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Abstract:
The present discourse on sustainability is limited to review of development strategies in the light of conservation strategies. We can describe sustainability as a compromise between developmentalism and environmentalism. The logic behind sustainability discourse, as described comprehensively in recent Unesco sourcebook, is that global management of natural resources can prevent exhaustive use of nature. This logic stands challenged by local ecological movements which have their own claims. Further, the neoliberal economy has shrunken the role of the State having natural resources as its eminent domain to that of public trustee of such resources. In effect, sustainability becomes a multi-contested issue in which each party has its own definitions and claims. Unesco has declared the claims of the global community and it demands evaluation of local contexts for universalisation of sustainability education. To do justice with such a complex contest, one needs a robust and autonomous education system. This study evaluates the inherent weaknesses of Indian elementary education system in carrying forward sustainability education. It also presents the social-economical context of the debate. Methodology used is time-series analysis of data provided by different monitoring agencies including NCERT, NEUPA, MHRD, JRM on SSA, and Unesco. Whether we do it in our own interest or we follow the Unesco guidelines on sustainability education released in 2014, we have to contextualise sustainability within our social-political reality. This paper is only making an attempt. 
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Introduction 
Sustainability is an ecological discourse dealing with environment pollution caused by industrialisation (Adams; 1990).  At national level, it talks of deprivation inflicted by exploitation of resources by urban population and large farmers on the rural masses directly dependent on natural resources (Gadgil and Guha; 1995). Among the theories of political ecology, the one presented by Raymond Dasmann (1988) is most convincing wherein he divides society into three categories—ecosystem people, ecological refugees and biosphere people—to describe how political economy favours the urban masses to create ecological refugees out of those villagers who depend directly on ecosystem for their biomass. A simple response to this kind of radical explanation will be to reverse the process of development and re-establish the rights of the ecological refugees. However, the present discourse of sustainability is limited to review of development strategies in the light of conservation strategies (Adams, 2000). Habitat and livelihood have become important variables of sustainable development. Any process that challenges these, besides exploiting natural resources in an exhaustive and polluting way is considered non-sustainable.
In other words, we can describe sustainability as a compromise between developmentalism  and environmentalism. For example, the following words used by Unesco while describing the curricula for sustainability is illustrative enough.
“The right to development must be fulfilled so as to meet developmental and environmental needs of present and future generations in an equitable way.”
(Education for Sustainable Development Sourcebook Published by Unesco, 2014)
The basic assumption behind this statement is that environment cannot be protected without development. This statement rejects the historical fact that primitive societies were environmental friendly. It also rejects the fact that industrialisation has led to environment degradation. After rejecting these two facts, what are we left with? And why should we reject these two facts? Because these hold developed societies responsible for environmental degradation and tacitly demand compensation which they are not ready to offer.
The development-environment compromise has two pedagogic implications--environmentalism seeks inclusion of conservation at all levels of education while developmentalism seeks inclusion of those populations that have threatened habitat and livelihood. Curriculum is, obviously, decided by the forces of development and/ or conservation, and not by those being affected by development or conservation.
The logic behind sustainability discourse is that global management of natural resources can prevent exhaustive use of nature. This is evident from the following words of Unesco describing the sustainability perspective for education (Sourcebook 2014).
“Accompanying principles of sustainable development are...understanding local issues in a global context and recognizing that solutions to local problems can have global consequences.”
Hence, the broad objective of sustainability education is to universalise the concept of global management—directly or indirectly. This requires two tasks to be accomplished—universalisation of education and revision of curriculum to make it pro-global management. 
It has also been prescribed by Unesco (Sourcebook 2014) how the curriculum has to be reoriented to address the issue. Let us have a look.
“Today we are talking about international trade. Think about the shirt that you are wearing and where the fibre came from, where the cloth was made, where the shirt was sewn, and how it was transported to where you are. How much energy did that take? What is the carbon footprint of your shirt? How is your shirt related to sustainable use of resources?”
Within this context, we have to evaluate our national and local conditions to introduce sustainability education in our schools. Even such an evaluation has also been prescribed (Sourcebook 2014)
“In an effort to save time or resources, governments have imported curricula from other countries or regions. In the case of ESD, this is inappropriate, because local and national sustainability goals and local contexts will not be well targeted”.
