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With a population of 1.3 billion, India is the second most populous country in 
the world and, from a western perspective, an exotic country of many contrasts 
and with a very different culture. Since the 1990s, wide-ranging reforms have 
taken effect and the country‘s economic development has gathered pace at many 
levels. Vocational education and training in India has therefore also come under 
the spotlight and needs to take account of the resulting challenges. Companies 
from western countries as well as stakeholders involved in vocational education 
and training are active in India. In addition to the particular cultural aspects of the 
country, the vocational education and training landscape is largely characterised by 
Anglo-American concepts, a distinct tendency towards university education, a low 
level of participation by business and a complex management structure.

The title is part of the International Handbook of Vocational Education and Trai-
ning, the standard reference for comparative research in vocational education in 
German. It is intended for an academic audience as well as vocational education 
and training practitioners. Selected titles are translated to make them available to 
the much broader English readership.
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Editorial

India is a country with an emerging economy. It extends from the Himalayas to the Indi-
an Ocean and is the word’s seventh biggest nation. The Republic of India is home to 1.3 
billion people in 29 states. The ethnic diversity is vast, and brings with it a huge number 
of different languages and religious affiliations. You are just as likely to come across ex-
tremes of social inequality and poverty as you are wealth and a growing middle class. 

Compulsory schooling does exist for children aged 6 to 14, however the actual 
school attendance rate is extremely mixed, particularly in rural regions. Due to the re-
sponsibility of the states for education, huge disparities are present in the education 
system. At the same time, economic growth is strong. Over recent years, growth of the 
gross national product has been well over five per cent. Key industrial sectors include 
the textile industry, iron and steel production and the chemicals industry. Information 
technology and the service sector are growing. The highest rates of employment are to 
be found in agriculture, while at the same time its share of the gross national product is 
relatively low. Commercial life is shaped by the informal sector.

The issue of training skilled workers is the highest priority for India, and this is also 
due to the rapidly increasing population. On the one hand, there is a high demand for 
trained skilled workers. On the other hand, training for the labour market is key to the 
integration of young adults. However, vocational education and training also has a low-
er status in India compared to general education and university level education and 
training. Intensive efforts are being made to reform vocational education and training, 
and, gradually, successes are becoming apparent.

Using this country study to present vocational education and training in India and 
explain it to readers is particularly important for international comparative research in 
vocational education and training. For India, no similar product is available in this de-
tailed and systematic form. It is a pleasure to read this country study and gain an impres-
sion of the VET situation in India.

This study is published in English and accompanies the German edition of the study 
in the German language publication “Internationales Handbuch der Berufsbildung” (In-
ternational Handbook of Vocational Education and Training). 

Provided that the capacities are available, the editing team for the Internation-
al Handbook of Vocational Education and Training will aim to make country studies, 
which also internationally have something unique to offer, available to the much broad-
er English-language readership. 

Bonn, Osnabrück, Bremen, Frankfurt am Main, Kassel, Cologne and Constance

On behalf of the editors
Philipp Grollmann and Dietmar Frommberger
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Basic data [2017]

Republic of India/भारत गणराज्य (Bhārat Gaṇarājya)/IN

Area [km²] 2,973,190 [2015]

Population density [inhabitants/km2] 441 [2015]

Inhabitants [1,000] 1,311,051 [2015]

Age [proportion of total population] [in %] 100.0

0–14 years 28.2 [2015]

15–64 years 65.6 [2015]

65 and older 5.6 [2015]

Working age population [population aged 15 and older] [in %] 53.7 [2015]

Labour supply [1,000] 501,612 [2015]

Total [in % of the age group] total m f

Aged 15 and above 76.4 [2015] 25.8 [2015]

Unemployment rate [in %] 3.5 [2015]

Youth unemployment rate [in %] 9.7 [2015]

Main economic focuses [2015] [in %]

Sector Labour demand [in %]
Gross added value  

[in % of GDP]

Primary/agriculture and forestry, fishery 49.7 [2013] 17.0 [2015]

Secondary/manufacturing industry 21.5 [2013] 29.7 [2015]

Tertiary/services 28.7 [2013] 53.2 [2015]

Economic performance [2015] [in US$]

Gross Domestic Product (GDP) 2,073,002 million

Gross Domestic Product per capita 1,604

(Destatis 2017)
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AA Accredited Agencies

AHI Apex Hi-Tech Institute
(Training programme for trainers)

AICTE All India Council for Technical Education

AITT All India Trade Test

AM Advanced Modules

ASSOCHAM Associated Chambers of Commerce and Industry of India

ATI Advanced Training Institute

ATS Apprenticeship Training Scheme

AVTS Advanced Vocational Training Scheme

BBBT Broad Based Basic Training

BIBB Bundesinstitut für Berufsbildung – Federal Institute for Vocational 
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B.Ed. Bachelor of Education
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CBSE Central Board of Secondary Education

CEC Continuing Education Centre

CII Confederation of Indian Industry

CIMI Central Instructional Media Institute

CISCE Council for the Indian School Certificate Examinations
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CoE Centre of Excellence

COPA Computer Operator and Programming Assistant

CSR Corporate Social Responsibility
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CTI Craftsmen Training Institute

CTS Craftsmen Training Scheme

DGT Directorate of Training
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Introduction and summary

For many European visitors, India is an exotic land which is difficult to understand in 
a multitude of regards. The way in which the country is perceived is characterised by 
a certain sense of ambivalence. On the one hand, India’s magical colours and smells, 
graceful people, deep sense of religiousness and spirituality, and wonderful landscapes 
are all extolled. On the other hand, there is a bemoaning of the negative excesses of 
mega cities such as Mumbai (Bombay), Kolkata (Calcutta) and Chennai (Madras) and 
of the increasing environmental pollution. Extreme poverty, child labour and the dis-
advantages that women still suffer in parts of public life and in the family are further 
objects of criticism (see Imhasly 2015). In literary terms, these ambivalences have been 
particularly impressively portrayed in the highly readable novel “A Fine Balance” by Ro-
hinton Mistry.

India is a country of contradictions, a fact which is memorably enshrined in the “In-
credible India” slogan propagated by the Indian Tourist Board. This is a land which takes 
on enormous dimensions in terms of both geographical extent and population size. The 
consequence is that a host of different ethnicities, cultures, languages and religions all 
form an integral part of everyday Indian life. Social hierarchies, defined by the caste 
system in particular, still play a major role today (see Imhasly 2015).

From the foreign point of view, account needs to be taken of the fact that India has 
undergone considerable change in both economic and political terms since the 1990s. It 
is only from this time onwards that comprehensive reforms and the economic develop-
ment of the country have noticeably gained momentum at many levels (see below). As 
a result, the outcomes of political reforms and initiatives are only just slowly becoming 
visible, and many effects require further time for implementation. Consequently, foreign 
observers need to exercise the very highest degree of caution in evaluating and assessing 
these developments.

Vocational education and training in India has been a focus for German stakeholders 
since the 1990s at least. Firstly, various German companies have established production 
facilities in India or else are witnessing the emergence of significant sales markets in the 
country. The securing of a supply of qualified young skilled workers at a local level is of 
crucial significance to these firms. Secondly, state agencies, relevant project providers 
and academic research institutions have all acted as vehicles in bringing about an in-
crease in the area of VET cooperation.

The field of vocational education and training also illustrates the dimensions which 
aspects such as policy initiatives are beginning to assume in India. A Skills Initiative in-
stigated by the Central Government (see Chapter 5.8.2) has, for example, been launched 
with the intention of providing training or continuing training for 500 million people by 
the year 2022 (see NSDC year of publication not stated.)
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Against this background, the aim of the present country study is to help provide a com-
pact insight into all those interested in VET issues in India.

At this point, we would like to indicate a small number of aspects that are of vital 
importance to the presentation and analysis.

The first point that needs to be mentioned is that the concept of the “occupation” as 
used in German-speaking countries does not exist in India. Nevertheless, the term “oc-
cupation” will still be used in order to offer readers appropriate points of reference. The 
text below also provides extensive explanations in order to enable the respective VET 
activities to be correctly interpreted from a German point of view.

Attention also needs to be drawn to the fact that vocational education and train-
ing in India is organised in a highly differentiated and indeed sometimes diffuse way. A 
multi tude of various programmes exists both at national and federal state level. Some of 
these are implemented for a few years only and are reformed at very frequent intervals. 
India’s strong preference for using acronyms to designate programmes can make things 
even more difficult to understand. This country study attempts to portray major voca-
tional education and training initiatives in a way that is as structurally clear as possible. 
The acronyms used are listed in the index of abbreviations.

Clear presentation is further exacerbated by the fact that India has a multitude of 
political stakeholders who operate at federal and/or individual state level. Initial dis-
tribution of areas of responsibility between the national state level and across the in-
dividual federal states extends into a jumble of competencies and disputed VET remits 
between various ministries and their downstream institutions, again both federally and 
at state level.

In terms of content, consideration must be accorded to at least four specific charac-
teristics within the Indian context which exert a strong influence on the structuring of 
VET and are an object of detailed discussion in the remarks set out below.

The first thing that needs to be taken into account is that India was a British Colony 
until 1947. The country’s colonial rulers left a significant mark on many areas of eco-
nomic and societal life and on the educational system.1 Although Indians now point with 
pride to the developments they have achieved themselves, some important basic struc-
tures dating back to colonial times are still in existence. These include the design of the 
secondary school system, which continues to have an impact on vocational education 
and training up to the present day.

The second characteristic is closely allied to and reinforces the first. In an entirely 
similar way to developments in the British system, the trend towards academisation in 
India continues unabated. The high degree of esteem enjoyed by academic education as 

1 This has produced one benefit with regard to the research carried out for this country study. In contrast to many other countries, 
English is commonly used as an official language in India and is also dominant within the context of research. This makes it 
easier to understand the relevant sources of information, and the bibliography appended includes both German-language 
secondary sources and original English-language sources from India.



19Introduction and summary

opposed to the low status assigned to vocational education and training programmes 
is also determined by India’s cultural and religious history rather than merely by the 
British occupation. Tradition allocates physical work and all activities connected with 
any kind of uncleanliness to the lower castes. By the same token, office tasks are consid-
ered the measure of all things. For vocational education and training, the consequence 
is that training in technical and commercial private sector occupations is stigmatised 
and that commercial and administrative vocational education and training programmes 
offer only a limited appeal because such activities are predominantly performed by pre- 
academic or university graduates.

The third notable Indian characteristic also exhibits similarities to the Anglo-Saxon 
countries. This relates to the low level of interest shown by Indian companies in com-
mitting to VET or training measures for their employees in the intermediate skill sector 
(see Pilz 2016 b). Alongside the traditional view that vocational education and training 
primarily constitutes an individual or state task, this circumstance is also driven by the 
fact that the Indian labour market is extremely flexible and unregulated. In many cases, 
this produces high rates of staff turnover and engenders in employers a fear that they 
will suffer migration of employees and therefore also a loss of investment if relevant 
training is provided beforehand.

The last of the special characteristics outlined here refers to a circumstance specif-
ically found in India. When describing the formal vocational education and training 
system, account needs to be taken of the fact that less than ten per cent of the Indian 
population are employed in the formal sector of the labour market at all. The part of the 
labour market which is denoted as the informal sector is dominant, the consequence 
being that most employees acquire their skills and knowledge in an area of the economy 
that is unregulated and therefore also unclear (see Jung/Pilz 2016). Such a background 
creates a further significant increase in complexity in terms of presenting the facts and 
circumstances that apply in India (see Chapter 4.6 for details).

Over the course of the past few years, the Indian government has recognised that 
the challenges within the area of vocational education and training are immense and 
urgently require a solution. The most striking example of this new perception of VET 
by the political establishment is the founding of the Ministry of Skill Development and 
Entrepreneurship (MSDE), which was instigated in 2014 by Prime Minister Narendra 
Modi and is now up and running (see MSDE 2015). The central objective of the MSDE 
is to focus the fragmented responsibilities in vocational education and training and thus 
launch more effective initiatives.

This country study takes account of the status that applied in 2016 and offers its 
readers an initial point of access to the complexity of vocational education and training 
in India. Further analysis of India’s school, VET and employment system is provided in 
an edited volume authored by just under 20 experts on the country’s education and en-
titled “India: Preparation for the World of Work – Education System and School to Work 
Transition” (Pilz 2016a).
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1  Introduction to general geographical, societal, political and 
economic conditions 

1.1 General social and cultural conditions 

India has more than 1.3 billion inhabitants, the highest population of any country on 
earth after China. Annual population growth is stated to be 1.2 per cent (see GTAI 2016).

Table 1: Total population of India up to 2015

Year Total population

1990 870,601,776

2000 1,053,481,072

2010 1,230,984,504

2011 1,247,446,011

2012 1,263,589,639

2013 1,279,498,874

2014 1,295,291,543

2015 1,311,050,527

Source: World Bank 2017a

India has an extremely young population. According to estimates, the average age of a 
worker in India in 2020 will be 29. By way of comparison, the corresponding average 
age in China is 37. In other industrialised countries, the average worker is aged over 45 
(see Pilz 2016a, p. 8). Sixty-two per cent of the population are currently of working age. 
More than 54 per cent of the population as a whole are aged under 25 (see GoI 2015). 
This means that India is benefiting from the so-called demographic dividend, which is 
produced by an increasing proportion of persons of working age (aged between 15 and 
59). The prognosis is that this is associated with an opportunity for continuous econom-
ic growth. 

--
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Table 2: Age structure in India up to 2015 [in %]

0–14 15–64 65+

2004 33.19 62.09 4.72

2005 32.78 62.44 4.78

2006 32.43 62.72 4.85

2007 32.06 63.01 4.92

2008 31.69 63.32 4.99

2009 31.30 63.65 5.05

2010 30.89 63.99 5.11

2011 30.50 64.30 5.20

2012 30.08 64.63 5.29

2013 29.65 64.97 5.38

2014 29.21 65.30 5.49

2015 28.79 65.60 5.62

Source: World Bank, year of publication not stated

India’s diversity of languages and religions and the country’s caste system exert a par-
ticular influence on societal structure. Just less than three quarters of the population 
speak one of the widespread Indo-Aryan languages which are predominantly to be 
found in the North of India. Hindi is an Indo-Aryan language that is spoken by around 
one third of the population and is the only national official language besides English. 
Twenty-one regional languages are officially recognised, including Tamil, Marathi, Pun-
jabi and Bengali (see Wessels 2012). Regional languages are of considerable significance 
both in everyday working life and in the primary and secondary educational sectors. In 
the wake of globalisation, English is gaining a high degree of importance in trade and 
industry and in the service sector as well as in tertiary education (see ibid.). 

Table 3: Ethnic groups in India in 2000 [in %]

Indo-Aryan Dravidian Mongolian and other

72.0 25.0 3.0

Source: CIA, year of publication not stated

The degree of religious diversity and extensive peaceful coexistence is remarkable. No 
other country has as many different religions, deities and temples all enjoying equal rec-
ognition. More than 80 per cent of Indians are Hindus. About 13 per cent are Muslims, 
approximately 2.2 per cent are Christians and 1.9 per cent are Sikhs. The remaining 
population is made up of Buddhists, Jains, Parsis and others. The Hindu caste system 
extends back centuries and sub-divides Indian society into various groups, which pre-

------------------------
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viously performed the same occupation. Society is subject to a strict form of hierarchy 
up to the present day (see Wessels 2012; Debroy/Tellis/Reece 2014). The systematic 
 order relates to four castes (“varnas”, or “colours”). These are priests (brahman), war-
riors (kshatriya), traders and farmers (vaishya) and workers (shudra, today referred 
to as “backward caste”). The term used in India to denote a caste is, however, “jati”. 
Jati denotes the community into which a person is born (see Rothermund 2008; Betz 
1997). Beside the four castes that are accorded a fixed place within the hierarchy of 
Indian society and are identified by name and occupation, social identity in India is also 
characterised by a large number of sub-castes (see Wessels 2012; Vermeer/Neumann 
2015). There are far in excess of 3,000 sub-castes and secondary castes, such as “other 
backward castes” and “untouchables” (dalits). This means that there are many “sched-
uled tribes”. These sub-castes contain 15 per cent dalits and 8.2 per cent scheduled tribe 
members, meaning that they account for a significant proportion of Indian society (see 
Debroy/Tellis/Reece 2014). Although the caste system was officially abolished by the 
1949 Constitution, it continues to have a societal influence and holds a high degree of 
importance in the political system. This will be looked at in more detail in the following 
chapter.

Further cultural and social characteristics which need to be further highlighted are 
poverty, rural flight, the role of women, child labour and illiteracy.

India is frequently associated with poverty. Despite continuous economic growth 
and the societal advancement this has brought, the 2013 United Nations Human Devel-
opment Report states that 28.8 per cent of the population live in extreme poverty, whilst 
a further 16.4 per cent are at risk of poverty (see Kooperation International 2014). Mal-
nutrition and an inadequate health service are only two indicators of poverty, and lack 
of education is not the least of the reasons why people live in impoverished circumstances 
(see Debroy/Tellis/Reece 2014).

India is also known for its mega cities such as Delhi, which has approximately 25 
million inhabitants (see Bhatnagar 2014). Despite the rising population in agglomer-
ations, about 70 per cent of poor population groups live in the countryside (see Debroy/
Tellis/Reece 2014). According to information supplied by the government, the poorest 
60 per cent of the rural population possess only five per cent of arable land. Such land 
is instead under the control of major owners and company groups (see bpb 2014a). An 
associated rural flight to India’s metropolises can be observed. Many migrants from pov-
erty hope to secure a better life and end up in the slums on the outskirts of the mega 
cities. The lack of prospects for many of those fleeing poverty means that involvement 
of children in working life is essential. Child labour and subsequent illiteracy are an es-
tablished part of public life and make it more difficult to improve the situation of those 
affected (see bpb 2014a; Debroy/Tellis/Reece 2014).

Women in India continue to constitute a significantly disadvantaged group. In their 
everyday lives, women are forced to face discrimination and a lower social status (see 
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Debroy/Tellis/Reece 2014). The prevailing shortage of women (see Table 4) has been 
brought about by instances of human intervention. These range from the intentional 
abortion of female foetuses to neglect of young daughters-in-law (see Debroy/Tellis/
Reece 2014; Lang-Wojtasik 2013, p. 215). Discrimination against women is reflected in 
a lower school enrolment rate for girls than for boys (significantly higher proportion of 
illiteracy amongst women, see Table 5), a higher drop-out rate during school education 
because of family commitments (supporting the family, marriage whilst still young) and 
poorer payment in working life (see Debroy/Tellis/Reece 2014). Because of the ongoing 
and persistent unequal status of women, many programmes have been instigated by the 
government or by non-governmental organisations (NGOs) in an attempt to bring about 
improvement in their situation. 

Table 4: Overall population in India by gender [in %]

Women Men

2000 48.20 51.80

2010 48.14 51.86

2015 48.17 51.83

Source: World Bank 2017b

Table 5: Literacy in India up to 2015 [in %] 

Women Men Total

1981 25.68 54.84 40.76

1991 33.73 61.64 48.22

2001 47.84 73.41 61.02

2006 50.82 75.19 62.75

2011 59.28 78.88 69.3

2015* 62.98 80.94 -

* The source does not provide any information on the overall rate of literacy for 2015.
Source: World Bank, year of publication not stated

Alongside these somewhat negative characteristics, India is also known for its films, 
music and literature. Cinema plays a particularly significant role in modern Indian socie-
ty. The “Bollywood” brand is a world leader in terms of its number of film productions. 
Between 1,000 and 1,200 films are produced every year, twice as many as in Hollywood 
(see bpb 2014a).

