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ABSTRACT: The present study exploresthe educational domain of deaf children, in a
small village called Massar, in Meghalaya. The paper investigates the academic setup of the
village against the backdrop of educational programmes, human resources, andthe physical
infrastructure of the institutions. Ethnographic approach, being the mainstay of anthropological
studies was implemented to capture the nuanced perspectives and experiences of the
stakeholders i.e., teachers, deaf students, and their parents on the academic pursuit.Further,
the paper also highlights the challenges encountered in the process of tutelage and the
subsequentramifications. Numerous deaf students in the studies village drop outfrom schools
during the early stages of edification, largdy owing to the predicament imposed by hearingloss,
in the absence of sign language and economic constraints. Thus, considering all these factors,
the study attempts to address the paossible provisions that can be instated for the successful
operation of Inclusive Education (IE) in the studied village.

INTRODUCTION disabled children, the statistics is staggering, given
the fact that in India, only around 55% of the total
disabled persons areliterate while approximately 40
million disabled children do not attend school
(Chatterjee, 2003; MoSPI, 2016). Thisscenarioisalso
reflected in Meghal aya, wherethenumber of illiterate
disabled persons surpassestheir literate counterpart.

Education is one of the key determinants for
theprogress of acountry in general and an individual
in particular. It empowers the peoplefor the overall
development of personality, strengthens the respect
for human rights, and hel psto overcome expl oitations
and traditional inequalities of categories like caste,

class, and gender (Baral and Meher, 2017).Thus, TABLE-1

irrespective of gender, ethnicity, socio-economic Education of disabled in Meghalaya (MoSPI, 2016)
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Tableldemonstrates the statistics on the
academic performance of the staterdating to disabled
persons. The figures reportedly project that out of a
total reported 44317 disabled individuals, 21145
persons (47.7%) fall under the category of literate,
while theremaining 23172 individuals (52.3%) are
reportedtobeilliterate. Thismarginisfurther widened
as we approach the category of higher studiesin the
category of graduate and above, with arepresentation
of just 657 individual s (3.11%) of thetotal disabled
population indicating an incongruity in thestructure
(MoSH, 2016).

In India, the Ministry of Social and Justice
Empowerment alongsidethe Department of Education,
and the Department of Women and Child Welfare
collectively attend to the educational needs of
disabled personsg(Singal, 2006).Educational provisions
for thedeaf in Indiainitially begun as special schools
with the help of missionaries and NGOs (Wallang,
2016; Gulyani, 2017),and the same trend was also
observed here in Meghalaya too, where church
organizationsand NGOs played avitd rolein fostering
the educational mission for thedeaf (Wallang, 2016).
The goals of thespecial schools are exclusively
centered on thepedagogyand the overall devel opment
of disabled children. However, scholars like Oliver
are skeptical about thisspecial education regimeand
he states, ‘Special segregated education has been
the main vehicle for educating disabled children
throughout most of the industrialized world in the
twentieth century. Over a hundred years, a special
education system has failed to provide disabled
children with the knowledge and skillsto take their
rightful placeintheworld, and it hasfailed toempower
them’ (Oliver, 1996:93). Notwithstanding this, the
contribution of special schools cannot
beunderval ued, asthese school s provide an academic
platform for many disabled persons who otherwise
would have been completely cut out from the
educational milieu.

Historically, literatureevincesto usthateducation
wasprovided to the deaf in isolation owing to their
sensory condition which demands‘ special’ attention
(Gulyani, 2017). However,deafnessin itself
encompasses a variety of categories depending on
thenatureof thetrait, which can bemedically inclined
or it can be considered asa distinct culture

altogether.A major challenge in deaf pedagogy,
therefore, liesin establishing arigid communication
structure which can accommodate individuals with
different forms and degreeof hearing loss.To ease
thiscommunication barrier, sign language was
introduced as the most common mode of communique
by the deaf/Deaf communities across the globe.
Therefore, universally, educational institutions
implement one of the recognized sign languages to
impart education to deaf students.Whilelegislations
are imposed to sanction this provision, regrettably,
sign language is not prioritized asthefirst language
of the Deaf/deaf communities in India unlike the
western nations (Wallang, 2016). Also, secondary and
higher education for the deaf are further exacerbated
owing to the vocationalized nature which stresses
more on developing ‘life skills' to qualify ‘to enter
into the world of work’ (Thomas, 2007).While the
importance of such vocational courses cannot be
undermined, the primary focus should be toequip deaf
personsthrough formal education as three-fourths of
all jobsnow requiretechnical training beyond ahigh
school diploma. In that sense, it is just not the
availability of education but the accessibility,
affordability, and appropriateness of the course
offered that demandsparamount interest (Dawn, 2014).