Whether we do it in our own interest or we follow the Unesco guidelines, we have to contextualise sustainability within our social-political reality. This paper is only making an attempt. 
Capital Conflict
The objectives of sustainability identified so far require acculturation, assimilation and integration of societies towards conservation and global management of natural resources. All these processes further require cultural contacts between different societies. Secular, homogenised (universalised) education can provide such contacts in a substantially effective manner.
Homogenisation of education has some intrinsic problems as pointed out by cultural reproduction theory of Pierre Bourdieu. Since education represents habitus of dominant class, the dominated communities find them unfavourable. Such communities calculate objective probabilities of success within education system and opt out of it due to fear of failure (Bourdieu and Passeron, 1990). The pedagogical challenge for academicians is to include the habitus of the dominated in the education system and contest the fear of failure.  Inclusion of habitus will require changes in curriculum and pedagogy within a broadly homogenous education process. A valid question in this contest is, therefore—whose education? 
There is a general consensus among the social scientists that the existing ‘doxa’ of the dominant class which treats environment as a resource instead of source of life is flawed (Holt, 1997; Bowers, 2001; Fien, 1997; Hug, 1998). However, they have been trying to identify different skills that can change the habitus and provide sustainability by developing environmental capital (Fien, 1993; Byrne 2000). Many of them have identified sustainability as a source of environmental capital. The academic implication of such findings is that education process must create sustainability knowledge and thereby environmental capital within the existing system of education. 
It has been proposed that a person or community having both environmental and economic capital will act differently from a person who has only economical capital. Similarly, a person having both social and environmental capital will behave differently from a person having only social capital. 
The dominant community uses its economic or material capital to mitigate pollution risks. For example, it buys less power consuming air-conditioner, organic food, or purchases carbon credits instead of reducing emission. The dominated community, on the other hands, uses its social capital to regulate industrialisation itself. Hence, sustainability can be defined as cap over use of different forms of capital dealing with environment in a conflicting society.
The pedagogical implication of the social context of sustainability is to promote the use of material or economical capital in mitigating environmental risks. Since education represents the habitus of dominating class, it is unlikely to reflect on the concerns of the dominated class. Even if such reflections are included, they will be superficial at the best.  This forces us to raise a very significant question—whose sustainability? Do we intend to teach de-indutrialisation? Are we ready for an alternative course of development which requires minimum natural resources? Do we have any consensus on that minimum requirement? Unesco guidelines are silent on these obvious questions.
In Bourdieu’s scheme, society is presented as a game in which different actors interact with each other with resources available to them. Sustainability, in this scheme, is only a limitation on the use of different resources and not a resource itself. So the question persists—whose sustainability; that of the dominant class or that of the dominated? A corollary to this question is, again,
--whose education? 
Agency and Identity
Current political scenario in developing countries has two important factors—neoliberal economy and intervention of Brettenwood Institutions. Under neoliberal economy, the State is withdrawing from its welfare role. The role of market is expanding in every field including that of education. An obvious outcome of this new system is commodification of education in the name of options. The process of commodification involves grading of a product or service. The economic status of a consumer determines what quality of product she can purchase. The role of Brettenwood Institutions can be identified in declarations of Jomtien and Dakar global education conferences on Education for All which are further endorsed by the Millennium Development Goals, and now clearly outlined in Unesco Sourcebook on Sustainability Education (2014). These political interventions have created serious quality-inclusion trade-offs within the education system of developing countries. The fact that universal education programme is not demand-driven is obvious in different ways. For example, only 5,500 villages in India do not have mobile phone connectivity, whereas more than 2.5 lakh of them do not have upper-primary schools.
 As our schools have not evolved out of social capital, they face serious quality problems reflected in Aser reports produced by Pratham, a voluntary organisation conducting all India surveys on quality of education. 
In India, the universal elementary education programme is based on inclusion. So far it has failed to address the question of quality. Even the inclusion data are not very promising if we think in terms of changes in habitus. Any significant change in habitus demands retention of students for a significantly long time. Inclusion in primary education should, therefore, result in inclusion in secondary, senior secondary and higher education as well. However, available data indicate otherwise (Lewin, 2011).