------------
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1.2 General political and legal conditions

Historical development in India can be divided into various cultural epochs. These begin 
with the very earliest settlement (200,000 BC) and go on to encompass the Hindu King-
doms (Magadha) of the 3rd century BC, the rule of the Muslim Mughal emperors (10th 
century), British colonial rule and the route to independence (see Betz 1997, p.  4). 
When independence took effect on 15 August 1947, the colony of India was divided and 
the country of Pakistan came into being. Over the course of time, the various cultural 
characteristics of India led to the firm delineation of federal states (see Vermeer/Neu-
mann 2015, pp. 24 ff.), and these continue to form an established part of the country 
up to the present day. Because of diversity stretching back for many years (religion, lan-
guage) and despite instances of resistance amongst some sections of the population, the 
eastern Indian state of Andhra Pradesh was divided into the two states of Telangana and 
Andhra Pradesh in 2014. 

India extends over an area of 3.2 million km2 and is the seventh largest territorial state 
in the world in geographical terms. The country’s territory exceeds that of the Euro pean 
Union by over a third. Because of its size and geographical separation from the rest of 
Asia, India is referred to as a sub-continent. It borders Pakistan to the north-west and 
China, Myanmar, Nepal and Bangladesh to the north. In rough terms, the country can 
be divided up into the Himalayas in the north, the Thar Desert in the north-west, and the 
highlands which cover central and southern India.

India comprises 29 federal states and seven union territories (including the National 
Capital Territory of Delhi) (see Federal Foreign Office 2015). Union territories are con-
trolled centrally by the government. As India’s capital city, Delhi enjoys a special legal 
status. Further cities of particular importance include Mumbai, Bangalore, Chennai, 
Kolkata and Pune (see Vermeer/Neumann 2015, p. 16).

Since independence, India has been described as the largest and most populous 
demo cracy on earth. During the initial decades following independence, it was dom-
inated by the Congress Party, whose two best-known leadership personalities during 
the era were arguably Jawaharlal Nehru and Indira Gandhi. In order to obtain a better 
overview of this situation, the aim below is to provide a brief presentation of the existing 
political system. 

According to its Constitution, India is a secular, democratic and federal republic. 
Pursuant to the basic principle of separation of powers, the democratic system is divided 
into executive, legislative and judicial branches (see Federal Foreign Office 2015; bpb 
2014a; Debroy/Tellis/Reece 2014; Hardgrave/Kochanek 2008).

At the central state level, the executive is represented by the president, who is chosen 
by an Election Committee comprising members of the federal and state parliaments. The 
president appoints the prime minister. The office of president mainly comprises repre-
sentative tasks, whereas the prime minister stands at the heart of power (see Koopera-
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tion International 2014; bpb 2015). India’s legislative branch consists of a two-chamber 
system encompassing a lower house (Lok Sabha) and an upper house (Rajya Sabha). 
The legislative period is five years, and parliamentary seats are allocated via a first-past-
the-post voting system. Following elections, the strongest party has the formal right 
to nominate the prime minister. Members of the upper house are elected for six years, 
whereby one third stands for election every two years. Two thirds of members of par-
liament are determined indirectly by the parliaments of the federal states and by some 
union territories or via appointment by the president.

The judicial branch is represented by the Supreme Court, whose members are ap-
pointed by the president. The Supreme Court comprises 21 high courts, which consti-
tute the highest courts of the states. Because India is made up of 29 federal states, some 
high courts are responsible for more than one state (see bpb 2014a; Betz 1997; Ver-
meer/Neumann 2015; Hardgrave/Kochanek 2008).

Political leadership at federal state level is in the hands of a number of governors, 
who are appointed by the president for a term of five years. The federal states can also 
create their own parliaments and constitutions. The seven union territories are gov-
erned centrally and administered by so-called lieutenant governors (see Vermeer/Neu-
mann 2015, p. 9).

The political and administrative branches try to limit discrimination against minori-
ties. Article 46 of the Constitution of India stipulates particular protection for disadvan-
taged groups of the population. These particularly include dalits and other lower castes. 
Positive discrimination quotas exist in the civil service, in the parliaments and in the 
educational sector (see Lang-Wojtasik 2013, p. 216). Disadvantaged groups are given 
preferences in areas such as the reservation of jobs in the public sector or the awarding 
of higher education places. India also has many caste-specific parties which know how to 
make use of the benefits offered by democracy and attempt to secure privileges for their 
followers (see bpb 2014b). Overall dialogue in India on the discrimination associated 
with the castes contains contradictions, and these are explained in Chapter 1.3.

1.3 General economic conditions

Since the early 1990s, India’s economic policy has been marked by liberalisation, mod-
ernisation and diversification. Reform endeavours undertaken since 1991 have brought 
huge increases in the economy (see Table 6 and Table 7). An opening up of the econo-
my combined with increasing productivity in all industrial sectors has enabled India to 
achieve steady growth which only flattened out to around 4 per cent in 2011/2012 (see 
bpb 2014a; Vermeer/Neumann 2015, p. 49). After a number of years of seeming reces-
sion, the 2016 budget year saw India once again record economic growth of 7.6 per cent. 
This makes it one of the fastest-growing economies in the world (see GTAI 2016). Over 
the past few years, India has primarily achieved this immense growth via expansion 
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within the services sector (in the fields of company services, banking and telecommuni-
cations) and in the industrial sector (in capital-intensive branches) (see Debroy/Tellis/
Reece 2014, p. 50). Agriculture accounts for only a marginal proportion of economic 
performance, and output figures have been falling continuously for a number of years. 
However, despite its declining significance, the primary sector is still the largest in terms 
of number of persons employed (see Federal Foreign Office 2015). India’s overall em-
ployment rate, i.e. the proportion of persons within the population who make up the la-
bour supply, is 53.7 per cent (see Destatis 2017). Of these, 49.7 per cent, approximately 
21.5 per cent and 28.7 per cent work in the primary, secondary and tertiary sectors, 
respectively (see Table 9).

Table 6: GDP in India up to 2015 [in billions of US dollars]

Year GDP

1990 326.61

2000 476.61

2010 1,656.6

2011 1,823

2012 1,829

2013 1,863.2

2014 2,042.4

2015 2,095.4

Source: World Bank 2017c

Table 7: GDP per capita up to 2015 [in US dollars] 

Year GDP per capita

1990 375.15

2000 452.41

2010 1,345.72

2011 1,461.37

2012 1,447.45

2013 1,456.2

2014 1,576.81

2015 1,598.25

Source: World Bank 2017d

-
--
--
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Table 8: Proportions of GDP contributed by the economic sectors [in %] 

Agriculture Industry Services

1960 42.56 19.30 38.14

1970 41.95 20.48 37.57

1980 35.39 24.29 40.32

1990 29.02 26.49 44.48

2000 23.02 26 50.98

2010 18.88 32.43 48.69

2011 18.53 32.5 48.97

2012 18.25 31.73 50.02

2013 18.33 30.81 50.86

2014 17.39 30.01 52.6

2015 17.05 29.72 53.23

Source: World Bank, year of publication not stated

Table 9: Labour demand by economic sectors in India up to 2013 [in %] 

Agriculture Industry Services

2000 59.9 16 24

2005 55.8 19 25.2

2010 51.1 22.4 26.6

2012 47.2 24.7 28.1

2013 49.7 21.5 28.7

Source: World Bank, year of publication not stated

Within an extremely heterogeneous economic structure, there are many branches which 
are expanding. Examples that may be listed here include infrastructure development 
in the form of construction of airports, container ports and motorways, and a beacon 
project to expand the rail link between Mumbai and Delhi, whilst at the same time de-
veloping new industrial areas along this route (see Vermeer/Neumann 2015). Major 
areas of economic growth in the secondary sector include the automobile, chemical 
and pharmaceutical industries, the textile sector and engineering (see Debroy/Tellis/
Reece 2014, p. 51; Hahn 2005). The services sector also has a major role to play. Aspects 
such as communications and company-related services (including business outsourcing 
centres and services in the field of medicine) make up almost 60 per cent of GDP (see 
Table 8). Information technology and the information technology enabled services sec-

--
--
---
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tor (IT/ITES sector) and tourism are further branches which are booming (see Debroy/
Tellis/Reece 2014; Vermeer/Neumann 2015).

The labour market is driven by employment in the informal sector. This encom passes 
family-run and small businesses in agriculture, manufacturing and services and is not 
controlled or taxed by the state. As a consequence, there are no legally binding regula-
tions within the informal sector. This means that around 90 per cent of all employees in 
India do not have a formal contract of employment and therefore have no claim to social 
benefits or old-age provision (see Federal Foreign Office 2015; Singh 1996). Accord-
ing to estimates, around 60 per cent of GDP is produced in this non-organised sector. 
A study conducted by the Asian Productivity Organisation in 2012 puts India’s labour 
productivity measured against GDP adjusted for purchase power at € 3.40 per capita and 
hour of work. Compared to other Asian countries such as China or Sri Lanka, labour 
productiv ity in India is significantly lower (see GTAI 2015).

Despite an immense number of potential workers and a low official unemployment 
rate, India is facing major challenges in terms of combating poverty and in educational 
and infrastructure development (see Table 10). Average annual per capita income is 
€ 1,100. About 30 per cent of the population live below the poverty threshold of 1 US 
dollar per person per day. India is in the 135th position of all 187 states included in the 
United Nations Development Programme (UNDP) Human Development Index (see Fed-
eral Foreign Office 2015).

Table 10: Unemployment rate in India up to 2014 [in %]2

Year Unemployment rate

2000 4.3

2010 3.5

2011 3.5

2012 3.6

2013 3.6

2014 3.6

Source: World Bank 2017d

In some sectors in particular, India’s economic performance is based on a good educa-
tional system. One example of this is the successful information technology branch. The 
overall situation is, however, highly differentiated. Quality in the academic and non- 
academic sector exhibits considerable variances. India enjoys a good worldwide repu-
tation in academic higher education, particularly via the renowned Indian Institutes of 

2 The statistics show the unemployment rate without the informal sector. They also represent estimates made by the ILO (Inter-
national Labour Organization) and for this reason cannot be compared with Western surveys.

---
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Technology (IIT) and Indian Institutes of Management (IIM). By way of contrast, there 
is a multitude of further state and private universities which are unable to offer training 
of good quality (see GTAI 2015). Many companies complain of insufficient relevance to 
practice and of the failure of academic training to deliver skills. Against this background, 
companies state that they often rely on company-based induction or “training on the 
job” (see Mehrotra 2014; Zenner/Pilz 2015). The main focus in the non-academic sector 
is on the shortage of workers who have completed technical training, particularly in the 
traditional craft trade occupations (see GTAI 2015).

In the field of vocational education and training, there are both state and private 
sector training centres [Industrial Training Institutes] (ITI) as well as colleges (for 
more detailed information see Chapters 4.3.1 to 5.4.1). Lack of relevance to practice is 
also an object of complaint in this regard, as are a poor infrastructure, obsolete curricu-
la and the quality of training given to trainers. Another point of criticism is the absence 
of cooperation with companies providing training (see Mehrotra 2014; GTAI 2015). 
High drop-out rates and unemployment following qualification are also criticised (see 
Pilz et al. 2015a). All of these aspects are discussed in detail in Chapters 4.1 and 5.6.
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2  Typical vocational education and training processes or 
training programmes

This chapter outlines three fictitious curricula vitae, each of which represents an exam-
ple of typical training processes in India. The institutions and education and training 
programmes mentioned in the curricula vitae will be explained accordingly in the fol-
lowing chapters.

2.1 Learning in the informal sector

Tutan is 20 years old and works as a fisherman in a small village on the coast of the State 
of Odisha in the Bay of Bengal. He lives with his parents and six siblings and will shortly 
marry a girl from a neighbouring village. Tutan attended the state-run village school 
until Year Five. As the eldest child, however, he then had to leave school in order to help 
his father in his fishing business on a daily basis. He is proud that he will soon be able to 
start his own family, as earnings from fish sales have risen over recent years. One reason 
for this is that, over the years, Tutan’s father has taught his son everything he needs to 
know about catching fish. Tutan is able to steer the small boat and knows the best fishing 
grounds. He can identify fish diseases and species. He looks after the equipment and is 
familiar with the best ways of preserving fish in the heat. Another reason why he is able 
to get by is a new service introduced by the local fishery cooperative a few months ago. 
Every day, Tutan receives texts on his mobile phone informing him of the latest whole-
sale fish prices. Since this time, he has been able to obtain significantly better prices from 
the fish wholesalers. Tutan is confident that the situation will continue to improve in fu-
ture because of an initiative launched by the regional government to prevent overfishing 
and pollution of this particular stretch of coastline. Nevertheless, Tutan would like his 
children to pursue a different occupation in the nearest large town. Perhaps they could 
work as office messengers or housekeepers.

2.2 Training at a small craft trade company

Muthu is 22. He is single and lives on the outskirts of New Delhi. He is originally from 
the South of India, where his family still lives. In his home town, he attended secondary 
school until the end of Year Nine. After this, his family allowed him to attend an ITI, 
where he spent two years learning the basic principles of bicycle and motorcycle me-
chanics. Although Muthu enjoyed this period very much because he could still live with 
his family without having to help out in the household all the time like his younger sister, 
there is one aspect of the training that he regrets when he looks back today. He attended 
many hours of teaching, but these were often tedious. Teachers gave long lectures, and 
there was seldom an opportunity to carry out real work on components or to be involved 
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in the practical maintenance of bicycles or motorcycles. Because the local prospects of 
employment were extremely poor upon completion of this training, a distant uncle from 
New Delhi helped Muthu to get a job within the metropolitan area of the city in a bicycle 
and motorcycle mechanics workshop with eight employees. In this workshop, Muthu 
was then taught the practical side of his trade. Every day, he learned by observing the 
other workers and also received instruction from his boss. Now, four years later, a great 
opportunity has opened up for him. Because his employment in the workshop is not 
subject to any statutory regulations, he can be given notice at any time. The wages he 
receives are also far from munificent. Now Muthu would like to open his own workshop. 
He believes that this is his only chance to be an attractive prospect as a bridegroom 
whilst continuing to support his family at the same time. His father is no longer able to 
work following a road traffic accident, and medical treatment remains a very costly fac-
tor. After training as a nurse in Kerala, his older sister has a well-paid job in an Arabian 
country. She has said that she will lend him the money to start his own business. Muthu 
is full of expectation for the future.

2.3 Academic education as the “gold standard”

25-year old Usha is just about to move to Bangalore. She has received an attractive job 
offer from a major Indian IT company there and indeed had plenty of other offers to 
choose from. Usha comes from Chennai, where her parents and a younger brother still 
live. Her father has a degree and works as an engineer for a government authority. Her 
mother is a doctor at a children’s hospital. Usha attended a private secondary school in 
Chennai. As a young girl, however, she did not apply herself to her studies and her par-
ents were disappointed with her school results. They insisted that she move to a Chris-
tian boarding school in the Nilgiri Hills in the East of the state of Tamil Nadu. Once 
there, she suffered frequently from homesickness and everyday school life was very 
strict. But these deprivations and the high school fees were worthwhile in the end. Usha 
com pleted her upper secondary certificate. Because she was interested in computers, her 
father recommended that she should attend a respected private university in Vellore, in 
the centre of the state. Because the marks she had achieved at school were modest, her 
family had to buy a study place. Together with the high fees charged, this represented a 
further considerable investment. However, this once again paid off, as Usha found her 
fulfilment by studying for a Bachelor degree in information technology. In her final year, 
she achieved the best marks of any female student and successfully applied to study for a 
Master’s degree at the Indian Institute of Technology Madras (in Chennai). She was able 
to expand her competencies further and even spent a year studying abroad. She now has 
a qualification that opens up all the doors. In Bangalore, she hopes to pursue a career 
and make good progress in her chosen profession. She is not yet thinking about starting 
a family. Her primary focus at the moment is on her working life.
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3 Overview of the educational system 
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Basic data 

Table 11: Pupils and students by educational sectors [in thousands]

Level Pupils and students
Primary (I–V) 130,501
Upper primary (VI–VIII) 67,165
Elementary (I–VIII) 197,666
Secondary (IX–X) 38,301
Senior secondary (XI–XII) 235,967
PhD 118
MPhil 33
Postgraduate 3,853
Undergraduate 27,172
PG Diploma 215
Diploma 2,508
Certificate 170
Integrated 142
Higher education total 34,211

Source: MHRD 2016d

Table 12: Enrolment by educational sectors and age groups [in 100,000s] 

Level/year Primary Upper primary Secondary
Higher  

secondary
Higher  

education
1950–51 192 31 N/A 15 4
1960–61 350 67 N/A 34 10
1970–71 570 133 N/A 76 33
1980–81 738 207 N/A 110 48
2000–01 1,138 428 190 99 86
2005–06 1,321 522 250 134 143
2006–07 1,337 545 259 141 156
2007–08 1,355 573 282 163 172
2008–09 1,353 584 294 169 185
2009–10 1,336 595 307 178 207
2010–11 1,347 619 318 195 275
2011–12 1,398 630 341 210 292
2012–13 (P) 1,348 650 346 200 301
2013–14 (P) 1,324 664 373 223 323
2014–15 (P) 1,305 672 383 235 342

P = provisional, N/A = not available
Source: MHRD 2016d

----------------
----
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Table 13: Number of pupils per teacher by educational sectors

Type of educational 
establishment

Number of teachers
Number of pupils per 

teacher

Primary 2,670,396 24

Upper primary 2,559,769 17

Secondary 1,346,888 27

Senior secondary 1,984,711 38

Higher education 1,319,295 24

Source: MHRD 2016

Table 14: Number of pupils per teacher by educational sectors and years

Level/year Primary Upper primary Secondary
Higher  

secondary
Higher  

education

1950–51 24 30 N/A 21 N/A

1960–61 36 31 N/A 25 N/A

1970–71 39 32 N/A 25 N/A

1980–81 38 33 N/A 27 N/A

1990–91 43 37 N/A 31 N/A

2000–01 43 38 31 35 N/A

2005–06 46 34 32 34 26

2006–07 44 34 31 34 N/A

2007–08 47 35 33 37 20

2008–09 45 34 32 38 21

2009–10 41 33 30 39 24

2010–11 43 33 30 34 26

2011–12 41 34 32 33 24

2012–13 (P) 28 25 N/A N/A 23

2013–14 (P) 25 17 26 41 25

2014–15 (P) 24 17 27 38 24

P = provisional; N/A = not available
Source: MHRD 2016

--------
--------
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Table 15: Number of teachers by educational sectors [in 1,000s] 

Level/year Primary Upper primary Secondary Higher secondary

1950–51 538 86 N/A 127

1960–61 742 345 N/A 296

1970–71 1,060 638 N/A 629

1980–81 1,363 851 N/A 926

1990–91 1,616 1,073 N/A 1,334

2000–01 1,896 1,326 1,006 756

2005–06 2,184 1,671 1,123 1,032

2006–07 2,323 1,717 1,173 1,075

2007–08 2,315 1,780 1,175 952

2008–09 2,229 1,899 1,194 1,024

2009–10 2,217 1,778 1,185 1,145

2010–11 2,099 1,887 1,247 1,261

2011–12 2,254 2,057 1,163 1,303

2012–13 (P) 2,656 2,427 944 1,799

2013–14 (P) 2,684 2,513 1,286 1,785

2014–15 (P) 2,670 2,560 1,347 1,985

P = provisional, N/A = not available
Source: MHRD 2016

Table 16: Drop-out rates by educational sectors 

Classes/year Classes I–V Classes I–VIII Classes I–X

1960–61 64.9 78.3 N/A

1970–71 67.0 77.9 N/A

1980–81 58.7 72.7 82.5

1990–91 42.6 60.9 71.3

2000–01 40.7 53.7 68.6

2005–06 25.7 48.8 61.6

2006–07 25.6 45.9 59.9

2007–08 25.1 42.7 56.7

2008–09 27.8 39.3 54.2

2009–10 30.3 42.5 52.7

2010–11 27.4 40.8 49.2

2011–12 22.3 40.8 50.3

2012–13 (P) 21.3 39.0 50.4

2013–14 (P) 19.8 36.3 47.4

P = provisional, N/A = not available
Source: MHRD 2014
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3.1 Historic origins and the status quo

The history of education and teaching in India has its beginnings in educational estab-
lishments at Hindu temples (1000 BC), in which an elite circle received training from 
gurukuls (guru/teacher). Over a long period of time, religious influences left their mark 
on Indian education. These included education in Buddhist monasteries, educational 
establishments connected with Islam (maktabs and madrasahs), institutes associated 
with other religions (e.g. Jains, Sikhs) as well as Christian schools (see Lang-Wojtasik 
2014, pp. 216 ff.).

