending & threading pipes, over two-thirds had nil or negligible com-
petence of the conversion of units from FPS to MKS and of dimensional tolerance 
while assembling the GI Pipes. 39% of the plumbers did not at all know the reasons 
for overflowing from cistern as well as the method of stopping them. 
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Most of the respondents showed their willingness for training. TV Me-
chanic: Competence levels were assessed on their knowledge of resistance, find-
ing typical faults, instruments, Wattage and replacing defective parts like transis-
tor, Diode & IC from PCB. Overall, there was a skill gap of 48% amongst the TV 
Mechanics. 30% did not have any knowledge of various measuring instruments 
and 28% have no knowledge of Wattage of Electric Soldering iron. There were 
gaps in competence of finding specific faults (38%) and resistance (48%). All of 
them were willing to take up additional training. 

The study results show that despite skill gaps, willingness of such work-
force to take up further training cannot be taken for granted. For example while 
most of Motor mechanics had skill gaps they showed their unwillingness to take 
up further training. This finding has two kinds of implications. One there has been 
a lot of debate on the absolute numbers of persons, which would require vocational 
training. The figure of training 500 million persons has been arrived simply by 
projecting the number of persons who are and will enter the labor market till 2022 
and the assumption that all of them will require vocational education. Second, the 
unwillingness of the technical persons raises the basic question of leaving them 
alone with the present level of skill gaps or to take a call on giving them further 
training. It is important that the policy makers make an effort to understand of the 
present gaps of such persons and build some incentives considering that they are 
going to be in the labor market for over two decades and their present level of 
skills would become obsolete, due to technological advancements in the years to 
come. The training capsules thus developed would have to be imparted through 
part time mode as also of the duration which is in sync with the availability of such 
persons. 
 
 
 Conclusion 

 
According to the present status of education and skill development in the informal 
sector, there is still the need to strengthen the employability in the rural areas. To 
this effect, the government of India has intensified its efforts and had created a 
separate Ministry of Skill Development and Entrepreneurship in 2014 with the 
main objective of co-ordination of all skill development efforts across the country, 
removal of disconnect between demand and supply of skilled manpower, building 
of new skills and skill up-gradation and encourage entrepreneurship. In August 
2015, the government unveiled the new National Policy for Skill Development 
and Entrepreneurship 2015 under its National Skill Development Mission, and 
rolled out on all-India basis the flagship scheme, Pradhan Mantri Kaushal Vikash 
Yojana (PMKVY). The Yojana is a demand-driven, reward-based skill training 
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scheme which will incentivise skill training, by providing financial rewards to can-
didates who successfully complete approved skill training programmes. Along 
with other initiatives of VET, it will, for the first time, provide skills to young 
people who lack formal certification, such as workers in India’s vast unorganised 
sector through an initiative known as ‘Recognition of Prior Learning’ (RPL). 
These young people will have a chance to be assessed and certified for the skills 
that they already possess. This task will be taken up by the Ministry of Skill De-
velopment and Entrepreneurship created last year especially of women outside the 
formal system. 

The study highlighted in the paper would be of help to the government in 
understanding the issues of skill formation in the informal sector as well as the 
nature of skill gaps of the technical persons. 
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NVEQF: Skill Development under the National Skills 
Qualifications Framework in India: Imperatives and 
Challenges 
 
Vinay Swarup Mehrotra 
 
 
 
 
 Introduction 

 
The paper reviews the steps taken to integrate vocational education and general 
education through Vocationalisation of education and skill development initiatives 
under National Skill Qualification Framework (NSQF) and the challenges that In-
dia faces to develop policies and to ensure effective implementation of various 
schemes and programmes for preparing youth for the world of work and further 
education and training. It addresses the following challenges: 
 

1. Improving the quality of vocational education and training.1 
2. Providing greater access to a wide variety of skill development pro-

grammes attuned to the needs of individuals and employers. 
3. Building seamless pathways for the world of work and further education 

and training. 
4. Preparing a curriculum plan that integrates general education with voca-

tional education in a manner that every student gets an opportunity to 
acquire knowledge, skills and ability for a smooth transition from school 
to work. 

 
It is also argued in this paper that making qualifications better is necessary in order 
to make both academic and vocational education and training (VET) relevant and 
flexible to meet the needs of learner and employer (Mehrotra 2012). Nationally-
defined vocational qualifications can give all at least equal to a national standard 
and meet the skill needs of the employers. Locally defined qualifications, on the 

                                                           
1 The main objective of vocational education and training is to prepare persons, especially the youth, 
for the world of work and make them employable for a broad range of occupations in various industries 
and other economic sectors. It aims at imparting training to persons in very specific fields through 
providing significant ‘hands on’ experience for acquiring necessary skill in the specific vocation or 
trade, which make them employable or help them to avail opportunities of self-employment. 

M. Pilz (ed.), India: Preparation for the World of Work,
DOI 10.1007/978-3-658-08502-5_14, © Springer Fachmedien Wiesbaden 2016
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other hand, may only give this security to those who have access to good educa-
tional institutions and receive a certificate issued by an accredited training pro-
vider. Vocational qualifications systems also have the potential to improve the link 
between education and work, to set up new pathways from education into employ-
ment and to reduce barriers to learning, for example by using new forms of peda-
gogy and assessment (Cedefop 2009). To gain additional currency, vocational 
qualifications must be endorsed by the national qualifications authorities, who in 
turn have consulted relevant stakeholders. The chapter comprises the following 
eight main sections: 

Section 1 gives an overview of the status of general education, Vocation-
alisation of education and recognition of non-formal skills development initiatives 
in India; 

Section 2 explains the policy context for integrating academic and voca-
tional education qualifications under the NSQF; 

Section 3 focuses on the revised Centrally Sponsored Scheme (CSS) of 
Vocationalisation of Secondary and Higher Secondary Education under the Na-
tional Vocational Education Qualifications Framework (now subsumed in NSQF) 
and discusses its implementation aspects;  

Section 4 deals with the role of private-sector led by National Skill De-
velopment Corporation (NSDC) and Sector Skill Council (SSC) in the develop-
ment of the Qualification Packs (QP) and National Occupation Standards (NOS); 

Section 5 deals with the development of learning outcome based curricu-
lum packages; 

Section 6 deals with the initiatives taken in India for developing a system 
of further education and training; 

Section 7 deals with the initiatives taken to recognise prior learning; and 
Section 8 focuses on ways forward and potential areas for improving the 

implementation of the NSQF in order to promote Vocationalisation of education 
and strengthening the link between vocational education and the labour market. 
 
 
 Status of General Education, Vocationalisation of Education and Non-

formal Education and Training System in India 
 
The general education system in India is broadly divided into school education 
(elementary, secondary, higher secondary level) and higher education (undergrad-
uate and postgraduate level) (see chapter 1, 2, 3, 5 and 6). 
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2.1 School Education 
 
Elementary education consists of eight years of compulsory education. India has 
made education a fundamental right of every child with the introduction of the 
Right to Education (RTE) Act 2009, which came into force on 1st April 2010. Ac-
cording to the Act, schooling is free and compulsory for all children from the age 
of 6 to 14. Also, Sarva Shiksha Abhiyan (SSA), which is Government of India's 
flagship programme for achievement of Universalisation of Elementary Education 
(UEE) in a time bound manner, has resulted an increase in enrolment of children 
of 6-14 years age group (see chapter 2). 

According to the 9th Annual Status of Education Report (ASER), enrol-
ment in the 6-14 age groups continues to be very high, with more than 96% of 
children enrolled in school (ASER Centre 2014). ASER surveyed 550 districts and 
close to 16,000 villages, 0.33 million households and 0.6 million children in the 
age group 3-16. 

Each of secondary and higher secondary education consists of two years 
of education and with the launch of Rashtriya Madhyamik Shiksha Abhiyan 
(RMSA)2 inMarch 2009, there has been an increase in the access and retention of 
students at secondary and higher secondary stages. The gross enrolment at sec-
ondary level is 63% and 36% at higher secondary level (MHRD 2011a) (see chap-
ter 3). The RMSA seeks to achieve an enrolment rate of 75% within five years, 
universal access by 2017 and universal retention by 2020. At the higher secondary 
stage, the education system is divided into academic or vocational education 
stream or vocational subjects are offered as electives, along with the general edu-
cation subjects. After completing Grade 12, students (age 17 to 18 years) can opt 
for apprenticeship training in a public or private industry or further education and 
training in polytechnics, colleges and universities (see chapter 5, 6 and 11). The 
minimum age at which most industries or organisations are willing to engage 
workers is 18 years. 
  

                                                           
2 RMSA was launched with the aim to provide access to good quality education accessible and afford-
able to all young persons in the age group 15-16 years. The scheme envisages enhancing the enrolment 
for Classes IX-X by providing a secondary school within a reasonable distance of every habitation, 
improving quality of education imparted at secondary level through making all secondary schools con-
form to prescribed norms, removal of gender, socio-economic and disability barriers, universal access 
to secondary level education by 2017, and universal retention by 2020. The CSS of ICT at schools, 
Girls’ Hostel, Inclusive Education for Disabled at Secondary Stage and Vocational Education were 
subsumed under the RMSA from 2013-2014. 
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2.2 Higher Education 
 
Education provided after completion of school education (12th Grade) is known as 
higher education, which comprises education in general, and vocational subjects, 
and professional and technical education. India’s Gross Enrolment Ratio (GER) in 
higher education is 20.4% (provisional report of All India Survey of Higher Edu-
cation for 2011-12; MHRD 2014) and the aim is to increase it to 21% by the end 
of the 12th Five Year Plan (2012-2017) and 30% by 2020 (MHRD 2011b) (see 
chapter 6). 

To achieve the target, the Ministry of Human Resource Development 
(MHRD) has launched Rashtriya Ucchatar Shiksha Abhiyan (RUSA)3 which will 
promote access and reforms in the higher education system. The increase in access 
and retention at the elementary, secondary and higher secondary stages of educa-
tion throw up a huge challenge in terms of demands on the formal education and 
training systems, including Technical and Vocational Education and Training 
(TVET)4. 
 
 
2.3 Non-formal System of Education and Training 
 
In addition to the formal general education system, a non-formal system of educa-
tion and training and retraining for skilling, up-skilling, and re-skilling is in place. 
These skill development programmes aim to match the demand and supply of 
skills and labour by taking into account surveys that identify current and future 
skill shortages or gaps within the industry sector (see chapter 12). The workforce 

                                                           
3 RUSA is a CSS launched in 2013 with the aim to provide strategic funding to eligible state higher 
educational institutions. RUSA is implemented and monitored through an institutional structure com-
prising the National Mission Authority, Project Approval Board and the National Project Directorate 
at the centre and the State Higher Education Council and State Project Directorate at the state level. 
RUSA would create new universities through up-gradation of existing autonomous colleges and con-
version of colleges in a cluster. It would create new model degree colleges, new professional colleges 
and provide infrastructural support to universities and colleges. In order to enhance skill development 
the existing central scheme of polytechnics has been subsumed within RUSA. A separate component 
to synergise vocational education with higher education has also been included in RUSA. 
4 TVET in India operates at three levels: (i) Certificate level training in various vocational trades, 
offered by the higher secondary schools and Industrial Training Institutes (ITIs), (ii) Diploma level 
education and training in a variety of engineering/technological and other vocational disciplines; of-
fered by polytechnics, colleges and universities, and (iii) Undergraduate and Post-graduate level in a 
number of colleges and universities. Technical education is regulated by the All India Council of Tech-
nical Education (AICTE) and the subjects that fall under this include engineering, management, phar-
macy, architecture. VET is regulated by various departments under more than 17 ministries. MHRD 
and Ministry of Labour and Employment (MoL&E) are the main ministries regulating TVET pro-
grammes. 
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at the all-India level was about 459 million as on 1st January 2010 (NSS 66th 
round), which increased to 472.9 million, as on 1st January 2012 (NSS 68th round; 
July 2011-June 2012), indicating a growth of about 13.9 million of the workforce 
at the all-India level between 2010 to 2012 (NSSO 2013). To develop and upgrade 
skills matched better to labour demand and to meet the future skill needs, the 
NSDC has, for example, launched STAR scheme (Box 1). This could benefit an 
estimated 200 million Indians between the ages of 15 and 24 in the context of 
reaping India’s demographic dividend. 
 

 
 
 
 The Policy Context for the Integration of Academic and Vocational 

Education under the National Skill Qualification Framework 
 
Vocationalisation of education, which is designed to prepare students for the world 
of work better than the ‘academic’ education (Maclean and Pavlova 2013) could 
provide learners the opportunity to develop competencies required to find a job. 

Box 1: STAR Scheme for Indian Youth 
 
Standard Training Assessment and Reward (STAR) Scheme was introduced on September 16, 
2013 by the National Skill Development Corporation (NSDC) to motivate Indian youth to acquire 
vocational skills matching industry needs. The objective of the scheme is to encourage skill de-
velopment for youth by providing monetary rewards for successful completion of approved train-
ing programmes. The scheme has been implemented on pan-India basis through Public-Private 
and Public-Public partnerships and is expected to benefit financially a million people who wish 
to acquire new skills or upgrade their skills to higher level for better opportunities. Each assessed 
and certified trainee gets RS. 10,000 to cover training cost. Respective Sector Skills Councils 
(SSCs) are running this programme under the umbrella of NSDC. The skills are aligned with 
National Occupation Standards (NOS) that have been developed by Sector Skills Councils. The 
scheme initially covers only a limited number of high-market-demand job roles in specified eco-
nomic sectors from Level 1 to 4 in the NSQF. In order to enable the financially disadvantaged to 
use the award money to fund a part of the training cost, the training providers will allow candi-
dates to pay part of the course fee (minimum 25% of the prescribed fee) and the balance will be 
paid to the training provider from the monetary award whenever the candidate is eligible for its 
receipt. However this amount shall not exceed the total amount that the candidate is eligible for. 
At the time of enrolment for the course, the trainee will have to pay some part of the course fee 
(minimum 25% of the prescribed fee), so that the candidate has a sustained interest in the com-
pletion of the course. 

A total of 19,54,300 persons have received job-oriented skills training through NSDC 
skilling partners since 2010, of which 60% have been placed in different sectors. During 2013-
14, NSDC partners trained 10,05,074 people across a wide array of sectors ranging from 
healthcare, manufacturing, electronics and hardware, tourism, hospitality and travel to banking, 
financial services, retail, information technology, and textiles in 366 districts. As on 31 March 
2014, 3,44,545 trainees have completed their training in 206 courses, with 559 partners in 6402 
centres across the country (Economic Survey, July 9, 2014). 
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Pavlova (2005) identified three components of Vocationalisation: learning for 
work (work-related knowledge, practices), learning about work (settings and con-
ditions), and understanding of the nature of work (socio-cultural, economic and 
political forces that influence work). 

In India Vocationalisation of education begins from Grade 1, with skill 
based activities introduced through the Work Experience or Socially Useful Pro-
ductive Work (SUPW)5 programme up to Grade 8. Vocationalisation of education 
was introduced in India to make provisions for the orientation and exploration of 
productive skills alongside general academic education throughout the school sys-
tem of ten years, and to offer Vocational Education Programme (VEP) of two 
years as an alternative to general academic education at the higher secondary stage. 
The purpose of Vocationalisation of education is to improve the relevance of edu-
cation to the world of work and make students more employable. The Programme 
of Action (1986) of National Policy on Education (1986) emphasised that Voca-
tionalisation of education programme must ensure that at the secondary stage, stu-
dents are prepared to choose a career. It stressed the development of vocational 
interests and aptitudes to allow the self-exploration of vocational preferences and 
to enhance productivity and participation in work. At secondary education level, 
there is a provision for pre-vocational education6, but very few states, like Maha-
rashtra, have implemented the pre-vocational education programme. Successful 
completion of pre-vocational education does not lead to a vocational or technical 
qualification that is directly relevant to the labour market. According to OECD 
(2010), vocational and pre-vocational programmes are further divided into two 
categories (school-based and combined school and work-based programmes) on 
the basis of the amount of training provided in school, as opposed to the work-
place. Programmes are classified as school-based, if at least 75% of the curriculum 
is presented in the school environment, a proportion which may include distance 
education. In combined school and work-based programmes less than 75% of the 
curriculum is presented in the school environment or through distance education. 

The Indian Government and all other stakeholders are putting in place 
policies and legislation to increase the proportion of students undertaking voca-
tional education at the secondary and higher secondary levels and improve the link 
between vocational education and employment. In 2006, the Government of India 

                                                           
5 The aim of SUPW is to provide children with opportunities of participating in social and economic 
activities inside and outside the classroom, enabling them to understand scientific principles and pro-
cesses involved in different types of work and the setting in which they are found in the physical and 
social environment. 
6 Pre-vocational programme provided at the secondary stage facilitate the choice of the vocational 
course at the higher secondary stage. 
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declared that a Vocational Education Mission will be set up to overcome skill def-
icit and to achieve a target of preparing 500 million skilled personnel by the year 
2022. However, a recent estimate of the number of people to be skilled reveals that 
the number of workers entering the workforce each year in India would be 2 mil-
lion and the projected labour force at 2022 would be around 580 million. Of this, 
nearly 291 million or around half of the workforce will need to be skilled by 2022 
(Mehrotra et al. 2013). The 13-30 age group in the Indian population is growing 
by 28 million people each year, but there are only about 2.5 million (5%) voca-
tional training places available in the country (MHRD 2011c) which is compara-
tively too low as compared to other countries. For example in 2010 about half of 
upper secondary students in the European Union (EU) were enrolled in the voca-
tional stream of education (49.9%). The proportion among male students (55.4%) 
was significantly higher than among female students (44.2%). Enrolment of fe-
male students in the vocational stream was more than 50% in 10 EU Member 
States. The highest shares (more than 60%) were in Belgium, the Czech Republic, 
the Netherlands, Austria, Slovakia and Finland. The lowest shares (less than 30%) 
were reported in Greece, Estonia, Hungary, Latvia, Cyprus and Lithuania. Austria 
had the highest share of upper secondary students undertaking vocational pro-
grammes at 76.8%. Belgium, the Czech Republic and Slovakia recorded more than 
70% of upper secondary students in the VET stream. Cyprus (13.2%), Hungary 
(25.8%) and Lithuania (25.8%) had the lowest shares (all below 30% in 2010) 
(Cedefop 2013). 