POLICIES AND PROGRAMMES

Over the years, many decent strategies and
policies have been initiated globally to underpin the
importance of academic inclusivity, thereby
broadening the horizon of opportunities for disabled
individuals. However, a careful calibration of these
efforts assertsthat the implementation of these
regimesremainsachallengeandtoalarge, ineffective,
especially in thefield of educationinrural areas. Itis
aknown fact that the devel opment of anation largely
depends on the quality of educated intellectuals it
produces and hence, many policies have been
modified or revised to make practical calls for
increasing the applicability.

Although programmes like the Integrated
Education for Disabled Children (IEDC) was
introduced in 1974, ardent legidationsfor thedisabled
in India cameinto play only during the 1990s with the
enactmentof the Rehabilitation Council of IndiaAct
1992, the Persons with Disabilities (Equal
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Opportunities, Protection of Rights and Full
Participation) Act 1995, and the National Trust for
Welfare of Persons with Autism, Cerebral Palsy,
Mental Retardation, and Multiple DisabilitiesAct 1999
(Gulyani, 2017). On theinternational forefront, amajor
respite came with the ratification of the Convention
of theRights of Personswith Disahilities (CRPD, 2007)
by the United Nations in which India became a
signatory country in 2008.Additionally, India hasalso
agreed to be a ratified member of the Biwako
Millennium Framework(2002), Biwako FlusFHve (2007),
the Incheon Strategy(2012), the Sustainable
Deved opment Goals (2012), etc. toname afew.

The National Programme for Prevention and
Control of Deafness (NPPCD) was launched
specifically focusing on the needs of deafindividuals
by the Government of India. This programme was
initiated at the primary health care level and
sanctioned aiming to reduce the burden of deafness
aswel| aspreventable deafness (Varshney, 2016).

In the domain of educational palicies, theNational
Curriculum (2005) on school education primarily
focuses on educational barriersresulting from
disparitiesin gender, caste, language, culture, religion,
or disahilities (Wallang, 2016). However, thedeal sedler
wastheexecution of the Right to Freeand Compul sory
Education Act, 2009 al so known asthe Sarva Shiksha
Abhiyan (SSA), which was a momentous stride. It
regul arized free and inclusive education for children
between the age group of 6-14 years, making
education accessible for all, irrespectiveof gender,
caste, religion, disability. In a parallel effort, the
Integrated Child Development Scheme (ICDS)
launched an inclusiveformal pre-school education or
Early Childhood Care and Education (ECCE) to
accommodate children under 6 yearstoensurehaligtic,
physical, psychosocial, cognitive, and emotional
development of young children to nurture a
protective, child-friendly, and gender-sensitivefamily
and community (Ministry of Women and Child
Development. Government of India, 2013).Thiswas
further bolstered by the introduction of the Rights of
Persons with Disabilities Act (RPWD), 2016 which
reinstated the importance of inclusive education
pressing students with, and without disahilities to
learn together. This right also mandated for non-
discrimination in schools, accessible infrastructure,

reasonabl eaccommodations, individualized supports,
use of Brailleand Indian Sign language in teaching,
and monitoring among others (Sarkar, 2020). The
recent implementation of India’ sNational Education
Policy 2020 (NEP) hasbeen commended asanew era
in educational reform. However, this too has come
under the scanner because experts have assertedthat
it existswithin aframework of pervasive policy gaps
in the education of children with disabilities (Sarkar,
2020). The existence of so many policies and
programmes evinces that provisions are in place to
attend tothe needs of deaf studentsin India. However,
effectiveimplementation of theseprogrammesarea so
affected by a large number of factors like the
infrastructure of the educational institute, the
adeptness of the teaching staff, the modality, the
background of the students family, and to a large
extent, the guidance provided to the deaf studentsto
name a few. Therefore, even though legidations are
employed and funds allocated, unless the
mentionedissues are addressed at the fundamental
level, the purpose of these provisions cannot be
attained. In the ensuing passages, issuesconcerning
deaf education in the studied community are
discussed.