The present inclusion-quality trade-off has a serious location problem. One is forced to asked: whose education? If education is a social agenda, one must find commitment of the community towards quality. Instead, in all community discourses, the agenda is certification and employment. Therefore, education has no political agency, not at least for its intrinsic values—self-enhancement and human welfare (Miri, 2003). If education is an agenda of the State, there must exist enough efforts towards retention of students for developing human resources, which is completely missing. If education is the agenda of the market, there must exist efforts for creating replaceable labour. This agenda is being followed but not within existing system of education. It is obvious then, that education in its present form is the agenda of the Brettenwoods Institutions. It is a subject of compliance rather than achievement. 
Whose Sustainability?
In a diverse country like India, sustainability presents its own contradictions. Let us take the example of Gir Forest Reserve. Here, World Wildlife Fund, a tansnational NGO, is in conflict with the local human rights NGOs over the habitat of Maldharis (cattle herders) traditionally living in the protected area. These Maldharis, having more than fifty hamlets within the reserved forests are demanding infrastructure, including education which the state is not willing to provide (Ganguly, 2000)
In 1972, over 800 families of Maldharis were forcibly displaced from the area demarcated as the National Park. Six hundred of these families were resettled under an inadequate rehabilitation programme which gave them land in villages near the sanctuary. This half-hearted attempt to turn pastoralists into farmers failed due to the poor quality of land made available to families with no knowledge of agriculture and no access to inputs required for cultivation. Within a few years, many successful pastoralists selling milk and milk products over long distances were reduced to wage labour (Randeria, 2003)
The protracted debate over sustainability has resulted in the Campaign for People’s Control Over Natural Resources, which is a large new nationwide coalition of NGOs, seeking to reassert and protect the collective customary rights of local communities.  While this case appears to be a conflict between the political concepts of ‘public trust’ and ‘eminent domain’ in the courtrooms, it raises a very valid question for an academician—‘Whose Sustainability’? There are no easy answers to this question within the framework of global management of natural resources. 
Is education sustainable itself?
The existing frameworks of education, sustainability and consumption of natural resources are complicated and deeply entrenched in social political contexts. Different communities have different claims and there is an effort to impose the concept of global management of resources. Education is considered to be a significant vehicle for taking forward the global management concept. Attempts are being made to universalise (homogenise) education. Under these circumstances, it becomes prudent to evaluate if education itself is sustainable. A neoliberal definition of sustainability would demand complete withdrawal of state from education business. While that appears to be a distant dream, one has to undertake at least an evaluation of investment-outcome analysis to provide a time frame within which education of an economically significant quality can be introduced to a socially significant population. 
Methodology
 This paper evaluates key indicators of sustainability of elementary education programme in India with the help of time-series data presented by different monitoring agencies including NCERT, NEUPA, MHRD, JRM on SSA, and Unesco.
For calculation of number of schools needed for successful programme implementation, the absolute enrolment data has been used instead of GER (gross enrolment ratio). After comparing different sources, it was decided to use the MHRD data as it does not confuse absolute enrolments by segregating them by school types, which U-DISE and NCERT data present. The enrolments at primary and upper primary levels have been compared. It has been found that the ratio of primary to secondary enrolment is half for the entire period of evaluation which is not natural.
For evaluation of total expenditure on EFA also MHRD data are more reliable as they present both the expenditure of the States and Union government at current prices. While current prices might not be the best way of evaluating economic outcomes, the method helps in authentic and consistent approximation at least.
For evaluating the expenditures under different heads—salaries and civil works, Unesco data has been used. This data provides break ups of expenditure for three years (2003-04, 2007-08, and 2009-10). With the help of these break ups, average expenditure for three years was calculated. This average was used over the entire time-series to find an estimate of yearly break up.
Data related with number and education of teachers has been obtained from the U-DISE after a careful comparison with other sources. NCERT data on Seventh Survey of Education has been treated as baseline for all evaluation. 