More recent educational developments, particularly in the higher education sector, 
have been influenced by British colonial rule. After independence in 1947, the Indian 
educational system continued to be characterised by its original 10+2 structure, and 
this was recognised by all states and union territories at a national level. The 10+2 sys-
tem is divided into ten years of basic education followed by two years of optional higher 
secondary education (see Chapter 3.4.4).

3.2 Control

In political terms, the educational sector in India is established at multiple layers. As 
the lead authority responsible, the Ministry of Human Resources Development (MHRD) 
assumes an important and influential position. The MHRD is divided into two depart-
ments: the Department of School Education and Literacy and the Department of Higher 
Education. The MHRD is supported by the All India Council for Technical Education 
(AICTE) (see Chapter 5.2) in the administration of the vocational education and train-
ing system, in particular via the accreditation of programmes of study at technical col-
leges and polytechnics (see Männicke 2011; Kooperation International 2015). Beside 
the AICTE, which is responsible for technical higher education, there is also the Univer-
sity Grants Commission (UGC), which stipulates and manages higher education stand-
ards. As well as including regulation of internal higher education task areas, the remit 
of the UGC also encompasses the further key area of recognition of Indian universities 
(see Chapter 3.4.5).

The ministry is managed by the Central Board of Education (CABE), which controls 
the task areas of the central and state governments. The Board of the CABE is made 
up by ministers from the various federal states. The National Council of Educational 
Research and Training (NCERT) is responsible at national level for the definition of 
general conditions for classes one to twelve (curriculum development). The respective 
State Councils of Education Research and Training (SCERT) form the most important 
research and development institutions at regional level (Norric 2006).

In the secondary sector, the school authorities are responsible at state level for com-
munication and links between schools and for the stipulation of examination stand-
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ards in accordance with national general conditions (see Kooperation International 
2015). The three national examination boards are the Central Board of Secondary Ed-
ucation (CBSE),3 the Council for the Indian School Certificate Examinations (CISCE)4 
(see Chapter 3.4.4) and the National Institute for Open Schooling (NIOS) (see Chapter 
3.4.8). Each state also has its own respective “State Educational Board” (see Cheney et 
al. 2005).

3.3 Structure

Mandatory schooling and the right to receive a school place free of charge for children 
aged between six and 14 was introduced in the Constitution of India in 2009 (Right to 
Free and Compulsory Education Act 2009). Following optional pre-school provision, ac-
cess of children to the general educational system begins with eight years of elementary 
education, which in India is divided into primary (classes 1 to 5) and upper primary edu-
cation (classes 6 to 8). After completion of elementary education, there is the possibility 
of entering general secondary education (classes 9 and 10) and then higher secondary 
education (classes 11 and 12). The latter may be academically or vocationally oriented. 
Tertiary education is offered at colleges and universities (see Lang-Wojtasik 2013).

The Indian educational system exhibits various organisational forms. Some states 
have government school systems (e.g. Bihar, Jharkhand, Punjab und Himachal Pradesh), 
others are privately organised with state support (private aided) (e.g. West Bengal, Ma-
harashtra, Gujarat) whilst some are private and self-financed (private unaided) (e.g. Ut-
tar Pradesh, Tamil Nadu, Rajasthan). This means that any comparison between fed eral 
states regarding cost-benefit ratios or school performance is virtually impossible (see 
World Bank 2008, p. xxii).

Since 2014, school enrolment rates have been rising in the private sector in particu-
lar. By way of contrast, there are high drop-out rates in the state primary sector. Drop-
out rates (all categories)5 in the primary sector (classes 1 to 8) are 36.3 per cent. The 
corresponding figure for the primary and secondary sectors in overall terms (classes 1 
to 10) is 47.4 per cent (school year 2013/14) (see MHRD 2014, p. 43). There are many 
reasons why a child may drop out of education whilst still at primary school. These in-
clude migration of families, child marriage or child labour, and inadequate school infra-
structure (drinking water and toilets). 

These educational programmes within the formal sector are localised under the um-
brella of the National Vocational Education Qualifications Framework (NVEQF). The 
National Qualifications Framework was developed in 2011 in order to align and docu-
ment qualifications at all formal educational levels within a uniform system encompass-

3 Schools affiliated to the CBSE take part in the All India Secondary School Examination (AISSE).

4 Schools affiliated to the CISCE take part in the Indian Certificate of Secondary Education (ICSE).

5 Scheduled Caste, Scheduled Tribe, Rural, Urban.
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ing school education, VET and higher education (levels 1–10, Table 17). The NVEQF 
should be read as a sequence of various competencies, beginning with the recognition 
of prior qualifications designated in Table 17 as RPL 1 and RPL 2 (see Chapter 5.6.2). 
Formal qualifications are legible on the basis of levels one to ten. The various levels are 
defined by learning performance, i.e. they list the competencies which a learner needs 
to have mastered irrespective of whether these have been achieved by formal or infor-
mal means (see Singh/Duvekot 2013, pp.109 ff.; Singh 2017).

Table 17: Structure of the NVEQF 

Vocational 
education

Academic  
education

Level Certificate Equivalence Equivalence Certifying body

10 NCC 8 Degree Doctorate University and SCC

9 NCC 7
PG Diploma Master’s

University and SCC

8 NCC 6 University and SCC

7 NCC 5
Advanced Diploma*

Bachelor degree**

*Technical education 
committee and SSC

**University and SSC6 NCC 4

5 NCC 3

Diploma*
*Technical education 
committee and SSC

**School board and SSC
4 NCC 2 Class XII**

3 NCC 1 Class XI**

2 NCWP 2 Class X Class X School board and SSC

1 NCWP 1 Class IX Class IX School board and SSC

RPL
RPL 2 Class VIII Class VIII

NIOS/State Open School 
and SSC

RPL 1 Class V Class V
NIOS/State Open School 

and SSC

RPL: Recognition of Prior Learning 
NCWP: National Certificate for Work Preparation 
NCC: National Competency Certificate 
SSC: Sector Skill Council
Source: MHRD 2012

1111 

1111 
1111 
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3.4 Characterisation of the various educational sectors

3.4.1 Pre-school

Pre-school education in India is optional and varies in length between two and three 
years (see Norric 2006). In urban regions, pre-schools are largely privately organised 
and well developed. This means that pre-school education is available to a large propor-
tion of better-off pupils. In rural areas, by way of contrast, pre-school education tends to 
be publicly provided and, according to the National Policy on Education (NPE), needs 
to be expanded further (well-trained teachers, provision of free meals, and a safe and 
healthy learning environment (see Lang-Wojtasik 2013, p. 218).

There are anganwadis [childcare centres], which are centrally financed, and balwadis 
[pre-schools],6 which are funded by the federal state or local government. Anganwadis 
are the largest educational provider in this sector, and these institutions are currently 
attended by over twelve million children aged between three and six. Both anganwadis 
and balwadis place their emphasis on under-privileged groups in rural regions. Crèches 
or day centres are financed by the public Central Social Welfare Board. Early years edu-
cation is also delivered by NGOs and many private institutions, such as crèches, nursery 
schools, or via part-time provision at private schools (see Chandra 2003, p. 10; Gupta 
2007, p. 93).

3.4.2 Primary sector [primary/upper primary education]

Elementary education is divided into primary school (classes 1 to 5) and upper primary 
school (classes 6 to 8). In the primary sector, there is a differentiation between state, 
semi-state and private schools. A further distinction may be drawn between schools in 
rural areas, whose pupils are often socially disadvantaged, and schools in affluent urban 
regions (see Lang-Wojtasik 2014, p. 219).

As a consequence of the diversity within the primary education sector, the Right to 
Free and Compulsory Education Act 2009 also stipulated that private schools must re-
serve at least a quarter of their places for pupils from socially disadvantaged families or 
for children with a disability. All federal states were required to enable every child to go 
to school within three years of enactment of the legislation by establishing new neigh-
bourhood schools in regions where supply is inadequate. Parents or employers who pre-
vent children from attending school may be subject to a fine (www.mhrd.gov.in).

According to a national study conducted by Pratham (2015), state schools have 
made enormous progress with regard to equipment. The main object of criticism in re-
cent years has been the inadequate nature of sanitary facilities. These have seen signifi-

6 Anganwadis and balwadis are part of a state-instigated programme to combat malnutrition of children and form part of the 
Integrated Child Development Services (ICDS) initiated by UNICEF.
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cant improvement within the space of four years. Whereas in 2010 toilets and wash basins 
were only available in 47.2 per cent of cases, this figure rose to 65.2 per cent by 2014. 
Supply of drinking water also improved by 2.9 percentage points during this period. In 
2010, freely accessible libraries were available in 62.6 per cent of schools. By 2014, this 
accessibility had increased to 78.1 per cent.

There are, however, also points of weakness in the system. Of all the children attend-
ing Year Five, 50 per cent remain under the stipulated reading level for Year Two. The 
figures relating to mathematical knowledge are also a cause of concern. The number 
of children in Years Two and Three who are unable to count to nine has risen over the 
course of the years. The number of pupils with inadequate knowledge of numbers in-
creased from 11.3 per cent in 2009 to 19.5 per cent in 2014 (Pratham 2015).
There are high drop-out rates in the primary sector. To put these in figures: 29 per cent 
of children left elementary education after completion of primary school or by the end 
of Year Five (between ten and eleven, many children enter the age at which they are 
deployed as child labourers). Forty-three per cent of children leave education after fin-
ishing upper primary school. This makes India one of the five nations in the world with 
the highest rate of non-attendance of elementary education. 1.4 million children aged 
between six and eleven do not go to school (see Sahni 2015).

3.4.3 Secondary education

At the end of mandatory schooling, i.e. at the age of 14, children can make the transition 
to the two-year lower secondary sector (class 9 and 10). Teaching takes place at general 
schools that are attended by more than 36 million pupils. The prerequisite for entry is 
completion of upper primary school (class 8). A fee based on the financial means of the 
parents is charged for education in classes 9 and 10. Families with the lowest level of 
income are required to pay fees in the amount of INR 500. This figure rises to INR 6,800 
for pupils from the wealthiest families (MHRD 2016f, p.8). 

Close cooperation takes place between the schools and central government and 
individual federal state authorities (see MHRD 2014). The national curriculum con-
tains a total of eight subjects to be taught in the general education sector. In specific 
terms, the teaching of the following subjects is obligatory at all schools: two to three 
languages, including mother tongue/regional language, Hindi and/or English (a few 
schools also offer other languages such as Sanskrit, Chinese, Japanese, Russian, French, 
Spanish, Arab ic, Persian or German), three elective subjects such as mathematics, music 
or graphic design, general studies, work experience and health education (CBSE 2015, 
p. 37) (see Table 18).
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Table 18: Selection of teaching subjects, general secondary education 7

Subject

Language I

Language II

Three elective subjects from a total of 32 offered7

Work education or pre-vocational training

Art education

Health education

Source: CBSE 2015, p. 37

The national curriculum for the pre-vocational sector in classes 9 and 10 comprises a 
total of eight subjects, and pupils can select both general and vocational subjects. They 
are able to choose from 32 elective subjects in the general area and from 40 elective 
subjects on the vocational side (see Table 19). Only selected schools offer these courses, 
and such schools need to be recognised by the CBSE (Tara/Kumar 2016).

Table 19: Selection of teaching subjects, pre-vocational secondary education 8

Subject

Language I (English)

Two subjects from general secondary education 

Two elective subjects from 40 possible vocational courses8

One additional subject from a choice of general or vocational subjects

Work-integrated learning

Personal development and soft skills

Total

Source: CBSE 2015, pp. 38 ff.

Evaluation of performance takes place on the basis of a continuous procedure which 
is stipulated by the central government or federal state school authority. Final exami-

7 Mathematics, Physics, Chemistry, Biology, Biotechnology, Engineering Graphics, Economics, Political Science, History, Geog-
raphy, Business Studies, Accountancy, Home Science, Fine Arts, Agriculture, Computer Science/Informatics Practices, Multime-
dia and Web Technology, Sociology, Psychology, Philosophy, Physical Education, Music and Dance, Entrepreneurship, Fashion 
Studies, Creative Writing and Translation Studies, Heritage Crafts, Graphic Design, Mass Media Studies and Knowledge Trad-
itions and Practices of India, Legal Studies, Human Rights and Gender Studies and National Cadet Corps.

8 Including Office Secretaryship, Stenography and Computer Applications, Accountancy and Auditing, Marketing and Salesman-
ship, Banking, Retail, Business Administration etc.
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nations in India are held at the end of class 10 in the form of the All India Secondary 
School Certificate (AISSC), the Indian Certificate of Secondary Education (ICSE) or the 
Secondary School Certificate (SSC). In the ICSE, for example, pupils are examined in six 
subjects. Pupils are required to achieve a pass in at least five of the six subjects in order 
to gain access to the upper secondary sector. English is compulsory, and there are five 
further elective subjects. 

A direct comparison initiated by the British Council indicated that the Indian Sec-
ondary School Certificate (which is awarded by every school upon completion of Year 
Ten) lies below the educational standard of the British General Certificate of Secondary 
Education (GCSE) or the GCSE High School Examination Certificate, which is awarded 
internationally. Although the content is comparable, the level of problem-solving com-
petence and application of knowledge, for example, does not meet the relatively high 
British standard (see Cheney et al. 2005, p. 8).

According to the statistics (see Table 16), most pupils leave general schooling at 
the end of class 10 when they are aged 15 or 16. Reasons for this include financial con-
straints, a lack of interest in lessons, qualification is sufficient for further career progres-
sion or direct transition to the labour market (Ahir 2015). 

3.4.4 Higher secondary education 

The upper secondary sector encompasses classes 11 and 12. In order to complete higher 
secondary education, pupils may attend a secondary school or junior college. Although 
the junior college is affiliated to universities, it is categorised as a pre-university edu-
cational establishment. India has more than 200,000 secondary schools, which are at-
tended by in excess of 23.5 million pupils (see MHRD 2016d). The prerequisite for tran-
sition to the upper secondary sector is performance in the final examinations at the end 
of the tenth year of schooling (see Cheney et al. 2005; Sodhi 2014).

Higher secondary education is an important stage for pupils within the educational 
system. Prior to entering the higher secondary level, they have to decide on their future 
educational pathway. The choice is between preparation for higher education, technical 
training or direct entry to the labour market (see Planning Commission 2013).

Pre-vocational training aimed at preparing pupils for the world of work may form 
an essential component of secondary education. Pre-vocational training is part of the 
official curriculum and runs parallel to general education (Krisanthan/Pilz 2014). Ad-
mission to the upper secondary sector entitles pupils to choose between two options. 
They can elect to pursue an academic (technical) or a vocational pathway. The aim of 
the academic route is seen as preparation for a further professional career. The voca-
tional pathway prepares pupils for direct entry to the labour market upon completion of 
class 11 or 12 (Gupta et al. 2006).
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The MSDE offers an additional programme at numerous state ITIs and private ITIs in 
order to provide training for young people, women and disadvantaged groups (for de-
tailed information, see Chapter 4.3.1).

After completion of general upper secondary education, pupils are able to obtain the 
All India Senior School Certificate. This facilitates entry to higher education.

3.4.5 Higher education

Currently (as of 2016), India has 760 institutions which offer academic programmes of 
study. These include 316 state universities, 181 state private universities, 122 deemed-
to-be- universities, 75 institutions of national importance (Indian Institutes of Technology 
(IITs), national institutes of technology (NITs), Indian Institutes of Science Education 
and Research (IISERs) and further institutions (see MHRD 2016d). “Deemed-to-be- 
universities” are frequently private universities that have been certified by the state.

In turn, the universities consist of a series of colleges at which teaching takes place. 
Over the past few years, the number of colleges has multiplied to reach 38,498 insti-
tutions by the year 2015 (MHRD 2016d). Colleges can be differentiated by degree of 
autonomy, nature of provider and financing. Providers are either the state or the private 
sector, although the colleges either belong to a university or else are subject to the re-
spective federal state government. Most courses offered by the colleges are “undergradu-
ate” programmes. Development of curricula, implementation of final examinations and 
awarding of academic qualifications from the programmes take place via the university 
(see Hahn 2005, p. 35).

According to enrolment rates, India is the third largest provider of academic pro-
grammes after China and the USA. The number of students is currently around 30 mil-
lion. According to the Department for Higher Education, the aim is to raise this figure to 
over 40 million by 2020.

Access to higher education is controlled. In general terms, the following access op-
tions exist in India. The best students are accepted after an entrance examination (Merit 
List). Pupils or their families may also purchase a study place at a fixed fee (capitation 
fee), and reserved quotas exist for disadvantaged population groups (see Hahn 2005, 
p. 39). The basic prerequisite for access is the result achieved in the Higher Secondary 
School Certificate (HSSC). Depending on the institution, higher education applicants 
must also prepare themselves for an entrance test (All India Entrance Test) or an inter-
view. The best Indian students strive to be accepted by one of the top institutions. The 
high degree of esteem accorded to academic education within Indian society means that 
completion of a programme of higher education study guarantees secure employment 
(see Wessels 2012).

As already summarised in Chapter 3.2, responsibilities for higher education rest 
with the MHRD, the AICTE and the UGC. Despite the strong influence exerted by the 
state institutions, universities largely enjoy autonomy in the awarding of academic de-
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grees as well as in the area of research. A differentiation is made between public and 
private institutions with full university status which offer the whole spectrum of sub-
ject combinations on the one hand and specialised universities only providing certain 
subject areas on the other. “Institutes of National Importance” is a term applied to elite 
universities which have been designated as institutes of higher education by the gov-
ernment and thus have the right to award their own degrees. These include higher edu-
cation establishments such as the IITs or the Indian Institutes of Management (IIMs), 
which occupy top positions in international higher education ranking systems (see Hahn 
2005). “Deemed-to-be-universities” are high-performing institutions which have been 
established by the central government upon recommendation of the UCG.

This multi-layered higher education system is aligned to the qualifications of Bache-
lor, Masters and PhD in accordance with British standards. In addition, there are gradu-
ate and postgraduate diploma programmes. 

Bachelor degree programmes in the humanities, the sciences and economic sciences 
comprise a three-year course of study. In other disciplines, duration of the programme 
of study may vary. A Bachelor programme may, for example, extend over a period of four 
years if students elect to study agricultural science, engineering, dentistry or veterinary 
medicine. Programmes in architecture or human medicine may be of up to five years in 
duration.

A Bachelor degree is the prerequisite for entry to a Master’s programme of study. 
A Master’s degree can usually be achieved following a course-based or research-based 
period of study of two years (see Cheney et al. 2005; Norric 2006). The highest possible 
qualification, only offered by some universities, is a PhD. The PhD is a two-year doctor-
ate programme which requires previous completion of a Master’s degree. The doctorate 
itself can be acquired following completion of the PhD programme and of a thesis and 
is achieved over varying periods of time (usually four or five years) (see Hahn 2005, 
pp. 33 ff.). 

India is undergoing a phenomenon known as “massification”. Massification refers to 
the process of a growing society in certain areas. Clearly discernible trends in this regard 
are occurring in the field of higher education. These include an increase in the number of 
institutions, rising enrolment rates, and the increasing privatisation (commercialisation) 
and professionalisation of university institutions (see Khare 2016, p. 121; Hahn 2005).