In 2007, the MHRD initiated the process of revision of the CSS of Voca-
tionalisation of Secondary Education which was introduced in 1988 to provide 
funds to the States and to streamline the implementation of the scheme. In 2008, a 
‘Coordinated Action on Skill Development’ with a three-tier institutional structure 
consisting of the Prime Minister’s National Council on Skill Development 
(NCSD), the National Skill Development Coordination Board (NSDCB) and the 
NSDC was created to develop an institutional base for skill development at the 
national level. 
 
 
3.1 National Policy on Skill Development (NPSD) 
 
In 2009, the Indian government adopted a NPSD, which aims to guide the skills 
development strategies and initiatives involving all stakeholders including gov-
ernment, industry, employers, trade unions, industry associations, non-govern-
ment organisations and civil society organisations. The NPSD aims to achieve the 
target of skilling 500 million people by 2022 through the use of instruments, such 
as NVQF. The NPSD inter alia states 
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“National Vocational Qualification Framework will be created with an open flexible sys-
tem, which will permit individuals to accumulate their knowledge and skills and convert 
them through testing and certification into higher diplomas and degrees. NVQF will provide 
quality-assured learning pathways having standards, comparable with any international 
qualification framework. NVQF will support lifelong learning, continuous upgradation of 
skills and knowledge.” (MoL&E, 2009) 

 
Most countries have adopted a National Qualification Framework (NQF) to link 
different qualifications and to provide a seamless pathway that connects different 
sectors of education and training. Advanced countries are making upper secondary 
vocational education more general so that vocational students receive more aca-
demic content to broaden their occupational focus, while general education stu-
dents are given more opportunity to apply academic principles to practical prob-
lems (Maclean and Pavlova 2013). Some countries are still choosing to differenti-
ate young people into general and vocational pathways during the later years of 
compulsory schooling and others are looking at vocational or pre-vocational edu-
cation as a potential mechanism to reengage young people bored and disaffected 
by general schooling towards the end of the compulsory phase (Cedefop 2009). 
Work-based learning, which provides a bridge to the labour market, can aid tran-
sition from education to work and contribute to the development of highly relevant 
skills for the labour market (Cedefop 2013). Work based education and training 
can develop the knowledge and skills for identifying, selecting, observing, manip-
ulating and participating in work practices, thereby enhancing productive effi-
ciency (Mehrotra 2014a). In Denmark, nearly all upper secondary VET was un-
dertaken in combined work- and school-based programmes (97.4%). The share 
was also relatively high in Germany (88.4%). Combined work- and school-based 
programmes accounted for more than 50% of students in upper secondary VET in 
Hungary (59.6%) and between 30% and 45% in Czech Republic, the Netherlands, 
Austria and Slovakia. Finland has incorporated on-the-job periods in upper sec-
ondary VET qualifications so that students can spend a minimum of 20 weeks in 
firms, with the aim of improving the transition from school-to-work (Lasonen and 
Gorden 2008). Analysis by UIS-UNEVOC (2006) demonstrates a trend towards 
the creation of broad vocational tracks due to changing technologies and work 
organisation that require workers with multiple skills and flexibility to adapt to a 
changing labour market. Experience from Europe shows that narrow vocational 
tracks can become straightjackets for career development. This is aggravated if 
such tracking begins at an early age, with a premature selection of students into 
different pathways. India has also experienced this phenomenon, with the intro-
duction of a distinct stream of vocational education at the higher secondary stage, 
which was terminal in nature and thus affected the vertical mobility of the voca-
tional students. Vertical mobility existed to some extent for certain engineering 
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and commerce based vocational courses with elements of general education sub-
jects. The vocational stream originally was meant to address the needs of those 
who would enter the workforce earlier than those who would enter the professions 
via the traditional academic streams (NCERT 2005). Envisaging a radical and sys-
temic change in the curriculum, the National Curriculum Framework (NCF) 2005 
inter alia states, 
 

“The current two streams, academic and vocational, being pursued as per National Policy 
on Education (NPE-1986), may require a fresh look in the present scenario. Students may 
be given the option of choosing the subjects of their interest freely, though it may not be 
feasible to offer all the different subjects in every school. The curriculum load should be 
rationalized to avoid the steep gradient between secondary and higher secondary syllabi.” 
(NCERT, 2005: 49) 

 
The higher secondary stage is important as it offers a choice of subjects to students. 
For some students, this stage may be the end of their formal education, leading to 
the world of work and employment; for others, the foundation for higher educa-
tion. They may choose either specialised academic courses or job-oriented voca-
tional courses. The foundation at this stage should equip them with basic 
knowledge and the necessary skills to make a meaningful contribution in the field 
they choose. A range of courses from the social sciences and commerce may be 
offered, and students may exercise their choice. Subjects need not be grouped into 
separate 'streams', and students should have the freedom to opt for subjects or 
courses according to their need, interest and aptitude (NCERT 2005: 53). 

There has to be seamless facilitation from secondary to higher education 
if a student chooses to study vocational courses. From integrating vocational edu-
cation with general education in schools and colleges to continuously updating the 
curriculums to incorporate the latest trends will help students gain relevance in 
their training process (FICCI-KPMG 2014). 
 
 
3.2 Architecture of National Vocational Education Qualification Framework 

(NVEQF) 
 
Organisational unification of general and vocational education involves bringing 
academic and vocational study under a single NQF and creating suitable arrange-
ments for funding, administration, regulation and quality assurance. After several 
round of consultations with various stakeholders, a document containing the con-
ceptual framework for was developed which provided the outline for the major 
initiatives and actions to be taken for the implementation of NVEQF (IAMR 
2012). In 2012, the MHRD, Government of India launched the NVEQF, now sub-
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sumed in the NSQF7, to provide a common reference framework for linking vari-
ous vocational qualifications and setting common principles and guidelines for a 
nationally recognised qualification system and standards. The architecture of the 
NVEQF is given below. 
 

  Case 1 Case 2  
Level Certificate Equivalence Equivalence Certifying Body 

10 NCC 8 Degree Doctorate University and SSC 
9 NCC 7 

PG Diploma Master Degree 

University and SSC 
8 NCC 6 

University and SSC 

7 NCC 5 

Advanced Di-
ploma 

Bachelor De-
gree 

Board of Technical Educa-
tion 
University and SSC 

6 NCC 4 

4 NCC 2 Class XII Board of Technical Educa-
tion and SSC 
School Board and SSC 

3 NCC 1 Class XI 

2 NCWP 2 Grade X Grade X School Board and SSC 
1 NCWP 1 Grade IX Grade IX School Board and SSC 

RPL RPL 2 Grade VIII Grade VIII NIOS / State Open Schools 
and SSC 

RPL 1 Grade V Grade V NIOS / State Open Schools 
and SSC 

RPL: Recognition of Prior Knowledge; NCWP: National Certificate of Work 
Preparation; NCC: National Competency Certificate; SSC: Sector Skill Council; 
NIOS: National Institute of Open Schooling. 
 
Table 1: NSQF. Source: MHRD (2012) 
 
The NSQF organises qualifications according to a series of levels of knowledge, 
skills and aptitude. These levels are defined in terms of learning outcomes8, which 
the learner must possess regardless of whether they were acquired through formal, 
non-formal or informal learning. The key elements of the NSQF provide (i) na-
tional principles for recognising skill proficiency and competencies at different 
                                                           
7 The NVEQF was subsumed in NSQF after the notification of NSQF by the Ministry of Finance, 
Government of India on 27th December 2013. The NSQF has been developed by the Ministry of Labour 
and Employment (MoL&E) and the MHRD with the help of the India-EU Skill Development Project. 
8 The European NQFs are mainly connected through their emphasis on learning outcomes. The NQFs 
of a number of countries, like Austria, Belgium (french speaking community), Croatia, France, Hun-
gary, Iceland, Norway, Poland, Slovenia, Sweden and Turkey have supported implementation of learn-
ing outcomes. Outcome-referenced framework aims at incremental change in qualifications system and 
is driven by education and training system, whereas outcome-led framework is labour market driven 
and treats learning outcomes as an instrument for strictly linking education and training with occupa-
tional standards. 
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levels, leading to international equivalency; (ii) multiple entry and exit between 
vocational education, skill training, general education, technical education and job 
markets; (iii) progression pathways defined within skill qualifications framework, 
(iv) opportunities to promote lifelong learning and skill development, (v) partner-
ship with industry/employers; (vi) a transparent, accountable and credible mecha-
nism for skill development across various sectors; and (vii) increased potential for 
recognition of prior learning. 

Each level of the NSQF is described by a statement of learning outcomes 
in five domains, known as level descriptors. These five domains are (i) Process, 
(ii) Professional knowledge, (iii) Professional skills, (iv) Core skills and (v) Re-
sponsibility. The descriptors give broad, general, but meaningful indicators of the 
learning outcomes at each level. The descriptors can be used in a number of ways, 
including the following: 
 

a) To allocate levels to learning programmes and qualifications 
b) In validation and moderation of various qualifications and programmes 
c) As a basis for communication with learners and other users of qualifica-

tions 
d) As a guide for mapping progression routes within and across education 

and training sector 
e) By programme designers, when making entry requirements and recom-

mendations for programmes (Ministry of Finance 2013). 
 
 
3.3 Qualification Types 
 
The NSQF development has revealed that using only the level structure in the 
NSQF may not be able to provide effective classification of qualifications. Thus it 
was decided to identify and utilise some qualification types, in addition to the 
structure of levels. Qualification types will help to distinguish among qualifica-
tions which are at the same level but differ significantly in terms of their functions, 
learning outcomes, sizes and/or orientation. Most frameworks in European coun-
tries have been designed to be comprehensive, covering all levels and types of 
qualifications. The French NQF, for example, covers three main types of qualifi-
cations: (a) vocational/ professional certificates and diplomas awarded by French 
ministries in cooperation with social partners through Consultative Vocational 
Committees (CPC); (b) vocational qualifications certificates produced by sectors 
under the responsibility of social partners but where no CPC is in place; and (c) 
certificates delivered by Chambers, public or private institutions in their own name 
are registered on demand after the expertise, advice and fulfilment of strict quality 
criteria for inclusion in the NQF (Cedefop 2012b). 
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3.4 Expected Benefits of the National Skill Qualification Framework 
 
The NSQF is a nationally integrated education and competency based skills qual-
ifications framework that will provide for multiple pathways, horizontal as well as 
vertical, both within vocational education and vocational training and among vo-
cational education, vocational training, general education and technical education, 
thus linking one level of learning to another higher level. Individuals who obtain 
nationally recognised qualifications can be confident that the skills and knowledge 
they attain are recognised and valued across the country (maybe also internation-
ally) as the standards set out the education, training and assessment requirements 
for an organisation issuing qualifications which comply with the requirements of 
an accredited course. Under the NSQF, skills and employability of the youth will 
be enhanced through industry and demand driven vocational courses. The NSQF 
will improve the progression pathways between formal TVET programmes in 
schools and Industrial Training Institutes (ITIs), Polytechnics, Colleges of Engi-
neering and Higher Education Institutions more generally, leading to better em-
ployability. It will open up several entry and exit points between TVET and gen-
eral education and will facilitate movement between these sectors. The NSQF em-
phasizes industry participation, with a specific focus on creating opportunities for 
students who are unable to enter colleges and universities. The implications of this 
for vocational qualifications are that besides improving the relevance for the la-
bour market and enabling progression, qualifications can be made broad enough 
to accommodate the core skills that will allow learners to switch careers and pur-
sue personal interests. Standardised processes for qualification development, cur-
riculum development, training of teachers and trainers, assessment and quality as-
surance are being planned and implemented under the NSQF. 
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 Centrally Sponsored Scheme of Vocationalisation of Secondary and 
Higher Secondary Education under the National Vocational Education 
Qualification Framework (NSQF) 

 
A CSS of Vocationalisation of Secondary Education was introduced as a separate 
vocational stream at the +2 stage in 1988 (MHRD 1988) and revised in 1992-1993. 
According to an All India Evaluation Study carried out in 1995-1996, despite over 
10,000 schools offering vocational courses and catering to over 1 million students, 
only about 4.8% of all students were enrolled in the vocational stream, against a 
target of covering 25% of such students. Recognising the high demand for skills 
and the need to make VET relevant to the diversified skill needs of the students 
and employers, the MHRD launched the revised scheme in 2012 under the 
NVEQF. The objectives of the scheme are to (i) enhance the employability of 
youth through competency based modular vocational courses; (ii) to maintain the 
competitiveness through provisions of multi-entry and multi-exit learning oppor-
tunities and vertical mobility; (iii) to fill the gap between the educated and the 
employable; and (iv) to decrease pressure on academic higher education. The main 
aim of the scheme is to provide diverse opportunities to the students to acquire 
skills through occupation based vocational subjects offered along with the general 
education subjects. Vocationalisation of education in India is taking a new form 
with the implementation of revised CSS of Vocationalisation of Secondary and 
Higher Secondary Education, which aims to increase students’ employability 
through focus on generic or soft skills, especially at the lower levels of qualifica-
tions. 
 
 
4.1 Implementation of National Vocational Education Qualification 

Framework (National Skill Qualification Framework) Pilot Project in 
Haryana State 

 
Haryana is the first State to have implemented the CSS of Vocationalisation of 
Secondary and Higher Secondary Education under the NVEQF pilot project, 
launched by the MHRD on 3rd September 2012. To begin with, the Haryana State 
Government introduced four vocational subjects in Retail, Security, Automotive 
and Information Technology/ IT-enabled Service sectors in Class IX (NVEQF 
Level 1). 40 schools in 8 districts of Haryana introduced the vocational subjects 
under the CSS of Vocationalisation of Secondary and Higher Secondary Educa-
tion. In 2013-2014, the State Government introduced another 3 vocational subjects 
in Healthcare, Physical Education and Sports, and Beauty and Wellness sectors. 
Vocational pass-outs from Government Schools are being recruited by Indian in-
dustry multi-national companies in Information Technology-IT Enabled Services, 
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Automotive, Security and Retail sectors. The State/ Central Boards/ Councils of 
Secondary Education Board and SSC conduct assessment. Skill based assessment 
is conducted by the Sector Skill Councils under a continuous and comprehensive 
evaluation system. Written, oral and skill based tests, projects, and student portfo-
lios are being used to evaluate student’s progress. The success of the pilot can be 
gauged by the interests that the industries are showing to do school campus place-
ments drive to recruit vocational students. After the implementation of the NSQF 
pilot project at Haryana, other states have either introduced or are in the process 
of introducing the vocational subjects under the NSQF. 
 
 
 Public Private Partnerships under National Skill Qualification 

Framework 
 
In India, significant differences between public and private provision of VET in 
terms of enrolment rate, student-teacher ratio, duration of courses, standard of 
training, training fee, qualification and salary of teachers/trainers exists among the 
states and it has been a major concern for the Government. However, there has 
been a change over the years, with industry and industry associations playing a 
greater role at the national level in bringing about necessary awareness on the im-
portance of skill development and implementing the various strategies for skill 
development under NSQF. Countries, like Germany9, have very strong linkages 
with the industry for providing VET. Students are trained in a company for three 
to five days a week. The company is responsible for ensuring that students get the 
standard quantity and quality of training set down in the training descriptions for 
each trade. Participation in the ‘dual system’ of VET is voluntary, even sometimes 
firms that are qualified to offer apprenticeships do not do so, and employers are 
under no obligation to retain trainees upon completion of the dual programme. 
Social partnership is an explicit part of the system, where sector joint bodies as 
well as sector agreements are especially important, and at the local level, unions 
have influence through the work councils (Winterton 2000). Although the ‘dual 
system’ is generally considered to be exemplary and has been adopted by a number 
of countries like Austria, Switzerland, Denmark, the Netherland, and France, but 
over the years it is losing its popularity due to various reasons, which include (i) 

                                                           
9 Germany has three types of secondary schools viz., (i) the Gymnasium, offering a rigorous academic 
programme, (ii) the Hauptschule, leading to ‘part-time’ enrolment in upper secondary vocational 
schools (Berufsschule) combined with apprenticeship until the age of 18, and (iii) Realschule, leading 
to higher vocational schools. The dual system (duales Ausbildungssystem) of VET, which combines 
apprenticeship in a company and vocational education at a vocational school, is a successful model 
because every institution has close linkage with the concerned industry under a legal framework. 
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companies are highly specialised and are unable to train apprentices in all the areas 
of the courses, (ii) companies have to follow a large number of regulations for 
training apprentices, (iii) providing training to the apprentices is very expensive, 
(iv) many school graduates possess low level of education and are, therefore, not 
able to cope up with the requirements of the training at workplace, and (v) lack of 
lifelong learning opportunities for the students (Maclean and Wilson 2009). 

