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Abstract

This research is an exploration of childreno
(Pahari Korwa)n Chhattisgarh, India. It aims to understand how children engage with
hardships and riskn their everyday livesand negotiate agency. | use ethnography as a
methodologicah ppr oach t o capture the various el eme]

experierces through observations, conversations, drawings and photographs.

|l unpack and explore the relational and inte
this discussion further empirically through illustrating how agency is not possessed by
individuals but enabled through their embodied interactions witphpsicalspaces they

occupy, the material objects they interact with and the people they encounter.

This thesis illustrates that childrebhds ever
demonstrates how children explore risks by assgssituation and relying on their bodily
capacitiesbuilding adiscussiorfor a relational understanding the body. @ildrenin the

studyengaged with everyday mundane objects ingeniousiyaysthat enabled their

agency, as digveryday interactions with other adults and children, through collaboration,
interdependence, resistance and negotiatibims thesis also highlights the intersections of

caste and gender i n c hmakindspacetddiscussy er yday expe

intersectionality within childhood studies.

The contribution to theoretical knowledge lieghe understanding of agency beyond the

binaries othehuman and nehumant hr ough assembl ages, and in
agency ranging from more routine agencies, demonstrated in the presence of adults, to more
inventive agencies, that children experienced with their peers and siflivegsverall
contribution of the thesis |Iies in the rich

intricacies of how agency is produced (or not) in their context.
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Chapter 1: Introduction

ThisstudyCh i | dr e n 6 switreaggmasim an endigermus community in Chhattisgarh,

India,isanet hnogr aphic enquiry 1into anderstaddrhewn 0 s

childrenengage with everyday hardships and risk&] hav they negotiate their agency
through physical spasematerial worlds and social relationships.

This study looks at children growing up in an indigenatliage community in Chhattisgarh,
India. Indigenous people (hereafter also referred tadagasis)are among the most

oppressed and marginalised groups in the country, impacted by poverty, migration, land

ev

alienation, which has affected their quality of life (Xaxa, 2011). The study is embedded in the

| arger context of plasoy,lgevérsanceé and state paliaies. Withthi n g t

this larger ecology, this study specifically aims to understand how children engage with

hardships and riskn their everyday.

1.1 Background for the research

This study is influenced by my previous encaustwith childrenA Mast er s degr ee

Human Development and Childhood Studies from the University of Delhi helped me build a

theoretical understanding of the discipline, focussing on childhood in different contexts,

engaging with theories and laws refgtito childhood and the importance of early childhood

care and educatioh. undert ook a dissertation on the O6R

Li ves of StTheeeldctic @iprodctdof tkerc@urse helped me evolve my
perspectives on issuesgcial justice related to children. Through my work at a think tank
in New Delhi,theCent re for Equity Studies, I was
and later did a research study assessing the implementation of government policies and
schemedor children under six in Indid hese different work and academic assignments
offered me the opportunity to look at the various experiences of childhoods in India. | also

gained insight into how programmes and policies are -aeulired and not inclusive all

i NV

children. Further, childrends perspectives a

hardships have not been adequately taken into account.



While working, | developed an interest in understanding the lives of children in India beyond
thesec@gori es of Ostreet childé, o6l abourero6, al
lives from their perspective. Working with street children previously got me interested in

exploring the concept of resilience, particularly the everyday lived realitgwatryy,

migration, rootlessness and urbanisation. Exploring factors that bring about resilience,

looking at care practices which promote resilience, and exploring differences across cultures

were the initial exploratory questions for the research. Mostygbrevious experience of

fieldwork was in the rural areas of the country, and | selected one of these previously visited

sites, where | was also familiar with the state language, to work with a particularly vulnerable

Adivasigroup.