3.4.6 Post-secondary education

Polytechnics

Students can opt for full-time or part-time courses. The minimum requirement for entry 
to the programme is completion of class ten and completion of class 12 for certain se-
lected courses. Polytechnics offer sub-degree diploma courses of a duration of between 
one and three years. There are, however, also three- to four-year diploma courses and 
one-year postgraduate diploma courses. The postgraduate programmes are aimed at 
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persons who are already in possession of a polytechnic diploma or Bachelor degree. 
Training is primarily theoretical in nature and is delivered at polytechnic colleges. Some 
units are, however, of a practical nature (Norric 2006). Students can normally choose 
between six possible occupational fields. These are agriculture, business, metalworking 
and electrotechnology, health, housekeeping and services (Wessels 2012). The stipula-
tion of standards and evaluation of the programme is undertaken by the State Boards of 
Technical Education. Titles, duration and access qualifications vary from state to state. 
This means that particular care needs to be taken when enrolling (Norric 2006). Poly-
technics are generally recognised by the AICTE (MHRD 2016e). 

Those completing the polytechnic programmes are able to offer specific skills such as 
the reading and interpretation of drawings, cost calculation and repair and maintenance 
of machines. For this reason, many small and medium-sized companies are particularly 
interested in employing such persons once they have obtained their qualification (Khare 
2016; Goel 2009). 

Today there is a total of 3,867 institutions with 1,515,597 enrolments (All India 
Survey on Higher Education 2015-2016 (MHRD 2016e, p. 35). The intention is also to 
establish a further 700 institutions under the MHRD Skill Development Initiative. Of 
these, the plan is for 300 to be initiated via partnerships under public law. In detailed 
terms, this will involve cooperation between the state governments/union territories 
in agreement with the Confederation of Indian Industry (CII), the Federation of Indi-
an Chambers of Commerce & Industry (FICCI), the Associated Chambers of Commerce 
and Industry of India (ASSOCHAM) and the PHD Chamber of Commerce. A further 400 
institutions will be run by private providers (see Planning Commission 2013, p. 144). 

In comparison to other forms of training provision (CTS, engineering colleges), the 
polytechnics offer only a small number of training places. For this reason, the AICTE 
has lowered the regulations regarding the establishment of a new institution and the 
requirements for accreditation (see Mond/Pilz 2011). 

Alongside the state polytechnics, there are also private institutions. Because of the 
comparatively high costs of the respective courses and the poor quality of teaching and 
infrastructure, these private institutions are not accredited by the AICTE and are only 
of very small significance in quantitative terms in technical vocational education and 
training (see Männicke 2011).

Engineering colleges

Engineering colleges offer vocationally-related higher education. The Undergradu-
ate Degree (UG) Programme provides an opportunity for those who have completed 
a course of study at a polytechnic to go on to further technical training. Such students 
have the possibility of entering training at the engineering colleges in the second year 
(Venkatram 2016, p. 83).
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A distinction can be drawn between independent colleges and institutions which are 
affiliated to universities. This delineation is frequently not clear. In formal terms, the 
colleges are subject to the AICTE rather than to the UGC, the latter being responsible for 
university education (see Mond/Pilz 2011, p. 9). There is a total of 5,672 engineering 
colleges (see Badrinath 2016, p. 234).

3.4.7 Adult and continuing education

State, private and not-for-profit institutions all play a major role in continuing vocational 
education and training. India has various vocational training programmes in which the 
borders between initial and continuing VET are fluid. Continuing training programmes 
tend to be found within the sector of vocational education and training. For this reason, 
a precise description of continuing vocational education and training will be provided 
in Chapters 4 and 5.

There is a state-imposed programme, the National Literacy Mission (NLM), which was 
initiated in 1988 by the Directorate of Adult Education (MHRD, see Chapter 3.2) and 
places the emphasis on continuing training. This programme is aimed at all those who have 
been unable to avail themselves of the option of formal education but still wish to pursue 
continuing training. The designation “Literacy” is somewhat misleading since the devel-
opment of occupational skills also plays an equally important role (www.mhrd.gov.in). In 
1996, Continuing Education Centres (CEC) were established with the goal of equipping 
venues to improve people’s reading and writing skills and thus enhance their quality of 
life. Alongside this, further development programmes are also in place such as provision 
of books in specially equipped libraries and the offering of cultural and leisure activities 
(see Singh 2002).

3.4.8 Open and distance learning

The NIOS was set up as an autonomous organisation by the MHRD in 1989 (NIOS year 
of publication not stated). The programme has around 2.7 million pupils and is one of 
the largest of its type anywhere in the world. In the area of elementary education, there 
are Open Basic Education Programmes (OBE), which are offered in around 853 Accred-
ited Agencies (AA). The NIOS itself is responsible for education in the area of open and 
distance learning for the lower and upper secondary levels and comprises a network 
of more than 4,900 study centres (general education 3,530 and vocational education 
1,379). These are under the control of 20 regional centres. As well as the general edu-
cational programmes, numerous vocational courses are also provided, and these will be 
described in greater detail in Chapter 5 (NIOS year of publication not stated). The target 
groups comprise economically and socially disadvantaged groups and school drop-outs. 
The aim is that these persons should be reintegrated into the public educational system 
via modular programmes (see World Bank 2009). The NIOS exhibits a number of spe-
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cial characteristics compared to conventional educational programmes. These include a 
flexible selection of subjects, online admission procedures, multiple repetitions of courses 
(nine times within five years), support via so-called Personal Contact Programmes 
(PCP), the possibility of credit transfer and a broad range of media programmes (radio, 
television, online media). At lower secondary level, there are 26 courses which offer 
learning materials in various languages such as Hindi, English, Urdu, Marathi, Telugu, 
Gujarati and Malayalam. Provision at upper secondary level is reduced to a choice of 
24 courses in three languages (Hindi, English and Urdu). Any questions which pupils 
may have can be formulated in any language and receive a response from the study 
centre in one of the languages listed above regardless of type of school (see NIOS year 
of publication not stated; World Bank 2009). Final examinations are held twice a year 
at the respective study centres. Candidates have a free choice of the number of subjects 
in which they wish to sit an examination. Once the credits stipulated for the respective 
module have been achieved, the formal criteria for the qualification are deemed to have 
been fulfilled and a certificate is awarded (see Norric 2006). This programme is partially 
financed via study fees (usually € 4.00–€ 4.50 per course9), although the amount of such 
fees may vary depending on the institution and pupil. Deficits are covered by financial 
support from the central government (NIOS year of publication not stated).

Over the course of the years, the programme has achieved a high degree of accept-
ance and credibility both within formal training and on the labour market. It facilitates 
the chance of continuing training or finding a job and thus provides better labour market 
opportunities (see World Bank 2009).

9 The exchange rate used for all conversions in this country study is 1 euro = 75 rupees.



48

4 Initial and continuing vocational education and training

4.1 Development and significance of vocational education and training

The Indian system of vocational education and training (VET) and technical vocational 
education and training (TVET) is highly diverse regarding form, function and areas of 
responsibility (Sodhi 2014; British Council 2016).

Education is traditionally accorded great status in India. The caste system is of par-
ticular relevance within this context (see Clemens/Holzwarth 2009). Despite its abo-
lition by state ordinance, this system continues to exert a strong influence on Indian 
society and therefore also on the reputation of the educational system (see Männicke 
2011).10 Parents from higher levels of society enable their children to access higher gen-
eral education, which is often extremely costly. By way of contrast, the remaining parts 
of the population are only able to participate in VET or else are completely excluded 
from educational provision after the end of mandatory schooling. A negative selection 
process also occurs no later than at the beginning of upper secondary level. Pupils who 
cannot progress to a higher secondary school because of poor performance are particu-
larly likely to opt for practical training. This gives rise to the impression that vocational 
education and training is only of interest to young people who have virtually no chance 
of establishing themselves on the general educational market because of poor marks in 
final examinations (see World Bank 2008, p.13). Majumdar describes this phenomenon 
in the following terms.

“TVET in India is often seen as second-class education and as the last recourse for 
those who are unable to succeed in academic learning. […] Aspirations toward higher 
education and white collar jobs and the low perception of VET make TVET attractive 
only for low academic achievers and for students from low-income families.” (Ma-
jumdar 2008, p. 96)

According to a survey conducted by the National Sample Survey Organisation (NSSO), 
only about 3.07 per cent of the population aged between 15 and 59 have completed 
a programme of vocational training or are currently involved in vocational education 
and training provision (see Ahmed 2016, p. 333). Mehrotra summarises the low level 
of participation in the VET system by commenting: “India is among the countries with 
the lowest proportion of trained youth in the world” (Mehrotra et al. 2014, p. 8). As a 
consequence, large parts of the population are learning and working within the non-or-
ganised or informal sector (see Chapter 4.6). 

10 The curriculum vitae described above also once again provide a very clear reflection of the indirect effect of the caste system 
(see Chapter 2).
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Beside the low level of participation in VET programmes, many studies and surveys 
(ILO 2003; World Bank 2008; Mehrotra 2014) criticise the lack of practical relevance 
in vocational training. 

The poor infrastructure, obsolete learning methods and teaching staff who in some 
cases are badly trained are all further influencing factors which deter young people from 
entering vocational training (see Mehrotra et al. 2014).

The contrast between the low level of esteem in which practice-related VET is held 
and the high status enjoyed by general education is also reflected in another way in 
the employment system. The terms “white-collar worker” and “blue-collar worker” are 
clearly delineated within the Indian world of work. White-collar workers are consid-
ered to be engineers, architects, lawyers and all those who are not required to carry out 
manual work. Their employment is seen as intellectually challenging and enjoys societal 
acceptance. All those who fall into the category of blue-collar workers are persons who 
perform physical tasks and are often employed in industry or manufacturing (see Wes-
sels/Pilz 2016). 

The structuring and status of the individual training programmes will be explained 
in more detail in the following sub-chapters.

4.2 Structure of vocational education and training and provision

Vocational education in the form of the vocational training system is taught in a prac-
tically oriented way at independent institutions such as vocational schools. It includes 
formal VET delivered at state and private Industrial Training Institutes (ITIs) under the 
Craftsmen Training Scheme (CTS). Alongside these school-based training schemes, 
there are also formal company-based programmes usually designated as an Apprentice-
ship Training Scheme (ATS). In-company training, via which participants are able to 
learn further skills in a practice-related way, is also possible within the scope of an exist-
ing contract of employment.

The state-funded Vocationalisation of Secondary Education programme was set up 
in 1988 in order to balance out the inequality between supply and demand on the labour 
market. It represents an alternative to the original general pathway in the form of higher 
education (MHRD 2016a). One hundred fifty different vocational courses are offered in 
the upper secondary sector. According to the Planning Commission, there are 9,583 par-
ticipating schools with more than one million pupils. Courses are provided in the fields 
of agriculture, trade and industry, technology, healthcare and science and engineering 
(see Gupta et al. 2016, p. 45). 

As well as the vocational training system, there is also a pre-vocational education 
system which is taught at general schools alongside regular lessons in a non-practice- 
related way (“vocational education”). A distinction can be drawn between the formal 
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secondary sector in the form of pre-vocational and general education in classes 9 and 10 
and the higher formal secondary sector in classes 11 and 12.

The Constitution of India stipulates that the central and state governments should 
share the areas of responsibility in vocational education and training. Vocational educa-
tion falls within the remit of the MHRD. Responsibility at a central level is borne by the 
All India Council for Vocational Education (AICVE), which comes under the umbrella 
of the MHRD. The AICVE is in charge of the planning and coordination of training pro-
grammes. At a state level, the tasks of the AICVE are supported by the State Councils for 
Vocational Education (SCVEs) (see Rao et al. 2014).

By way of contrast, the Directorate of Training (DGT) is subject to the MSDE and is 
responsible for training (see Männicke 2011; Rao et al. 2014). The DGT is in charge of 
the formulation of guidelines for the development of educational standards and techni-
cal requirements (see DGT 2014e). The National Council of Vocational Training (NCVT) 
provides advisory support. The members of the NCVT comprise central and state minis-
tries, employer and employee associations and the AICTE (see Wessels 2012) (see also 
Chapter 5.2).

4.3  Summary of forms of provision and the training programmes aligned to them

The following sub-chapters present the vocational provision in detail.

4.3.1 Craftsmen Training Scheme 

The Craftsmen Training Scheme (CTS) has been in existence since the 1950s and is lead 
managed by the MSDE in conjunction with the DGT. In purely numerical terms, craft 
trade training is the most important training programme in the formal vocational train-
ing system. Training takes place in institutions run by state and private ITIs.

India has a total of 11,964 training institutes with a capacity of around 1.7 million 
training places in 126 training occupations. Of these institutes, 2,284 are state ITIs and 
9,680 are private ITIs (see DGT 2015d).

Of the total of 126 training occupations, 73 are technically aligned and 48 are 
non-technical in nature11 (plus five training courses for visually impaired persons). De-
pending on the training course, duration of training varies between six months and two 
years. Commencement of training may take place after completion of the eighth, tenth 
or twelfth class contingent on the respective occupation. 

11 Non-technical training occupations may include both craft trade occupations such as baker, tailor or gardener and commer-
cial occupations like computer user, office assistant or marketing assistant. A precise division of technical and non-technical 
training occupations is available at: http://dget.nic.in/content/innerpage/trade-syllabus.php.
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In accordance with national stipulations, training is split into 70 per cent practical in-
struction and 30 per cent theory. The theoretical element includes occupationally-related 
contents and units for the personal development of pupils (see GoI 2015).

The standardised curricula are set by the NCVT, and these committees are afforded 
organisational support by the DGT. Implementation of the curricula takes place via State 
Educational Committees. Curricular development is one of the core competencies of the 
NCVT. The NCVT also focuses on further tasks within the scope of the Skill Development 
Programme. These include maintenance of educational standards, stipulation of norms 
for conditions of admission, accreditation of institutions, development of examination 
procedures and certification of examinations. At state level, there are State Councils of 
Vocational Training (SCVTs), which assume responsibility for comparable tasks for the 
respective federal state. The relevant SCVTs are advised by the NCVT (see MoLE 2014, 
p. 243).

Many curricula for training in the craft trades have been revised in terms of content 
over recent years. These revised and competence-oriented curricula have been linked to 
the National Skills Qualifications Framework (NSQF) (see Table 34). Table 20 provides 
an example section from the curriculum for the training occupation of turner, which is 
aligned to reference level 4 of the NSQF (see also Table 34).

Table 20: NSQF level 4 [turner] 

Level
Process  
required

Professional 
knowledge

Professional skill Core skill Responsibility

4 Work in familiar, 
predictable rou-
tine situation
of clear choice 

Factual know-
ledge of field of 
knowledge or 
study

Recall and 
demonstrate prac-
tical skill, routine 
and repetition in 
narrow range of 
application, using
appropriate rule 
and tool, using 
quality concepts

Language to com-
municate written 
or oral, with re-
quired clarity, skill 
of basic arithmetic 
and algebraic
principles, basic 
understanding of 
social political and 
natural environ-
ment

Responsibility for 
own work and 
learning

Source: DGT 2015b

A further component of the revised curricula is presentation of the weekly workload. 
Table 21 illustrates the actual ratio between theory and practice in training. In the case 
of the training occupation of turner, 62.5 per cent of training time is reserved for prac-
tice. This approximately corresponds to the stipulation stated above for 70 per cent prac-
tical instruction and 30 per cent theory.
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Table 21: Distribution of training [turner] [hourly basis] 

Total hours/
week

Trade  
practical

Trade theory Workshop 
Engineering 

drawing
Employability 

skills
Extra-curric-
ular activity

40 25 6 2 3 2 2 

Source: DGT 2015b

Despite some reforms, the CTS programme is an object of constant criticism. The quality 
of training features a number of deficits. Companies complain that those completing the 
programme are not ready for deployment on the labour market. They lack skills with re-
gard to the practical application of what they have learned and problem solving. Further 
training on the job is frequently necessary in order to bring them up to speed with the 
practical requirements of the company (see Mehrotra et al. 2014).

However, it is not only the companies that find this kind of training very unattrac-
tive. The negative way in which it is viewed is also reflected in growing drop-out rates. 
Given the immense increase in training capacity, these rates are relatively high. The 
drop-out rate at state ITIs is 15.5 per cent, although it is significantly lower at the private 
ITIs, where only 6.4 per cent leave training prematurely (see Mehrotra 2014, p. 101). 
Two of the reasons for premature ending of training are a lack of practical relevance 
and the poor prospects of finding employment upon completion of the programme (see 
Mehrotra 2014, p. 105).

According to an IAMR study of 1,999 state ITI trainees conducted in 1999, 33 per 
cent still had no permanent contract of employment more than 18 months after gradu-
ating from the scheme. Of the remaining respondents surveyed, 45 per cent were in paid 
work, 4.5 per cent had entered self-employment, 2.1 per cent were working in a fami-
ly company and 13.8 per cent were endeavouring to pursue continuing training (see 
Mehrotra 2014, p. 103).

In order to simplify the transition from training to working life, all state and private 
ITIs have so-called placement offices. The main task of these is to place those complet-
ing the programme with companies. A study (see IAMR Survey 2010) has made it clear 
that these activities have produced only a moderate degree of success. The average rate 
of successful job placement is only 16.4 per cent. Despite the professional assistance 
offered by the educational establishments, this indicates that effective progression into 
the world of work by those completing the programme at a state or private ITI is highly 
unlikely. 

In order to compensate for the deficits of the CTS scheme, various innovation pro-
grammes have been instigated within the framework of the Vocational Training Im-
provement Project (VTIP). One of these initiatives, often regarded as an upgrade to the 
conventional CTS programme, is the Centre of Excellence (CoE) Initiative (Tara/Kumar 
2017). The essential core of this programme comprises an attempt to achieve a para-
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digm shift away from the traditional monolithic structure of training with one point of 
entry and exit and to move towards a multi-skilling scheme which provides the option of 
flexible access and departure within the training process. It also represents a move from 
single-focus training at a VET institution in favour of an institutionally mixed or dual 
model which is characterised by theoretical training at an educational establishment 
and practical training in the company. The main aim is to offer those completing the pro-
gramme good opportunities on the labour market by covering the companies’ demand 
for well-trained workers.

In this model, the first year of training comprises Broad Based Basic Training (BBBT). 
This is followed by Advanced Modules and Specialised Modules (AM and SM) in the sec-
ond year. The essential features of the CoE are listed below.

 ▶ BBBT consists of a total of six modules, each of which is of two months’ duration. 
The objective is that training should provide preparation for a particular industrial 
sector (see example for the IT sector in Table 22).

 ▶ AM courses last for six months and take place in the first half of the second year of 
training.

 ▶ BBBT and AM curricula are developed via a cooperative approach with the compan ies 
involved, and standardised curricula are in place across India.

 ▶ Final examinations (AITT) for BBBT and AM are conducted centrally under the 
supervision of the NCVT.

 ▶ Those successfully completing the programme are awarded a National Trade Certifi-
cate (NTC) both for BBBT and for AM.

 ▶ Training via the SM takes place in the second half of the second year of training. 
Final examinations and certifications are organised and issued in conjunction with 
the state government and industry. The training is recognised by the central NCVT.

Table 22: BBBT modules in the field of information technology 

Modules

Basic electrical and electronics

Basic assembling and maintenance of PCs

Basic computer networking

Basic office automation

Basic Internet and multimedia

Basic database processing

Source: ITI Bhavnagar 2005
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A total of 1,396 state ITIs have been upgraded thus far through cooperation between 
private and state institutions under the Public-Private Partnership (PPP) programme 
(see DGT 2014a; DGT 2011).

4.3.2 Apprenticeship Training Scheme (ATS)

Dual apprentice training under the ATS was established in 1961. Dual training in India 
refers to training at state school-based institutions in conjunction with on-the-job train-
ing at participating companies. 

A distinction is made between four different types of apprentice training. The MHRD 
is responsible for the first three of these, whereas the fourth comes under the auspices 
of the DGT.