In India, the Public-Private Partnership (PPP) model, led by NSDC, 
which was established in 2009, is now driving the skill development activities in 
policy planning, infrastructure development, development of NOSs, training, as-
sessment and certification. NSDC has a mandate to skill 150 million people by 
2022 in 20 high growth sectors identified by the Government of India. It has 154 
training partners and 1,408 training centres. The NSDC constitutes SSCs, which 
define the NOS for the respective sector. SSCs are autonomous bodies, incorpo-
rated either as Societies under the Societies Registration Act, 1890 or a Section 25 
company under the Companies Act, 1956 with the objective of bringing about 
necessary connectivity between the education and training providers and industry 
for development of NOSs, curricula and courseware and conducting training and 
assessment of students/trainees. A total of 31 SSCs have been approved by the 
NSDC (table 2). SSCs are developing QPs for different job roles, which contain 
NOSs or competency standards. 
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Sector Name of Sector Skill Council 

Agriculture Agriculture Sector Skill Council 
Apparels Apparel, Made-ups and Home Furnishing Sector Skill 

Council 
Automotive Automotive Skills Development Council 
Aviation and Aerospace Aviation and Aerospace Sector Skill Council 
Beauty and Wellness Beauty and Wellness Sector Skill Council 
Banking, Financial Services and Insur-
ance 

Banking, Financial Services and Insurance Sector 
Skill Council of India 

Capital Goods Capital Goods Sector Skill Council 
Construction Construction Sector Skill Council 
Construction Equipment Earthmoving and Infrastructure Building Sector Skill 

Council 
Electronics and Hardware Electronic Sector Skill Council of India 
Food Processing Food Industry Capacity and Skill Initiative 
Gems and Jewellery Gems and Jewellery Skill Council of India 
Handicrafts Handicrafts Sector Skill Council 
Healthcare Healthcare Sector Skill Council 
Iron and Steel Iron and Steel Sector Skill Council 
Information Technology-IT enabled 
Services 

IT-ITeS Sector Skill Council 

Leather Leather Sector Skill Council 
Life Sciences Life Sciences Sector Skill Council 
Logistics Logistics Sector Skill Council 
Media Media and Entertainment Skills Council 
Mining Skill Council for Mining Sector 
Oil and Gas Hydro Carbon Sector Skill Council 
Plumbing Plumbing Skill Council of India 
Power Power Sector Skill Council 
Retail Retailers Association’s Skill Council of India 
Rubber Rubber Skill Development Council 
Security  Security Knowledge and Skill Development Council 
Sports  Sports, Physical Education, Fitness and Leisure Sec-

tor Skill Council 
Telecommunication Telecom Sector Skill Council of India  
Textiles and Handlooms Textiles and Handloom Sector Skill Council 
Tourism and Hospitality Tourism and Hospitality Sector Skill Council 

Table 2: Sector Skill Council of India. Source: NSDC (2014) 
 
The process of development of QPs and NOSs involves research and analysis, 
mapping to the level descriptors of the NSQF, and development of ‘performance 
criteria’. More than 700 QPs, with around 2,000 NOSs have been developed and 
the list is expanding. A Qualifications Registration Committee (QRC) finalises the 
QPs/NOSs by ascertaining whether the correct process, format and nomenclature 
have been adopted by the SSCs. Many countries, such as Australia, Canada, Chile, 
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Denmark, Japan, Malaysia, the Netherlands, New Zealand, Philippines, United 
Kingdom, and the United States have taken specific steps to develop occupational 
and training standards, and some are beginning to develop cross-national ap-
proaches and benchmark national standards to international requirements. The re-
sponse and the extent of involvement of industry and employers in India are yet to 
be studied. In UK, for example, few employers were interested either in enabling 
their employees to gain vocational qualifications or in using these qualifications 
for recruitment. As a result, the lead bodies were far from representatives and the 
NVQF became employment-led rather than employer-led and over dependent on 
consultants employed by the lead bodies to develop occupational standards 
(Young 2009). 

A National Skill Development Agency (NSDA) was set up in June 2013 
with the responsibility of coordinating and harmonizing skill development pro-
grammes under the NSQF. NSDA plans to achieve this through the National Skills 
Qualifications Committee (NSQC). 
 
 
 Learning Outcome Based Curriculum Packages 

 
A paradigm shift from input based education to learning outcome-oriented educa-
tion is taking place. One of the initiatives under the NSQF is to develop outcome-
oriented curricula and courseware with the involvement of professionals from in-
dustry and curriculum development experts. Learning outcomes are related to the 
level of the learning; indicate the intended gain in knowledge and skills that a 
student will achieve and should be capable of being assessed. 

Modular curricula, student workbooks, teachers’ handbooks and e-learn-
ing materials for school education under the NSQF are being developed by the 
Pandit Sunderlal Sharma Central Institute of Vocational Education (PSSCIVE), a 
constituent unit of National Council of Educational Research and Training 
(NCERT) which is under MHRD, Government of India. The competency based 
curriculum packages consisting of syllabus, student manual and e-learning mate-
rials are being developed for specific job role identified by the SSCs. Countries 
like Slovenia and Romania are developing occupational standards for all sectors 
based on job profiles created by sectoral committees. The content is aligned to the 
NOSs so as to address the specific skill needs of the job role. The information from 
occupational standards within a sector are being used to develop outcome-refer-
enced curricula for NSQF Level 1 and 2 for providing education and training in 
generic and basic technical or vocational skills. At NSQF Level 3 and 4, curricula 
aims to develop specific vocational or technical skill sets needed for a job role. 
Countries which have introduced outcome-oriented curricula include Belgium, 
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Finland, France, Hungary, Ireland, Lithuania, the Netherlands, Norway, Poland, 
Romania, Slovenia, Sweden and the United Kingdom, Austria, Belgium, Bulgaria, 
Croatia, Cyprus, the Czech Republic, Denmark, Estonia, Germany, Greece, Ice-
land, Latvia, Liechtenstein, Malta, Portugal, Slovakia, Spain and Turkey. Cedefop 
(2012a) research has shown how learning-outcomes approaches to curriculum de-
sign and implementation make curricula in initial VET more inclusive and more 
motivating for learners (e.g. in Lithuania, Malta, the Netherlands and Finland). 
 
 
 Further Education and Training under National Skill Qualification 

Framework 
 
Currently provisions for vocational progression to higher education in India are 
inadequate. Expressing concern over the limited provisions for higher vocational 
and applied learning, the Report of the Committee to Advise on Renovation and 
Rejuvenation of Higher Education inter alia states 
 

“(…) the vocational education sector is at present outside the purview of Universities and 
Colleges. The knowledge and skills covered by this sector have no linkages with institutions 
of higher education and research. Students who go for vocational and technical education 
after completing higher secondary education are deprived of any possibility of pursuing 
higher education after completing their vocational or technical training. Alienation of this 
sector can be overcome by bringing it under the purview of universities and by providing 
necessary accreditation to the courses available in polytechnics, industrial training institu-
tions, and so on. In the context of the rural economy and livelihoods, certain institutions 
and programmes have attempted to provide opportunities for further education after the 
higher secondary stage. They also need to be brought under the purview of the university 
system. Such inclusion will create the possibility of addressing long neglected issues of so-
cial justice and inequity arising out of the hierarchical social order and entrenched rural-
urban disparities. The reason why vocational education has remained under developed and 
continues to be perceived as a last option is because it is largely the poor, who either cannot 
afford academic education or who pass out of poorly equipped and uninspiring schools with 
low marks. This kind of stigmatization of vocational education, as a last resort and essen-
tially for the poorer sections of society, needs to be overcome for speedy development of the 
skills necessary in the present phase of India's economic development. The setting up of a 
Skill Development Council at the Central level is a positive step in this direction. Further 
growth will greatly depend on the guidance and leadership that universities will be able to 
provide for institutions of vocational and technical education, once they are brought into 
the domain an all-encompassing system of higher education. Additionally the barriers to 
entry into universities for students going through vocational training should be lowered to 
enable them to upgrade their knowledge base at any stage of their careers.” (MHRD 2009) 

 
A major responsibility of the education and training system is to help individuals 
learn throughout their life. Individuals are interested to continue their studies 
through flexible pathways and acquire qualifications that should not constrain 
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them in pursuing their personal or occupational interests. Countries, such as 
France, Hungary, Netherlands, Spain, Greece, Turkey, Poland, Czech Republic 
have introduced modular system to make VET flexible and credit based. Provi-
sions have been made for full-time and part-time vocational studies for progres-
sion of vocational students from one level to another through a wide range of 
higher learning programmes and modes of study which could be undertaken along-
side or as part of the work. Factors that need to be considered while making ar-
rangements for lifelong learning include aspirations and vocational interests of 
learners, cognitive ability, family’s socio-economic support, social and religious 
prohibitions, gender inhibitions, and policy and legal issues. Systems need to be 
developed to provide clearer and transparent links to the programmes, crediting of 
qualifications, recognition of credits gained through programmes, and recognition 
of learner’s achievements based on the identified sets of learning outcomes of 
module, unit or qualification. For VET to be an attractive learning option, young 
VET graduates should experience smooth transitions not only to the labour market 
but also if they wish to further learning opportunities. This is particularly im-
portant in countries where VET suffers from poor parity of esteem with general 
education (Cedefop 2013). 

The NSQF has made provision for a system that would permit vocational 
pass-outs from schools, ITIs and Polytechnics to gain entry into higher education 
programmes in vocational/technical/general education courses, including degree 
level courses, such as Bachelor of Vocational Education (B. Voc.), notified by the 
University Grants Commission (UGC). 127 colleges and universities are introduc-
ing a three-year employability linked B. Voc. degree programme from 2014-2015. 
At the higher education level, programmes are being redesigned to incorporate a 
more vocationally-oriented content for providing opportunities for internships and 
work-based learning (see chapter 6). 

After completing NSQF Level 4, students have the option to enter the 
degree courses of general education, such as Bachelor of Commerce (B. Com.), 
Bachelor of Science (B.Sc.), Bachelor of Arts (B.A.), etc. or they can pursue B. 
Voc. In order to provide a link between the 12th Grade certificate course and Uni-
versity degrees, the UGC has also approved 98 Community Colleges, which will 
offer skill-based courses from 2014-2015. The community colleges will be an ex-
tension of existing colleges in rural and tribal areas and will function in collabora-
tion with the industry. They will offer six months, one year and two-year of cer-
tificate, diploma and advanced diploma courses, respectively. These courses will 
be taught by regular and guest faculty from the industry. The curricula will be 
prepared by universities and the UGC will monitor the infrastructure of these col-
leges. Courses in automotive engineering, retail management, food processing, 
banking, insurance, horticulture, healthcare, cast iron foundry, hospitality and 
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tourism, information technology, etc. are being offered through the Community 
Colleges. 

In the United States, Community Colleges offer technical training and 
skill-oriented programmes in a wide variety of disciplines. They are also called 
technical colleges or junior colleges and award an Associate’s degree on comple-
tion of two years of undergraduate study. They also offer certificate programmes 
for shorter durations. Students can join a Community College on completion of 
12th Grade or at any time in their careers for re-training or re-skilling in a com-
pletely new area. On obtaining an Associate degree, a student is ready for employ-
ment and does not require a four-year undergraduate degree. Alternately, students 
can transfer credits to a university or college to undertake two additional years of 
study in order to obtain a Bachelor’s degree. Most Community Colleges have 
agreements with universities and colleges in the immediate vicinity or within the 
state, which makes the transfer of credits easier. Admission criteria in Community 
Colleges are generally less stringent when compared to the four-year universities 
and colleges. 

In United Kingdom, foundation degrees address skill needs at higher 
technician and associate professional levels; they are vocational higher education 
providing specialist knowledge and employability skills needed by employers. 
They are also a major progression route for young people who have followed an 
apprenticeship or other work based routes (Lasonen and Gorden 2008). In coun-
tries like France, Cyprus, Czech Republic, Iceland, the Netherlands, United King-
dom, progression from VET courses into higher education is well established 
(ibid). In 2009, 30.7% of EU VET graduates (age 18 to 24) were participating in 
further education and training, which is considerably lower than the EU figure 
among general education graduates (74.8%). The highest participation in further 
education and training among IVET graduates was found in Denmark (58.2%) and 
Slovenia (56.9%). The lowest shares were found in Estonia, Ireland, Greece and 
Cyprus (where VET also registers relatively low enrolment rates) as well as in 
Germany (where instead VET is associated with high employment rates). The rate 
in Turkey (35.6%) is higher than the EU average while the rate in Switzerland 
(25.3%) is less than the EU average. 
 
 
 Recognition of Prior Learning 

 
The processes of prior learning are complementary to every qualifications system 
that aims to promote an approach to lifelong learning. Within the scope of lifelong 
learning, learning is considered as a process, which continues, in the formal, non-
formal and informal learning environments at every level of education system, 
including the higher education system. The processes of Recognition of Prior 
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Learning (RPL) ensure that the knowledge, skills and competences acquired in 
non-formal and informal learning are described and recognised. In India, RPL is 
expected to provide the following possibilities: 
 

 Access to assessment and evaluation of competencies 
 Access to education and training programmes 
 Credit accumulation and transfer 
 Exemptions to a part of study programme 
 Certification of units 
 Recognition of qualifications 

The following groups and individuals could be the beneficiaries of RPL: 
 

 Students who dropout at different stages of education and they do not 
have the necessary general education and skills for gaining employment 
in the industry. As per 66th NSSO round (2009-2010), the general educa-
tion level of over 50% of India’s labour force in the age group of 15-59 
remains extremely low. Of the total labour force of 431 million on basis, 
about 29% are not even literate and another about 24% were having edu-
cation up to primary level. Of the balance, about 29% had education level 
up to secondary which included 17.6% with middle level education. Only 
about 17% have higher levels of education (including higher secondary, 
diploma/certificate, graduates and higher than graduation) (Planning 
Commission 2012). 

 People who are working in the unorganised sector for decades but their 
competencies have not been recognised as they have not undergone for-
mal VET. The NSSO 66th round estimates that in the working age pop-
ulation (i.e. age group of 15-59), only 3% have received formal voca-
tional training and 5% non-formal training. Of this 5%, 2% received 
training from hereditary profession (informal training), 1% through self-
learning and the rest 2% from on-job training (NSSO 2013). It is esti-
mated that by 2022, India will have the maximum number of working age 
(between 15 to 59) population in the world who could contribute to the 
economic growth of nation (Census 2011; FICCI-KPMG 2014). 

 Individuals who have undergone VET, but their certificates hold no value 
or they have very limited options for personal or career development. Ac-
cording to the NSSO, VET has been helpful to about 44% of the trainees 
in securing salaried or wage employment and for nearly 16% of trainees, 
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the VET was helpful in self-employment. However, the training was re-
ported to be not so useful to about 29% of the participants (NSSO 2013) 
(see chapter 12). 

The Skill Development Initiative (SDI) scheme of Ministry of Labour and Em-
ployment (MoL&E) attempts to recognise and certify the skills of skilled workers. 
For example, the Ministry of Tourism runs the Skill Testing and Certification pro-
gramme wherein candidates can get their skills assessed and get the certificate. 
Skills recognition and certification initiatives in the informal economy through 
RPL processes will provide an important pathway for the 90% of Indians who 
work in the unorganised sector (NCEUS 2009). 

India’s NSQF supports the processes regarding the recognition of prior 
learning. The concerned processes help clarify the meaning of the qualifications 
and make visible the learning outcomes that are necessary in order to achieve the 
qualifications. Given the low levels of general education in the population, the 
NSQF has organised RPL into learning 1 and RPL 2, leading into Levels 1 to 10. 
The NSQC will develop the principles and guidelines for RPL. Following the pub-
lication of the principles of RPL designated institutions and bodes will be respon-
sible for publishing the procedures for implementing these principles. 

The major challenges in the implementation of RPL in India include the 
following: (i) developing an understanding among the people working in the un-
organised sector about the benefits of RPL; (ii) developing a mechanism of parity 
between the learning achievements gained through the validation of prior learning 
with the achievements gained through a variety of educational routes; (iii) prepar-
ing people to be responsible for their own learning and opting for courses under 
the NSQF; (iv) producing a common RPL referencing framework across 
knowledge and skills, especially for those who lack literacy and numeracy skills; 
and (v) developing a management structure to coordinate and regulate quality as-
sured assessment and certification mechanism. A Skill Assessment Matrix for Vo-
cational Advancement of Youth (SAMAVAY) which allows for vertical and lat-
eral mobility within the vocational education system and between the current ed-
ucation systems was launched by the MHRD on 11th November 2014. The frame-
work defines the rules for credit allotment under the NSQF. This will facilitate 
multiple entry and exit pathways with the credits earned and recognised for ex-
emptions. 

The National Institute for Open Schooling (NIOS), which offers distance 
learning courses for out-of-school youth and adults, could play a major role in 
offering bridge or foundation courses for seamless progression of learners from 
one level to another. As a step forward, a framework for RPL has been prepared 
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by the NIOS (NIOS 2013). The NIOS will be instrumental in conducting assess-
ment through RPL at both the lowest levels and at community colleges and poly-
technics, the latter offering qualifications such as associate diplomas (MHRD 
2012). The NIOS is developing the guidelines for establishing the system of RPL. 
Learners will have to provide evidence to support their prior learning claim that 
they have the required knowledge and skills outside the learning path if they ex-
pect the VET provider to waive off some credits. However, the process of skills 
recognition in the informal economy will need to be accompanied by provision of 
infrastructure which is affordable, reliable and efficient. There will be challenges 
in identifying skill sets, documenting those skills, communicating to the potential 
candidates, as well as administering the process. Methods will need to be estab-
lished, such as portfolio review, written/oral exams, and demonstrations. An open 
examination system under the NSQF with relevant academic and skill standards 
would have to be created for skill recognition and certification, so that it benefits 
all those people who have acquired their knowledge and skills outside the educa-
tion system and wish to become life-long learners (see chapter 12). 
 