1.2 Moving from resiience toagency

| initially entered the field with the intention of exploring the concept of resilience with the
children in the communityOver the course of time, my focus moved from looking solely at
resilience, as | paid attention¢coh i | dr ends everyday | ives that
everyday environment and other people in the community. Rooted in psychology (Garmezy,
1971), as a concept resilience focussed on individual traits (Block and Block, 1980) and was
more of an imradiate response or a reaction to a particular event (Bonanno, 2004). Instead, |
explored other lenses where | was able to encompass everyday lives and routines. From the
beginning,| believed thatt was important to include an understanding of the comdext
understand chiASdoehéswresitheneei s a danger
as a personal or individual attribute alienated from secanomic conditions (Medrano,

2016). Even though the project changed over the years, where dlrinoreexploring the

concept of resilience to |l ooking at <children
on childrends everyday | ives and |ived real.
During my time in the field, |l observed chil

particularly intrigued by their close association and relationship with their physical and social
environment, including spaces, materials and people (both adults and children). With a

concept like resilience, | was constrained in not being able to tHatkorelly, as it focussed

on the individual. Therefore, to be able to

everyday spaces, objects and people, | found agency a more suitable lens.



Before arriving at the concept of agency, | also explored pibesibilities, like looking at

c hi |l dr eeiny s sitwaeidng of hardships and risks, but using-lbegtg as a concept

felt limiting, as it would mean | assume that children did not have a choice but to cope, and
this way | might not be able to expé their vulnerabilitiesAgency, as a concept, shelved in
the social studies of childhood, seemettdy@laced to explore the lives of children in a
village in the Global South context, iasvas dynamic and nelnear. Previously when |

began working wth the concept, | looked at it as the capacity of children to respond to
situations and things. Over tperiod as | got acquainted with pesbcial theories,

developedca more nuanced understanding of thinkiakationaly (Oswell, 2013, Spyrou,

2018) further discussed in ChapteiHgre | look at agency as somethingt possessed by an

individual but in relation to other humans and #fmmans.

| also felt thathardshga nd ri sks were | imiting the ways o
ivesandmy not encompass other actlivesantdecelad and e
to keep hardships and risks as the larger context of the research. Therefore, throughout this
thesis,lexamine hi | drends agency thr oughpsaiiidkdr end s
in their everyday practices, with relation to their physical space, everyday materials and

social relationships. Physical space encompassed the everyday spaces in the village,

including the home, neighbourhood, fields, school, jungles andthey place children

engaged with. Material objects referred to in the thesis include the everyday mundane objects

that were present in the contexts of the child&acial relationships include relationships in

the field with family, friends and teachers.

My agenda to look at agency was initially driven more politically (Holloway et al., 2019),

with the pur pdheperodeidvedal meagualgi ti es of pow
viewing children as social actors who have rights. For the reseatimbk b political stance

leaning towards social justice with the purpose that it would be able to help challenge current
systemsFurther,contribute in meaningful ways to engage with inequality, discrimination

and marginalisation and amplify the voicetloé Adivasi community | worked with. Over the

course, along with strengthening the understanding of social justice in research (further

detailed in Chapter 8, Section 8.3.2), | developed an understanding of the nuances of the

concept of agency, its challges and new ways of conceptualisation (Holloway et al., 2019).



1.3 Significance of the study

Although a lot of empirical studies are done in the Global South, with a few based in India

(Dyson, 2008; Walker, 2016), the concept of agency that is beingsdest in the Western

discourse on childhood is still a relatively new concept in South Asia, where the central

debates are usually around policymaking and human rights (Sen, 2018). In this sense, my
research becomes relevant and attempts to fill a gddjrigua case to contribute to

di scourse around c hwektelrcontekts(Batagopatar, §011).n t he no
Although the study specifically looks at childhood in the context of an Addaasmunity in
Chhattisgarh, it is one category amongrteny childhoods across the countfis

contributes to the broader understanding of childhood(s) in India. By carrying out this

research, | aim to present rich descriptions

1.4 Research aims, objectivesnd questions

The thesis centres around childrends agency

overarching research aims that frame this research are:

1. To understand how children engage with particllardships andisksin their
everyday livesand
2. To explore how children negotiate their agency through physical spaces, everyday

materials and social relationships.
Through engaging with the following objectives, the research attempts to produce knowledge
about the lives of children growing up in an @asicommunity in India, experiencing
material hardshgand ecological risks.
Research objectives:
1. To empirically investigate childrendés age
hardshig and risls in the everyday settings of home, neighbourhood anco§ch®

they grow up in an Adivasi community.