(1) Graduate Apprenticeship (graduate level)
(2) Technician Apprenticeship (diploma level)
(3) Technician Vocational Apprenticeship (technical graduate level)
(4) Trade Apprenticeship12

Within this context, mention should also be made of the Informal Apprenticeship, which 
is not subject to any state institution and acts as its own provider (see DGT 2015e). Be-
cause this form of training is particularly relevant in India, it will be addressed separately 
at a later point (see Chapter 4.6).

The main goals of apprenticeship training are as follows:

 ▶ Facilitation of practical training for young trainees

 ▶ Networking of industry and technical institutions to improve the quality of technical 
training and develop human capital

 ▶ Ensuring that training takes place at various institutions (public and private)

 ▶ Development and implementation of training modules for trainees with the involve-
ment of industry, the apprentices themselves and other institutions affected

 ▶ Imparting practical aspects of theoretical training with the assistance of various di-
dactic media and methods

 ▶ Issuing of final certificates in the event of successful completion of training

 ▶ Improving the technical know-how of young people and strengthening the self- 
confidence of trainees (GoI 2013)

12 Optional Trade Apprenticeship: Since the amendment of the Apprentices Act in 2014, new occupational designations may be 
determined by employers (see summary of current changes—Apprentices (Amendment) Act 2014, see below).
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Graduate Apprenticeship, Technician Apprenticeship and Technician Vocational 
Apprenticeship

Responsibility for the Graduate Apprenticeship, Technician Apprenticeship and Tech-
nician Vocational Apprenticeship programmes rests with the MHRD. The monitoring 
process is shared by Regional Boards of Apprenticeship (BoAT) in Kanpur, Mumbai 
and Chennai and the Board of Practical Training (BoPT) in Kolkata (see DGT 2014a, 
p. 268; MHRD 2016b). A total of 126 training occupations are offered within the area 
of Gradu ate and Technician Apprenticeships. In the case of the Technician Vocational 
Apprenticeship, two training occupations have been added to bring the number to 128. 
Duration of training in the three postgraduate programmes is one year. Of a total of 
131,379 training places available, 71,233 were filled and successfully completed. This 
means that take-up is only 54 per cent (see Table 23). Certificate takes place via the De-
partment of Education, which is subject to the MHRD (see MHRD 2014, p. 269).

Table 23:  Training statistics for Graduate, Technician and Technician (Vocational) Apprentices  
(status: 31 December 2013) 

Graduate Technician
Technician 
(Vocational)

Total

Total number of training places 54,749 48,643 27,987 131,379

Number of training places filled 30,055 33,554 7,624 71,233

Number of training places filled in % 55 69 27 54

Minorities

Scheduled Caste (SC), number 1,318 2,734 1,005 5,057

Scheduled Caste (SC) in % 4 8 13 9

Scheduled Tribes (ST), number 210 388 291 889

Scheduled Tribes (ST) in % 1 1 4 1

Minorities/disadvantaged groups, number 1,516 1,112 328 3,398

Minorities/disadvantaged groups in % 5 3 4 4

Persons with disabilities (PwD), number 37 80 16 133

Persons with disabilities (PwD) in % 0.12 0.24 0.21 0.19

Women, number 8,244 4,866 3,671 16,781

Women in % 27 15 48 24

Source: MoLE 2014, p. 273

Courses are offered at 12,687 school-based institutions which are aligned to the guide-
lines of the Central Apprenticeship Council (CAC) (see Mehrotra 2014, p. 224).

----
------------
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Trainees receive a monthly allowance. Fifty per cent of this is paid by the central govern-
ment and 50 per cent by the employers (see MHRD 2016b). The amount of the training 
allowance is adjusted every two years on the basis of the Consumer Prices Index (see 
Mehrotra 2014, p. 135). Table 24 below lists the monthly training allowances (as of 
19 December 2014) for the respective training programmes (see MHRD 2016b).13

Table 24: Allowance paid for the various training programmes [in euro/per month]

Year Graduate Technician Technician (Voc.)

Earning [in euro] 2010* Approx. 48 Approx. 38 Approx. 26.50

Earning [in euro] 2014** Approx. 67 Approx. 48 Approx. 37

Source: * Mehrotra 2014, p. 135; ** MHRD 2016b

Summary of current changes

Apprentice training has been an integral component of vocational education and train-
ing in India since 1961 and was most recently adapted in 2014. Prior to this, various 
amendments had already been made to update the programme and adjust it to meet 
requirements (see Mehrotra 2014, p. 135). The name of the programme was formally 
changed in the Apprentices (Amendment) Act 2014. The most important recent altera-
tions are summarised below.

 ▶ Designation – two further definitions have been added to the previous names of 
training occupations (optional trade and portal site), meaning that employers can 
also opt for new occupational titles with immediate effect.

 ▶ Minimum age – the minimum age in certain dangerous industrial occupations has 
been raised from 14 to 18.

 ▶ Number of trainees – the central government acts in conjunction with the CAC to 
stipulate the number of trainees for the respective areas of training.

 ▶ Cooperation with employers – several employers can join forces to offer practical 
training together.

 ▶ Practical training for trainees – each company providing training must prepare the 
workplace in such a way so as to enable practical training to take place in an appro-
priate form. This was previously ensured via an approval procedure, but checks are 
no longer conducted.

 ▶ Basic education for trainees – basic education may take place at any institution 
which is adequately equipped.

13 The cost of living in India is lower than in Germany.



574.3 Summary of forms of provision and the training programmes aligned to them

 ▶ Awarding of certificates – the amended legislation states that any authorised au-
thority may issue a certificate.

 ▶ Hours of work, overtime, leave and public holidays – weekly and daily working 
hours are governed by law. The amended legislation states that working times and 
leave may be determined at the discretion of the employer or in accordance with 
company policy.

 ▶ Penalties and measures – the law states that particular offences relating to 
non-compliance with stipulations may be punishable by six months’ imprisonment 
or by an unspecified fine. A current draft law sets out that the maximum level of the 
fine must be determined in advance and that imprisonment as a punishment should 
be removed (see PRS 2016).

Trade Apprenticeship

The prerequisite for entry to a Trade Apprenticeship is a school certificate from the 
eighth, tenth or twelfth class and a minimum age of 14. Duration of training varies be-
tween six months and four years depending on the training occupation (see Table 25). 

Table 25:  Training occupations and respective duration of training (examples on the basis of selected training 
occupations) 

Training occupation Duration

Weaver
6 months

Hairdresser

Glass former
1 year

Gardener

Tailor
1½ years

Secretarial assistant

Car mechanic
2 years

Producer of leather goods

Railway worker

3 years
Welder

Turner

Draughtsman/woman

Mould- and toolmaker
4 years

Tools mechanic

Source: MHRD 2014, pp. 278 ff.
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Dual training of apprentices is taking place at approximately 28,500 participating com-
panies in various specific specialist industrial groups. Under the Apprenticeship Act, a 
contract is concluded between the company providing training and the apprentice. 

Another aspect comparable to the German system is that apprentices in India re-
ceive a training allowance. This allowance is, however, far below the level of earnings 
available to German trainees. An Indian apprentice usually earns between 28 and 42 euro 
per month (DGT 2014a, p. 269), whereas a German trainee can expect to receive be-
tween 400 and 1,400 euro per month (depending on training occupation and year of 
training)14 (see BIBB 2015). In making this comparison, however, account needs to be 
taken of living costs, average monthly income and the Purchase Price Index.  

Table 26: Training statistics for the Trade Apprenticeship programme 

Central sector
Public/ 

private sector
Total

Total number of training places 53,028 306,328 359,356

Number of training places filled 339,45 177,687 211,632

Number of training places filled in % 64 58 59

Minorities/disadvantaged groups

Scheduled Caste (SC), number 5,761 20,617 26,378

Scheduled Caste (SC) in % 12 12 12

Scheduled Tribes (ST), number 1,462 9,345 10,807

Scheduled Tribes (ST) in % 4 5 5

Minorities, number 1,164 7,152 8,316

Minorities in % 3 4 4

Persons with disabilities (PwD), number 255 546 801

Persons with disabilities (PwD) in % 1 0.3 0.3

Women, number 1,417 7,854 9,271

Women in % 4 4 4

Source: MoLE 2014

Basic theoretical training for the Trade Apprenticeship is delivered at state centres which 
are also referred to as Basic Training Centres (BTC) or Related Instruction Centres (RIC). 
The practical part of training takes place in the participating companies. Of a total of 

14 For example, an electronics technician receives € 929 in the first year of training, € 980 in the second year of training, € 1,051 
in the third year of training and € 1,108 in the fourth year of training. A hairdresser earns € 394 in the first year of training, 
€ 493 in the second year of training, and € 596 in the third year of training.
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360,000 training places available under the Trade Apprenticeship scheme, only 212,000 
have been filled thus far (see Table 26). This means that take-up is only 59 per cent (see 
Mehrotra 2014; GoI 2015). The reasons for this low take-up or participation rate are the 
low training allowance and the absence of any guarantee of a job following successful 
completion of training (Mehrotra 2014).

Apprentices have a wide choice of 259 training occupations in a total of 39 specialist 
areas (see Mehrotra 2014; GoI 2015). As already mentioned, the DGT is responsible for 
this form of training at a central level and monitoring is spread across six regional direct-
orates located in Kolkata, Mumbai, Chennai, Hyderabad, Kanour und Faridabad (see 
DGT 2014a, p. 268). The NCVT conducts final examinations in AITT form twice a year. 
Those successfully completing the programme are awarded the National Apprenticeship 
Certificate (NAC) (see Mehrotra 2014; GoI 2015).

Summary

A study conducted by the World Bank and the International Labour Organization (ILO) 
(2013) summarised the following weak points within the Apprenticeship Training 
scheme:

 ▶ Very low level of participation in the training system by employers and employees

 ▶ Very low level of training allowance

 ▶ High regulatory requirements for employers, high penalties in the case of non- 
compliance 

 ▶ Shortage of well-trained teachers and trainers

 ▶ Poor infrastructure at the training institutes (state ITIs) (see also Chapter 4.3.1)

 ▶ Low level of provision of training courses in the services sector, where there is high 
employment potential

 ▶ Low level of provision of apprenticeships in rural regions

 ▶ Parts of the curriculum are obsolete and inflexible

 ▶ Lack of cooperation between the various educational institutions

 ▶ Low rates of employment after completion of training

 ▶ Lack of vertical mobility to enable trainees to achieve higher qualification levels

 ▶ Lack of commitment on the part of employers or industry to the development and 
revision of curricula
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4.3.3 Bachelor of Vocation (B. Voc.)

The Bachelor of Vocation (B. Voc.) programme was introduced by the UGC in 2014 
as part of the Skill Development Initiative. This is a scheme which facilitates vertical 
and horizontal mobility. The minimum entry requirement is completion of class 12. 
Programmes comprise 40 per cent general educational content and 60 per cent voca-
tional education and training content. The particular features of this scheme are the 
involvement of industrial partners and an option to finish the programme after one, two 
or three years and still receive a qualification. Re-entry is also possible (see Table 27). 
Programmes are offered at universities and colleges alongside other “undergraduate 
programmes” (see UGC 2014). Over the next five years (status 2015), 25 per cent of in-
stitutions of higher education must offer special career-oriented courses. These courses 
must also be embedded in the NSQF. The plan is for account to be taken of the relevant 
qualifications when this categorisation is undertaken (MSDE 2015).

Table 27: Bachelor of Vocation qualifications

Qualification Duration [in years] NSQF level

Diploma 1 5

Advanced Diploma 2 6

B. Voc. Degree 3 7

Source: UGC 2014

The general education curriculum is aligned to the normal standards of the respective 
university or college, and there is a further plan to integrate language and communi-
cation courses. The vocational components of the curriculum are oriented to the re-
quirements of industry with the aim of making those completing the programme ready 
for deployment on the labour market. On-the-job training elements and project work 
are included for this purpose. The introduction of the B. Voc. was also accompanied 
by stipulations relating to credits and suggested time allocations which are at the same 
time contained within the NSQF (see Table 28). One credit corresponds to 15 learning 
units of 60 minutes each. This applies equally to theory, practice and units comprising 
exercises. Credits are to be applied usefully. The intention is that completion of a prac-
tical placement or of self-directed learning using qualified information made available 
within an electronic system (e-content) should take up about half as much time as par-
ticipation in lectures and workshops (UGC 2014).  
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Table 28: Stipulation of credits for B. Voc. 

NSQF level
Credits for vocational 

and practical 
education 

Credits for general 
education 

Duration Qualification

3rd year 36 24 6 semesters B. Voc.

2nd year 36 24 4 semesters Advanced Diploma

1st year 36 24 2 semesters Diploma

Total 108 72

Source: UGC 2015

Final examinations for the general theoretical element take place in accordance with the 
standards of the respective institution. Examination of the practical vocational compo-
nents is conducted by the relevant SSCs. 

4.4 In-company training

One serious problem for pupils in formal vocational training, in particular at the state 
and private ITIs, is the lack of any harmonisation with representatives of trade and 
industry and the absence of any revision of the curricula. This means that the neces-
sary practical relevance is only included in teaching at the margins (see Mehrotra et 
al. 2014). The estimation is that 58 per cent of young people are barely in possession 
of appropriate practically relevant skills. In the formal sector, this represents a greater 
problem than unemployment (see Ramasamy/Mani 2016, p. 171). In order to compen-
sate for the deficits of applicants, subsequent training needs to be given and an extensive 
induction process needs to be provided in the company (training on the job) in cases 
where more demanding positions are to be filled (Zenner/Pilz 2015). 

According to the Planning Commission (2008), 80 per cent of career entrants have 
no chance of receiving such internal company training measures (see Ramasamy/Mani 
2016, p. 171). 

In a study on the Indian qualification strategy, Mehrotra (2014) therefore calls for 
training measures in two areas in particular. In his view, there needs to be rapid em-
ployment of job seekers, and persons changing jobs must be provided with continuing 
training.

Some major Indian companies such as Tata, Accenture, Infosys and Maruti are able 
to display important initiatives in this regard (Ramasamy/Mani 2016), and indeed Ger-
man companies including VW, Bosch and Festo are offering excellent vocational train-
ing courses in India (see Chapter 5.7.1). Tata Consultancy Service (TCS) will provide 
an example of how company-based training and internal company programmes can be 
successfully delivered.

-
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TCS India is a multinational and one of the ten most successful IT companies in the 
world. It has 150 locations/branches in 46 countries and employs more than 300,000 
staff in the IT/ITES sector. New employees undertake an Initial Learning Programme 
(ILP), which includes modules in various disciplines such as basic technical training, 
project development, life cycle management and soft skills. Each staff member also com-
pletes a mandatory 14-day continuing training programme each year in order to foster 
ongoing or lifelong learning. Beside this provision, there are also various online courses 
of which employees are informed via email or text. TCS gives special support to tal-
ented workers identified by line managers. These high-performing individuals complete 
further technical and management training courses. Measures aimed at ensuring that 
employees are deployed in a versatile way also include participation in various projects 
or placements abroad (Badrinath 2016). 

4.5 Vocational provision of non-governmental organisations (NGOs)

Not-for-profit bodies such as foundations, church institutions, academic think tanks and 
other organisations are all active in India. Although NGOs are registered with the cen-
tral government, they are managed in accordance with the country’s rules, regulations 
and laws by the members themselves and by associated persons. No controls are under-
taken by central government (NGO India year of publication not stated). NGOs address 
topics such as human rights, gender differences and discrimination, healthcare, agricul-
tural development, social matters, the environment, and indigenous and disadvantaged 
groups. Logically, NGOs are therefore also actively involved in the educational sector in 
many regards (see Gengaiah 2016). 

The NGOs active in India can be divided up into trusts, societies and non-profit com-
panies. The respective provisions and registration requirements are set out in the rele-
vant laws (NGO India year of publication not stated). 

NGOs receive grants from various sources. These include member contributions, 
private and public donations, grants given by local, national and foreign funding organ-
isations and foundations, financing via the government, sale of products and services, 
and CSR funds of private sector companies (see Chapter 5.3.1). These funds are needed 
to finance measures, salaries and other general costs.15 One example of a national not-
for-profit development organisation will be presented below. 

The Action for Welfare and Awakening in Rural Environment (AWARE) programme 
was launched in Hyderabad in the federal state of Andhra Pradesh (today Telangana) 
in 1975. Its aim is to help people to help themselves by providing support in areas such 
as rights and responsibilities, protection of human rights and encouragement of gender 
equality. Alongside these intentions, the programme includes a broad range of vocational 

15 The in-company training and vocational provision offered by NGOs plays only a marginal role compared to the informal 
sector.
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training schemes on topics including management responsibility, competence develop-
ment, agriculture, animal husbandry, health promotion and environmental education. 
AWARE is a target-group specific, adapted and temporary programme which assists and 
supports village inhabitants along the pathway to self-realisation. AWARE has helped a 
total of 8,760 village communities and approximately 2.5 million people in the fed eral 
states of Andhra Pradesh, Orissa, Maharashtra, Gujarat, Uttar Pradesh, Uttaranchal, 
Kerala, Karnataka and Tamil Nadu (AWARE 2017).

4.6 Informal vocational education and training

Whereas in Europe the term “informal learning” is used to describe any kind of learning 
“resulting from daily activities related to work, family or leisure [...] not organised or 
structured in terms of objectives, time or learning support [and] mostly unintentional 
from the learner’s perspective” (Cedefop 2009, p. 86), a different understanding applies 
within the Indian context. A number of central aspects need to be explained in order to 
comprehend this divergent view.

The traditional system of informal education in India is referred to as the Gurukul 
System (see Chapter 3.1). This is an old educational concept via which knowledge is 
imparted and passed on within a family. The teacher (guru) acts as a leader, father and 
role model. In its time, the Gurukul System offered instruction in weaponry, music, art, 
self-defence and religious teachings. This part of the training was, however, reserved 
for the elite. Occupational competencies were passed on from generation to generation. 
Because of societal acceptance, there was no documentary certification of this process 
(see Singh 2013, p. 107).

In today’s India, the educational activities that are described as “informal” are all 
those which do not form part of the state-recognised general educational system (see 
Chapter 3.4) or which are not aligned to the conventional state-run VET system (see 
Chapter 4.3). This makes the difference to the European understanding clear. In India, 
VET activities may be designated as “informal” even if they are financed and certified by 
the state. This means that such provision comprises “special programmes” or activities 
which are initiated by the central state or individual federal states as an addition to the 
traditional structures in order to cover certain needs or meet specific objectives. It is 
precisely this multitude of different sorts of provision, which in some cases exist for only 
short periods of time, that leads to confusing complexity. This has also been an object 
of criticism. Educational policy has been accused in part of pursuing a strong course of 
actionism instead of a clear strategy and of putting regional and vested interests to the 
fore (Prasad 2016).

Beside the large informal sector, the Indian understanding also of course includes 
informal learning as viewed in Europe. The consequence of all of this is that the Indian 
version of informal learning is defined in much broader terms than in other countries. 
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The present publication takes this wide-ranging understanding on board in order to en-
sure consistency of the statements made here with those contained in other literature 
sources relating to Indian vocational education and training.

The greatest challenge that India needs to face is the recognition, validation and 
accreditation of both formal learning and, against the background of the immense sig-
nificance of the informal sector, of informal learning too (see Chapter 5.6.2). Within 
the scope of the debate on competence, several programmes for this purpose have been 
instigated over recent years (see Chapter 5.8), some of which take the form of public- 
private partnerships. The most important “informal vocational educational activities” 
from an Indian point of view are briefly presented below.

Informal vocational teaching follows the “watch and learn” principle. This is a sim-
ple training concept which involves the apprentice in the work processes in the com-
pany. The trainee thus learns both via participation and via instruction provided by a 
trainer within the company (see Mehrotra 2014; Sodhi/Wessels 2016; Pilz et al. 2015a). 