 
 The Way Forward Potential Areas of Improvement in National Skill 

Qualification Framework 
 
The Government of India has initiated the process of revising the NPSD 2009 to 
give necessary impetus to the skill development and entrepreneurship develop-
ment programmes. 
 
 
9.1 Education and Training System 
 
The NSQF and RPL may consider the following potential areas of improvement 
related to the education and training system: 
 

a) Quality and quality assurance 
b) Teacher’s qualifications 
c) Gender and geographical differences 
d) Transparency and recognition in individuals' qualifications and mobility 
e) Educational levels of working age population 
f) Stakeholder cooperation 

 
The priorities of the government with the NSQF are to make qualifications uni-
form and comparable and do away with the differences in course content, entry 
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requirement, duration of vocational courses, and the quality of education and train-
ing across institutions and States/UTs, rendering in the development of competen-
cies useful for wage or self-employment. For example, currently in the plumbing 
sector, the duration for the ‘Certificate’ course in Plumbing/ Sanitary Hardware 
Fitter/Plumber through the face-to-face mode is 2 years, 1 year, 6 months and 4 
months and the entry requirements range from 12th Grade fail to 10th Grade pass. 
The ‘Certificate’ course in Plumbing/Plumber is offered for duration of 1 year, 6 
months and 3 months through the open learning system and the entry requirement 
ranges from 10th Grade to 12th Grade or pass-out from ITIs. The Diploma pro-
gramme in Plumbing offered through the open learning system is also of 1 year 
duration and the entry requirement is 10th Grade pass or those who have completed 
15 years of age (these candidates will have to clear the Bachelor Preparatory Pro-
gramme) (Mehrotra 2008). Also, according to the NSSO survey report, VET is not 
relevant for gaining employment or self-employment. Only 44% of the trainees 
said the training helped them in securing salaried or wage employment and for 
nearly 16% of trainees, the VET was helpful in self-employment. However, the 
training was reported to be not so useful to about 29% of the participants (NSSO 
2013). The current VET system and infrastructure does not have the capacity to 
responds to the sector’s wide-ranging and changing skill needs. 

In order to rectify the problem of differences in content, entry require-
ment and duration, the NSQF has been put in place to ensure that the workforce 
get quality VET opportunities through a uniform system of skill standards set by 
employers. Such a quality assurance system would be the key factor in the success 
of VET and also a way out of the problem of current levels of unemployment 
(being around 46 million, it is likely to grow to anywhere between 50-60 million 
in the next 8-10 years). As per 12th Five Year Plan projections, about 25 million 
new entrants would join the labour force in the next five years (Government of 
India 2013). 

Vocational teachers will have to be trained on ‘student-centred’ teaching 
methods which should also include use of simulated and e-learning materials, role 
play, small group work, discussion, debate, problem solving, cognitive apprentice-
ships, modelling, and a host of other teaching practices that reverberates the con-
structivist approach to teaching-learning (Mehrotra 2014b) (see chapter 9). The 
pre-service and in-service teacher training programmes in India are inherently bi-
ased towards meeting the demand of academic education and uses traditional 
teaching methods and techniques for training teachers. Massive Open Online 
Courses (MOOCs) model should be used to train teachers and students on soft or 
generic skills. Online aptitude tests should be utilized to provide opportunities to 
students to select the courses based on his/her aptitude and interest. Video based 
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content can help in supplementing learning. In a joint initiative, the Skill Devel-
opment Network (SDN) of Wadhwani Foundation and PSSCIVE developed e-
learning modules for General Duty Assistant and IT-Helpdesk Assistant, which 
are based on the learning outcome, based curricula developed by PSSCIVE for the 
two job roles. The National Mission for Education through Information and Com-
munication Technology (NMEICT) can play an important role in providing high 
quality, curriculum-based interactive content for all vocational subjects and host 
them on the Learning Management System platform in open access. 

The 12th Five Year Plan (2012-2017) aims at improving the outreach of 
the skill development, both quantitatively and qualitatively to bridge the divides, 
namely spatial, sectoral, regional and gender and so on. It also advocates the de-
velopment of NSQF, incorporating the standards developed by SSCs, and have in 
place a regulatory framework to oversee the functioning and accountability of 
SSCs. Use of ICT and Mobile Vans for expanding outreach is one of the measures 
suggested in 12th FYP. A rural broadband initiative of the Ministry of Communi-
cations and Information Technology, Government of India proposes to connect 
50,000 panchayats using high capacity broadband connectivity and providing con-
tent for skill development. Citizen Service Centres are being set up to deliver skill 
development through information technology. 

In order to reap the benefits of demographic dividend, there is a need to 
enhance the capacity of the institutions, promote PPP models, adopt innovative 
and flexible training delivery modes, and offer a wide variety of vocational sub-
jects/courses to attract the learners to VET. All regulatory/awarding institutions 
(e.g. University Grants Commission, All India Council for Technical Education, 
National Council for Vocational Training, Technical and School Boards, etc.) will 
have to define their entry and exit competencies and qualifications in terms of 
NSQF levels so that provision for vertical progression in both general and voca-
tional education would be strengthened and vocational pass-outs are able to gain 
entry into respective portals of higher education in the vocational/ technical/ gen-
eral education courses, including degree level courses (Ministry of Finance 2013). 
Vocational courses should not prove to be dead ends and articulation arrangements 
should be made for initial and continuing VET. Entrepreneurship education should 
be integrated at various levels in all subjects. Developing uniform and structured 
pathway for students taking vocational subjects in secondary and higher secondary 
education would be the key to the success of vocational education programmes. 

Understanding of the benefits and operational aspects of NSQF amongst 
the various stakeholders implementing the skill development programmes is im-
portant. A clear understanding of what NSQF is (for example, it is a bridging de-
vice between different sectors or levels of education and training) and what it does 
(for example, it is a quality assurance mechanism which would also lead to greater 
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transparency in education and training sector) would help in greater participation 
of people and effective implementation of skill development programmes under 
NSQF. The joint effort and the consensus of relevant and visible leaders compris-
ing employers, workers, educators and government officials will be the single 
most important factor for the success of skilling Indian youth under the NSQF 
(Singh 2012). 
 
 
9.2 The Labour Market 
 
Indian government policies on education and employment aim at training young 
and working individuals to achieve qualifications required by the labour market 
so that current and future requirements of economic development can be met. 
Compared to the growing population and particularly the growth of new entrants 
into the labour market, the numbers of VET places are disproportionately low. 
Dual forms of learning are now used more effectively in vocational secondary ed-
ucation whereby the link between education and labour market is strengthened 
(see chapter 8). 

The NSQF implementation may consider the following potential areas of 
improvement related to the labour market: 
 

a) Alignment of labour market needs with the qualifications available; 
b) New qualifications to be developed in line with the emerging needs; 
c) Arrangement for greater funding and credit facilities for students opting 

for VET. Indian Banks’ Association has launched a Model Loan Scheme 
for providing loans from INR 20,000 up to 150,000 for skill development 
training programmes of various durations. A Credit Guarantee Funds 
Scheme for skill development to provide a guarantee against default in 
repayment of education loans extended by lending institutions has also 
been launched; 

d) Participation of employers in financing of vocational education. Under 
the new Companies Act 2013, vide section 135 of the Act, 2% spending 
on Corporate Social Responsibility (CSR) is mandated out of the average 
net profit made by the company during every block of three years which 
would cover activities like employment enhancing vocational skills; 

e) Recognition of learning at the workplace and improvement of vocational 
training; 

f) An online national register of the persons skilled and their current en-
gagement should be established at the national level for providing a na-
tional database to employers and other stakeholders. This should be in 
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addition to the register of qualifications which contains all qualifications 
approved and available and updated regularly; 

g) Greater interaction between industry, academia, skill providers to narrow 
the gap between demand and supply of skilled manpower, improvement 
in quality of training by focusing on training of trainers, promotion of 
PPP in skill development and an outcome based approach to training, 
which ensures that the employability created is manifested in measurable 
and tangible wage or self-employment of trainees; 

h) New qualifications need to be developed along emerging needs; 
i) Active labour market participation in vocational education decision mak-

ing; 
j) Expanding the coverage of vocational courses under the NSQF by 

amending the Apprentices Act, 1961 and the relevant rules to cover small, 
medium and large enterprises; and 

k) Review of labour laws for facilitating the hiring of short term interns and 
trainees. 

 
There are 21 Central Ministries who are funding skill development programmes 
under various schemes through specialised institutions and training centres. State 
Skill Development Missions (SDM) has been set up by various states to work out 
an integrated strategy for skill development and enhancing the employability of 
youth in the state. A coordinated action is needed to bring about policy coherence 
and improvement in quality of various schemes, including ‘Hunar Se Rozgar’ 
scheme implemented by the Ministry of Tourism, Entrepreneurship Skill Devel-
opment Programmes of Ministry of Micro, Small and Medium Enterprises, 
‘Ajeevika’ (Livelihood) scheme of Ministry of Rural Development, Integrated 
Skill Development Scheme of Ministry of Textile, Support to Training and Em-
ployment Programme (STEP) for women implemented by the Ministry of Women 
and Child Development, Community Development Programme of MHRD, 
‘Seekho Aur Kamao’ (Learn and Earn) scheme of the Ministry of Minority Affairs, 
skill development programmes for Persons with Disabilities of Ministry of Social 
Justice and Empowerment and STAR Scheme of Ministry of Finance. The Minis-
try of Skill Development and Entrepreneurship (MoSD&E) formed in June 2014 
has an overwhelming task of coordinating with the various Central and State gov-
ernment departments, academic institutions, TVET institutions and regulators for 
taking a variety of skill development schemes and programmes forward and align-
ing them with the NSQF. 
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 Abstract 

 
Lack of technical and interpersonal skills in Indian engineering graduates remains 
one of the major reasons for low employability of young technical graduates and 
hence it has become a constraint to the growth of the Indian economy. 60% of the 
country’s population will be in the working age group by 2020 and India has a 
very good opportunity to take advantage of its demographic dividend. But without 
a clear educational and competency building road map, it could also turn against 
it leading to large levels of unemployment amongst the fresh graduates. The Gov-
ernment’s target to skill and employ 500 million people by 2022 shows the ur-
gency of the situation, but it will require a well-defined strategy and effective ex-
ecution by collaboration between industry, academia, professional institutions and 
government to achieve the vision of employment for everyone. This study devel-
ops a model for enhancing the employability of graduates, specifically of engi-
neering graduates, by examining the following aspects in context of the Indian 
Information Technology (IT) Industry: 
 

1. What are the key factors that have led to a decline in employability of 
engineering graduates in India? 

2. What have been the key initiatives taken by the Indian IT industry which 
have helped the industry to grow for the last two decades in spite of the 
low level of technical knowledge and employability of Indian graduates? 

3. What are the initiatives taken by the Indian Government, Indian academic 
institutes, industrial associations, National Skill Development Corpora-
tion (NSDC) and private software training centres to overcome the prob-
lems of competence and employability of graduates in the Indian IT In-
dustry? 
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Based on extensive studies of the Indian IT industry (Agrawal and Rao 2002; 
Agrawal and Thite 2006; Agrawal, Khatri and Srinivasan 2012), the authors con-
clude that technical competencies and soft skills are very important for an engi-
neering graduate aspiring to work in the Indian software service industry. The 
findings suggest that the Indian IT industry to a large extent has been able to over-
come these challenges by on-the-job training and by effective collaboration be-
tween multiple stakeholders interested in the growth of the Indian IT industry. The 
authors suggest that similar strategies and interventions have to be used in other 
sectors to enhance the employability of young graduates. Various agencies need 
to ensure that the young graduates are facilitated to acquire finishing school train-
ing before they join an industry. The industry and organisations need to work in 
collaboration with the government agencies for providing finishing skills training 
on a large scale. In addition, technical institutions should actively work in collab-
oration with industry leaders to learn about emerging challenges in the context of 
new technologies and new markets with which Indian organisations have been 
working after liberalization of the Indian economy. The newly constituted NSDC 
is expected to play a major role in improving the linkages between Indian indus-
tries, academic institutions and private training agencies by defining the skills re-
quirements, skill assessments and creating opportunities of superior learning for 
the young graduates (see chapter 13). 
 
 
 Introduction 

 
The abundance of capable, flexible and qualified human capital has gradually led 
to India evolving as a knowledge-based economy. However, India needs to further 
build up and empower the human capital to ensure its global competiveness. With 
the opening up of the economy and rise in exports, enhancing the productivity of 
the workforce is a major challenge for many corporations in India. Further, as the 
Indian economy grows, a large number of skilled persons would be required to 
sustain its growth (Chenoy 2012). 

The Indian economy grew at an impressive rate of about 7% on an aver-
age over the five year period 2005-2009, including the year of the enormous fi-
nancial crisis in 2009. However, the shortage of skills has been one of the major 
limitations in most industries in India (World Bank 2008; Aurora and Dhingra 
2009). Both manufacturing and service sectors are in difficult situations due to 
unmet demand for skills. According to National Association of Software and Ser-
vices Companies (NASSCOM) (NASSCOM and McKinsey 2005), only 25% of 
the engineering graduates are employable by a multinational company. The rest 
would have to go through rigorous training before companies could effectively 
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employ them. Many employers link this lack of skills to the shortcomings in the 
education system. The higher education system has somehow responded to the 
rising demand for engineers by massively expanding the supply of engineers by 
increasing the number of seats available for engineering education by about 800% 
during the period 1998 to 2008 (GoI 2008). Gautam, Chopra, Jha and Singh (2010) 
observed that this quantitative expansion led to an average decline in the quality 
of the students being enrolled, the quality of teaching and learning and the quality 
of graduating engineers. 

A World Bank Report (2000) on Indian scientific and technical man-
power development observed that the scientific and technical manpower develop-
ment in India has been highly theory focused rather than practice-oriented. The 
technical institutions in India have not kept pace with the development in 
knowledge and technology and do not ensure that graduating students are ready to 
work as professional engineers in the industry. And hence, the task of making ed-
ucated technical manpower productive at the earliest after graduating has yet to be 
realised by a large number of technical institutes. 

Given the lack of readiness of technical graduates, one would expect or-
ganisations to invest in a big way in ‘in-service’ training. But the World Bank 
Report (World Bank 2008) on India Country Strategy for the Year 2009–12 ob-
served that ‘in-service’ training would be received by only 15% of workers in the 
Indian manufacturing sector, which is far below what is observed in many other 
countries. Inadequate availability of training capacity is one of the main reasons 
for a comparatively small percentage of Indian manufacturing workers being 
planned to be trained. An International Labour Organisation Report (2011) ob-
serves that 80% of the fresh entrants to work force in India do not get any kind of 
skill training (see chapter 5). 

By the year 2022, about 700 million Indians are estimated to be of work-
ing age and about 500 million will require some kind of vocational or skill devel-
opment training. The government has identified ten sectors each in manufacturing 
and service sectors with high growth potential for providing employment. The to-
tal estimated requirement of skilled work force by 2022 will be about 300 million 
(GoI 2009). 

In the following section we discuss the case study of the Indian IT/Infor-
mation Technology Enabled Service (IT/ITeS) industry, as it employs the biggest 
share of the 600 thousand engineering graduates that India produces every year 
and has been able to show a consistent growth despite all the problems related with 
engineering education discussed earlier in the paper. We examine the various ini-
tiatives taken by NASSCOM, Indian academic institutes, the Indian Government 
and the government agencies to overcome the problems and challenges faced. 
Based on our findings from the case study, we develop a model to show the ways 
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of enhancing the employability of fresh Indian graduates in other industries and 
the service sectors. 
 
 
 Indian Information Technology/Information Technology Enabled 

Service Industry: Growth and Challenges 
 
The Indian IT/ITeS industry has become an integral and an important part of the 
Indian Economy because of its size in terms of revenue, profitability, foreign ex-
change earnings, number of people directly and indirectly working with the indus-
try and its cumulative rate of growth. The estimated revenue of the Indian IT in-
dustry is about 7.5% of India’s GDP, about 25% of Indian export and 11% of total 
services revenue (NASSCOM 2012). The total direct employment in the industry 
till 2013 has been about three million while the indirect job creation has been es-
timated at almost nine million. India’s share in the global outsourcing market rose 
to 58% in 2011 from 51% in 2009. India's IT and Business Process Outsourcing 
(BPO) sector exports are expected to grow by 12 to 14% in 2013-14 and touch 84 
to 87 billion US Dollars, according to NASSCOM (2012). The growth till date of 
the Indian software industry has been mainly due to its cost competitiveness and 
the availability of a large pool of engineering graduates. 