2. To build a detailed and nuanced picture w



to their physical spaces, material worlds and social relationships.

3. To explore the suitability of ethnographic methods in understanding hasdsiuip

risksin the everyday lives of children in Adivasi communities.

4. To make an original theoretical contribution to the literature on childhood, agency and

everyday practices.

These objectives will be addressed through the following specific research questions:

T What are Pahar.i Korwa childrenbés everyday
Objective 1)

T What are childrenbds perceptsindgnesveryddy t he di
setting of home, neighborhood and school? (addressing Objectives 1, 2, 3)

1 How do children engage and negotiate hardships andirigke everyday settings of
home, neighbourhood and school? (addressing Objectives 1,3)

1 How do children negotiate agency in their everyday throetgtionships, materials
and spaces(@ddressing Objectes 2,3, 4)

1.5 About this thesis

This thesis is based on a study where | took
lives in a village in Sarguja, Chhattisgarh. | do not attempt to make any generalised claims
about the childrenbés | i ves oanalysiandcatipat esent a
reflections, based on my observations, conversations, interactions and visuals from the field, |

attempt to construct a complex picture of their lives.

Photographs

All the photographs in this thesis have been taken overahed of time | spent in the field.

In Chapter 2, these photographs are used to illustrate the features of the village that | discuss.
Here, the purpose is to aid the readers in visualizing the village and the community | work in.
The photographs used @hapter 5, G&nd7 form a part of the analysis, along with the text.

Here each photograph is discussed in detail, along with its significance and relevance for my



analysis. These photographs were taken by me, but over time the choice of what photographs
to take was directed by the children (which I further discuss in Chapter 4, Section 4.6.3 and
Chapter 8, Section 8.3.3)

1.6 Structure of the thesis

This thesis is divided into nine chapters, including this Introduction (Chapter 1). In Chapter 2,
| discusghe context of the study. | introduce the state and the district where | conducted my
research, and the Adivassmmunity whom | researched, presenting an overview of their

physical geography, and so@aonomic and cultural landscape.

In Chapter 3, | cuss the relevant literature for the study. | begin by reviewing the different
theoretical approaches towards research with childhood, building an argument for the
approach | take with the Pahari Korwa community in India. | unpack the theoretical concept
of agency, its discussion in childhood studies, and the empirical studies that have made a
contribution to the field. | further discuss the relational approach | take towards

understanding agency and the relevant literature to understand relationality.

Chapter 4 outlinethe questions guiding this study, and the methods employed to answer
them. Idiscuss the approach | take for my research and the practices during my fieldwork.
An ethnographic approach was used to conduct fieldwork over a period ofrserérs. A

part of this chapter includes reflections on the process of doing the fieldwork, being a
researcher and the ethical considerations and challenges of conducting research in the given

context.

Having set out the background, context and literdiuréne study, in Chapters®1 answer

the research questions by exploringschildren
everydaymateriskand soci al relationships. I n Chapter
spaces, their agency in differeftuations and environments and agency through engagement

with risks.| also look at how movement within space, along with their siblings and peers,
enabled childrends, espdmni Llhlayp tgirr 166 | agermrsay

agency through the use of selected everyday



within limited resources. In Chapter 7, | explore the relational agency through social

relationships in the village, including atkiin the family, siblings, friends and teachers.

Throughout Chaptersb , I repeatedly demonstrate empir.i
relational and not possessed by an individual. In the three chagterg with the spectrum

of agency that childreexperenced their agency was also understood through their

embodied interactions. Through |l ooking at <ch
| arger i ssues of childrenés use of space, ma
and caste.