DEAF IN MASSAR

The present study was conducted among deaf
individuals, belonging toa particular clan called
Nongsteng, settledin asmall War Khas villagecalled
Massar, in Meghalaya. The clan comprises of two
lineages. In onelineage, the sensory impairment has
been reportedin all the generationswhilein theother,
thetrait is absent. This segregation of lineage based
on the hearing statuscan be traced back to seven
generations when the hearing impairment was first
recorded from awoman named Shilot Nongsteng. The
trait was then subsequently expressed in all the
generations that descended through her lineage.
Thisinformation,on the nature and extent of the
trait,was initially induced from a preliminary
genealogy constructed by the headman of Massar,
and later verified by theresearcherduring her stay in
thefied.

In Massar, forty-five individuals (N=45) are
reportedly either deaf or hard-of-hearing (HOH). The
term deaf with alowercase ‘d’ has been used as the
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identity marker of the studied popul ation, sincethey
do not form a distinct cultural group as opposed to
the'D’ which refersto agroup of deaf people whose
first languageis sign language, and shares acultural
identity (Johnston, 1989). In the passages that foll ow,
both deaf and HOH willbe represented by the word
‘deaf’” unless specification is further requiredasboth
of them recognizes themselves with the ‘deaf’
community owing tosimilar shared experiences and
immediatefamily ties. Theexpression of thisparticular
trait, irrespective of sex is expressed in all the
generationsindicating a hereditary nature.However,
theage of onset of the hearing lossvaries from person
to person with an average onset age of 11 years. The
trait islargely post-lingual in nature, indicatingthat
language acquisition ensues before the auditory
impairment devel ops. Thisevent isthen foll owed by
agradual escalation of the degree of hearing lossin
most of the cases. Thebiggest challenge faced by the
deaf informantsis during the early years of hearing
loss as the transition demands major adjustmentsin
communication patterns. However, thereis no issue
of identity conflict in the current study with most of
them identifying themselves as kyllut (deaf),owing
to the anticipated nature of the auditory impairment
across all generations.Therefore, the studied
community shares asimilar experienceto that of the
rural deaf Mayan community (Johnson, 1991) where
thevillagersdo not haveastrong Deaf identity unlike
theonefound in Martha svineyard(Groce, 1985), or
acrossurbanized communities.

METHODOLOGY

The current research was piloted by immersing
into aprolongedfiel dwork that lasted for a stretch of
eighteen months. Ethnographic approach, being the
mainstay of anthropological studies was employed
to describeand interpret the lived experiences of the
deaf informantsin the educational realm. Informants
were sel ected by executing purposive sampling, and
a semi-structured schedule was systematically
constructed. Interviews were obtained from thirty-
three (N=33) deaf respondentsfrom 12 yearsonwards
by strictly adhering to the guidelines laid down by
the ethical board; both at theuniversity and the state
level. Additionally, fiveteachersfrom the schoolsin
Massar, and one Block Resource Person (B.R.P) were

alsointerviewed to understand the progress and the
challengesfaced by the teachers and the deaf
students,both within and outside the classroom
settings.Thus, interactive interviews were also
executed in unconventional settings like fields,
community gatherings, etc.to explore beyond the
traditional one-way qualitative method of data
collection as proposed in Living Stigma by Green et
al. (2005).

Rapport with the deaf informants was established
during my participation as a volunteer in a project
with the ENT department of North Eastern Indira
Gandhi Regiona Institute of Health and Medical
Sciences (NEIGRIHMS), Shillong on the same
community, earlier. Therefore, | was easily
accommodated into my field, owing to the bond that |
had earlier devel opedwhilemediating in the project.
However, on my entry intothe field, communicating
with the deaf informants was still a demanding task
despitetheassistance of my interpreter and field guide,
sinceit demanded alot of time and patience from both
theinterviewing, aswell astheinterviewee'send, with
some interviews stretching up to three hours. Deaf
informants on many occasions could not understand
the questionsowing to the auditory impairment.
Therefore, questions were verbally reframed
ingtinctively inalmost all theinterviewsto makethem
intelligible. The write-up of this study was achieved
by these lengthy interviews and further supplemented
by pulling togetherseveral narratives from my field
notes.