During the last 20 years, many of the problems related with employability 
of young graduates, were also experienced by the Indian IT industry. However, 
the IT industry and the stakeholders interested in the growth of the Indian IT in-
dustry such as academic institutions, the Indian Government and its agencies, 
NASSCOM and private training centres have taken a number of initiatives to en-
hance the supply of employable fresh graduates. In the following sections, we dis-
cuss some of the major problems faced by the Indian IT industry and initiatives 
taken by the Indian IT Industry and its stakeholders to overcome those problems. 
Based on the learning from the case study of Indian IT/ITeS industry for enhancing 
employability of young graduates, we develop a model for enhancing the employ-
ability of young graduates. The industries in manufacturing and service sectors 
can examine the possibilities of using the model for enhancing the employability 
of fresh manpower they aspire to recruit for sustaining their growth. 
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 Information Technology/Information Technology Enabled Service 
Human Resource Challenges and Initiatives to Overcome Them 

 
4.1 Shortage of Qualified Workers 
 
The Indian IT industry has been mostly recruiting engineering graduates because 
of the perceived notion that engineers because of their superior analytical skills 
and learning capabilities can do a better job of software development (Gokuldas 
2010). Since the Indian IT industry has been growing almost for two decades start-
ing from 1991 at 30 to 40% cumulative growth rate, the industry has been recruit-
ing fresh engineering graduates irrespective of their engineering discipline. Large 
IT companies such as Infosys and TCS provide three to six months technical train-
ing to fresh engineering graduates about industry practices (see chapter (chapter 8 
and 11). The training curriculum focuses on software skills and on project man-
agement basics. In addition, some inputs related to soft skills are also covered as 
a part of the training programme. 
 
 
4.2 Increasing Cost of Manpower and Training 
 
Low manpower cost and abundant supply of trained manpower have been factors 
contributing to the growth of Indian IT industry in the initial years. However, the 
rapid growth of the Indian IT industry led to increase in manpower cost and com-
panies have been finding it difficult to put a very large pool of fresh manpower 
through long duration programmes. In addition, training cost has also increased 
significantly in the last decade. In addition, since the Indian IT companies have 
been diversifying their market and customer portfolios across new geographies 
and new domains, senior managers also needed to be trained in domain competen-
cies, business management skills and cross-cultural intelligence. 

Indian IT companies have been adopting new and innovative way to re-
duce the training costs and simultaneously increase the number of trained software 
professionals. Classroom training is substantially replaced by e-learning including 
learning through mobile applications. Companies are partnering with vendors who 
train freshers even before they are hired. Organisations such as HCL are moving 
towards providing ‘just-in-time’ training for roles being given to employees. The 
focus is on substantially reducing classroom training time and the cost of training. 
Mindtree, a software company which delivered 90% of its training through class-
rooms till a few years ago, has brought down the classroom training to 40%, with 
60% online training. It has helped Mindtree to slash training costs by a third and 
has helped the organisation to enhance the number of people being trained by 
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them. Harvard Business School courses being very expensive were reserved only 
for senior managers. Since now these courses are available online at a much lower 
cost, even middle managers are nominated for these management programmes. 
 
 
4.3 Lack of Soft Skills 
 
The results of a survey (Viswanadhan 2005) indicated that new engineers perform 
only at an average level in the area of ‘knowledge of technology’ and ‘technical 
skills’, below average in ‘behavioural skills’ and just satisfactory in ‘managerial 
skills’. It has been found that students’ performance in terms of soft skills has a 
considerable significance in ensuring the employability of engineering graduates 
in campus recruitment drives (Gokuladas 2010). Soft skills are behaviours which 
can be learned through training and application (Rani 2010). The IT industry lays 
great emphasis on the fact that graduates destined for a corporate career need to 
acquire a certain level of proficiency in written as well as oral communication 
skills, team building, leadership and time management. Doke and Williams (1999) 
found that computer programming knowledge and skill becomes less important as 
the career of an IT professional progresses. 

Many IT companies have introduced soft skill training for their fresh re-
cruits along with the regular technical training. For example, the ‘Global Educa-
tion Center’ of Infosys delivers soft skills and leadership training for fresh gradu-
ates as well as for senior and middle level managers. As a part of the soft skills 
module, the training is imparted on global etiquettes, comportment, importance of 
body language, public speaking, improving interpersonal communication and 
team-building. Experiential training methods such as case studies, games and role-
plays are extensively used to enhance the effectiveness of soft skills and leadership 
training. 
 
 
4.4 Delivering Current Technology and Practice oriented Curriculum 
 
Indian university systems being rooted in strong bureaucracy do not facilitate con-
tinuous up gradation of curriculum in line with the need of the Indian IT industry. 
Hence, the fresh graduates from university systems do not have the latest 
knowledge and need to be trained by the employing organisations. For resolving 
this problem, many IT companies have started sharing current technical 
knowledge and industry work practices with the academic institutes. IT companies 
have also started academic programmes to train their employees in collaboration 
with the academic institutes (see chapter 8). Wipro and Cognizant Technology 
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have started sandwiched academic programmes in collaboration with reputed ac-
ademic institutes. Wipro has started an academy of its own known as Wipro Acad-
emy of Software Excellence (WASE) to train and create its own software profes-
sionals. It offers a four year sandwiched postgraduate programme in collaboration 
with a well-known engineering institute, namely Birla Institute of Technology and 
Science (BITS), Pilani. The programme is meant for fresh science graduates with 
specializations in Physics, Mathematics, Computer Science or Electronics. The 
applicants should have less than one year of experience. The programme consists 
of alternate modules of classroom inputs by BITS faculty and on-the-job training 
in different divisions of Wipro. Further, some software companies also offer em-
ployment to computer science and IT teachers during summer vacation. This 
scheme provides an opportunity for university teachers to work for about three 
months per year in software and IT companies. Three months is a reasonably long 
period for university teachers to update themselves with what is current in the in-
dustry (Agrawal and Rao 2002). 

Many multinational companies have formed partnership with academic 
institutions on specific initiatives such as faculty development, internships for stu-
dents and curriculum revision workshops. For example Coimbatore-based 
Karunya University and Novell Inc., a multinational software and services com-
pany headquartered in Provo, Utah recently collaborated with each other under 
which the University is offering a Master of Technology (M. Tech.) programme 
in IT. A team of professionals from Novell have trained 15 Karunya faculty mem-
bers on 'train the trainer programme'. They have also set up the Novell Center of 
Excellence on the campus to support lab experiments of post-graduate students. 
As part of the agreement, Karunya University is an authorized Novell Practicum 
Center where students can write certificate examinations and become Novell cer-
tified professionals after finishing their course (Rege 2014). 
 
 
4.5 Shortage of Faculty 
 
The phenomenal growth of engineering institutes in India has led to substantial 
shortages of faculty. Even the national institutes of technology such as Indian In-
stitutes of Technology (IITs) and Indian Institutes of Information Technology 
(IIITs) have been experiencing shortage of faculty. Due to substantial differences 
in pay and other facilities being offered by academic institutions and software 
companies, academic institutions are not able to attract and retain bright software 
professionals as teachers. Students from IITs and other better colleges have been 
getting jobs with excellent salaries in software organisations. As a consequence, 
registration for post-graduate and doctoral programmes was extremely poor in the 
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last decade even in the IITs. A few students who aspired to study advanced courses 
in IT and software related fields preferred to study in US universities rather than 
in Indian universities. Apparently, many of them prefer to settle in USA after com-
pleting their post-graduation or doctoral programmes. As a consequence, the sup-
ply of professionals with high qualifications in software related fields was very 
meagre in the last decade. This in turn has affected the availability of professionals 
who could join teaching professions in national institutes and corporate and private 
training centres (see chapter 9). 

Viewing this, some software organisations have adopted colleges in their 
vicinity, providing computer science and IT courses. These organisations provide 
infrastructure support to these colleges. But more importantly, many of them, on 
a regular basis, provide faculty support to these colleges. It helps the institutes to 
teach the latest tools, technologies and work practices in their academic pro-
grammes. Further, for attracting candidates for the post-graduate and doctoral pro-
grammes in software and related subjects, a number of software organisations, in 
the recent past, have offered very attractive scholarships for post-graduate and 
doctoral programme students in software and IT related disciplines in IITs and 
Indian Institutes of Management which would help in creating more researchers 
and teachers (Agrawal and Rao 2002). 

Infosys had launched a programme called ‘Campus Connect’ in 2004 to 
enhance the quality and quantity of the IT talent-pool to sustain the growth of the 
IT industry itself. Infosys works with academic institutes to align college curricu-
lum with the industry's requirements. The company organises seminars and train-
ing sessions for the faculty to give them an industry perspective, enabling them to 
train students accordingly. In addition, the company also develops industry-ori-
ented topics, and makes the courseware available to students (Infosys 2014). 

Apart from these initiatives by the Indian IT organisations, several new 
measures were taken by national universities, the NASSCOM, the Government, 
NSDC and private training institutes for enhancing the employability of the young 
graduates in the Indian IT Industry. In the following sections, we examine some 
major initiatives taken by these agencies and institutions. 
 
 
 Initiatives Taken by National Universities 

 
In the last decade, national institutes like the IITs, the Indian Institute of Science 
(IISc), the IIITs and the Indian Institutes of Management (IIMs) have taken a num-
ber of initiatives to provide leadership to colleges teaching software and IT related 
courses in the university set up. Some of the innovative initiatives by these national 
institutes have been in the area of developing course material for software courses, 
training the teachers, offering their degree programmes at multiple locations and 
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providing short-duration training programmes for the software industry. In addi-
tion, these national institutes have been offering a number of courses in distance 
education mode. Some of these initiatives are described below: 
 

 IIT Bombay recently started the ‘Spoken Tutorials’ project which at-
tempts to provide IT training through audio-video tutorials, created for 
self-learning (Deshpande 2014). The topics covered are programming 
languages, simulation and circuit design platforms and office productiv-
ity tools, all using open source software. It has been a resounding success 
with more than 300 thousand students getting trained on different aspects. 
Interestingly, many students who have learnt software using Spoken Tu-
torials are able to secure jobs in the IT sector, sometimes in multinational 
corporations, just on the strength of training received at Spoken Tutorials. 
The Spoken Tutorials Project was started in 2010 with funding from the 
National Mission on Education through Information and Communication 
Technology, of the Ministry of Human Resource Development (MHRD). 
Due to this funding, the course is available free to participating students 
(Deshpande 2014). 

 The National Programme on Technology Enhanced Learning (NPTEL), 
a project funded by the MHRD India, provides e-learning through online 
web and video courses in engineering, sciences, technology, management 
and humanities. This is a joint initiative by seven IITs and the IISc Ban-
galore. It has developed curriculum based video courses and web-based 
e-courses targeting faculty and students offering undergraduate engineer-
ing programmes (NPTEL 2014). 

 A collaboration agreement between the IIITs, Bangalore and Samsung 
Research and Development Institute India, Bangalore was signed re-
cently on January 21, 2014 at the IIITs Bangalore campus with the ob-
jective of fostering collaboration between the two institutions to promote 
academic and research interactions for industry-centric knowledge and 
skill development. The institute would run educational programmes to 
meet the human resources development needs of Samsung leading to spe-
cific degrees from the IIIT, Bangalore through its Work Integrated Learn-
ing Programmes. These programmes will have the same rigor and stand-
ards as those offered on-campus and will be equivalent to the correspond-
ing degrees offered on-campus (This Week Bangalore 2014). 

 Infosys Technologies has initiated a Special Training Programme (STP) 
partnering with universities in five Indian states, which include the IIIT, 
Bangalore, Institute of Electronic Governance, Jawaharlal Nehru Tech-
nological University in Hyderabad, Symbiosis Institute in Pune and 
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Malaviya National Institute of Technology, Jaipur (Infosys 2008). The 
main aim is to build competencies and enhance the employability for en-
gineering students from socially disadvantaged sections. The STP curric-
ulum balances technical training, soft skills training, guest lectures, in-
dustry visits and team project work, over a period of six months. In the 
year 2012 around 449 of the 552 trained students had been placed in es-
tablished companies and had been recognised as high performers. 

 
 
 Initiatives taken by National Association of Software and Services 

Companies 
 
Established in 1988, the NASSCOM is a trade association of the Indian IT and 
Business Process Outsourcing BPO industries. NASSCOM facilitates business 
and trade in software and services and encourages the advancement of research in 
software technology. Some of the key initiatives taken by NASSCOM to enhance 
the Indian IT industry are: 
 

 Mentor skilling programmes: In the recent years, a number of start-ups 
have risen and have contributed over five billion US Dollars to the Indian 
IT industry. To encourage this activity, NASSCOM has started various 
mentor-based programmes with the aim to advise smaller players about 
how to compete effectively against big IT companies (NASSCOM 
2014a). 

 Capacity Building: Recognising the urgent need to bridge the existing 
skills gaps within the IT-BPO sector and help improve the employability 
and quality of manpower emerging from India’s education system, 
NASSCOM has remained extremely active within the skills development 
space. More recently, under India’s NSDC initiative, NASSCOM has be-
come a part of the IT-BPO Skills Sector Council (SSC). 

 NASSCOM is also helping the industry to gain clarity on the competen-
cies required for industry sub-verticals including IT services, BPO ser-
vices, knowledge services and remote infrastructure/infrastructure man-
agement services (RIM/IMS). In order to gauge the proficiency of people 
for careers within the IT-BPO industry, NASSCOM has launched the 
NASSCOM Assessment of Competence (NAC) and NAC-Tech initia-
tives, and is helping the industry to gain an idea of the kind of manpower 
available at the entry, middle and higher levels (NASSCOM 2014a). 

 NASSCOM is developing national occupational standards based on job 
numbers and roles to determine the kinds of competencies and training 
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required. It is planning to put a blueprint in place so training providers 
can integrate their course planning based on the manpower requirement 
of the Indian IT industry. 

 
 
 Initiatives Taken by the Government 

 
In addition to providing support to national institutes for furthering the cause of 
software education, the Government of India has taken some major initiatives to 
promote the IT industry and IT education in the country. 
 

 The MHRD and some state governments have provided support for start-
ing national level autonomous institutes for IT education namely, the 
IIITs. These institutes combine the innovativeness of autonomous aca-
demic institutions and the experience and market responsiveness of the 
corporate world. 

 National Resource Centre for Free and Open Source Software 
(NRCFOSS) is an initiative of the Department of IT, Ministry of Com-
munications and Information Technology, Government of India. 
NRCFOSS, setup in Chennai in April 2005, plays a huge role in strength-
ening the Indian Software industry. The Centre for Development of Ad-
vanced Computing (C-DAC), Chennai is one of the implementing Agen-
cies of NRCFOSS. C-DAC has been doing significant work in the field 
of finishing school training such as e-learning courses on Linux kernel 
programming, Linux system programming and device drivers, work-
shops like BOSS (Bharat Operating System Solutions) and Open Office 
workshops (NRCFOSS 2014). 

 
 
 Initiatives Taken by the National Skill Development Corporation India 

 
Launched in 2009, the NSDC is a one of its kind public-private partnership in 
India which was set up as part of a national skill development mission to fulfil the 
growing needs in India for skilled manpower across sectors and narrow the exist-
ing gap between the demand and supply of skills. Some recent initiatives are: 
 

 NASSCOM and the NSDC have focused their efforts on helping the 
youth of India acquire IT skills which would improve their employability 
(NASSCOM 2014b). Both these bodies supported Indian participants at 
the Forty Second World Skills Competition, 2013 at Germany. 
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 The IT/ITeS SSC was formed between NASSCOM and the NSDC 
(NASSCOM 2014b). The primary objective of this Council is to develop 
the workforce in the IT and ITeS sectors. Unique job roles and qualifica-
tion packs have been created at the entry, middle and leadership levels. 

 
 
 Initiatives Taken by Private Training Centres 

 
 Corporate and private software and IT training centres came into exist-

ence during the 1970s to provide education for computer awareness. The 
growth of the IT industry has led to an increased demand for these train-
ing centres providing on-the-job training, running skill development in-
stitutes and financially supporting non-profits and social businesses as 
providers of the training. They also act as accreditation bodies. Accredi-
tation is a process of establishing requisite elements of vocational and 
educational training and its ability to carry out evaluation of competence 
acquired by the students, so as to make professional judgment (Agrawal 
and Rao 2002). 

 The Cisco Networking Academy (NetAcad) is a corporate institute re-
sponsible to train students to gain skills needed to build, design and main-
tain computer networks, thus improving their career prospects. Currently, 
there are over a 160 Cisco Academies (across 26 states and union territo-
ries) with more than 700,600 students currently enrolled in the pro-
gramme. In India today there are over 670,000 Cisco certified profession-
als. In addition to imparting IT knowledge and networking skills, 
NetAcad also aims to bridge the 'digital divide' as it takes technical edu-
cation to rural India including technologically backward states like Kash-
mir, Orissa and Tripura. The NetAcad is in line with the needs of Indian 
colleges, and features project-driven training in high-demand job skills. 
The curriculum designed by NetAcad incorporates hands-on experience 
when teaching students about computer networks (Cisco 2014). 

 NIIT, a private company was set up in 1981to provide professional IT 
training to students and professionals interested in the Indian IT industry. 
Currently it also provides domain training in fields such as banking, fi-
nance and insurance. NIIT has also introduced Yuva Jyoti, a joint venture 
between NIIT and NSDC, which offers vocational skills training pro-
grammes to enhance employability of youth across India (NIIT 2014). 

 Looking back at the Indian training companies in the field of IT, it seems 
that they have done significant work in terms of creating computer aware-
ness at multiple levels in different strata of the society and literally in 
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every part of the country. Being autonomous agencies, these training cen-
tres are able to adopt quickly and offer courses in new and proprietary 
technologies (Agrawal and Rao 2002). However, due to absence of reg-
ulatory authority, unscrupulous operators have also entered the training 
field in a big way and have deceived the public by charging high fees and 
giving false hopes of highly attractive jobs following the training. The 
franchise system has helped in the faster growth of the training industry. 
However, it has also led to a dilution of quality standards. The course 
design and the course content of many of these programmes are quite 
good. But many of these training centres do not have adequate infrastruc-
ture and faculty. It seems that the corporate and private training centres 
will continue to play a significant complimentary role for providing hu-
man capital for the growth of Indian software and IT industry. However, 
the training industry should proactively develop certain professional 
norms which will make it difficult for unscrupulous agencies to enter into 
the field. Further, the industry should avoid the temptation of over selling 
training programmes to people who do not have the basic competencies 
to meet course requirements (Agrawal and Rao 2002). 