(i) Getting the Numbers Right
India began its ambitious Education for All (EFA) programme in 2000. At that time we had 1,209,521 rural habitations located in 586,986 villages with a rural population of about 780 million (Seventh All India School Education Survey, NCERT; 2002). An evaluation of the programme reveals that with an expenditure of INR 12, 51, 536 Cr we could increase absolute enrolment in primary classes by only 19.15 percent in the ten years spanning 2003-2013 (Table-1). Upper primary enrolment increased by 38.78 percent but remained less than half of the primary enrolment. This can be explained by the ratio of schools, which remained almost 2 (primary to upper primary) throughout the period. Although different agencies claim that the original target was to have at least one upper primary school within 3 kilometres of every village and that has been achieved with GER (Gross Enrolment Ratio) being almost 85 percent, the data does not represent the claim. It is difficult to believe that population of eligible students (age-wise and achievement-wise) remained constant at 50 percent of the primary population for ten years. There exists a strong positive correlation between number of schools and enrolment, indicating that the target itself was flawed.  If we wish to achieve 100 percent elementary education, we need to double the number of upper primary school and bring them closer to the villages. That means we need some 5 lakh more schools to make our EFA programme successful, and with present rate that might consume another 10 years with an expenditure of roughly INR 5 lakh Cr more. With present infrastructure even the elementary education of very basic quality (to be discussed further) is not sustainable.
Table 1: Time series data of Expenditure, Enrolment, and Number of Schools Engaged in Primary and Upper Primary Education in India. 
[image: ]
Source: Ministry of Statistics and Programme Implementation for expenditure (at current prices) upto 2008-09; HRD Ministry Report 2014 (Education Statistics at a Glance); Bureau of Planning, Monitoring and Statistics; EFA Report 2014, NCERT. 
(ii) The Beehive for Future
Majority of teachers employed under EFA programme are contractual. The salaries being given to them has been estimated in Table 2 given below. As evident from the table, there are 5983000 teachers engaged in EFA programme getting annual salary of INR 69,920. This amounts to a monthly salary of less than INR 6,000 or a daily salary less than a daily wage worker. The estimation has been verified in Bihar, Jharkhand, and Uttar Pradesh.
Poor salary leads to discontent among the teachers. A violent demonstration was held in Bihar during 2015 assembly elections demanding regularisation of teachers. Representation for increment in salary a regular phenomenon all across the country. This issue is expected to take alarming proportions in the next few years. Even if it does not, one wonders how demotivated teachers can meet the quality requirements of education, leave aside the question of sustainability education that requires change in doxa and habitus. 
Table 2: Estimation of Teacher Salary on the Basis of Reported Average Expenditure
[image: ]
Source: HRD Ministry Report 2014(Education Statistics at a Glance); Bureau of Planning, Monitoring and Statistics.
(iii) Inclusion-Quality trade-off
Teachers are the most important factor of an education system. Their academic excellence and psychological activism decides the fate of education. However, in India, teachers are the worst representatives of the inclusion-quality trade-off. 
A profile of the teachers engaged in elementary education was prepared by Micheal Ward (2008) with the help of information provided by NCERT. The data is an old one but holds good even today because of the recruitment policies adopted by Union and State governments for elementary education. The findings are given in Table 3 along with recent data. Almost 40 percent teachers engaged in EFA are having education of senior secondary level or below. Majority of them do not even have proper training in elementary education, which has senior secondary as minimum qualification. The result of this profile reflects in the achievement scores. Even if we overlook ASER reports which present a very pessimistic picture of EFA in India (although considered to be most rigorous, methodical, and authentic by academia in general), even the NCERT surveys do not present a rosy picture.  
Table 3: Academic Profile of the Teachers Engaged in EFA programme in India
[image: ]
Source: Micheal Ward, Senior Education Adviser for the UK’s Department For International Development (DFID) India Country Programme; U-DISE (2015) NEUPA.
According to NCERT survey of achievements (given in Table 4), the average level of achievements in Class VIII (concluding class of EFA programme) in Mathematics, Science and Social Science was less than 50 percent (Table 4). Under such score, one has to think of effectiveness of sustainability education seriously because the new curriculum will mean extra expenditure on an already challenged system.