The interviews with the respondents were
accomplished with thehd p of my key i nformant-cum-
field guide, Bat, and my interpreter-cum-field-guide,
Pyndap who are both residents of Massar. Bat,isthe
informal interlocutor of the deaf clanand two of the
only* hearing' individual samong her consanguineous
family of nine members; seven of whom displaya
varying degree of hearing loss. Pyndap,who is a
‘hearing’, and adistant kin of thedeaf clan was chosen
on therecommendation of thevillage headman, ashe
could comfortably converseboth in English and
Khasi,whichisrareinthevillage.

DEAF PEDAGOGY IN MASSAR

In Meghalaya, the Directorate of Educational
Research and Training (DERT) and the Directorate of
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School Education & Literacy hold the baton of
academic authority and is further assisted by the
Ministry of social justice and empowerment in
attending to the needs of the disabled persons. The
stateiswell-informed about the policies/'schemesand
actsmentioned above. Additionally, programmesslike
the Meghalaya School Improvement Programme
(MSIP) was proposed in the Meghal aya Education
Policy, 2018to scrutinizeand improviseon theexisting
educational regimes. Over the years, theinternational

community has pressed on theimportance of shifting
from special to mainstream schooling for disabled
childrenin order to create an environment that fosters
incdusivity resulting in thebirth of 1nclusive Education
(IE)(MSIP, 2020). A legit reason for emphasizing on
this outlookis due to the ahilityof special schools to
accommodatea limited number of students. M oreover,
these schools are mostly located in urban regions,
which isbeyond thereach of many disabled families
(Dawn, 2014).

TABLE 2
Completed education information of deaf informants till 2021

Level of education

Illiterate Reasons for illiteracy Literate Reasons for dropping out
Disinterest Financial Hearing Digance  Primary Secondary Disnterest Financial Hearing Absence
constraint  impairment o constraint impairment of schools
school for higher
education
11 2 5 3 1 20(60.6%) 2 (6.06%) 4 6 8 2
Total: 11 Total: 22 (66.7%)
(33.3%)
Total: 33

Currently, thereareno private schoolsin Massar.
Education in the village is addressed by 4 formal
schools which comprise of3 lower primary (LP)
school s, two of which are government-aided schools
under the aegisof the SSA whilethe other oneisfully

sanctioned by thegovernment. Thel one upper primary
(UP) school also comes under the SSA programme.
Additionally, pre-school implemented by the ICDSis
alsofunctional with 2 teachers.

TABLE 3
Enrollment in Massar schools (2019-2020)

Name of school No. of No. of No. of No. of deaf
classrooms teachers students students
Jingkyrmen SSA Upper Primary school 4 4 21 —
Massar Roman Catholic SSA Lower Primary school 4 4 31 8
Massar Government Lower Primary School 2 2 26 —
Dymmiew SSA Lower Primary School 4 3 15 —
ICDS implemented pre-school 1 2 38 1
Total 14 15 131 9

As evident in Table 3, altogether 131 students
had enrolled in the school s of Massar in the session
2019-2020. Out of this,atotal number of 8 deaf students,
wereregistered in the Massar Roman Catholic SSA
lower primary (RCLP) school and oneunder thelCDS
pre-school respectively. The majority of the deaf
students are enrolled in either one of the village
schools, while only a handful of them, from ahigher
economic caliber can affordeducation in special
schools outside the village. At present, 5 children
from Massar attend the Ferrando Speech and Hearing
Centre (FSHC), which isaspecial school for the deaf

and speech impaired at Umsning, located17 kilometers
away from Shillong, the capital of Meghalaya.Apart
from these two options, only one student from Massar
named Lis (13) resides with a relative belonging to
thekur (clan)in another town called Mylliem. Lis, who
iscurrently in standard 7 displayspartial hearingloss
andisenrolledin aprivate school . Therelativebears
the overall expenses of Lis, including education,
owing to the poor economic condition of her mother
who is a widowwith an income solely based on
agricultural produce, and asadaily wagelabourer.
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Massar currently has a total humber of 15
teachersin the 5 schools.Dueto theimbalancein the
teacher-student and classroom-student ratio as
apparent in table 3, classrooms are often merged to
accommodatestudents in different standards. For
example, it was disclosed by one of the teachers at
Massar RCLP SSA that owing to shortage of
teachers pre-nursery and nursery classes, pre-primary
classes from1-2 andprimary classes from 3-4 were
merged and taught by 3teachersin 3classroomswhile
only standard 5 was taught separately in another
classroom. Notwithstanding this, the syllabusfor all
these5 classes differsand therefore demands separate
attention. The mechanism adopted for teaching the
combined classes involve providing a lectureto one
class while the other is engagedin performing
classwork. Theteachersin all 4formal schoolshave
been appointed on a contractual basisand all of them
have cleared the Diploma in Elementary Education
(D.El.Ed) exam. However, no pre-servicetrainingin
familiarizingwith special education for Children with
Special Needs (CWSN) was undergone by any of the
teachers. In lieu tothe contingencies of the SSA, the
schools with registered CWSN studentsin Pynurda
block, under which Massar falls, arelooked after by
two Block Resource Persons (B.R.P) from the Bl ock
Resource Centre. TheB.R.Psvisitsthe Massar RCLP
SSA school once aweek or month, depending on the
need for assessment. My interview with one of the
B.R.P.revealed that till 2019, shevisited the schools
weekly, however, duetothelack of resourceroomin
the school, the visit was subsequently decreased. The
B.R.Ps,whose primary duty is to monitor academic
transactions, also provided tutelage of basic courses
(alphabet and numerals) in sign languageto both the
teachers and deaf studentsin the school.