 
These initiatives by the Indian IT industry, national academic institutes, the Gov-
ernment and its agencies, NASSCOM, NSDC and private training institutes have 
been able to sharpen the competencies of fresh graduates aspiring to join the Indian 
IT/ITeS industry. It has in turn lead to an increase in their employability and has 
also contributed towards the manpower need of the IT industry. Table 1 provides 
a summary of the steps taken by IT organisations, National academic institutions, 
NASSCOM, the Government and NSDC. 
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IT Organisations Providing finishing school/practical training to fresh graduates 
Adopting engineering colleges and providing faculty support 
Shaping the curriculum by sharing IT industry practices with academia 
Providing soft skill training 
Initiating sandwich programmes combining work and advanced technical 
knowledge 

National Academic 
Institutes 

Audio-visual training programmes for self-learning 
Online web and video courses on advanced technology 
Need-based postgraduate programmes with a focus on research and 
knowledge creation 
Employability-enhancing courses for engineering students from socially-
disadvantaged sections of society 

NASSCOM Defining competencies of various job positions to assist the training pro-
viders 
Entrepreneurial support to young engineers 
Facilitating interactions between industry , academia and government to 
build workforce capacity 

Government Setting up IIITs to provide superior education 
Started CDAC to provide finishing school and advanced e-learning 

NSDC Coordination between industry, government, and training agencies to de-
fine and build the competencies required 
Developing standards and an accreditation system for quality training 
Involving large organisations in capacity building by training manpower 

Private Training Cen-
tres 

Providing on-the-job training 
Running skill development institutes 
Financially supporting non-profit organisations and social businesses in 
the delivery of training 
Providing accreditation 

Table 1: Initiatives taken by various agencies/organisations to enhance the em-
ployability of young graduates in the Indian IT industry. Source: Compiled by 
authors 
 
In the following section a model has been developed based on the case study of 
Indian IT/ITeS Industry as discussed above. It focuses on similar attempts that 
should be made by other industry sectors to enhance the human capital for sustain-
ing their growth. The model highlights the initiatives which need to be taken by 
academic institutions, government and its agencies, corporations and private insti-
tutions to enhance the employability of the young graduates. 
 
 

 A Proposed Model to Reduce the Employability Gap 
 
Based on the analysis of the initiatives taken by the Indian IT industry and various 
stakeholders associated with the industry for upgrading the skills and competen-
cies of fresh graduates, we propose below a model to reduce the employability gap 
for the fresh graduates aspiring for employment. The model focuses on enhancing 
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the quality of higher education by improving the quality of collaboration between 
industry, academic institutions, industry associations, government and govern-
ment agencies, NSDC and other agencies. This model is represented in Figure 1 
and it is discussed below. 
 
 
10.1 Effective Collaboration between Industry and Academic Institutions 
 
Industry leaders and academic institutions should collaborate on a continuous ba-
sis and be prepared to learn from each other. Industry should share emerging 
knowledge and work practices with the faculty and academic institutions so that 
these practices could be imbibed into academic curriculum. Academic institutions 
should also invite industry leaders to open Centres of Excellence on their cam-
puses which will provide opportunities for the students to interact with the re-
searchers and industry leaders on a regular basis. 

Academic institutions should encourage its faculty to go on a sabbatical 
to an organisation of their choice. Similarly, organisations should nurture the cul-
ture of sabbatical and encourage executives to spend a few months being part of 
an academic institution. Organisations should also adopt an academic institution 
and depute their executives on a regular basis to teach a course or deliver guest 
lectures. Such interactions will facilitate transfer of knowledge and expedite the 
rate of learning for industry as well as academia. It will also create opportunities 
for organisations to discuss their problems and challenges with the academic in-
stitutions and jointly work along with them. The collaboration between industry 
and academic institutions would be a win-win situation for both. 
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Note: The government provides an enabling environment through tax incentives 
to the industry & funding for academic institutions & NSDC. 
 
Figure 1: A model for enhancing the quality of education and learning to reduce 
the employability gap for higher education students. Source: Authors 
 
 
10.2 Role of the National Skill Development Corporation 
 
The NSDC has been created to develop linkages between industry, academic in-
stitutions and training institutions, and student community. The NSDC is expected 
to understand the knowledge, skills and competencies need of an industry sector 
by interacting with them on a regular basis. Further, the NSDC should share the 
knowledge, skills and competencies needs of an industry with academic institu-
tions and training institutions. A superior understanding of the knowledge, skills 
and competencies needs of the industry will help academic institutions to revise 
their curriculums and deliver what is required by the industry. The NSDC is ex-
pected to interact with students and develop institutions and mechanisms to exam-
ine and certify students about their having necessary knowledge, skills and com-
petencies for a given role and for a given industry. A third party certification of 
competencies makes it easier for the industry to get the right manpower (Sarkar 
2013). The NSDC is thus expected to be a strong link between industry, academic 
institutions and training and certification agencies and ensure that students meet 
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the needs of the industry. The NSDC will provide funding and incentives for pri-
vate sector initiatives for skill development. NSDC skill development funding 
takes the form of a loan or equity (NSDC 2014) (see chapter 13). 
 
10.3 Government – Developing an Ecosystem 
 
If the Government is to achieve its skill development goal, policy makers need to 
strengthen the ecosystem by supporting the labour laws, the Minimum Wages Act 
and the Apprenticeship Act (Business Standard 2014). The Government has been 
working towards strengthening its role as a coordinator between different agencies 
which are working towards skill development in India. The Central Government 
and state governments in collaboration with private companies have plans to set 
up Centres of Excellence which would focus on delivering emerging skill needs 
of the country. Each Centre of Excellence would have the latest hardware and 
software and be staffed with individuals from private companies. Through such 
programmes the Government will be supporting focused skill development within 
the country (Siemens India 2013). As an example, Siemens Industry Software 
signed a memorandum of understanding with the Ministry of Industries and Mines, 
Government of Gujarat for establishment of five Centres of Excellence for auto-
motive, industrial machinery, industrial automation, aerospace, defence and ship 
building industry. The new government has taken its first step by announcing a 
separate Ministry, which will promote entrepreneurship and skill development in 
the country (The Economic Times 2014). The finance minister has also proposed 
a national multi-skill programme called Skill India which would skill the youth 
with an emphasis on employability and entrepreneur skills and the convergence of 
various schemes to attain this objective (India Today 2014). Though the new gov-
ernment has announced its vision of ‘Skilled and Digital’ India, proper implemen-
tation of these schemes would be crucial in order to attain the objectives. 
 
 

 Conclusion 
 
The Government, industry, academia and the other stakeholders should work in 
collaboration with each other to improve the quality of education and reduce the 
employability gap. Industries should work in collaboration with NSDC to define 
the competencies required for productive employment. Academic institutions 
should interact and collaborate with the industries to know about the current tech-
nological practices and their work related challenges to redefine the curriculum on 
a continuous basis. An effective collaboration and willingness to learn from each 
other amongst the various stakeholders responsible for education and employment 
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will go a long way in bridging the gap between education and employability and 
help the country to benefit from its unique demographic advantages. 
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Socio-Economic Impact of VET: Are Students Interested in 
Joining Vocational Education and Training in India – In the 
Context of Skilling Mission in India 
 
Tutan Ahmed 
 
 
 
 
 Introduction 

 
In this work – we try to understand the social desirability of vocational education 
and training (henceforth VET) in India. In general, it is observed that choice of 
VET often is a ‘second choice’ and also there is a global decline in the participa-
tion in VET. India always has a very low participation in formal VET. There is a 
recent attempt to enhance participation in formal VET through the expansion of 
VET institutions. Given the global perception and trend around VET, it is crucial 
to understand whether the mission of skilling in India is going to be successful. 
The first obstacle among many obstacles towards the success of this mission could 
be lack of social desirability around VET. This work is an attempt to understand 
whether the lack of social desirability is the reason of low participation in formal 
VET in India. If there is a social undesirability attached with VET in India – suc-
cess of the skilling mission would be in question. 
 
 
 Empirical Social Background of Participants in Formal Vocational 

Education and Training 
 
In the following section, we observe that the participation in formal VET is ex-
tremely low in India. At the same time, access to higher education is quite low 
when it is compared with the total participation in education in India. We further 
observe that VET in India is quite intricately linked with higher education (see 
chapter 6). Individuals with VET degree are also likely to have higher education 
degree. Somewhere else author has explained that people join VET mostly after 
they complete graduate and above education or after few years of labour market 
experience (Ahmed et al., forthcoming). It appears that in Indian context, VET and 
general education don’t have a substitutive relation. It is observed that the cost of 
VET is quite high and there is a massive growth of private VET institutions. We 
also observe that it is only from the highest income (consumption) group in India 
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from where the participation is highest in VET. We argue that formal VET in India 
is as good as a form of higher education and it is the relatively privileged groups 
in society who end up participating in formal VET. 

By no means, it appears that participation in formal VET has any unde-
sirability attached with it when the big picture of Indian education and family in-
come landscape is considered. However, a more nuanced picture would have been 
possible if we could have access to education performance data for the VET par-
ticipants and non-VET participants. Broadly, we have concluded from the article 
that VET is quite desired in the society and people are ready to spend money for 
it. We argued this in two ways. First, a group of students who join formal VET – 
joins much later in their career. In this case, VET appears to be a matter of second 
choice. On the other hand, a large fraction of students simply don’t have access to 
formal VET in India. We explain this participation pattern and “Social Desirabil-
ity” in the next sections. 
 
 
 Access to Vocational Education and Training vis-à-vis General 

Education – The Global Context 
 
From various countries around the World, it has been observed that VET assumes 
a position inferior to general education (Dronkers 1993; Rosenbaum et al. 1990; 
Shavit and Muller 2000; Duru-Bellat 1996; Clark 1960; Oakes 1985; Nilsson 
2010; Vanfossen et al. 1987; Kariya 1999). It has been observed that VET is ac-
cessed by individuals from working class parental background, poor family, or 
with inferior academic background. In France, Scotland, Japan; the Netherlands; 
the United States it is observed by Duru-Bellat (1996), Croxford (1994), Kariya 
(1999), Dronker (1993), Clark (1960). Kariya (1999) has explained that VET can 
be explained as the “second choice” in Japan. Clark (1960) has explained VET as 
an avenue for “cooling down” of aspiration. 

Whereas there is an existing inferiority of VET vis-à-vis General Educa-
tion, there is also a dynamic aspect of this relationship observed globally which 
suggests a trend that goes against VET. We describe this in detail in the next sec-
tion. 
 
 
 Current Dynamics between Vocational Education and Training and 

General Education – Global Context 
 
It has been observed in different countries that there is a tendency of growth in 
participation in general higher education. This growth seems to be accompanied 
by a substitution of VET. It is suggested in the UNESCO handbook (2011) that 
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despite the growth of global gross enrolment ratio (GER) for upper secondary ed-
ucation since 1999, there has been a decline in the enrolment in VET programs as 
a percentage of enrolment in secondary education (except Sub-Saharan Africa). 

In Arab states, there is a decline in the percentage of enrolment in VET 
programs from 34% to 20% at the upper secondary level during the period 1999-
2009. During the same time period, the decline is from 43% to 38% in East Asia 
and Pacific region. The decline is from 31% to 26% in North America and Western 
Europe. There is an increase from 9% to 16% in enrolment in TVET in Sub Sa-
haran Africa. 

Similar phenomena come out when we look at the situation of individual 
countries. Countries like Germany, South Korea, and Australia have excelled in 
developing their VET systems. However, the trend of decline in participation in 
VET is also quite prominent in these countries (Thelen 2004; Deissinger and Hell-
wig 2005; Nakamura 2003; Kuczera et al. 2009). 

The issue at hand here is, given this global situation how logical is it to 
continue investment in VET. Is there any assurance that students will continue to 
participate in formal VET – where the investment is growing quite rapidly. 
 
 
 Formal Vocational Education in India 

 
It can be observed that the distribution of VET training among the population in 
India using 68th round of National Sample Survey Organisation (henceforth 
NSSO) data (2011-12) is only 3.07% of the population in the age group of 15 to 
59 years either have formal VET or are undergoing formal VET training. This 
proportion of participation in formal VET is quite low in India as compared to 
other countries. Whereas from the above description we could observe that Arab 
States have 20%, Sub-Saharan Africa has 16%, East Asia and Pacific has 38% and 
North America and Europe has 26% of their upper secondary enrolment goes into 
formal VET, in India it is only 3% of the total population in 15-59 year age group 
who have any kind of formal VET. It is crucial to understand whether this low 
participation in formal VET in India is due to a lack of ‘social desirability’ of VET 
as opposed to high demand of general education. 

In the following section, we have described the access to general educa-
tion India. We observe that only a fraction of total educated manpower base has 
higher education. This has an implication on participation in formal VET. We ob-
serve in the next section that dominantly students with higher education back-
ground participate in formal VET. 
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 Access to Formal Education in India 
 
We provide below (Table 1) the extent of education for the population in India 
using 68th round NSSO data (figures are adjusted to 1st January, 2012 using CEN-
SUS 2011). We could observe that in India, only 5.7% (4.32 + 1.39%) population 
has graduate and above level of education and only 22.6% (9.85 + 6.2 + 8.8 + 4.32 
+ 1.39%) have secondary or above level of education in India. We would observe 
from the next section that most of the VET courses require a minimum of second-
ary education as entry criteria. Thus, a very select few among the large Indian 
population can access VET. 

Thus, 77.4% (100 - 22.6%) of the population possibly don’t have access 
to VET. Even when the minimum entry criteria for VET is secondary education, 
we would observe in the next section that most of the participants join VET after 
attaining substantial level of higher education – much beyond what is stipulated 
as an entry requirement for a VET course. In the next section, we would explore 
this phenomenon while explaining the intricate linkage between different types of 
formal VET and general higher education. 
 

68th Round Absolute Number of Population Percentage Cumulative 
Illiterate 387,321,915 31.7 31.7 
Below Primary 220,312,683 18 49.73 
Primary 169,819,500 13.9 63.63 
Middle 167,857,539 13.74 77.36 
Secondary 120,333,022 9.85 87.21 
Higher Secondary 75,812,388 6.2 93.42 
Diploma/ Certificate 10,740,856 0.88 94.29 
Graduate 52,795,196 4.32 98.61 
Post-Graduate 16,925,255 1.39 100 
Total  1,221,918,354 100  

Table 1: Access to General Education in India. Source: Author’s own estimation 
using 68th round unit level NSSO data (2011-12) 
 
 
 Structural Position of Vocational Education and Training in India 

 
Structurally different VET courses are located at different places along the spec-
trum of general education. Tailoring, Handloom, Tool Room/Small Industry De-
velopment Centre and Driving require no or a minimum education. Courses like 
Community polytechnic, Catering require a minimum VIIth level of education. In-
dustrial Training Institute (ITI), Polytechnic, Vocational High School – etc. 
standalone courses require a minimum secondary education (see chapter 3, 4 and 
5). Diploma in Pharmacy, National Open Schooling etc. standalone courses re-
quire a minimum of class XII level of education. Nursing, Fashion Technology, 
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Hospitality, Secretarial Practice etc. courses are spanned across secondary and 
above level – as a parallel to general education. 

However, if we look at the participation pattern, it could be seen (Table 
2) quite clearly that in all the courses the participation dominantly take place from 
the higher secondary and above level. Mean level of education for most of the 
courses is 12 years or more. Only for handloom or motor driving – the mean years 
of education is below ten years. 
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Training centre No of Ob-
servation 

Mean Std. 
Dev. 

Min Years of 
Education1 

Max Years of 
Education2 

ITI 796,627 12.7 2.3 2 17 
Vocational High  203,386 12.3 2.5 4 17 
UGC Level 1 173,926 14.1 2.4 8 17 
Polytechnic 241,840 12.8 1.8 4 17 
Community Polytech-
nic 

80,709 11.8 3.5 2 17 

National Open School 3,245 13.7 1.9 12 17 
Hotel Management 20,063 12.6 1.9 10 17 
Food & catering 12,906 11.3 1.4 8 12 
Small Industry Service 66,120 11.8 3.2 0 17 
Fashion Technology 48,847 12.4 1.7 8 16 
Tailoring 164,553 10.2 3.2 0 17 
Nursing 87,710 12.8 1.9 10 17 
Rehabilitation/ Physio-
therapy 

5,340 12.2 0.6 12 16 

Diploma in Pharmaceu-
ticals  

18,230 14.2 2.9 8 17 

Hospital/ Medical 
Training 

132,967 13.8 2.0 10 17 

Nursery Teacher Train-
ing 

46,168 13.9 2.7 8 17 

Agriculture 3,358 13.8 2.7 10 17 
Handloom 5,104 9.2 3.2 0 13 
Motor Driving 147,580 9.6 3.8 2 16 
Secretariat 6,437 15.4 1.6 12 17 
Beautician 49,671 14.4 3.2 2 17 
Company/Municipality 
Run Training 

91,176 14.1 3.6 4 17 

Journalism 12,831 13.0 2.0 10 16 
Others 1,012,679 13.1 3.0 0 17 

Table 2: Descriptive Statistics for Years of General Education by the Individuals 
currently enrolled in VET. Source: NSSO 66th Round (2009-10) Unit Level Data3 
(Author’s calculation) 
 

                                                           
1 Some of the information about minimum years of education of people who have participated in ITI 
or Polytechnic is surprisingly quite low. Further investigation reveals that in some of the states – there 
are provisions for some of the workers in the industry, who are working for long time to join ITI or 
Polytechnic. However, this provision is gradually abolished in most of the states. For example, in West 
Bengal used to exist a decade back. 
2 Years of Education is calculated by converting level of education into years. Someone having primary 
education has four years of education. Someone with secondary education is considered to have ten 
years of education. Someone with post graduate is considered to have 17 years of education (12 years 
for higher secondary + three years for graduates + two years of post-graduate). 
3 We use NSSO 66th round data here since this classification of different types of VET is provided in 
this round but not in 68th round. 
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For ITI it is 12.7 years of mean education, for polytechnic it is 12.8 years of mean 
education, for vocational high school it is 12.4 years of mean education. Entry 
criteria for all these courses are a minimum of ten years of education. 