Table 4: NCERT Survey of Achievements
[image: ]
(iv) The Political Economy of EFA
In the last ten years, some 5.3 Lakh new schools have been constructed with an estimated (conservative) expenditure of INR 38,976.25 Cr (Table 5). On an average, some 50 lakh INR has been spent on each school of which 60 percent do not have facilities for running upper primary sections. More than 700 new residential schools have been built for deprived classes but they are located at urban centres. This only reinforces the claims made by Gadgil and Guha (1998) that development only benefit ‘large farmers, urban and business class people (Omnivores)’ in India. In this case, suppliers of the building materials and civil contractors appear to be clear beneficiaries, because of poor planning. It is evident that if the schools had more classrooms for accommodating upper primary sections, we would not have fallen short of 5 lakh schools. We would also have saved construction time and perhaps a significant fraction of INR 380000 Cr that we now need additionally to arrange sufficient infrastructure for our EFA programme to succeed. One might argue that buildings are the basic infrastructure for elementary education and spending on them is unavoidable. Further, the sooner we build them, the lesser will be the cost. A reply to this argument lies within the argument itself. Further, one needs to explore the possibilities of introduction of ICT in upper primary education. With 18 percent of rural households and 40 percent of urban household being computer literate now and mobile phone network having better penetration than schools, distance education scenario is changing fast and with a little extra effort, we would have made our primary schools fit for ICT based learning.  

Table 5: Estimation of Expenditure on Civil Works
[image: ]
Source: UNESCO; Promising EFA Practices in the Asia-Pacific (2015); NEUPA, Education for All: Towards Quality with Equity (2014)
Conclusion
Bourdieus’s observation that ‘purpose of education is to create replaceable labour’ appears apt for Indian system. Still, education has its role here as educated labour adds value to production. Besides, availability of labour also determines which type of industry will grow. However, the education system that we have evolved in last few decades is overburdened with the task of inclusion. It lacks the quality needed for making any substantial change in doxa or habitus of the labour classes in India. There exists a development-sustainability deadlock in the political discourse within the country, which is used by contesting parties arbitrarily. This discourse prevents global management of natural resources, which is the main objective of the present sustainability discourse.
The logic behind present sustainability discourse is that global management of natural resources can prevent exhaustive use of nature. Hence, the broad objective of sustainability education is to universalise the concept of global management—directly or indirectly. This requires two tasks to be accomplished—universalisation of education and revision of curriculum to make it pro-global management.
In India, the universal elementary education programme is based on inclusion. So far it has failed to address the question of quality. Even the inclusion data are not very promising if we think in terms of changes in habitus. Any significant change in habitus demands retention of students for a significantly long time. Inclusion in primary education should, therefore, result in inclusion in secondary, senior secondary and higher education as well. However, available data indicate otherwise.
Revision of curriculum would mean increasing our expenditure at atime when we badly need funds to build more schools. It would also mean an increase in performance burden on the teaching class which is not competent to do justice with local environmental conflicts present within our country.
To remove political arbitrariness over development discourse, the education system must be autonomous and sustainable. Sustainability can be achieved only when schools are not dependent on governments for their recurring expenses, particularly salaries. Present schooling system in India is heavily dependent on State for its recurring cost and hence, is incapable of taking any stand on development discourse.
In a large and diverse country like India, both development and sustainability take complex forms. Communities in India have their social capital intertwined inversely. This means development of one community is not possible unless other contesting communities are suppressed (deprived of equal opportunities).  Creation of equitable environmental capital is very difficult in such a social setup. 
The neoliberal economy that we have already adopted has changed the role of State with reference to natural resources. The principal of eminent domain is being challenged and State is now being considered as a public trustee of resources. Local environment movements are emerging fast. Such movements, obviously, have claims very different from the concept of global management of resources. The conflict between market and society is growing fast and no amount of classroom deliberations is capable of containing them.
It is, therefore, worthwhile to leave the present sustainability issue out of school and continue with environmental education within existing framework of natural and social science curricula. Our priority should be improvement in quality of education rather than expanding the scope of education. Any unqualified intervention in multi-contested environmental conflicts would defeat the purpose of sustainability in its broader definitions.
For most of the rural India, sustainability has clear meanings—employment, and right over land, water and forest. There are legislations in place for protecting land and forest rights but water and employment are still contentious issues. Education, within existing social-economic set-up is perceived only as an instrument of securing employment. In order to ensure greater community participation, some incentives should be introduced to establish a better link between employment and education. Once education becomes a social capital worth efforts, other targets can be pursued with better efficiency. Otherwise, as behaviourists claim, every learnt behaviour is forgotten in absence of suitable rewards.
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