During my stay in the village, it was discovered
that thedeaf studentsdid not have sufficient exposure
tosignlanguage. Their limited signing,as attested by
theB.R.Pwaslimited to theknowledge of thea phabet,
numerals,andwordslikefish, rat, cat, etc. However, this
limited knowledge hasgradually elapsed asthe B.R.Ps
wereunableto cometothevillage during thecovid-19
lockdown, thereby escal ating the predicament.

MODE OF TEACHING
Educationisprovided free of costin all 4 schools

according to the contingency of the RTE Act (2009).
The primary subjects offered in all LP schools are
Science, English, Environmental studies, Math, Art,
Khasi alongside co-curricular activities like SUPW
and health education while theUP school offersMath,
Science, English, Socialscience, Environmental
science, Khasi, Health education and Computer. All
the subjects are taught in Khasi up to standard
5according to the existing guidelines of theRTE,
whichmandates schoolstoteach in theirfirst language.
While liberty is given for English to be adopted as
themedium of teaching from standard 6 onwards, the
schoolsin Massar haveresorted to continueteaching
in the first language. This approach seemsto be an
effectivewayof interacting, but it al so comeswith its
share of disadvantages too. Once the mode of
teaching is stabilized during the early years of
schooling, students get comfortable in this
mediumandstruggle during the elementary and
secondary level, especially if they move to the city,
where the medium of teaching generally changesto
English. For deaf students, this posits a
greaterchall enge since they have to strengthen their
command in English, which can only then betrandated
into sign language. While the RTE, as wdll as the
MSIP, greatly emphasizes on the bilingual mode of
teaching, implementation of this module remains a
great challengein therural Massar. The benefit of the
bilingual approach can be understood through
Cummins’ linguistic interdependence theory
(Cummins, 1989) where proficiencies and skills
developed in the first language mediates into the
second language.

During my interaction with the deaf students of
Massar, | discovered that many of themareunable to
communicate inbasic English or compose simple
sentences apart from the lessons that have to be
memorized for their exams. On the other end, the
exchange of text messages and further contact with
studentsfrom FSH Cconvinced me of acomparatively
better performance in this sphere than their
counterparts in the village schools. This validated
the advantage of an early exposure to the bilingual
mode of teaching.

IE demands for the inclusion of both children
with, and without disabilities to have equal
participation in educational platforms. Not with
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standing this, accommodating CWSN can be a
challenging experience for theteachers and learners
alike, if the institution is not adequately equipped
with appropriate physical infrastructure and trained
faculty. In Massar, all theschoolsexclusively rely on
thetraditional method of teaching on the blackboard.
Advanced technological equipment like, interactive
boards, projectors or visualizers, etc., are absent,
which otherwise could be a potentway of engaging
largely with the deaf students in particular and the
hearingin general. Choosing how to communicatein
the classroom al so becomestricky for theteachersin
the presence of deaf students with varying a degree
of hearing loss. In addition, since none of the regular
teachersin Massar are skilled in sign language, oral
lectures are the lone method through which
explanations are delivered in the schools. However,
with continuous deaf attendees in the school over
the years,the teachers have adopted some ingenious
approachesto facilitate communication with the deaf
learners. Thetechniquesinvolveincreasing thevocal
tone during lectures and decreasing the pace
ofexplanation,which is s multaneoudy accompanied
by hand and body gestures. Thus, we explicitly see
an oralis mode of teaching in the village school s.Deaf
students are therefore placed in the front rows of the
classrooms,directly facing theteacher toincreasethe
classroom interaction. Studentswith residual hearing
are capabl e of following lip readingto a large extent
by following the speaker’s lip movements, provided
they pay sincere attention to the lectures. This is
possible due to the post-lingual nature of the trait,
where languageacquisition for many occurs during
theinitial yearsof their life. However, thereal challenge
sweeps in as the hearing loss progresses and one is
left to completely rely on the sense of vision. This
transitionover time demands an exhilaratingamount
of adjustment from the deaf individuals, eventually
leading many of them to optout of school even before
reachingelementary schooling.