In Chapter 8 of the thesis, | bring together the discussions from the three analytical chapters

and the literature to address my research questions. | show how my ethnographic approach
explored the relational ity physical bpack evenglayé s e v e
materials and social relationships. | proidée ch descr i ptions of <chil d
the intricacies of how agency is produced (or not) in their corltxther question the

dichotomies in childhood studies throughalissions around agency and body. In Chapter 9,

| conclude, highlighting the empirical and theoretical contributions that the thesis has made

along with implications for policyl also highlight future directions for further research in the

area.



Chapter 2. The village context

Introduction

Having introduced the study in Chapter 1, in this chapter, | turn to a description and
discussion of the context in which the work takes pl@bés study aims to explore the
everyday lives of children in the social, cultural, political contexts of Clsigatth, a region
marked by political struggles and resistance from Adivasi (indigenous group, further
discussed in Section 2.2) communities attempting to protect their rights tdriahd.first
section of this chapter, | introduce the general settingevine study was baséd the state

of Chhattisgarh. | further discuss the history of Adivasis in India and the terminology | use
for the study. | provide a background of the Adivasis in the state of Chhattisgarh, with a
particular focus on the children. fer in the chapter, | describe the physical locadiothe
village, housing, schools; the peopletheir livelihood, languageeligion, ethnicity, gender.

| briefly discuss the welfare schemes provided by the government, in order to understand the

different institutions and systems the children were in contact and interact with.

2.1 Chhattisgarh: The locale

Chhattisgarh gained independent statehood within the Indian union in the year 2000. It is

located in central India and shares borders with sixrdtitkan state® Uttar Pradesh,

Andhra Pradesh, Orissa, Madhya Pradesh, Maharashtra, Jharkhand. The Chhattisgarh Human
Development Report (2005) highlights that the northern part of the state has hills, dense

forests and water reserves, while the adngion is mostly plains, and the south is covered

with rich forests. Chhattisgarh is rich in paddy (rice) cultivation and is therefore sometimes
referred to as the O6Rice Bowld of Centr al I n
2005). It is also dgh in natural resources like coal, iron ore and bauxite, and forests that

occupy 44 percent of the total ar@&e forestgontainresources such as medicinal plants,

fruits, flowers, wood (especially bamboo) which are essential to the livelihood of thasAd

community who live there.

Even though the state is rich in natural resources, there is a high incidence of poverty among

the communities of Chhattisgarh. The Human Development Report (2011) states that as per



the Income Index, the population of Gltitisgarh has one of the lowest standards of living in

l ndia. With a majority of the countryds indi
proposal for a separate state was made with the intention to cater to this particular group. For
a state that as purportedly born to fulfil the needs of indigenous welfare, the development in
this region has primarily taken the form of dams, irrigation, industries, power projects but
more importantly mineral exploitation, which has led teriaching environmenita

degradation (Bijoy, 2001). With the foresth state losing its green cover to mining and

other developmental activities, its inhabitants are experiencing displacement, exploitation,
increased poverty, lack of employment, migration and law and ordeleptse as the major
outcomes of land alienation (George, 2015). These developmental activities mainly serve the
interest of the government and industry, taking away land from its inhabitants, which is also
their source of livelihoodwhile in the north (inluding the district where | worked), the

region is battling mining corporations destroying pristine forests, the district of Bastar in

south is the epicentre of MadigNaxalite) insurgencyit is an armed struggle against the

Indian statevhich has als@aused a large number of migrations to neighbouring states
(Bhardwaj, n.d.).

The specific locale selected for the study was Sarguja distdetted in the northern region
of ChhattisgarhAs per theChhattisgarh Human DevelopmdReport (2005}his region is
hilly and surrounded by thdasdeo Arand forests, comprising some of the most pristine and

dense tracts of forest, and home to perennial water sources, rare plants and wildlife species.