Diploma in pharmacy and National Open Schooling courses has a re-
quirement of 12 years of general education. The mean years of schooling for these 
courses are 14.2 years and 13.7 years. In rest of the trainings we can see similar 
picture as well. Thus, whereas some of the VET courses are structurally related 
with higher education, participation in these courses is dominantly taking place 
from the higher education category. 

Thus, whereas people from higher education are coming to the fold of 
VET – we further need to look at the cost of VET, family background of the indi-
viduals in order to understand whether VET is a matter of privilege or an outlet 
for “cooling down” of aspiration as famously coined by Clark (1960). Following 
sections explain these aspects. 
 
 
 Descriptive Statistics of Age of the Participants (Enrolled at Present) 

 
Further, we have plotted the age of the participants in the formal VET who are 
enrolled at present in VET institutions. Interestingly, it could be observed that the 
mean age of the individuals is quite high. Mean age for the participants in the ITI 
is 26.5 years, for Polytechnic students it is 24.7 years. For students in Tailoring, 
Nursing, Nursery Teacher’s Training, Beautician, Company/Municipality run 
training institute – everywhere we can observe that the mean age of the partici-
pants is more than 25. In fact, in trades of Motor Driving, Handloom, Agriculture, 
Diploma in Pharmacy – in all these trades the average age of all the currently en-
rolled students is more than 30 years. Finally, there is not a single trade where the 
average age of the participants is less than 21 years. 

This table on age and the table on education level of the currently enrolled 
students indicate that the participants in VET join these courses much later than 
the stipulated age or stipulated education. For the participants – it is likely that 
joining VET is not the first option. They joined VET only much later age after 
higher education or after some experience in the labour market. This way, we can 
argue that for the VET participants this choice of VET is a ‘Second choice’. 
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Training centre No. of Observations Mean Std. Dev. Min Max 
      
ITI 796,627 26.5 10.6 15 59 
Vocational High  203,386 23.2 8.4 15 55 
UGC 4Level 1 173,926 24.7 7.2 15 59 
Polytechnic 241,840 23.7 7.3 15 52 
Community Polytechnic 80,709 25.3 8.1 15 56 
National Open School 3,245 23.6 2.3 21 27 
Hotel Management 3,245 23.6 2.3 21 27 
Food & catering 12,906 21.3 5.3 18 38 
Small Industry Service 66,120 28.1 8.7 19 47 
Fashion Technology 48,847 21.3 3.8 16 38 
Tailoring 164,553 26.0 7.5 15 47 
Nursing 87,710 26.5 9.2 16 51 
Rehabilitation/ Physiotherapy 5,340 21.9 1.7 18 27 
Diploma in Pharmaceuticals  18,230 30.5 9.1 18 49 
Hospital/ Medical Training 132,967 28.8 8.9 18 58 
Nursery Teacher Training 46,168 27.1 9.2 18 59 
Agriculture 3,358 33.5 11.4 20 55 
Handloom 5,104 33.9 11.8 24 54 
Motor Driving 147,580 36.9 10.5 19 58 
Secretariat 6,437 31.2 10.7 18 56 
Beautician 49,671 29.4 8.3 16 45 
Company/Municipality Run Train-
ing 

91,176 26.5 7.2 16 50 

Journalism 12,831 22.1 1.3 18 25 
Table 3: Age of Distribution of the Students who are currently enrolled in VET: 
Source: NSSO 66th Round (2009-10) Unit Level Data (Author’s calculation) 
 
 
 Expenditure for Vocational and Educational Training in India 

 
Let us look at expenditure pattern in vocational education. Apart from 64th round 
NSSO, conducted in 2007-08, there is no nation-wide survey on VET expenditure 
in India. This one time data is quite telling about income background of the stu-
dents and their choice of education. 

We obtain important information regarding cost of education in general 
and cost of VET in particular. From this survey, we also obtain the income back-
ground (by the use of consumption proxy) of the individuals who participate in 
different types of education. It provides us crucial information about the income 
background of the individuals who participate in the formal VET. 

64th round survey (2007-08) provides estimates of private expenditure on 
education. In 2007-08, for General education at primary level – annual average 
                                                           
4 UGC stands for University Grant Commission 
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private expenditure per head is Rs. 1,413 for Middle education – it is Rs. 2,088 for 
Secondary/ for Higher Secondary level education – it is Rs. 4,351 and graduate 
and above level it is Rs. 7,360. On the other hand, private expenditure for VET is 
Rs. 14,881, which is substantially higher than all other general education. Highest 
expenditure is incurred in technical education. Annual average expenditure per 
head for technical education is Rs. 32,112, which is substantially higher than all 
other categories. 
 

 
Figure 1: Average expenditure for different types of education5. Source: Authors 
compilation from (2007-08) 64th Round NSSO data 
 
However, there are two categories of VET in India. Namely government spon-
sored and the private VET training programs. Fee structure for the government 
VET is much lower than the fee structure of the private VET training programs. It 
is observed in the 64th round that the fees in government VET is almost half the 
fees in private VET. It is also observed that the average overall fee for VET is 
close to the average private expenditure – indicating a strong presence of private 
VET institutions in India. It shows that student’s participation in private training 
schools is much higher than their participation in the government training institute. 
This is true invariably for rural, urban and respective male, female group. Thus, in 

                                                           
5 Govt/ Loc represent schools which government or local bodies run where students aren’t required to 
pay. Private aided schools are those which are run by private bodies and may partially be funded by 
government. Private unaided schools are those which are solely responsible for generating their own 
revenue. 
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India, people dominantly participate in Private VET which is quite costly. It re-
quires us to look further into the family income background of the participants in 
VET. 
 
 

 Income (Consumption) Background of the Vocational Education 
Training Participants 

 
As mentioned before, 64th round survey has also covered the income level of the 
participants. Monthly per capita expenditure (MPCE) is adopted as the proxy var-
iable for income. 

The table on MPCE of the participants in VET is presented below. The 
figures in the cells represent the number of persons out of 1,000 persons in that 
particular consumption category participating in the formal VET. This population 
is divided into male/female and rural/urban and then the calculation is made. 
MPCE categories are divided into deciles. There are ten deciles for the MPCE 
categories. The first decile indicates the lowest 10% in the income group and the 
10th decile indicates the highest income group. 

It can be found that with higher decile class of MPCE – there is an invar-
iable growth in the number of participants in VET. It shows that the likelihood of 
participation increases with higher level of income (consumption) background. It 
shows that it is the relatively well-off income groups have access to VET. 
 

MPCE 
DECILE 

RURAL RURAL RURAL URBAN URBAN URBAN 

  MALE FEMALE TOTAL MALE FEMALE TOTAL 
0 to 10  1 0 1 2 2 2 
10 to 20 1 0 1 4 1 3 
20 to 30  1 0 1 5 1 3 
30 to 40  1 1 1 8 3 5 
40 to 50  3 0 2 14 3 9 
50 to 60  2 1 1 12 3 8 
60 to 70  4 1 3 17 7 12 
70 to 80  6 2 4 25 10 18 
80 to 90  7 3 5 10 13 24 
90 to 100  25 11 18 50 19 35 

Table 4: Income Group and Participation in VET. Source: NSSO 64th Round data 
(2007-08) 
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High cost associated with a course doesn’t necessarily mean that only people with 
a rich family background would join that course. Duru-Bellat (1996) has argued 
that often students with good academic performance but belonging to poor family 
can join a course which is costly. Family may decide to make the investment for 
one good performing child at the expense of other not so well performing children 
in the family. However, we don’t have data for academic performances of the stu-
dents. Hence, in this work it would be difficult to explore this dimension of aca-
demic performance and participation decision in VET. However, other indicators 
would suggest that there is a growth in the participation in private VET institu-
tions. This indicates the demand for Private VET institution despite the high cost 
associated. These are elaborated in the next section. 
 
 

 Participation in Private and Public Vocational Education and Training 
Institutions 

 
The recent growth of formal VET, particularly private VET institutions in India is 
well known (see other chapters). However, growth of institutions doesn’t automat-
ically mean that there is a growth of participation into these institutions. World 
Bank (2008), Gasskov et al. (2003) reports suggest the scenario of empty class-
rooms so far as VET institutions are concerned. We have observed below that there 
is growth in the participation in the private VET institutions as compared to the 
participation in the government VET institutions. 

It could be observed that in both terms of percentages and in terms of 
absolute number, there is a growth of participants in the private VET institutions. 
It could also be observed that there is a growth of VET participants in the private 
category when it comes to ‘Receiving’ category of VET over the ‘Received’ cat-
egory of VET. It can be observed that in 66th round participation in Private VET 
from the ‘Receiving’ category is 58.3% and from the ‘Received’ category it is 
52.6%. In 68th round it could be observed that participation in Private VET from 
the ‘Receiving’ category is 60.4% and private participation from the ‘Received’ 
category VET is 52.6%. Thus, clearly from the ‘Receiving’ category there is a 
higher participation in Private formal VET. In fact, it can also be observed that 
with time, there is a growth in the private participation in VET. 
  



342  T. Ahmed 

 

66th 
Round 

 Government Local Body Private Aided Private Unaided 

 Receiving VET 39.9 1.7 21.6 36.7 
 Received VET 44.5 2.9 30.3 22.3 
68th 
Round 

 

 Receiving VET 39.9 1.7 21.6 36.7 
 Received VET 44.5 2.9 30.3 22.3 

Table 5: Participation in Private and Public VET (in percentage). Source: 66th and 
68th Round NSSO data (author’s calculation) 
 

66th 
Round 

 Government Local Body Private Aided Private Unaided 

 Receiving VET 776,581 33,428 421,010 715,006 
 Received VET 587,114 38,694 399,295 293,633 
68th 
Round 

 

 Receiving VET 1,081,924 23,447 658,154 1,065,532 
 Received VET 507,445 33,443 345,112 253,788 

Table 6: Participation in Private and Public VET (in absolute number). Source: 
66th and 68th Round NSSO data (author’s calculation) 
 
All these figures are adjusted to CENSUS 2011. It is to be noted that all the VET 
participants didn’t report their types of institution. 
 
 

 Conclusion 
 
Few observations come out from the above illustrations which lead us to weave a 
picture about participation situation in VET in India. We could observe that VET 
is intricately related with higher education so far as participation is concerned. 
Structurally, all the VET courses may not be close to higher education except some 
courses. Most of the people join VET after completion of substantial higher edu-
cation. Thus, so far as participation in formal VET is concerned, the connection 
between VET and higher education is quite strong. 

Like other countries, in India – cost of VET is quite high. It is particularly 
true for the private VET institutions. Landscape of Indian VET is dominated by 
the private institutions and the fees in Private VET are much higher than the fees 
in government VET institutions. We also see that participation in VET is domi-
nantly taking place from the family with better economic background. Thus, it 
appears that students in VET are dominantly from families with better income 
background as compared to the overall income scenario in India. Whereas, VET 
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in India is quite close to higher education, it appears that only the relatively opulent 
population can access it. 

Looking at the educational background of the participants – it appears 
that VET is a case of ‘second choice’ where the participants are overqualified to 
join VET. However, this is limited only to a fraction of the total student base. A 
large fraction of Indian students are not able to reach to the gateway of VET. It is 
also likely that most of them are unable to get into VET due to high cost of it. So, 
whereas it could be a case of ‘second choice’ for a small section of the student 
base, a large mass of students are unable to access VET. Availability of academic 
merit data would have further facilitated this research on whether the poor per-
formers in general education are participating in VET. 

Finally, we could argue that how we perceive VET in India depends upon 
the perspective the onlooker has. If we look at it from a top down elitist perspective 
– it will appear that VET is a matter of ‘second choice’ in India. However, if we 
take a complete view of Indian education and its participants – it could be argued 
that VET is inaccessible for most of the Indian population. 
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A View from the Outside: India’s School to Work Transition 
Challenge – Strengths and Weakness 
 
Matthias Pilz 
 
 
 
 
 Introduction 

 
School to work transition and the preparation for the world of work are highly 
important aspects in India’s education and training policy (King 2012). 

India has a huge potential which does not only manifest itself in the grow-
ing population and the huge number of youths who stream into the education and 
labour market system; its economic and geostrategic position at the interface be-
tween Asia and the Arab region is of high relevance for economic growth and 
future developments. 

The concluding chapter takes up the issue of ‘transition from school to 
work in India’ in a comprehensive way. In order to structure the different aspects, 
it seems to be useful to take advantage of a popular approach in international edu-
cational governance theory (Gonon 2008), according to which three levels within 
an education system are differentiated. At the macro-level, elements of the educa-
tion system are focalised in their entirety. Moreover, socio-cultural, economic, and 
other interdependencies are considered. At the meso-level, the focus is on the cur-
riculum and individual institutions of the education system, whereas at the micro-
level, the focus is on the specific teaching-learning process. 

For each of these three levels, some particularly relevant aspects from the 
articles in this volume are selected and analysed in more detail in the subsections. 
These aspects will be dealt with in terms of the tension between strengths and 
weaknesses in order to map the spectrum of findings and tendencies in a compre-
hensive way. This method has already proven to be fruitful during other country 
analysis (cf. Pilz 2002, 2011). 

Hence, the subsequent structure that evolves for our discussion comprises 
of the following subsections as highlighted in the table below (see tab. 1). 
  

M. Pilz (ed.), India: Preparation for the World of Work,
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Macro-level Educated versus uneducated population 
General versus vocational education 
Formal versus informal education 
Structure versus chaos of programmes 
Supply versus demand-driven approaches 
Public versus private (company and/or individual) financing 

Meso-level Adequate versus inappropriate curricula 
Short versus long duration of programmes 
Competent versus unqualified teachers/trainers 

Micro-level Theory-driven versus practical experience 
Teacher versus learner-centred approaches 

Table 1: Three levels approach of discussion 
 
 
 Macro-Level Analysis 

 
In the following paragraphs, the particularly relevant aspects will be analysed at 
the macro-level. 
 
 
2.1 Educated versus Uneducated Population 
 
At all levels, the Indian education system is characterised by outstanding educa-
tional institutions which excel in motivated and well-qualified teaching staff, great 
infrastructure, and, thus, brilliant learning and examination results of their stu-
dents. However, these institutions usually demand high tuition fees which can only 
be afforded by a small part of the population. Moreover, there is a huge number of 
youths who either only attend some primary school or who leave before complet-
ing secondary school. In the article by S. Nayana Tara (see chapter 2), the situation 
of drop-outs and illiterates is documented in detail. For this section of the popula-
tion, which makes up a big proportion of the total population, the transition from 
the education system to the labour market happens in a quite a diffuse and unor-
ganised way. These youths generally start their working life in the informal sector 
where the predominant labour and income conditions are usually considerably 
worse compared to the formal sector (see chapter 10 and 12). 

Several initiatives for the improvement of quality in low-fee paying 
schools and for increasing the motivation of pupils as well as of parents to send 
their children to school have shown to be successful (see chapter 7 and 12). How-
ever, such initiatives need to be further intensified so that the drop-out rate is re-
duced and the aim in education policy for pupils to complete at least class eight is 
achieved (see chapter 3). However this challenge can only be a lengthy process to 
be dealt with in the long run. It has to be taken into account that India is at once a 
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culturally heterogeneous country and a big country with a quantitative problem of 
high numbers of students. 
 
 
2.2 General versus Vocational Education 
 
The preceding chapters have clearly shown that education in India is associated in 
the first place with general education and, better still, with academic education. 
Parents of all social classes are prepared to invest lots of money in the education 
of their children to pave the way for them to preferably have a good professional 
career and social standing. Like in many Asian countries and in the Anglo-Saxon 
world, too, careers are primarily defined through the attendance of reputed educa-
tion institutions in the general education sector (Shavit and Müller 2000; Müller 
and Shavit 1998). The special meaning assigned to final exams as well as to en-
trance tests in such institutions is manifested in the meritocracy logic to which 
each student has to submit (Goldthorpe 1997). In contrast to the prominent posi-
tion enjoyed by general education, vocational education is of only minor im-
portance and seen as marginal or even inferior. Especially participants of voca-
tional training courses are stigmatized and often considered as education losers. 
The reasons for the low standing of vocational training courses in society and in 
the Indian labour market can be traced to several socio-cultural and historical fac-
tors. In addition to the widespread assumption prevalent in Asia that only the high-
est educational degrees contribute to a high social standing in society and provide 
the highest return of investment in education. In India, the historical development 
also plays an important role. It cannot be denied that the influence of the British 
colonial influence shaped the Indian education system significantly. Until today, 
academic education in India orients itself strongly towards the Anglo-Saxon model 
(see chapter 15) perpetuating even to this day the colonial legacy (Singh 2001). 