Interviewswith the teachersfurther highlighted
the underlying predi cament faced by both the teachers
and the pupils. The academic performance of deaf
studentswas found to becomparatively weaker as
comparedtotheir hearing counterpartsastheteachers
admit that sometimes it becomes difficult for deaf
students to grasp the explanation despite the efforts

from both ends. Additionally, one teacher remarked
that somedeaf students enrollvery late for
schoolingresulting in difficulty to catch up with the
pace at which hearing children progress. Theteacher
presented to methe case of Sid, adeaf femal e student
whois 20-years-old. Sid had joi ned the RCLP school
in standard 1 at age 17 which seemsto bevery late to
begin primary schooling. However, Sid decided todrop
out of school since she felt that she was too old for
her ageto be sitting in standard 3.

EXPERIENCES OF DEAF STUDENTS

Theeducational experiences of the deaf students
in Massar are diverse owing to the nature of the
sensory impairment.On one of my tripsto Bat'sfield
to assist in harvesting broom, Ani andher younger
brother, both of whom are HOH and studies at the
RCL P school accompani ed us. During our lunch break,
my conversation with Ani elucidated that she could
follow oral lectures provided they were delivered
‘loudly’ and ‘dlowly’'. Thiswas confirmed when she
responded to my repeated calls acrossthefield, only
after | deliberately increased the volume of my
toneDuringmyre-vidt tothevillagein 2021, | learned
that Ani (11) and her brother (9) had left schoolingin
classes 2 and 1, while and their youngest maternal
uncle (11) followed suit in class 1 respectivelyin the
year 2020. The students had to give up on their
academic journey since the extent of hearing
impairment rendered them helpless to follow the
classroom explanations. On inquiring from their
parents, they disclosed their desirefor the children to
continue with their academic endeavours however,
they did not want to enforce their decision on their
children. When | suggested the mother of Ani to shift
her to FHSC, she replied, ‘poisaymdon’ which
trandatesto ‘no money’. According toA Nongsteng
(53), whoseward studiesat FSHC, an amount ranging
from Rs23,000- 25000 whichisinclusive of hostel and
school fees, after some concession from the schoolis
expended annually. In the former cases of Ani, her
brother and her uncle, their mothers areboth widows
and the onlyearning membersin their families, making
special education unattainable.

Ancther episode is offered in the case of Mar
(23), who is HOH. Mar studied at Laitlyngkot, the
nearest town from Massar till standard 8, and |eft



26 Sentijungla& B.T Langstieh

schooling thereafter. He expressed hisdesire to study
further however, he too, could not follow the oral
lectures in the classroom and therefore,decided to
give up on his educational venture. In one of our
chit-chats around his hearth, he mentioned his
aspiration to apply for the post of government driver.
However, hewasineligiblefor thejob profilesinceit
required a minimum qualification of amatriculation
degree.

The highest educational qualification achieved
by the deaf in Massar is that of higher secondary
education (standard 12) by two girls, whose casesare
presented bel ow:

Marbilous Nongsteng: Marbilous Nongsteng
(21) isadeaf and speech-impaired girl from Massar
who studied at FSH Cup to standard 12. After the
successful completion of her class 12 examin 2020,
sheaspired to join anursing course. However, dueto
the lack of nursing or allied institutions within
Shillong that attends to deaf students, her dream of
becoming a nursewasthwarted. Currently, sheteaches
at Ferrando memorial secondary school which isa
specia schoal located in Williamnagar in East Garo
Hills district, Meghalaya. She enjoys teaching and
presentlysheisthe only deef teacher in theingtitution.
She wishes to go for higher studies and teach deaf/
disabled students, especially in Massar if given the
opportunity.