1 The termNaxalderives from the name of the villafaxalbariin West Bengal. The Naxalite movement is a
social revolutionary movement started in 1969, backed by the Communist Party of India-(GPTihé

movement is centred around theuggles of land acquisition and the realisation of constitutional rights. The
government views this as a law and order problem and often uses police and military against the marginalised
people the movement represents (Pelly and Singh, 2009).


https://en.wikipedia.org/wiki/Naxalbari

Map of Indla

‘ Chhardsgarh

Figure2.1:Map of Chhattisgarh highlighting Sargujastrict (Source: Wikipedia)

2.2 Naming the Adivasi people

I n I ndia, Adivasi (translated as Oearliest d
indigenous populatiorhey are also referred to wanya jati(forest community) anghnjati

(folk communities) (UNICEF, 2014). However, in the Indian Constitution, they are referred

to by the administrati voeSTs@anusylutjaya jatie., 6 Sc hedu
indigenous people, who are offitly regarded as socially disadvantaged. The Constitution of

India recognises 461 ethnic groups as STs, according to the most recent census (Census,
2011) . |l ndi ads Scheduled Tribe population ma
country, andChhattisgarthas 30.6 percent Scheduled Tribes (Census, 2011).

Bijoy (2001) writes that a large majority of Adivasis continue to face prejudice and violence,

are socially and culturally distanced and at the lowest point in every-soaimmic
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indicator. Therefore, the government of India has implemented protective measures for the
indigenous population, including constitutional and legislative rights, to safeguard their
interests and protect them from outsiders (Xaxa, 2011). These rights includemgovidi

special administration in tribal areas, referred to as the Fifth and the Sixth Schedules (Articles
244 and 244(a)) under the Indian Constitution, which guarantee protection and autonomy.
The constitutional categorisation of Scheduled Tribes, has mesie ginoups eligible for

certain affirmative action benefits, such as reserved seats in universities and government jobs
(Karlsson, 2000).

2.2.1 Terminology discourse around o6éindigeno

There is a considerable debate now around the ugdlge ®rms tribe, indigenous and
Adivasi. In this discussion, | draw from the Indian context and how these terms have been

viewed.

Some scholars argue that indigenous communities are groups that have long been separated

from thelarger Indian society and lived in sgjbverning communities (Bijoy, 2003).

Similarly, another view stresses the uniqueness and distinctiveness of them(Singh,

2002; Peffer and Behera, 2005). For some, the distinction was based on Adivasis being

outside the Hindu civilisation and not following the Hindu caste system (Xaxa, 2008).
Another view claims that t he -thiddtgiemmtuisdn ilse tf
a colonial construction (Karlsson, 2000). It is beyond the scope of this study to discuss in

greater depth the historical debate around the origins of these growbavgsver, | briefly

touch upon the discussions to explain my ownafgearticular terms.

The term Adivasi has been used in India by scholars for a long time in reference to the

differences in physical features, language, customs, religion and social organisation (Xaxa,
2008).The term Adivasi also has political undenmpimgs (Roy Burman, 2009). At times it

has been used to convey the positbexclusion of the Adivasi@&umar, 2001), at other

times it has helped generate focus on their rights (Dietrich, 2000), resistance (Pa@rizD01)
movements (Bijoyand Raman,Z20 . The term O6tribal 6, which i
a derogatory connotation, due to its association with the belief that they are backward,

especially in urban India, where the term is used to denote people who are primitive, naive

and often resiing in remote areas (Skoda, 2005). Despite its negative connotation, Adivasis
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now also use the term tribal to identify and define themselves (Xaxa, 2008), assert a

collective identity (Karlsson and Subha, 200

How people name (identify) themselves is important to how people define their personal,
social and cultural identity he situation of the indigenous communities in India is extremely
heterogeneous and a unified approach may not do justice to all the communities (Roy
Burman, 2009). Each region has its own politics related to indigenous terminology. | am
aware of the contéion around these terms and for the purpose of this study, | paid close
attention to how people characterise, identify and refer to themselves and others. Therefore,
while writing this thesis, | refer to the community as Adivasi or Pahari Korwa, the

terminology that was most often used by community members themselves

Further, though the group did not identify with the Hindu caste system, in this thesis, | use
the termjati (caste)and ethnicity interchangeably, as in the village termjati was being

used to indicate aommunitywho had a shared language, culture and identity. This was

similar to Jalaisodo (2014) observation in her
jattiwas being used to Oencompass noregiomtr col | ect
affiliation and gendero (p.49).