A total of 35 Community Polytechnics were established by the central government 
in 1978. This sort of informal training involves short-term measures delivered in mod-
ular courses with a duration of between three and six months, depending on regional 
requirements and the infrastructure available at a local level. The programme is directed 
at unemployed young people, school and college drop-outs, and other disadvantaged 
groups such as the underprivileged rural population (SC, ST and OBC). Young people 
are able to undergo training in various programmes and have the opportunity to acquire 
a range of competencies. In 2013, there was a total of 617 AICTE-inspected institutions 
(Mehrotra 2014, p. 56).

Other important state programmes are Jan Shikshan Sansthan (JSS), Shramik 
Vidyapeeths, and the Khadi and Village Industries Commission (KVIC). These pro-
grammes are aimed at adults who are unable to read and write or who left school pre-
maturely. They are also frequently offered in rural areas in order to strengthen the local 
population and their economic situation. Krishi Vigyan Kendras (KVK), for example, is 
directed at workers in the primary sector and at young people in country regions in 
particular. This measure attempts to close the gap between available technologies and 
the application of such technologies in order to increase productivity. They frequently 
take the form of on-farm training sessions which take an instruction-based approach to 
present areas of potential for increasing production. This sort of training is practical and 
participant-oriented and aims to strengthen awareness of changes amongst farmers (see 
Sodhi/Wessels 2016).

In overall terms, therefore, we may conclude that the predominant goals of this pro-
vision are the strengthening of individual practical skills and the facilitation of labour 
market access within a short space of time. The main focus is on rural regions, on disad-
vantaged groups and on promoting self-employment or regular work following comple-
tion of a training programme (see Ramasamy 2016; Wessels/Pilz 2016).



654.7 Specific programmes for women

Measurement of competencies in many of these programmes takes place with the as-
sistance of the National Vocational Qualifications Framework (NVQF). As presented in 
Chapter 3.3, the NVEQF places its emphasis on comparability of general and vocational 
qualifications whereas the NVQF, on the other hand, concentrates on the recognition of 
skills in the organised and non-organised sector. In accordance with the Indian inter-
pretation, informal training activities and learning in the workplace in particular are 
included. The NVQF facilitates vertical mobility from vocational to academic learning. 
It also fosters lifelong learning via improved recognition of qualifications and of skills 
and learning outcomes previously acquired via formal or informal means. Chapter 5.6.2 
addresses the amalgamation of the two national qualifications frameworks to create the 
NSQF (see Singh 2013, p. 110).

However, alongside these forms of learning which are at least partially organised or 
subsequently formalised, genuinely informal training activities continue to play a sig-
nificant role in Indian society. In the craft trades and in agriculture in particular, the 
passing on of specialist knowledge and of abilities and skills to the next generation forms 
a central part of family life. In many cases, this leads to a highly fruitful combination of 
acquisition of profession with acquisition of income (see Jung/Pilz 2016; Pilz/Wilms-
höfer 2015c; Pilz et al. 2015a).

4.7 Specific programmes for women

Although India is a secular and democratic state, women have a lesser social status than 
men in some cases. The rights of women are frequently pre-defined by their family or 
husband, a situation which is particularly discernible in rural regions (see bpb 2007). 
For this reason, modern Indian educational policy attaches a particular significance to 
the training, employment and continuing training of women. 

Vocational courses for females are offered in the form of “Women Training” schemes. 
These are regular VET courses realised as part of the craft trade (CTS) and instructor 
training (CITS) programmes (see also Chapter 5.4). In India, there is a total of eleven 
institutions which have specialised in the training of women. There is one national in-
stitution, the National Vocational Training Institute (NVTI) in Noida, and ten regional 
training centres, the Regional Vocational Training Institutes (RVTI). The programme is 
financed by central government. There are 1,988 places available for craft trade training 
(CTS) and 4,080 for instructor training (CITS). Short-term programmes are also offered 
alongside regular training in cases where the facilities at the training centres permit this 
(see DGT 2015c).

At the central training centre in Noida, six training occupations are covered within 
the scope of the CTS and CITS programmes, respectively (see Table 29 and Table 30).

As well as the state ITIs and private ITIs, institutions especially for women also exist: 
the Women Industrial Training Institutes (WITIs). There is a total of 1,454 institutions 
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with 78,080 available places spread across independent WITIs and female-specific 
courses at state ITIs (status 2012). The courses are Basic Skill Courses delivered in 
accordance with the CTS training plan in a total of 67 technical and 60 non-technical 
training occupations approved by the NCVT. In addition to the special institutions for 
women, there is a quota reserved for females at the state ITIs. This accounts for around 
25–30 per cent of places and thus makes up a comparatively small proportion of training 
volume in the craft trades (see DGT 2014a, p. 284).

Table 29: Training occupations in the CTS programme for women 

Training occupation Further information

Computer operator and programming assistant (COPA) Available places 

 ▶ COPA – 40 places per cohort

 ▶ Other subjects – 16 places

 ▶ Duration – 1 or 2 years 

(Module of a duration of 6 months)

Access requirement – completion of class 10 

Desktop publishing user

Secretarial assistant

Hair and skin care

Technical draftswoman

Electronics mechanic

Source: DGT 2015c

Table 30: Training occupations in the CITS programme for women

Training occupation Further information

Dressmaking Available places

 ▶ 20 places per module

Duration – each training occupation comprises four 
modules (of three months each)

Access requirement – 

 ▶ National Trade Certificate via NCVT

 ▶ Diploma in a comparable subject via AICTE

Embroidery

Secretarial assistant

Hair and skin care

Technical draftswoman

Electronics mechanic

Source: DGT 2015b
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5  Important general conditions and factors determining 
vocational education and training

This chapter will begin by presenting a number of important laws within the context of 
Indian education or vocational education and training. Further references to these gen-
eral legal conditions are provided at some points within the text. 

Other significant general conditions for VET will then be depicted.

5.1  Legal standardisation of vocational education and training and school-
based and company-based training

Initial regulatory processes which still exert an influence on the educational system today 
were stipulated under British rule. Important general conditions were put in place follow-
ing independence in 1947.

One major milestone was the introduction of training in the craft trades via the 1961 
Apprenticeship Act. This is a nationwide law which establishes the provisions for train-
ees (access qualification, training contract, reserved quotas for castes) and for the struc-
turing of the training itself (duration, contents) (see Chapter 4.3.2).

Two further reforms were instigated prior to the turn of the millennium. From 1964 
to 1966, the Kothari Commission investigated the Indian education system with the aim 
of creating standardised general principles and guidelines for the development of edu-
cation. Its work proved pivotal to the further development of vocational education and 
training and in 1968 led to one of the most important educational reforms in India’s his-
tory: the introduction of a uniform educational structure under the joint responsibility 
of central government and the federal states. During the further course of the process, 
curricular structures were developed and later standardised (see Chapter 5.7.3). As a re-
sult of the universalisation of elementary education and associated measures to secure 
the infrastructure, the central government assumed control over the development of the 
public school system in the federal states. 

In 2002, the introduction of the Sarva Shiksha Abhiyan (SSA)—known in English 
as “Education for All”—laid the foundations for an upgrading of vocational education 
and training. This programme endeavours to improve human capabilities from early 
childhood in order to open up an opportunity for high-quality education in the future. 
National programmes aimed at strengthening VET such as the National Policy on Skill 
Development (NPSD) and the introduction of the National Vocational Education Quali-
fication Framework (NVEQF) will be presented in more detail later in the handbook. 
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5.2  Governance structures in vocational education and training and school-
based and company-based training

In order to localise governance structures in Indian vocational education and training in 
clear terms, the competent bodies can be divided into central and state institutions. The 
MHRD and the MSDE are the most important central institutions and are responsible 
for the financing and administration of VET programmes. At a national level, the AICTE 
and the DGT are subordinate to the MHRD and the MSDE, respectively. The AICTE and 
the DGT are responsible for the formulation of standards, the stipulation of norms, the 
distribution of financial grants to educational establishments, the monitoring of educa-
tional programmes, examinations and certification procedures, and further VET matters 
within the sub-systems aligned to their ministries (see Majumdar 2008, pp. 25 ff.). Day-
to-day administrative affairs are incumbent on the respective federal state governments 
and union territory administrations. 

Advisory functions are performed by two tripartite committees (comprising mem-
bers from central and state government and the union territories and representatives of 
the employers and trade unions). These are the National Council of Vocational Train-
ing (NCVT) and the Central Apprenticeship Council (CAC). Both these bodies are re-
sponsible for the determination of training guidelines, for training standards and for the 
examination and certification of training programmes. The NCVT and CAC also issue 
recommendations for the introduction of new training occupations or for the updating 
of training occupations which have become obsolete. At federal state level, the State 
Councils of Vocational Training (SCVT) are responsible for the above tasks.

Other ministries and state government bodies are also responsible for the imple-
mentation of VET programmes besides the MSDE and the MHRD. The centralised and 
federal structure of the sub-continent exerts a strong influence on educational policy 
and administration (see Lang-Wojtasik 2013). This structure results in an absence of co-
operation between the ministries responsible and also leads to dissonances between the 
individual states. In the area of vocational education and training, the aim is to reduce 
this lack of cooperation between ministries in particular via the establishment of the 
new Ministry of Skill Development (see 5.8.1), which will bundle areas of responsibility 
for educational programmes within a single ministry.

There are also regional imbalances between the states. A study carried out by the 
NSDC (2012) (see Chapter 5.8.2) made it clear that blue-collar jobs predominate in the 
states of Bihar, Rajasthan, Uttar Pradesh, Chattisgarh and Andhra Pradesh. This means 
that expansion of or support for ITIs could have a much greater effect here than in other 
federal states (see Pillay 2014). 

As already described at the outset (see Chapter 4.2), the formal part of vocational 
education and training in India can be sub-divided into vocational education, vocational 
training, tertiary vocational education, and continuing vocational education and training. 
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Most of the education and training providers are upper secondary schools, ITIs, poly-
technics, JSS, NIOS and further VET providers. The most important areas of responsibil-
ity for the CTS and ATS programmes are summarised in Table 31. 

Table 31: Areas of responsibility of the CTS and ATS

Training scheme Provider Govt. of India State Govt. Industry

Craftsmen Training 
Scheme (CTS)

State and private 
Industrial Training 
Institutes (ITIs)

Responsible for pol-
icy and procedure, 
standards, duration 
etc. in consultation 
with the NCVT

Conduct final trade 
tests on behalf of 
NCVT

Responsibility with 
the MSDE

Administration of 
the institutes

Advise central and 
state governments 
at national and 
institutional level

Assist in the final 
trade tests

Apprenticeship 
Training Scheme 
(ATS)

Graduate Appren-
ticeship 
(graduate level)

Technician Appren-
ticeship (diploma 
level)

Technician Voca-
tional Appren-
ticeship (technical 
graduate level)

Trade Apprentice-
ship

Responsible for 
policy, procedure, 
notification of 
industries, desig-
nation of trades, 
syllabi, standards 
etc. in consultation 
with the CAC 

Assist with coor-
dination of the 
programmes

Concurrent jurisdic-
tion with the states 
to assist, coordinate 
and regulate pro-
grammes in private 
sector industries

Conduct final trade 
tests on behalf of 
NCVT

Responsibility with 
the MSDE

Assist with, coordi-
nate and regulate 
programmes in 
central public sector 
industries

Impart related 
instructions

Impart basic train-
ing in the case of 
those industries in 
the private sector 
which employ 
fewer than 500 
workers

Implementation of 
the practical train-
ing programme in 
accordance with the 
Apprenticeship Act 
(Training Law)

Arrange for basic 
training (by em-
ployers, employing 
more than 500 
workers)

Advise the central 
and state govern-
ments at national 
and state level

Source: DGT 2014f
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There is a multitude of further education and training which is offered by a total of 
19  ministries at national and state level. Some of these have been described in the 
preceding chapters. 

5.3 Financing of vocational education and training and training

5.3.1 Financing of training

Data on the public financing of vocational education and training is virtually non- existent 
in India. At state level, expenditure on vocational education is documented together 
with spending on the general secondary sector. Expenditure on vocational training is 
usually summarised under individual state courses and programmes (e.g. ITI courses, 
ATS etc.). This makes the disaggregation of financing outgoings extremely difficult (see 
World Bank 2008, p. 96). Vocational education and training programmes are financed 
by the central and state governments (see Gupta et al. 2016, p. 48; World Bank 2008). 
This form of financing is, however, limited and restrictive and cannot take full account 
of the enormous challenges which exist at a quantitative and qualitative level (see Pilz 
et al. 2015b; Tara et al. 2016). Nevertheless, the current Indian VET system is heavily 
dependent on public funding. 

100 per cent financing on the part of the central government only takes place in respect 
of the following components:

 ▶ Apprentice training 

 ▶ Workshops for textbook development 

 ▶ Subsidising of teaching materials 

 ▶ Financing of apprentice workshops and buildings 

 ▶ Equipment for schools 

 ▶ Teacher training 

 ▶ Workshops for curriculum development 

50 per cent state financing takes place for the following components: 

 ▶ Vocational branch of the State Directorates of Education 

 ▶ SCERT 

 ▶ Vocational branch for districts 

 ▶ Provision of materials and contingency funds for pupil excursions 

In addition to this, 75 per cent and 25 per cent of the costs of vocational school teachers 
are funded by the central and state governments, respectively. The state governments 
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are responsible for the full financing of examination regulations and vocational guid-
ance services (Gupta et al. 2016). 

Although private companies also finance vocational education and training pro-
grammes, these often constitute internal company training schemes or benefits in kind 
(see Pillay 2014) (see Chapter 4.4).

As already summarised in the preceding chapters, there are many changes regard-
ing the financing of VET programmes. Participation by companies within the scope of 
PPPs is a particular initiative via which the costs arising are distributed across various 
stakeholders (DGT 2014a). 

5.3.2 Corporate social responsibility (CSR)

The 2013 Companies Act transformed the notion of corporate social responsibility 
(CSR) into a statutory stipulation. The law states that companies must make a social 
contribution to society to the value of at least two per cent of average net profits over 
the past three years (from 2013). This requirement is incumbent on all companies reg-
istered via the Companies Act (comparable to the Trade Registry in Germany). It applies 
to both domestic firms and the subsidiaries of foreign companies. The law does, how-
ever, provide for differentiation. Companies with an annual turnover of € 76 million or 
more, companies with equity in the amount of € 134 and above and companies with a 
net profit of € 0.67 million or above are all required to make a CSR contribution (see 
CII/PwC 2013). According to the Economic Times, India’s top 75 companies paid more 
than € 5.35 million to CSR in 2015. These include the company group Reliance, Infosys 
and TCS, which made contributions of approx. € 1 million, € 0.32 million and around 
€ 0.3 million, respectively. A survey conducted by KPMG (2015) reveals that revenues 
from the CSR fund are primarily spent in the areas of healthcare, education and the 
environment. In specific terms, this represents € 180 million of spending on healthcare, 
€ 167 million for education and € 75 million for the environment (see Figure 1).
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Figure 1: CSR spending by sectors (in millions of euro)

Source: Own representation, based on KMPG 2015, p. 22

5.4 Training for VET staff

As already summarised in Chapter 4 , training for VET staff can be divided into two areas. 
These are teacher training for the field of vocational education, which particularly 
encompasses the pre-vocational training programmes at secondary and upper second-
ary level. And secondly, there is teacher training for the area of vocational training, i.e. 
for VET programmes such as CTS and ATS and for training delivered at polytechnics or 
engineering colleges. 

Teaching staff in general education or in pre-vocational education within the sec-
ondary sector (classes 9 and 10) must be in possession of a Bachelor of Education 
(B.Ed.) or Bachelor of Teaching (B.T.) in order to be allowed to perform their function. 
A further requirement is the completion of a one-year full-time higher education study 
programme in combination with another qualification in the form of a Bachelor degree 
in the specialisms of arts, science or commerce. The minimum requirement for teachers 
at upper secondary level (classes 11 and 12) is a Master’s qualification in the relevant 
subject.

Teaching staff at colleges need to hold a Master’s degree (Master of Education, 
M.Ed.) or a doctorate (PhD) (see Table 32).

Instructors at technical and vocational teaching establishments usually need to have 
attended a Central Training Institute (CTI) and obtained an Instructor Training Certifi-
cate (see Table 32) (see Norric 2006, p. 39).
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Table 32:  Levels of competence for teachers in the area of vocational education and training/pre-vocational 
education 

Education and 
training area

Classes to be 
taught

Qualification Access requirement institutions

Secondary sector Classes 9 and 10 B.Ed. Bachelor Postgraduate 
courses at universityUpper secondary 

level
Classes 11 and 12 Master’s

Secondary and 
upper secondary 
sector

Classes 9 to 12 BA, B.Ed. or BS 
B.Ed. or BCom. 
B.Ed.

Higher Secondary 
School Certificate

Colleges

Tertiary sector College N/A M.Ed. or PhD University

Source: Norric 2006, p. 39 and CBSE 2015, pp. 52 ff.

The various training programmes for teachers are summarised in Table 33. The insti-
tutions responsible for the programmes are presented in sub-chapters 5.4.1 to 5.4.4. 
The Central Staff Training and Research Institute (CSTARI), which also offers training 
programmes for instructors, is depicted in detail in Chapter 5.7.3. 

Table 33:  Training programmes for teaching staff in the area of vocational training 

Training 
programme

Target group Duration Central  
government

State  
government

Industry

Craft Instructors 
Training Scheme 
(CITS)

Trainers at ITIs 1 year Responsible 
for policy and 
procedure, 
standards and 
duration of 
programmes 
in consultation 
with the NCVT

Implementation 
and administra-
tion of the CTI/
ATI programmes

Conduct final 
tests on behalf 
of NCVT

Delegation of ITI 
instructors for 
training at CTIs/
ATIs

Advise the cen-
tral government 
at national and 
institutional 
level

Assist with final 
examination

Advanced Voca-
tional Training 
Scheme (AVTS)

Industrial 
workers/
technicians

Short-term 
programmes

Supervisory 
training

Line managers 
from industry

Long-term and 
short-term 
programmes

Women Training Women (school 
leavers, trainers 
and others)

Long-term and 
short-term 
programmes

Delegation of 
female teaching 
staff in NVTI/RVTI

Source: DGT 2014f; Planning Commission 2014, NCVT year of publication not stated
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5.4.1 Training institutes for teaching staff

Teachers and instructors undergo training at various DGT training centres via the Craft 
Instructor Training Scheme (CITS). In overall terms, India has one National Craftsmen 
Training Institute (CTI), five regional Advanced Training Institutes (ATIs), one National 
Vocational Training Institute (NVTI) and twelve Regional Vocational Training Institutes 
(RVTIs). Teacher training covers 27 of a total of 121 specialisms (DGT 2014c). Total 
capacity of the institutions is around 1,600 teachers per year. This figure includes Women 
Training at the NVTI and RVTIs, which themselves train about 500 participants annually 
(see NSDC year of publication not stated, p. 83).

60,000 instructors are currently employed to teach on the CTS programme (see Chap-
ter 4.3.1) (pupil-teacher ratio 20:1). The immense growth taking place means that the pri-
vate ITIs in particular will need around 5,000 new teaching staff every year (see DGT 2014b). 

The ATS programme (see Chapter 4.3.2) employs a total of 15,000 instructors. A posi-
tive growth trend is also discernible here with regard to the number of participants. For 
this reason, the DGT calculates that an additional 2,000 teaching staff will be required 
per year. Alongside this, approximately 3,000 extra instructors will be needed on an an-
nual basis in or to counter natural processes such as leaving or retirement (see ibid.).  

In overall terms for the ATS and CTS training programmes, this means that an addi-
tional volume of 10,000 instructors per year will have to be recruited (see ibid.).