In addition, specifically in India, vocational education is usually associ-
ated with physical or rather craft work. So-called blue-collar jobs are not highly 
rated among the Indian population. Manual or rather physical work does not have 
a high reputation. The reason for this fact can be found in the caste system which 
traditionally assigns physical and dirty work to the lower castes (Singh 2001 and 
see chapter 4 and 15). In this respect, the tendency towards the increase in acade-
misation through cultural and colonial influences together with factors relating to 
religious and social underpinnings has led to the deep-rooted image problems of 
vocational education. A general solution to this problem – also that more and more 
skilled workers are needed – is currently not foreseeable. 
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Partial approaches as, for example, the upgradation of ITIs through better 
equipment and higher teaching capacities (see chapter 4 and 13) could be one ap-
proach to reach a qualitative improvement of vocational education processes. In 
contrast to this state-driven approach, the initiatives for a stronger involvement of 
employers have been mostly without success (see chapter 8, 11 and 14). 

The foundation of interest groups and associations for vocational educa-
tion (Sector Skill Councils) (see chapter 13) did not lead to a stronger activation 
of employers in vocational education processes so far. Moreover, the present re-
muneration system shows that the value of vocational education on the labour mar-
ket compared to academic education is estimated to be lower (see chapter 15). 
Lately, vocational education represents a dead end since a connection or linkage 
of vocational and general education does not exist in India. Thus, the change from 
vocational education courses into general education courses later is not possible. 

Consequently, various interrelated problems areas arise and which de-
serve a holistic approach for a solution. 
 
 
2.3 Formal versus Informal Education 
 
The Indian education system and the transition from school to work cannot be 
adequately analysed without underlining the special role of the informal sector. 
Still, about 95% of the Indian population works in this sector (see chapter 10 and 
12). Formal educational degrees and certificates only play a minor or even no role 
in this field. However, it needs to be taken into account that also in this sector a 
variety of skills are generated. Informal learning in particular plays a special role 
for the informal sector (see chapter 12). It is through informal learning that indi-
viduals learn complex and sector-specific knowledge and skills. (Pilz et al. 2015; 
Pilz and Wilmshöfer 2015). Hence, this sector should not per se be characterised 
as inferior or dispensable; on the contrary, the flexibility and the specific nature of 
informal learning should be made visible and recognised (Singh 2000) The devel-
opment of a national skills qualification framework (NSQF) as well as first ap-
proaches for certification of informally acquired skills can represent an important 
future potential. 

However, it can also be assumed that through increasing industrialisation, 
the share of the formal sector in the economy will grow and that consequently also 
the demand for formally qualified workers will rise. Therefore, the formalisation 
of the informal economy should be considered, especially at the interface between 
the formal and the informal sector without causing greater frictions or upheavals 
in the economic and labour system (see below). 
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2.4 Structure versus Chaos of Programmes 
 
At first sight, the Indian education system is characterised by a clear and well-
coordinated governance system (see figure 1 in the first chapter). The education 
institutions, the courses as well as the transitions and educational pathways are 
structured and clearly evident for all participants involved in education. Conse-
quently, the Indian education system offers a great number of different educational 
careers. 

However, as the articles by Mona Khare and Narendra M. Agrawal show 
the individual education institutions differ significantly at every education level. 
Thus, there are on the one hand high-quality schools in the bigger cities and on the 
other hand partially insufficiently-equipped schools in the rural areas. The coex-
istence of public and private education institutions intensifies this heterogeneity. 
The consequential lack of transparency is at least to some extent compensated by 
nationally-regulated final exams. Through the high importance of these exams (see 
paragraphs 2.1 and 2.2), boosting effects occur. Good schools can choose good 
students whereas bad schools get weaker students. This effect can be intensified 
once more through very different rates of tuition fees (see article by Venkatraman 
Badrinath). 

A further aspect leading to an increasing chaos of programmes is the fact 
that every state enjoys autonomy in regard to education policy, as a result of which 
there is to some extent a very big difference in structures and rules between the 
different states. As a result national curricula often gets amended or replaced by 
state curricula. At the same time, different ministries at national and state levels 
act in parallel. Besides the Ministry of Higher Education, the Ministry of Human 
Resource Development, the Ministry of Labour & Employment, as well as the new 
Ministry of Skill Development & Entrepreneurship play an important role at na-
tional level. But also other ministries as, for example, the Ministry of Agriculture 
are engaged in education. This does not only lead to disputes over roles and re-
sponsibilities but also leads to duplication or even competing offers (see article by 
Ganapathy Palanithurai). The lack of transparency becomes further exacerbated 
by education providers from the private sector and NGOs providing manifold 
training offers (see chapter 7 and 10). The result of this, especially in the voca-
tional education system, is a conglomeration of different degrees and qualifica-
tions which is quite difficult to understand for employers. Moreover, the individ-
uals demanding education (students and their parents) are confronted with this lack 
of transparency. 

It is therefore necessary to have a clear division of roles and responsibil-
ities among individual ministries as well as between national and state levels. The 
standardisation of training programmes through stronger outcome orientation 
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could also mitigate this problem (see article by Vinay Swarup Mehrotra). In addi-
tion, there is the question of the implementation of the national qualification 
framework in India. If its acceptance in society, education and the labour market 
progresses well, this framework can also lead to a better structuring of educational 
provision and hence, to more transparency among training providers and individ-
uals looking for training (see chapter 13 or Singh 2012). 
 
 
2.5 Supply versus Demand Driven Approaches 
 
In the last decades, the Indian Government at national and state level made im-
pressive efforts to increase skills among the population. This applies to youths as 
well as to adults, especially in rural areas (see chapter 7, 11, 12 and 13). Through 
these efforts, a very high number of persons could already get involved in educa-
tional activities. However, the sustainability of learning success could not be doc-
umented for many of these actions. Besides the measurement problem, findings 
also point to another problem. A great number of the programmes have a clear 
supply-driven focus. Educational initiatives are planned at the national level and 
they are oriented towards governmental planning requirements. These supply ap-
proaches can be found in many countries worldwide and, thus, also in India (cf. 
e.g. Ziderman 2003; Mehrotra et al. 2013). Such approaches disregard the de-
mands of the participants and those of the employers. The demand side is consid-
ered the key to success, especially in the context of further and continuing training 
(Billett 2000). A high participation rate in educational programmes along with the 
respective motivation of the individuals as well as the subsequent utilisation of the 
acquired skills in working life can be expected only if educational activities can 
be designed in a way that they meet the needs of the labour market as well as those 
of the individual participants (see chapter 9 and 15). 

The development and delivery of supply-driven offers requires a rethink 
from all stakeholders involved in education. Qualification requirements (both in-
puts and outputs) have to be assessed prior to the development of training 
measures. They represent the basis for the development of educational pro-
grammes. Such additional expenditure seems to be rewarding if an improved sus-
tainability of the education programmes can be achieved later on. 
 
 
2.6 Public versus Private (Company and/or Individual) Financing 
 
Financing of education systems plays a crucial role in all countries of the world. 
Thus it is not only a matter of the amount of financing but also the accompanying 



A View from the Outside  351 

 

engagement of stakeholders and their roles and responsibilities in the development 
of training courses. As already indicated several times above, the Indian education 
system is characterised by mixed financing. Besides a significant national financ-
ing, the individual or rather family financing of educational activities plays a great 
role in India. In this respect, it can be called a market-liberal system (Busemeyer 
and Trampusch 2012). Consequently, a private education sector has evolved in 
India which constitutes an integral part of the country’s economic performance 
(see chapter 8 and 14). If education is considered an investment, then it is under-
standable that parents and students expect a return from the investment. From an 
economics of education perspective, this is achieved later through the income 
earned in the labour market system which takes the educational background ap-
propriately into account. As the article by Narendra M. Agrawal et al. shows, the 
realisation of the returns of education, when compared internationally, is achieved 
by the fact that Indian employees show a lower level loyalty towards their employ-
ers and change their job very quickly if better payment is offered elsewhere. The 
high turnover is fostered by a liberal labour market which is determined through 
other factors (see chapter 14). 

At this point, it is important to mention that the employers are usually not 
interested in larger investments in the training of their staff. Due to the high turn-
over, these investments are not considered to be profitable (poaching problem). 
Through the absence of employer commitment in training, only very limited fi-
nancing possibilities of governmental bodies, as well as the focus of parents on 
general education courses, a skill gap arises at the middle qualification segment 
(see chapter 7). If the Indian formal sector continues to grow and industrial as well 
as service-oriented companies want to succeed on the global market, qualitatively 
competitive products can only be produced by an adequately trained workforce. 
Thus, a fundamental issue to be tackled in future will be, as Mehrotra et al. (2014) 
suggests, the development of public private partnerships in vocational training. 
The stronger involvement of employers in political issues of vocational education 
which is pushed by the government goes into the same direction. The implemen-
tation of sector skills councils is one initiative in this direction. However, many 
companies currently still do not seem to be convinced of a stronger engagement 
(see chapter 8). 
 
 
 Meso-Level Analysis 

 
This section analyses the structural and curricular issues at the level of individual 
educational institutions including the related structural and curricular characteris-
tics. 
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3.1 Adequate versus Inappropriate Curricula 
 
The curricular framework conditions constitute for all education institutions a de-
cisive guideline for their didactic-pedagogic action (Kelly 2004). On the one hand, 
there are modern and updated curricula in the field of secondary education in India. 
One example in this respect is the curriculum in the area of pre-vocational educa-
tion (see chapter 3). Furthermore, in the field of vocational courses at general ed-
ucation schools great efforts have been made to introduce an attractive and modern 
learning environment (see chapter 9). On the other hand, especially in the field of 
the Apprenticeship Training Scheme (ATS) outdated curriculum from the 1960s 
is still used. Even in the area of ITI training, the number modern curriculum is still 
relatively limited (see chapter 4). 

This leads to problems because young people who are trained in this man-
ner do not have the skills profile that matches the requirements of the companies. 
This explains to some extent the reasons for the poor transition of ITI students 
onto the labour market (see chapter 13 and 15). With the help of appropriate insti-
tutions, which are specialised on curriculum development (like PSS Bhopal or 
Kolkata), it should be possible to put an end to this deplorable situation quite 
quickly. It should then be the task of the individual education institutions to see 
that their teaching staff has the appropriate qualifications to push the implementa-
tion of new curricula in the courses (see chapter 4). 
 
 
3.2 Short versus Long Duration of Programmes 
 
In the preceding chapters, particular attention was paid to education levels, 
wherein it was also pointed out that at each education level education programmes 
have certain duration. Thus secondary education is created to last over many years. 
Similarly, higher education also comprises studies over several years. 

Vocational education courses, however, are offered for a duration lasting 
from few weeks to usually a maximum of two years (see chapter 3, 4, 5 and 6). 
How might comprehensive skills be taught and practiced in training measures 
when the course lasts only a few weeks, however? If comprehensive skills are to 
be learned, the training phases should be planned in a sufficiently long and inten-
sive manner (see various articles in Fuller and Unwin 2013). It is not surprising 
when employers complain about the insufficient qualifications of young people 
who get trained in short-term training courses. It is interesting that in the informal 
sector, in which learning takes place mostly non-formally and informally, the 
learning process is created to last over several years until the professionalisation 
is completed (Pilz et al. 2015). 
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Therefore, in the long run, it is necessary to strive for the extension and 
standardisation of training periods also in the professional/vocational area. This 
applies primarily to the initial training of youths, where equivalencies with the 
general education system could be made. Such standardisation might be problem-
atic and not sufficient enough for the informal sector. However, by means of in-
formal apprenticeships (ILO 2011; Barber 2004) as well as a corresponding certi-
fication of the informally acquired skills, a special type of vocational education 
could be established at least to some extent for this central sector of the Indian 
economy. 

For the field of further and continuing training (see chapter 11), however, 
other solutions have to be found oftentimes. Here, training programmes have to be 
designed in a flexible manner in order to enable the participants to receive an in-
come besides the training measure. 
 
 
3.3 Competent versus Unqualified Teachers/Trainers 
 
It is known from international studies that teaching staff has a very crucial im-
portance in an education system (Hattie 2009). Thus, special attention has to be 
paid to a high-quality training of teachers, to their selection, as well as to their 
appropriate salary. All in all, these requirements are met in the general school sec-
tor and especially in higher education in India (see chapter 6). Bigger problems 
especially occur in rural areas in which it is difficult for public schools to find 
well-qualified teaching staff due to low attractiveness (see chapter 9). 

The situation in the field of vocational education is totally different. 
Whereas the quality of teaching staff at polytechnics and colleges can still be de-
scribed as good to satisfactory (see chapter 5), the situation at ITIs is frequently 
precarious. If teaching staff and trainers themselves often only completed training 
at an ITI as highest educational degree, the training cannot meet high quality re-
quirements (see chapter 4 and Mathur et al. 2014). At this point, training for vo-
cational school teachers needs to be urgently implemented. This training has to 
include both, a professional qualification in the respective subject and an explicit 
didactic-pedagogic perspective. Usually, this can only be reached through study-
ing at a university. To make the teaching profession more attractive, it will also be 
necessary to pay an appropriate salary to these well-qualified teachers. 
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 Micro-Level Analysis 
 
At the micro-level, the specific teaching-learning process will be the focus of anal-
ysis. 
 
 
4.1 Theory-Driven versus Practical Experience 
 
The courses with vocational focus have the task to prepare the learner for the daily 
life in the labour system. This includes comprehensive theoretical knowledge 
which, however, has to be applied in practical settings. 

Nevertheless, the articles Vishal Gupta and K. Kumar impressively doc-
ument that formally organised vocational learning in India is too strongly rooted 
in theory. Practical phases and learning with a practical orientation are not at all 
or only marginally taken into account. Against this background, employability 
cannot be achieved and, moreover, the needs of the labour market cannot be ade-
quately met. Once more, the reason for this fact could be that theoretical education 
has a better image in India and that teachers in the field of vocational education do 
not consider practical-oriented teaching (e.g. directly on machines within the pro-
duction process) as appropriate for their own social standing. In addition, the train-
ing of teachers oftentimes does not consider and promote practical orientation in 
an adequate way (see chapter 9). 

Once more, this problem needs to be solved through a new form of train-
ing for vocational school teachers (cf. above). Vocational school teachers have to 
become aware through their training that the acquisition of knowledge, skills and 
broader competencies in vocational training courses can only be realised through 
direct interlinkage of theory and practice (Evans et al. 2006; Fuller and Unwin 
2013), whereby the physical activity genuinely serves the organisation of the 
learning process and should not be considered as negative stigma. 
 
 
4.2 Teacher versus Learner-Centred Approaches 
 
In the Indian context the teaching-learning process is still characterised by a strong 
dominance of teaching staff (see chapter 9). 

Teaching staff primarily consider themselves as lecturers and not as 
learning guides or moderators within the learning process. In this respect, existing 
reality contradicts the findings of teaching-learning research (Bransford et al. 
2000). Only if it works in the medium term to focus teaching at all school levels 
and also in the vocational education sector much more on the learners and to inte-
grate them more actively in the learning processes, only then all kinds of skills can 
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be enhanced appropriately besides the merely receptive knowledge. Enhancing 
problem-solving skills; understanding, confidence and motivation, fostering aspi-
rations and self-esteem as well as communication and, social competence, and 
other kinds of skills can only be promoted by taking part in activities and through 
the individual’s own actions. Here again, it is the quality of the training of teachers 
that is central: In the initial teacher training, modern pedagogical and didactical 
concepts have to be integrated. Also in further training, corresponding pro-
grammes need to be provided in order to reach out to the already active teaching 
staff within the education system. This suggestion could be formally flanked 
through a stronger curricular definition of teaching-learning methods (cf. above) 
and it can become mandatory in the context of quality management of education 
institutions. 
 
 
 Conclusions 

 
The Indian education system faces huge challenges in order to adequately realise 
the transition from school to work as well as the preparation of youths for the 
world of work. 

The presentation of the three-level analysis surely does not deal with all 
strengths and weaknesses in a comprehensive way. Nevertheless, it should have 
already become clear by means of the examples highlighted in this chapter (and 
the many other ones in the preceding chapters) that the governance and develop-
ment of the Indian education system can only take place in terms of and from a 
multi-dimension perspective and in an interconnected and coordinated way. Oth-
erwise, there is the risk that single initiatives and partial modifications result in 
unexpected side effects and possibly negative reactions from other points of the 
education system. Thus, side effects already have to be taken into account appro-
priately during the planning of initiatives. 

On the one hand, comprehensive knowledge of all parts of the education 
and labour system is required, that this book, it is our hope has especially contrib-
uted to. On the other hand, scientifically sound educational planning is indispen-
sable. Especially research about the Indian education system, and here in particular 
vocational education, requires a comprehensive understanding. This fact has also 
emerged from the findings of chapters in this book. The promotion of young re-
searchers is a crucial factor to ensure that in the future the development and im-
plementation of scientific methods in Indian educational research is undertaken in 
accordance with internationally accepted standards. In addition, the establishment 
or rather the intensification of research networks can be a fruitful venture. The 
dissemination of scientifically relevant findings, the academic exchange, and the 
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joint elaboration of scientific topics can contribute to the growth of the scientific 
community. To this end, the collaborative production of this book by various re-
searchers from different disciplines of the Indian education system could be per-
ceived of as having provided a significant contribution – now and in the future. 
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