Marbilous expressed that communication was
easier in FSHC duetotheassi stance of sign language
compared to her home where sign language has not
been embraced yet. Her elder brother, who is also
deaf communicatesto her in sign language, although
he is not as proficient as she isin signing. On deaf
pedagogy, she opined that it will be of immensehelp
if deaf gudents could beaccommodated with hearing
peers and taught simultaneously, both in sign
languageand in oral language.

B. Nongsteng: Ancther student who hasattained
this feat from the deaf lineage is B. Nongsteng.
However, her case varies from Marbilous as she
developed the trait only after the successful
completion of her education. She along with another
hearing student from the village were financially
assisted by the village headman to study inShillong
from standard 9 onwards. However, after the
completion of her class12 education, shewas unable

to continue with her studies. She stated that her
mother, who was the sol e breadwinner of the family
then, could not afford further for her education as her
motherhad to look after the educational needs of her
other 9 siblings.

PARENTAL PERSPECTIVES ON EDUCATION

Historically, parents of disabled children have
not relied on government provisions (Alur, 2001 in
Byrd) as earlier there was no or little legidation to
look into the needs of the disabled population.
Legidations for attending to the provisions of the
deaf have come along way, however, the gap is still
pronounced in interior regions where many disabled
individualsareignorant of theentitlementswhich are
instated for them to access. During my stay in the
fidd, I interacted with the parentsin formal interviews,
whilelargely engaging ininformal téte-a-téte, which
in turn yielded a substantial amount of insightsinto
their perspectives about education. All the deaf
parents, numbering to 18asserted on theimportance
of education and also expressed their desirefor their
children to progress further, academically. However,
the educational history of the deaf in the village
reflected poorly at their academic prospects given
thefact that 33.35% areilliteratewhilein theliterate
category, 66.6% haveattained primary education and
merely 6 % could achievesecondary education. These
numbersare comparabl e to the statistics projected in
the state’s academic progress and thus, demands a
closer probe. The older generation stated financial
constraints, unavailability of schools for higher
education followed by the sensory impairment asthe
primary reason for their failure to obtain higher
education while for the younger generation it was
financial constraintsand the deterioration auditory
imparment.

Each school in the village conducts a parent-
teacher interaction (PTI) after theend of every half-
yearly exam, wheretheteachersand parents meet to
discuss on the performance of the students. On one
of my interactions with a teacher from the Massar
RCLP SSA school, she mentioned that during one
PTI, on probing about the poor performance of adeaf
student, the following conversation ensued between
themother and her deaf ward, * Ngalahongia phi ban
khr ehkottangbaphimkhrehkot pat’ which trandates
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to, ‘I have told you to study, but you are not
studying’.

Thisincident reveals the effort of the parent in
pushing her ward to devout towards her academic
venture. However, the teacher opined that given the
educational background of the parents, theywere
helpless in lending academic assistance to their
childrenresulting in the inability tocheck on the
progress of their children’s studies. Therefore, deaf
students have to completely rely on the classroom
teachingsalonefor them to complete the assgnments
or write their exams. A common pattern observed
among the parents of the deaf children isthe liberty
given to them to make their own decisions for their
academicjourney, even at avery tender age. Thisis
further convoluted oncethe hearing loss of the child
worsens. In cases like these, there is little or no
persuasion from the parent’send to keep their children
on the academic track as the parent can foretell the
repercussionsof the sensory impediment, given their
personal experience. Inthefaceof obstaclesspawned
by thetrait andthelack of financial means, themajority
of the parentsresort to employing their wardsin the
customary agrarian occupation, which does not
demand specialized skills, scholarly knowledge or
hearing ability. Deaf children also anticipate this
outcome given the scope of edification in the village
and therefore, consider thisoccupational practice as
the best option for securing them financially once
they are out of the educational ambit.

In one of the interviews, a mother of 4 deaf
children who herself isdeaf, expressed her desirefor
schools like FSHC to be established in Massar so
that deaf children with lower economicincomein the
village could al so get equal educational opportunities
like those who make it to FHSC. She also disclosed
that Marbiloustaught at theMassar RCLP SSA schoal
in 2017 for 2 monthswhilewaiting for her 10" exam
results. The mother expressed that it was
sngewtynnad(good) as their children could follow
whatever Marbilous taught them in sign language.
Another mother of a speech and hearing impaired
child who herself displays the same condition
expressed that she missed her daughter who studies
at FSHC as a residential student. However, she is
confident that sending off her only daughter to the
FHSC wasthe best option for her ward's future.