2.3 Adivasis in Chhattisgarh

Chhattisgarh comes under the Fifth Schedule of the Indian Constitution (Xaxa, 2011), a

provision for states that have a majority indigenous population. Major tribes in Chhattisgarh

are Bhil, Birhor, Damar, Gond, Kharia, Majhi, Munda, Oraon, and Pardhi. Within these

tribes, the Government of India has identified some Particularly Vulnerable Tribal Groups
(PVTGs), who inhabit the most Oi sscatteeed ed, r en
haml etsd (Government of India, 2015). The Go
that most of these vulnerable groups have not attained a significant level of education,

economic progress and have low health indices. The PVTGs in Gighaltiare Abujh

Maria, Baiga, Bharia, Pahari Korwa, Birhor, Kamar and Sahariya.

Peggy Froerer (2015) writes in her account of Chhattisgarh that Adivasi villages in

Chhattisgarh are geographically cut off from urban areas by thick jungle and inaccessible
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roads, which contribute to the general underdevelopment of the community. People living in
these areas are considered among the most socially and economically deprived in the country.
Adivasi groups have had a long history of struggle with issues of mikaind alienation,

poverty, migration and Naxalite movents (Xaxa, 2011).

My project in Sarguja district was based among a Particularly Vulnerable Tribal Group, the
Pahari KorwaT he Pahar i K o 1 avenaGsalb€ald fotadehoKiculturisa

society (UN FAO report, 1998). The Pahari Korwas are a subgroup of Korwas residing in the
hilly areas of Sarguja (Deogaonkar, 1986)his book, Deogaonkar writes that they stay in
houses that are not in a clusbeit spread over the hills, preferring to live in isolation. In the
village where my study is located, the village itself is close to the city and not deep inside the
hilly forest, it is divided into hamlets, with 380 houses in each, mostly belongingi®

family. The houses are simple, made of mud and the roof is constructed from baked mud tiles
(Rizvi, 1989; Srivastava, 2007). The introduction of forest protection laws by the

Government of India in 1952 caused a shift from their traditional noméektylie reliant on

hunting and gathering to settled communities (Rizvi, 1989). They are still heavily dependent
on gathered forest products, which are a primary source of food and income, but also practice
agriculture on a small scale, usually adjoiningeited areas. They mainly grow rice, but

maize, millet, pulses, potatoes and some vegetables are also grown. Small numbers of goats,

chickens and pigs are reared by families, mostly for personal consumption.

Both men and women wear tattoos, as ornanmardsdecorations on their arms and legs
(Khan, 2018). The Korwas worship their ancestors (Srivastava, 2007) along with
worshipping indigenous gods and goddesses, often associated with the forest and hunting.
Their festivals are usually centred around theisg or harvest of certain crops (Rizvi, 1989)
where they give offerings to gods and ancestors. Nuclear families are a norm in this

community, which are both patriarchal and patrilineal (Deogaonkar, 1986).

2.4 Growing up as an Adivasi in Chhattisgarh

Thedescription above illustrates the sepiolitical situation in the state. These overarching
debates and discourses have often shifted the focus away from the everydaidifeast

children,whose lives are nonetheless deeply affected by the largextonhis study
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attempted to focus particularly on the lives of children in these communities.

The idea of childhood is not universal, as argued in James et al. (1998), which further opens
up the possibility to explore the multiplicity of childhood, cdesing the social diversity and

the influence of context where a child livénlike the Global North, where childhood is

seen as a distinct and separate phase from adulthood, in India, the adult's world is not very
di fferent fr om telthldicnotiviewekedas sepavate fraim thee fardjer tinh of
the family or tribe (Raman, 2000)herefore, although there is literature available on
indigenous societies, there is not much literature documenting the lives and experiences of
Adivasi children.The available books, reports and documents about Adivasi children in
Chhattisgarh that | found were mostly centred around issues of health and education, and it
was difficult to come across a detailed, sys
indigenous communities h€re is an urgent need for research among Adivasi children in
order to understand the issues that concern them (Xaxa, 2011). | elaborate on this in the

following paragraphs.