5.4.2 Central Training Institute for Instructors

The Central Training Institute for Instructors opened in 1962 under the auspices of the 
NCVT, the DGT, the MoLE and the Government of India with support from the ILO. 
Training is directed at instructors at state and private ITIs. The Central Training Institute 
is the only national body of its kind and is located in Chennai with very good air, rail and 
road links. Its one-year programme is divided into four modules in the subjects of Trade 
Technology I (TT-I) and II (TT-II), Engineering Technology (ET) and Training Method-
ology (TM). Each module has a duration of three months. Prospective instructors need 
to pass the TT-I module before completing the TT-II module. 

In these two modules, they may choose between technical (engineering) and non- 
technical (non-engineering) programmes. In the engineering area, there are six groups of 
subjects with a total of 14 specialisations in each group (DGT 2014d):

 ▶ Group I: Foundryman, welder, plumber, carpenter

 ▶ Group II: Motor vehicle mechanic, diesel mechanic

 ▶ Group III: Draftsman

 ▶ Group IV: Fitter, turner, machinist, tool & die maker

 ▶ Group V: Electrician

 ▶ Group VI: Electronics mechanic
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In the non-engineering area, there are two subject groups:

 ▶ Group A: Cutting and sewing

 ▶ Group B: Computer operator and programming assistant

The access requirement for Instructor Training is possession of the National Trade Cer-
tificate (NTC) or the National Apprenticeship Certificate (NAC) (see ibid.). 

Costs of training are based on form of registration. Costs of a module for civil serv-
ants delegated to the programme are the equivalent of € 1.50. Costs for regular partic-
ipants and participants from the SC/ST castes are € 8 and € 2.50, respectively. Because 
training is tied to a particular location, the prospective instructors are also provided with 
accommodation. Cost of accommodation is € 4 per module (ibid.).

In order to conclude the programme successfully, candidates need to complete the 
four modules and pass the prescribed final examination. The modules and final exam-
ination must be fully completed within a period of three years in order to obtain the 
National Craft Instructor Certificate (see DGT 2014f; Ajithkumar 2016).

5.4.3 Advanced Training Institutes (ATI)

The ATIs were established by the DGT with support from the United Nations Develop-
ment Programme (UNDP) and the ILO. There are seven ATIs in total, and these are lo-
cated in Chennai, Hyderabad, Mumbai, Kanpur, Kolkata, Dehradrun and Ludhiana. As 
at the Central Training Institute for Instructors, programmes are aimed at prospective 
instructors at state and private ITIs or other training institutions. Courses usually last for 
a year and impart the “Principle of Teaching (PoT)”. There are refresher courses for in-
structors who wish to expand their knowledge and skills or integrate the latest technolo-
gies into their teaching (see NSDC year of publication not stated, p. 82). This flagship 
programme is able to train up to 1,200 instructors per year (ibid.). 

5.4.4 Apex Hi-Tech Institute (AHI)

The AHI is one of the projects established by the World Bank within the scope of the 
Vocational Training Project. It is located in Bangalore and was founded in 1993. The 
AHI is subject to the DGT and is financed by the central government (see DGT 2014h; 
Ajithkumar 2016). Training programmes are aimed at prospective ITI instructors and 
trainers at industrial companies and are aligned to the requirements of industry. Short-
term training courses of a duration of two or three weeks are offered in the form of con-
ventional programmes in areas such as CNS maintenance, soft skills and web design as 
well as in up-and-coming sectors including green technology, mobile communications 
and 3D solid modelling (see APEX Hi-Tech Institute year of publication not stated).
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5.5 Vocational education and training research

Indian vocational education and training research is characterised by both domestic and 
international elements. Over recent years, international research has discussed and pre-
sented a significantly larger number of results. Indian research into the topic of “VET 
and continuing training” has only just begun to gain in importance. Within this process, 
there is a discernible trend away from the generation of pure policy papers and towards 
a conceptual or development-oriented approach that also encompasses empirical re-
search (a current overview is provided by Pilz 2016a). Reference should be made in par-
ticular to highly readable studies produced by Mehrotra et al. (2015) and Pilz (2016c).

In the past, the major supernational organisations were especially responsible for 
ensuring research findings that displayed the requisite robustness. In 2003, for example, 
the ILO published an effectiveness study on state ITIs which criticised the labour market 
readiness of those completing programmes. A discussion paper produced by the World 
Bank (2008) facilitates an insight into the problems surrounding the topic of vocational 
education and training (state, private, informal). 

Within the field of Indian research, there are various studies on the state ITIs as re-
gards their equipment (FICCI 2006; Joshi et al. 2014) and the shortage of well-trained 
instructors (Joshi et al. 2014; NSDC year of publication not stated). Since the establish-
ment of the NSDC (see Chapter 5.8.2) and the emergence of the MSDE (Chapter 5.8.1), 
the Indian government has been commissioning studies to look at the status quo of voca-
tional education and training. A good summary of current changes and opportunities for 
improvement is, for example provided in the “National Policy for Skill Development and 
Entrepreneurship 2015” published by the MSDE and by a report produced by the NSDC 
entitled “Building Trainers’ Skills in Vocational Employability”. 

Activity from independent VET research is very small compared to these state- 
organised approaches. Universities have, for example, been very slow to recognise the 
relevance of this research thrust. One of the causes of this situation is likely to be the fact 
that university-based vocational school teacher training complete with integrated re-
search of the type established in Germany has been absent in India thus far. For this rea-
son, only related disciplines such as sociology, political science, labour market research 
and general pedagogics have looked at partial aspects within this area in the past. The 
approach has also tended to be sporadic, as the relevant publication status documents.

5.6 Procedures for quality assurance in vocational education and training

5.6.1 Quality assurance in vocational education and training

External research findings tend to paint a problematic picture of vocational education 
and training in India (Pilz et al. 2015a; 2015b; Tara et al. 2016). In the past, the quality 
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of the Indian VET system has been an object of criticism in multiple regards, and this 
has also had an impact on the activities of foreign companies in India (Pilz/Li 2014b). 
An Efficiency Study Report on state ITIs in India produced by the International Labour 
Organization concluded that the employability of those competing programmes at state 
ITIs is very low and that only about 30 to 40 per cent of such persons are in employment 
(or self-employment) subsequent to their training (ILO 2003, p. 31).

In an investigation into the learning opportunities available to fishing families in 
the federal state of Orissa, Pilz/Wilmshöfer (2015c) concluded that the state ITIs were 
poorly equipped, were difficult to access because the distances involved were too long 
and failed to meet the needs of both those interested in pursuing training and the local 
labour market.

A further survey of cookshop operators in two Indian states also arrived at the find-
ing that the formal training provision offered by state ITIs did not fulfil the requirements 
of those potentially interested in continuing training (Pilz et al. 2015 a).

A recent commission set up by the MSDE to investigate vocational education and 
training in general and the role of the Sector Skill Councils in particular also identified 
serious defects. It found that coordination of the various VET activities was inadequate 
and that vested interests dominated. The fact that the kind of bureaucracy that is in place 
in India overlaps in many places also hindered efficient management (Prasad 2016).

Against this background (see also previous chapter), a high degree of significance 
needs to be accorded to increasing and securing quality. This is also the reason why 
“One Nation One Standard” has become the mantra, for quality assurance in vocational 
education and training. The aim is to ensure that national standards and the quality of 
qualifications gain international recognition in order to guarantee work opportunities 
at home and abroad for India’s young people. The quality of training programmes is 
measured on the basis of competencies acquired and the employability of trainees. The 
following parameters have been identified for the purpose of improving quality:

 ▶ Quality assurance via integration into the NSQF

 ▶ Training programmes that are relevant to the labour market

 ▶ Recognition of prior knowledge

 ▶ Alignment of the curriculum

 ▶ National framework for certifications

 ▶ Employability skills

 ▶ Job placement (see MSDE 2015, p. 24)

However, quality assurance of vocational education and training programmes remains a 
work in progress. The MSDE is calling for all training measures in both general and voca-
tional education to be aligned to the NSQF by 2018 (see Chapter 5.6.2). The objective is 
for certification of education and training programmes to take place via the stipulation 
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of minimum standards. This will facilitate effective, generally valid, reliable, fair and 
transparent assessment within the scope of the NSQF. More precise details regarding 
the current status will be presented in the next chapter (MSDE 2015).

Academic research findings on the interpretation of quality and implementation of 
this in practice currently exist in only a very limited form. A study conducted by Tara 
et al. (2016) at least provides an initial insight. In 2014, interviews with the principals 
of state ITIs were carried out in the federal states of Karnataka, Orissa and Tamil Nadu 
and in New Delhi. A total of 15 cases were investigated. These varied both in terms of the 
size of the institutions and their location (rural/urban). The surveys of the school prin-
cipals revealed that their understanding of quality was very strongly oriented towards 
output. The employability of persons completing the programmes and the satisfaction 
of stakeholders were viewed as the most important quality characteristics of vocational 
education and training at state ITIs. This interpretation is in line with the stipulations 
of the Indian government. Quality is associated with both output and outcome, i.e. the 
competencies and skills acquired by those completing the programmes and their oppor-
tunities on the labour market. By way of contrast, the process qualities of good teaching 
did not play a major part in the interviews conducted for the investigation. 

5.6.2 National qualifications frameworks

Over the past few years, India has set itself the task of making competencies acquired 
measurable. The introduction of the first qualifications framework made the recogni-
tion of qualifications possible both nationally (29 federal states) and internationally. 
The qualifications frameworks that have been relevant since 2009 are presented below. 

The National Vocational Qualification Framework (NVQF) was the first qualifica-
tions framework to be initiated when the NSAP was founded in 2009. It was developed 
in conjunction with the MoLE with the aim of achieving international comparability of 
vocational and educational qualifications. The Indian approach towards lifelong learn-
ing and continuing and higher training is an essential component of the NVQF. The 
NVQF focuses on the recognition of competencies in the organised and non-organised 
sector achieved via both formal and informal training processes, particularly learning in 
the workplace. The qualifications framework facilitates vertical mobility between voca-
tional and academic education (see Singh/Duvekot 2013; Singh 1996; 2017).

In 2011, the National Vocational Education Qualification Framework (NVEQF) 
was introduced under the auspices of the MHRD. The objective was the creation of a 
“common reference framework for linking various vocational qualifications and setting 
common principles and guidelines for a nationally recognised qualifications system and 
standard” (Singh 2017, p. 109). The reason for adapting the NVQF (which applied up 
until this point) is the inclusion of pre-vocational provision in secondary and higher edu-
cation. 
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A further updating of the qualifications framework took place in 2013. The goal of the 
Indian government was the integration of the NVQF and NVEQF into the current Nation-
al Skills Qualification Framework (NSQF) as part of the India-EU Skills Development 
Project (Singh/Duvekot 2013). The national qualifications framework is outcomes- and 
competence-oriented. It summarises the various qualifications of an individual in ac-
cordance with skills and abilities. The NSQF provides comparability between general 
and vocational education and facilitates the transition from the informal to the organ-
ised sector (RPL) (see MSDE year of publication not stated, c). The NSQF consists of ten 
reference levels. Each level represents a different degree of complexity, knowledge and 
autonomy (see Table 34). The first level is the lowest of the reference levels. The indi-
vidual stages contain criteria stating the learning outcomes defined in each case. The 
levels refer to competence achieved rather than to the time spent in a programme (see 
Table 34) (see MoF 2013). 

One particular characteristic of the NSQF is that all types of competencies may be 
recognised, including ITI qualifications or qualifications gained by participants who 
terminate a programme prematurely. The international equivalence stated also makes 
global mobility easier for qualified workers from India (see MSDE year of publication 
not stated, c).

In order to facilitate better understanding, important components of the NSQF are 
described below (see MoF 2013).

National Occupational Standards (NOS) stipulate the performance level, know-
ledge and understanding of a certain task in the workplace. Each individual NOS defines 
a core competence for an occupation.

Qualification Packages (QP) describe a sum of several NOSs for a certain occupa-
tion. These QPs are in place for every sector and every occupation. The QPs form the 
basis both for the curriculum and for evaluation. The various performance levels in the 
respective occupation can be aligned to the NSQF. 

Recognition of Prior Learning (RPL) is in some cases also referred to as Accredita-
tion of Prior Learning. RPL is an instrument which facilitates the integration and as-
sessment of competencies acquired in the non-organised sector within the formal edu-
cational system. This is a pioneering approach, especially in the Indian context, where 
more than 90 per cent of the labour demand are employed in the informal sector. The 
RPL instrument is outcome-oriented and capable of alignment to the NSQF. Evidence 
of competencies acquired cannot mostly be provided in the form of a certificate because 
such competencies were obtained by informal means. For this reason, a test procedure 
in which competencies are identified is used for categorisation in the NSQF. These test 
procedures have, for example, been successfully deployed in the MES programme (see 
Chapter 5.8). The Ministry of Tourism conducts aptitude tests and subsequently certifies 
the qualification of the participants. Determination of the qualification level in turn fa-
cilitates alignment to the NSQF (see MoF 2013; Mehrotra 2014).
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Table 34: Extract from the NSQF 

Level Process required Professional 
knowledge

Professional skill Core skill Responsibility

1 Prepares a per-
son to carry out 
processes that are 
repetitive on a 
regular basis and 
require no previ-
ous practice

Familiar with 
common trade 
terminology, in-
structional words 
meaning and 
understanding 

Routine and 
repetitive, takes 
account of safety 
and security 
measures

Reading and 
writing, addition 
and subtraction, 
personal financ-
ing, familiarity 
with social and 
religious diver-
sity, hygiene and 
environment

No responsibility, 
always works 
under continuous 
instruction and 
close supervision 

[…]

5 Job that requires 
well-developed 
skill, with clear 
choice of proced-
ures in a familiar 
context

Knowledge of 
facts, principles, 
processes and 
general concepts 
in a field of work 
or study

A range of cogni-
tive and practical 
skills required to 
accomplish tasks 
and solve prob-
lems by selecting 
and applying 
basic methods, 
tools, materials 
and information

Desired math-
ematical skill, 
understanding of 
social, political 
topics and some 
skill of collecting 
and organising 
information, 
communication

Responsibility for 
own work and 
learning and some 
responsibil ity for 
others’ work and 
learning

[…]

9 Advanced knowledge and skill, critical understanding of the 
subject, demonstrating mastery and innovation, completion 
of substantial research and dissertation

Responsible for decision-making in 
complex technical activities involving 
unpredictable study/work situations

10 Highly specialised knowledge and problem-solving skill to 
provide original contribution to knowledge through research 
and scholarship

Responsible for strategic decisions in 
unpredictable complex situations of 
work/study

Source: MoF 2013, pp. 10 ff.

5.7  International mobility / internationalisation  /international vocational 
education and training cooperation

5.7.1 Private sector

There are more than 3,000 German companies in India, various of which conduct voca-
tional education and training based on German standards, and these are highly significant 
(see IHK year of publication not stated). Some of the best-known examples are the ini-
tiatives by the Gedee Technical Training Institute (GTTI) and by Bosch und Volkswagen.
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The GTTI was established in Coimbatore in 2002 with the support of the Herzogenau-
rach-based machine tool manufacturer G.D. Weiler and the Nuremberg Chamber of 
Commerce and Industry. It offers a range of training programmes in technical occupa-
tions (such as mould- and toolmaker, welder, mechatronics technician etc.) at the high-
est level. The institute is supported by Gedee Weiler (P) Ltd., G.D.W. Werkzeugmaschi-
nen, UMS Technologies Ltd. and G-Plast (P) Ltd. German companies including Festo, 
Fanuc, Siemens, Keller, BF and WIM assist the GTTI with the provision of equipment and 
software (see GTTI year of publication not stated).

The Bosch Vocational Training Centre (BVTC) was founded in Bangalore as long ago 
as 1960. The provision offered by Bosch includes dual training in line with the German 
model at the locations of Pune, Jaipur and Bangalore. Trainees in the Bosch programme 
may enter three-year training under the ATS after completion of the tenth class (see 
Chapter 4.3.2). Selection of suitable candidates takes place on the basis of final school 
marks, a written test and an interview. Earnings opportunities during training are be-
tween € 40 and € 54, significantly higher than in the state ATS. The curriculum is aligned 
to the requirements of the Indian training market. The Bosch training centres currently 
have more than 20 instructors. Two different programmes are offered. Trade Appren-
ticeship Training provides two courses per cohort, each with 30 participants. Graduate 
Apprenticeship Training consists of one course per cohort, in which 30 places are avail-
able (see Mehrotra et al. 2014).

Volkswagen (VW) is a further German training provider that is active in India. 
Since 2011, the company has been offering a vocational training programme within the 
scope of the ATS. The Volkswagen Academy Pune runs a three-and-a-half year course in 
“Mech anic Mechatronics” which ties in with the German dual system and follows a Ger-
man-Indian curriculum. The training centre is state-recognised and has been accredited 
as a Basic Training Centre & Related Instructions (BTC & RI) by the Directorate of Voca-
tional Education and Training (DVET)16 and the NCVT. Participation in the programme 
requires completion of the tenth class, a written test, a skills test and a personal inter-
view. Only 16 participants are admitted per cohort. The examination is conducted by the 
NCVT and the Association of German Chambers of Commerce and Industry (DIHK) via 
its foreign chamber of commerce in India (AHK) (Wessels 2012; VW 2016).

At this point, mention should be made of the fact that German companies in India 
do not merely offer extensive training measures. In many cases, depending on the field 
of activity and sector, they have also frequently designed highly flexible training meas-
ures which range from brief induction programmes to safety training and may extend to 
encompass comprehensive specialist training measures (Pilz 2016; Pilz/Pierenkemper 
2014a).

16 Only applies in the federal state of Maharashtra.
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5.7.2 Multilateral institutions

Multilateral institutions such as the World Bank, the ILO, UNESCO and the OECD draw 
up joint strategies and programmes for economic policy and social cooperation with 
India. Two institutions and the cooperation agreements they have entered into in the 
field of vocational education and training will be presented as examples below. 

The World Bank supports the NSDA in the evaluation of various Skill Development 
Programmes, including in Assam, Andhra Pradesh, Rajasthan, Madhya Pradesh and 
Odisha. The following vocational training programmes have received assistance from 
the World Bank (MoLE 2014):

 ▶ Aajeevika Skills, Ministry of Rural Development

 ▶ Skill Development Initiative Scheme (SDIS), MoLE

 ▶ Skill Training for Employment Promotion, Ministry of Housing and Urban Poverty 
Alleviation

 ▶ Training of partners for the NSDC Initiative

 ▶ Vocational Training Improvement Project (VTIP)

One example of the most important reforms realised in India by the World Bank is the 
establishment of Centres of Excellence as part of a process for the upgrading of con-
ventional state ITIs (Rao et al. 2014, p. 43) (see Chapter 4.3.1). Another instance is the 
setting up of Institutional Management Committees (IMC) to foster the participation of 
private institutions within the scope of the PPP initiative for vocational education and 
training programmes. The World Bank made a major contribution towards the develop-
ment of decentralised and private providers for apprenticeship training and funded the 
creation of Institutes for Training of Teachers (IToTs) in several federal states.

The ILO focuses on topics linked to the topics of quality, assessment and teacher 
training and on the NIOS programme (see Chapter 3.4.8). Recognition of Prior Learn-
ing (RPL) plays a particular role in this regard. The ILO provides particular assistance 
to persons with disabilities and also funds online-based learning programmes. In addi-
tion, it supports the Ajeevika National Rural Livelihood Mission (NRLM). The NRLM is 
a programme aimed at combating poverty which was launched in 2011 by the Ministry 
of Rural Development (MoRD). 

Further to this, the ILO and the World Bank have instigated studies which have de-
livered an important impetus for vocational education and training research (see Chap-
ter 5.5).
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5.7.3 Indian think tanks

India has a number of institutes which are involved in looking at issues relating to the 
future. The three institutes described below are state bodies which are involved in as-
pects such as interdisciplinary research in the country. 