DISCUSSION

In the current study, it was observed that
educational policiesunder SSA and ICDS were
functional. However, a lacuna was found in the
functionality of the SSA programme, asthe number of
teachers and classrooms were unproportioned to the
number of students enrolled in the schools. The
merging of classrooms invites distraction for both
the classes who are taught on different topics owing
tothedifferencein the syllabus. The study, therefore,
suggests that provisions should be made for strict
adherence to one classroom-one teacher policy so
that the quality of education delivered and received
isnot compromised.

In lieu to the provisions offered by SSA, efforts
werein placefor providing B.R.Psfor deaf students
intheMassar RCLP SSA school. However, aparallel
facility likethisonewasabsent in the pre-schoadl level
ran by the ICDS, although a CWSN student was
registered under the pre-school programme. It was
found that the B.R.P’srole as an occasional special
educator introduced the basics of sign language to
the deaf students as well as the regular teachers in
the school. However, theimpact of this facility could
not attain its maximum benefit asthelimited knowledge
of the language was nat apt for tutelage.Despite the
adoption of ingenious mechanisms by the teachers
toddliver effective tutelage, owing tothelack of pre-
service training to attend to CWSNduring their
recruitment, their efforts were foiled. The study,
therefore, opinesthatpre-servicetraining to attend to
the needs of CWSN has to beimplemented in cases
like this. Additionally, sign language has to be
introduced from the start of the child's academic
journey.

Another challenge faced by the schools in
Massar istherigid curriculum of pedagogy which is
extensively ddliveredin theindigenousmediumduring
theinitial years of schooling.Whilethismedium has
effectively served the purpose of tutelage,it poses a
challenge for students aiming to pursue further
scholarships outside the village, as the medium of
teaching changes to English which becomes
overwhelming.The study believesthat thisissue can
be overcome by adhering to the bilingual
approachsanctioned in the RTI and M SIPsince both
the indigenous and English mediums are
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indispensable for getting the information across.
Simultaneoudly, sign language as a teaching medium
hasto be strictly empl oyed along with the oral mode.
Thiswill ensure the establishment of asafelinguistic
base for the deaf and the hearing alike,making the
classroom interactions more explicable and thereby
assistineffectiveincorporation of the sameat thelater
phases of their academic life. However, for
thiseducational euphorbia to be successfully
functional, emphasis should shift from relying solely
on the B.R.Ps as occasional special educators to
training the existing faculty to become special
educators themselves so that signing becomes a
comfortable medium, both for the deaf and the hearing
students alike.

The study also found that schools in Massar
lacked the necessary technological infrastructure to
facilitate effective tutelage and learning, further
aggravating the situation of deaf children. Therefore,
with the implementation of the NEP (2020) and the
MSIP, the study is hopeful that provisionsthat were
assured earlier in the RTE (2009) for the disabledwill
be functionally reinstated forwell-equipping
classrooms, to make education an easier process for
deaf students in the village as well as across the
country.

CONCLUSON

The study also stresses for the introduction of
early intervention programmes and auditory training
sothat deaf students are equipped with rehabilitative
measures. However, parents and their deaf children
should be sensitized to look beyond the auditory
disability as a medical conditionso that it does not
delimit their outlookon life.Parsing the comments
ofparentson education, it isdear that theeducational
per spectives of the parentsin thevillage are nuanced,
inthesensethat itisneither trivialized nor prioritized.
The extent of education of the deaf child is largely
steered by the economic condition of the parent/
parents and the educational environment accessible
tothechild. Economic constraintin thestudy isaclear
indicator about tradingthe scope of achieving
academi c accomplishmentsover the agrarian prospect
owing to the medicalized viewpoint on the hearing
impedi ment.Whilethereisnothing wrong withjoining
the agrarian economy, in the present scenario, this

occupation islargely embraced asthereare plausibly
no other choices left. Unless Massar produces more
students like Marbilous,the potential of education
cannot be realized as education will merely continue
to be normalized asan unattainablefeat.

The study, therefore, suggests for the
implementati on of the discussed provisionsabove to
be systematically streamlined so that effective
education for the deaf isattainable. The primary goal
of IE, after all, is to include students from diverse
socio-economic and functional backgrounds and if
any one of the mentioned provisionsfails, theentire
purposefails.
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