Adivasichildren growing up in Chhattisgarh experienoéitigal and industrial intrusion into
their daily lives, both directly and indirectly (HAQ, 2010). According to one report (HAQ,
2010), mining in the mineraich state is leading to direct impacts such as displacement,
increased environmental polluticshegeneration of the quality of life, increase in school
dropouts and children entering the workforce. These conditions lead to poverty and the
indirect impact of mining is seen with decreased nutrition levels causing malnutrition,
increase in diseases dizecontamination of water, soil and air, and increased migration due

to unstable work opportunities.

Garg (2006) focusses on health as an iIissue o
communities. He points out hostarvation is widespread in these areas; and there is a high
proportion of children who are malnourished, as they do not have access to paikticane.

Malnutrition is so prevalent that it goes unnoticed by members of the community unless it is
severe. The National Family Health Survey (NFBI200506) confirms that thenfant and

child mortality rates remain very high amongst indigenous gragisasi children are also

still less likely to receive immunisation.
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The Chhattisgarh Human Development Report (2005) states that access to education remains
an issue in many districts despite the recent initiatives in literacy and universalisation of
primary educationSarguja hasne of the lowest literacy levels in the state, 54.8 percent
compared to the state average of 64.7 percent (Census of India, 2001). Sarangapani (2003)
reasons thaetention in schools is difficult aghooling in these commities is invariably in

the language of the dominant community or in English. Adielaiiren are unable to sustain
interest as they are not familiar with the language being used as a medium of instmuction. |
remote villages, due to lack of roads andas$gort facilities, children are unable to receive
secondary education. Further, continued exclusion and discrimination within the education
system have resulted @ropout rates remaining the highest amongst Scheduled Tribe

children compared to other solaggoups(HAQ, 2010). Despite laws prohibiting

discrimination and untouchability of Scheduled Tribes and Scheduled Castes, there is
discrimination against these communities in access to food, healthcare systems and
educational institutions (HAQ, 2010). Ming also increases their vulnerability, making

survival and development more precarious as the families are displaced and at times forced to
migrate. Displacement also has an impact on children, who need security and stability in their
upbringing (HAQ, 200).

Though development and modernisation are taking place at a growing pace, impacting
i ndigenous cul ture, identity and way of I ife
and experiences of the impact of globalisation in India. How childegiotiate these changes

in their daily lives is even more sparsely documented.

2.5 Physically locating the field

In the following section, | focus on describing the specific locale of the study, the village and

the physical space.

2.5.1 The village

The village selected for the studyaiadaré, was located 10 km from Ambikapur city bus

station, in the Lundra bék of Sarguja district. It is at a distance of 350km from the state

2The name®f villages and people mentioned throughout the thesis are anonymised.
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capital, Raipur. It takes an overnight train journey to reach the capital city. The NGO
Chaupal, that | contacted and was affiliated with (see Chapter 4, Section 4.4), has been
working inthe village for many years focussing on the rights of the Adivasi communities,
through working on issues related to health, education, employment and forest rights of the
Pahari Korwa community. Unlike most of the Pahari Korwa villages that are in deggesju
and inaccessible through roads or public transport, this village pakka(concrete) road

that went through the village. Since the village was close to a city, and the distance from the
block headquarters, Lundra, was 20km, there was more inffem the city and urban
lifestyles. A tribal rights actividtexplained, that after India gained independence from the
British Empire, forest management was brought under the Government of\Ntaaig Pahari
Korwa villages were relocated to the plaisstlae government felt there was a threat of
deforestation from Adivasis, who practigg@om khet{shifting agriculture). The then

president of the country, Dr. Rajendra Prasad, inaugurated these villageanaaudbfa was

one such village that was reloedt Initially, only Pahari Korwa families stayed in the village

but over a period of time, other communities have been settling there as well.