The Central Staff Training and Research Institute (CSTARI) was founded in Calcutta 
in 1968 by the DGT in cooperation with the German Federal Government (GIZ 2013). 
CSTARI has been subject to the MSDE since April 2015. The remits of this institution for 
teacher training and teaching materials can be divided into three core areas. These are 
training, research and development. The programmes for which CSTARI is responsible 
are CTS and CoE (see Chapter 4.3.1), CITS (see Chapter 5.4.2) and MES (see Chapter 4.6) 

Twelve courses were offered within the field of training during the year 2016/2017. 
The duration of these is between five and twelve days. The number of participants is 
usually restricted to 20. Only ten persons are admitted to the course in Training Meth-
odology. Depending on the course, between four and eight dates are offered per year 
(CSTARI 2016) (see Table 35). 

Table 35: Training provision in the 2016/2017 course year 

No. Course Duration (days) Number of  
participants

1 Assessors Competency Improvement Programme (ACIP) 5 20

2 Training for VTP Trainers (TVT) 5 20

3 Computer Application in Training (CAT) 12 20

4 Application and use of modern audiovisual aids (AVA) 5 20

5 Development of teaching & instructional skills (DTIS) 5 20

6 Employability skills (ES) 12 20

7 DGT officers induction programme (DOIP) 5 20

8 Management Development programme (MDP) 5 20

9 2D drafting using CAD software 12 20

10 Training Methodology 12 10

11 Instructional Methodology 12 20

12 English Communication Skills 5 20

Source: CSTARI 2016

Within the field of research, the focus is on the following areas (see ibid.):

 ▶ Feasibility studies for the introduction of new occupational fields under CTS/ATS

 ▶ Tracer studies, i.e. monitoring employment entered into by those completing ITI 
programmes

1111 

1111 
1111 

-
--
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 ▶ Modernisation of state ITIs

 ▶ Skills analyses

 ▶ Stipulation of training requirements for disabled persons and other disadvantaged 
groups

 ▶ Planning and revision of spatial norms for vocational education and training pro-
grammes

 ▶ Stipulation of qualification requirements for trainers

In 2015, a total of 148 research projects was conducted and 119 curricula for various 
vocational education and training programmes were developed or revised. 

In the field of development, teaching materials are drawn up and disseminated and 
courses are offered to ensure effective implementation of training programmes. In order 
to achieve these tasks, CSTARI is equipped with a model workshop, its own photo labora-
tory, an electronics laboratory and an internal print works (see ibid.).

The Central Instructional Media Institute (CIMI) in Chennai was opened in 1986 by 
the MoLE in cooperation with the GIZ (acting on behalf of the German Federal Govern-
ment) (see GIZ 2013). This institute is responsible for various areas. It works in a similar 
way to CSTARI in making materials available to the CTS, the CoEs and MES, and it also 
offers train-the-trainer programmes. In addition, the CIMI takes charge of the transla-
tion of Instructional Media Packages (IMPs) into various regional languages. Further 
focuses are the continuing development of online learning tools and the provision of 
video-based learning programmes (see NIMI 2010).

The PSS Central Institute of Vocational Education (PSSCIVE) was founded in Bhopal 
in 1993 and named after Pandit Sunderlal Sharma, who devoted himself to sponsoring 
the needs of persons from Scheduled Castes and Scheduled Tribes in particular. The in-
stitute forms part of the NCERT (see Chapter 3.2), which is in turn subject to the MHRD. 
At the same time, it acts as a centre for UNESCO’s International Project on Technical and 
Vocational Education (UNEVOC) (see PSSCIVE 2013). 

The institute’s vision is “to be a world class resource institution by providing re-
search, development and training inputs for the development of vocational education 
and training and skilled human resource by 2020”. Its mission is “to provide research, 
development and training to a wide spectrum of target groups so as to equip them with 
knowledge and skills and to prepare them for smooth transition from school to work.” 
PSSCIVE is responsible for various core elements of vocational education and training at 
secondary schools. It advises and supports the MHRD and the state governments with 
regard to the implementation of VET programmes in accordance with the stipulations of 
the NSQF. It develops guidelines, competence-based curricula and teaching and learn-
ing materials for the secondary and upper secondary sectors. The institute’s task area 
further encompasses the training of key persons (senior teachers and school principals). 
PSSCIVE also pursues research projects on current topics. The results of these are pub-
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lished in its own journal entitled “Indian Journal of Vocational Education (IJVE)” (PSS-
CIVE 2016).

5.7.4 German education and training providers

There are many national and international education and training providers in India 
(see GOVET year of publication not stated). Two German stakeholders delivering vari-
ous education and training programmes in India will be presented below. 

Don Bosco or Don Bosco Mondo supports particularly disadvantaged children and 
young people. Its aim is to use education to combat poverty and promote development 
(Don Bosco Mondo year of publication not stated). Don Bosco17 was the founder of the 
Salesian Society and began work in India as early as 1926. Today, 2,408 Salesians are 
active in 350 institutions. Institutions for street children and young people at risk extend 
as a network right across India and have a particular representation in rural educational 
development work amongst the indigenous tribes in the north-east of the country. 

In 2013, the Indian education and training provider NIFE was taken over by the TÜV 
Rheinland Technical Inspection Agency (TÜV Rheinland). The TÜV Rheinland NIFE 
Academy, which has been offering advanced vocational training courses in more than 70 
sectors since 1992, plays an important role in the Skill Development Initiative. In 2015, 
a number of programmes in areas such as fire protection, lift technology and fibre optics 
were certified by the NSDC (see Chapter 5.8.2). This enables participants to obtain a 
bank credit and better employment opportunities across the whole of India (see TÜV 
Rheinland NIFE year of publication not stated).

5.7.5 German state agencies

German-Indian cooperation for sustainable economic, ecological and social develop-
ment has been in place for many years. A multitude of joints projects has been instigated 
over the past 60 years. An increasing degree of significance is attached to cooperation 
in the field of research and education in particular. This was also revealed in the third 
German-Indian Government Consultations (2015), which included an agreement on 
cooperation within VET and also fostered an intensification of cooperation between in-
stitutes of higher education in the two countries (see BMBF year of publication not stat-
ed). Current projects and cooperation agreements between the various institutions are 
presented below. 

Federal Ministry of Education and Research (BMBF) – under the lead management 
of the BMBF and within the scope of the German-Indian VET Working Group, BIBB has 
been engaging in close cooperation with the Indian government and with institutions 

17 Member of the Missionaries of St. Francis de Sales.
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and associations involved with vocational education and training since 2008. In October 
2010, BIBB and iMOVE signed a cooperation agreement with the Federation of Indian 
Chambers of Commerce and Industry (FICCI). The FICCI is the oldest Indian chamber 
and industry association and has more than 80,000 member companies.

iMOVE – the BMBF initiative “International Marketing of Vocational Education” sup-
ports the internationalisation of initial and continuing vocational education and train-
ing services from Germany. The aim of iMOVE’s activities in India is to create the best 
possible environment for the export of VET services. iMOVE markets German vocational 
education and training in India and advises German providers about the Indian market. 
For this purpose, work takes place at various levels with a diverse range of stake holder 
groups. Cooperation with India is highly significant in terms of educational exports. The 
“iMOVE” brand has become successfully established amongst German and Indian part-
ners via the presence of dedicated consultants and offices in the country (since Octo-
ber 2012). Within the scope of the German-Indian Working Group, an agreement was 
reached via the BMBF initiative to provide Indian trainers with training in Germany at 
the expense of the Indian government.

Association of German Chambers of Commerce and Industry (DIHK) – the BMBF is 
also funding the (further) establishment of eleven German chambers of commerce and 
industry abroad, including in India. The aim is to consolidate VET cooperation in India 
via the so-called VETnet project, which was launched in 2013. In October 2015, VETnet 
was extended for a further three years. The goal of the project is the implementation 
of dual elements in various training programmes. A pilot course in metalworking was 
instigated at the beginning of 2015 in cooperation with locally based companies, the 
Indo-German Chamber of Commerce (IGCC) and the Don Bosco ITI Pune. Because of 
rising demand, a one-year training programme in the occupation of industry mechanic 
started at the end of 2015. The next stage planned is to offer a one-year course in mecha-
tronics for diploma holders via cooperation between the IGCC and the State Polytechnic 
in Pune.

Federal Ministry for Economic Cooperation and Development (BMZ) – in 2014 and 
at the start of 2015, the BMZ investigated the possibility of renewing its commitment 
to vocational education and training in India. Three integrated preliminary missions 
in 2014 and two further scrutiny visits in 2015 with the involvement of the BMBF and 
GOVET focused on conducting interviews with ministries, companies, training insti-
tutes, the Indo-German Chamber of Commerce, and various initial and continuing train-
ing providers. On this basis, the GIZ presented the BMZ with a three-year project sched-
ule for India and was subsequently commissioned with the execution of this project (see 
BIBB year of publication not stated).
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German Agency for International Cooperation (GIZ) – during the period from May 
2014 to May 2015, the GIZ conducted preliminary missions and scrutiny visits in India 
on behalf of the BMZ (see above). The aim was the development of options for project 
activities in the field of vocational education and training in India. The BMBF was in-
volved in the missions. In May 2016, this provided the foundations for the commission-
ing of a three-year project entitled Indo-German Programme for Vocational Education 
and Training (IGVET). The objective of the project is to work together on improving 
conditions for cooperative VET in India by creating a stronger degree of collaboration 
between the state and trade and industry. Total investment volume is € 3 million. The 
project partner is the MSDE (GIZ 2016a). As a result, three main project focuses are 
currently being pursued in three areas. These comprise a cluster for automobile com-
ponents in Aurangabad (Maharashtra), an electronics cluster in Bangalore (Karnataka) 
and a cluster for the construction sector in Bhiwadi (Rajasthan) (GIZ 2016b).

Thanks to support from the GIZ, a series of industry-related “tool rooms” had al-
ready been established in the past. Measures are taking place in some of these up to the 
present day, the main focus being on company-based continuing training. Alongside the 
tool rooms, which formed and still form part of technical training for skilled workers and 
master craftsmen, projects concentrating on teacher training and on the development of 
learning materials were also conducted (see Table 36).

sequa GmbH – from November 2010 to October 2013, sequa GmbH acted on behalf 
of the GIZ to deliver an “umbrella programme for the support of smaller companies 
in India” in the northern and central parts of the country. The aim of the project is to 
provide selected Indian chambers and associations with sustainable and requirements- 
oriented services for small firms and small and medium-sized companies. The plan is for 
the organisations of trade and industry to help create an improved services environment 
for these categories of company so as to enable them to increase income and employ-
ment. Raising competitiveness plays an important role in combating poverty in India. At 
the end of its term, the decision was taken that the project should be extended (see BIBB 
year of publication not stated).



5 Important general conditions and factors determining vocational education and training88

Table 36:  Summary of significant German-Indian projects funded by the GIZ in vocational education and 
training (1959–2010) 

Programme State/federal state Year

Technical 
training for 
skilled workers 
and master 
craftsmen 

Prototype Training Centre (PTC) Okhla (Delhi) 1958–1965

Foreman Training Institute (FTI) Bangalore/Tamil Nadu 1970–2001

Central Tool Room (CTR) Ludhiana/Punjab 1979–1995

Tool Rooms Lucknow/Uttar Pradesh, Ahmedabad/
Gujarat, Indore/Madhya Pradesh, 
Aurangabad/Maharashtra

1992–1993
1987–2003

Centre for Electronic Test 
Engineering (CETE)

Kolkata/West Bengal 1994–2008

Society for Electronic Test 
Engineering (SETE)

Delhi, Bangalore/Tamil Nadu, Pune/
Maharashtra, Hyderabad/Andhra 
Pradesh, Kolkata/West Bengal

2001–2005

Polytechnic Unit (PDU) Bhopal/Madhya Pradesh 1986–1997

Centre for Research and Industrial 
Staff Performance (CRISP)

Bhopal/Madhya Pradesh 1997–2002

Hi-Tech Training Scheme Bangalore/Tamil Nadu 1995–2002

Indo-German Institute of Advanced 
Technology (IGIAT)

Visakhapatnam/Andhra Pradesh 2005–2010

Teacher training 
– learning 
materials

Central Staff Training and Research 
Institute (CSTARI)

Kolkata/West Bengal 1968–1979

Central Instructional Media Institute 
(CIMI)

Chennai/Tamil Nadu 1995–2004

Reform of voca-
tional training 
(national)

National Vocational Training System 
(NVTS)

Delhi/national 1997–2004

PISE National 2004–2008

Source: GIZ 2013, p. 52

5.8 Major approaches to reform in vocational education and training

Over recent years, vocational education and training in India has been accorded a higher 
degree of significance in the country’s educational policy. Several initiatives have been 
launched with a view to expanding occupational skills in light of the huge numbers of 
young people teeming onto the labour market and in the wake of the demands of in-
dustry, which is complaining of a serious shortage of skilled workers (British Council 
2016). One of the tasks to be undertaken by the newly established Ministry of Develop-
ment and Entrepreneurship (MSDE) (see Chapter 5.8.1) is the upgrading of the Indian 
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system of vocational education and training. The MSDE is responsible for the training 
of workers right across the country and dedicates itself to a number of core areas. These 
are minimisation of the gulf between supply of and demand for skilled worker training, 
establishment of a training framework for VET and the enhancement and expansion of 
skills and competencies. The MSDE is supported in the setting of new standards by the 
National Skill Development Agency (NSDA), the NSDC, the National Skill Development 
Fund (NSDF), 38 Sector Skill Councils (SSC) and 187 training partners. The newly es-
tablished ministry also intends to enter into alliances with bodies such as universities, 
NGOs, international organisations and, not least, local industry (see Pilz 2016a, p. 11).

One essential aim is the embedding of practical components into training. Pilz 
(2016) calls for a multi-stakeholder partnership, i.e. cooperation between all parties 
involved (public and private sectors companies, industry associations) in order to drive 
forward development in the field of TVET and provide long-term re-enforcement.

Figure 2: The ecological system of training measures in India 

Source: FICCI/KPMG 2014, p. 15

The approaches towards reform being adopted in India are primarily concentrated on 
training/further training and on expanding the occupational skills and competencies 
of the Indian population. Within the scope of these endeavours, there is a multitude of 
competent bodies and programmes often exhibit duplications (see FICCI/KPMG 2014, 
p.16). The programmes initiated over recent years operate under differing general 
conditions with regard to funding criteria, duration of training, maximum number of 
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participants, learning outcomes, monitoring and many other aspects besides. In order 
to achieve a better bundling and coordination of existing projects and new initiatives, 
Prime Minister Narendra Modi announced the establishment of the Ministry of Skill De-
velopment and Entrepreneurship (MSDE) in 2014 (see MSDE 2015). The system of the 
Indian Skill Development Programme is summarised in Figure 2 and presented in detail 
in the following sub-chapters. 

5.8.1 Ministry of Skill Development and Entrepreneurship (MSDE)

The MSDE was founded in 2014. As already mentioned, the MSDE is responsible for 
the coordination of the various Skill Development Programmes and for the stipulation 
of norms. The norms for the different programmes encompass standards for input/
output, financing and costs, certification of third parties and costs incurred for evalu-
ation. The remit assumed by the MSDE is that of a flexible coordinating agency which 
seeks to take account of the requirements of the 29 federal states and of the various 
social groups. Although the state governments are free to act at their own discretion 
in determining provisions in order to accord due consideration to local needs, compli-
ance with the jointly stipulated norms must be ensured at all times (see MSDE 2015). 
Particular emphasis should be placed on the fact that all programmes initiated since 
the establishment of the MSDE, such as NSDA, NSDF and NSDC (see Chapter 5.1) 
have been bundled within this one ministry. The DGET, now renamed the Directorate 
of Training (DGT), is also subject to the MSDE. This means that all Skill Development 
Programmes and all areas of responsibility in the field of vocational training are now 
governed via the MSDE. 

In the wake of the restructuring process, the National Skill Development Mission 
(NSDM) was initiated by Prime Minister Modi in 2015. This programme was established 
in order to create convergence between sectors and federal states with regard to joint 
training activities within the scope of the Skill Development Initiative. Implementation 
takes place via the MSDE with the support of the Governing Council for Policy Guid-
ance, the Steering Committee and the Mission Directorate. The Mission Directorate acts 
as the executive organ and is supported in this function by the NSDA, the NSDC and the 
DGT. The institutions maintain direct communication with the state governments, and 
this facilitates effective management of the programme. 

5.8.2 National Skill Development Corporation (NSDC)

The NSDC was instigated in 2009 as part of the National Skill Policy (NSP). The focus 
is on integration of the private sector within the context of the Public-Private Partner-
ship (PPP) programme, to which reference has already been made. The overall aim 
of the NSDC is to provide training or continuing training to 500 million people by the 
year 2022 (see NSDC year of publication not stated). The NSDC makes a major con-
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tribution towards the achievement of this overarching target. Around 40 per cent of 
the Skill Initiative is delivered via NSDC training programmes and financial support. 
Expressed in terms of figures, this means providing training to 150 million people via 
an investment volume of € 1.34 billion (see ibid.).

The NSDC has tied more than 211 training providers into the project. These pro-
viders have increased training volume within the institutions in order to be able to offer 
relevant short-term training programmes (see MSDE 2015).

Sector Skill Councils (SSCs) have been created for the purpose of bringing stake-
holders together (industry, training providers and institutes of higher education). 
SSCs are responsible for occupational standards (QPs and NOS), the development of 
the competence framework (NSQF), provision of train-the-trainer programmes and 
for the execution of labour market studies. The specialist institutions also undertake 
assessment and certification of trainees pursuant to the National Occupational Stan-
dards (NOS) (see Chapter 5.6.2) (see MSDE 2016). Thirty-eight SCCs have been 
formed thus far, and council members include around 450 company representatives. 
Figure 3 illustrates the development of the SSCs over recent years. Although the cre-
ation of new core areas has increased year-on-year, the performance levels produced 
by these institutions thus far have been described as very ineffective (Prasad 2016).
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PMKVY is a further programme within the scope of the Skill Development Initiative 
and was launched by the MSDE in 2015. The programme was instigated to train per-
sons who have not received any formal training. The aim is for the training to facilitate 
entry to the labour market for young people in order to enable them to finance their 
own living costs and achieve social advancement. General institutional conditions are 
stipulated by the NSDC, the SCCs and the training providers. 1,976,087 young people 
have registered for the programme up until now. 1,973,299 successfully completed 
the programme, and 1,322,430 received certification for participation (see PMKVY 
2016). 

5.8.4 National Apprenticeship Promotion Scheme (NAPS)

The NAPS was initiated in August 2016 by the newly created MSDE. The programme 
supports the expansion and provision of training places. Around € 1.34 billion has been 
made available for the scheme, the largest investment volume within the scope of the 
skill development endeavours undertaken over the past seven years. As already pre sented 
in Chapter 4.3.2, the ATS programme involves training that takes place in conjunction 
with local industry. 212,000 persons have currently completed a Trade Apprenticeship. 
The aim is to increase this figure to five million by 2020 (see iMOVE 2016). In order to 
create an incentive for companies, 25 per cent of training allowances are covered by 
the central government. This programme represents a completely new form of training 
measure in that financial inducements for companies are introduced for the first time. 
Alongside the financial support provided by the companies, the central government also 
offers a grant to cover 50 per cent of Broad Based Basic Training (BBBT) (see Chap-
ter 4.3.1) (see DNA India 2016).
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www.mhrd.gov.in



7 Further information108

Ministry of Labour and Employment (MoLE)
Govt. of India
Shram Shakti Bhawan
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Institutional Area
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Ministry of Skill Development and Entrepreneurship
Shram Shakti Bhawan
Rafi Marg, New Delhi-110001
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www.dget.nic.in
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Ministry of Skill Development and Entrepreneurship: http://msde.gov.in
Ministry of Human Resource Development: www.mhrd.gov.in
Directorate General of Training: www.dget.nic.in/
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