The village is a 0.5 km walk inside from the main highway. It is spread over a large area in
thehilly terrain, distributed in hamlets that are divided mostly based on cagsté@with a

cluster of houses that formpara (hamlet). The families in ongara of the village are

usually related to each other. The houses in a hamlet are clustered together, and one has to
walk some distance to reach the next hamlet. The population of the village according to the
2011 census is 967 people, including 476 malesAi@idemales (including children), and

there are 258 households. There were three children on average per household. The village
has two Adivasi communities, the Pahari Korwa and the Oraons, there are a few households
of the Yadav community (unlike the othigvo, this is not an Adivasi communitghd a

couple of Muslim household$here were three hamlets in the village where the Pahari
Korwas stay, two where the Oraons stay and one small hamlet each where the Yadav
community was settledhere were two Mush families settled in two of the hamlets in the

village.

3 Interview with Gangaram Paikra, an activist and the director of an NGO Chaupal, who works for the rights of
the Adivasi community in the Sarguja District of Chhattisgarh. The intertoek place in his office, in
Ambikapur, on 3t October 2017.
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The village has twanganwadicentres (for children up to six years dliiscussed further in

the chapterjwo primary schools and one middle school, a fair price shop (under the Public
Distribution Scheme, discussed further below) and a local grocery shop. The hamlet | worked
in has one of the primary schoolg@anchayat ghafvillage level government office), a

middle school and the fair price shop, all next to each other, and all these esiahissare

not far from the main road. There is also anganwadj a daily needs shop inside a house,
andthree functional borewells located in the hamlet. There is a pond about a five minute
walk from the hamlet where the children and adults bathe and el@thes. The children also
spend time here catching fish and playing. In summer, when the water in the pond dries and
is too dirty for bathing, the villagers go to the well that is not very far from the hamlet.

The following are three maps of the hanviétere | was researching.
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Figure 2.2 Map of thevillage hamlet [Drawn by Ambika&apooli '

Figure 2.2 is the first rough sketch of the hamlet | drew initially, which represented the
important places in the study. | include the homes of the participants and their neighbours, the

schools, the ration shops, the trees, fields and the borewells.

17



Location: 23°05'06.51” N

Street 83°16'12.98" W Fieldwork conducted between January to July 2018
i Map not to Scale

Figure 2.3 Map of thevillage hamlet [Drawn by Ambikadapooi
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Figure 2.4: Map of theillagehamletu s i ng c¢ hi | d brawnldysAmhikakapooin g s

18

[



The maps in Figure 2.3 and 2.4 were develahaihg a fellowshipin Brazil at the

University of Juz de Fora, as part of a couseCartography with Children. The exact

location of the village was identified using Google Earth Pro and the maps were prepared
using Microsoft Word. In the first map,caoqui (sketch), | use legends and symbols, to

represent houses, trees, roads, fields, schools, shops and borewells in thelrharskxtond

is an illustrated map, developed as an attempt towards cartography with children, where | use
chil dr en 6 s resentatheir comrsunity, includiegphouses, trees, borewells, ponds.
Both maps are not to scale. The aim of the
through their drawings and visuals. As this were prepared after the fieldwork and it was not
possibé to return to the field to work with the children to make maps, instead their drawings

from other activities were collected and used to reconstruct this map (Figure 2.4).

2.5.2 Housing in the village

The Pahari Korwa houses in the village are madeunf and roofs are made of clay. Some
houses have one long room where the family slept and spent time, and a small room on the
side they refer to as thmasi ghar(kitchen or for storing food and clothes). Some houses have
one room and a kitchen at the cerdnd with arangan(front yard) outside fenced with

wood or shrubs. The adults and children in the family spend most of their time outside the
house, in the yard or outside the house under the freeghird kind of house in the village,
mostly among Caon families, had a courtyard in the centre and three or four rooms

surrounding the centre, with one of them being for cattle.

Cooking is done on ehullah(clay structure where a wood fire is used for cooking) inside the
house, using wood from the jureglA few Pahari Korwa families have a gas connection in

the hamlet under a government scheme (Ujjwala Yojna), but since the priekllofgehe

gas cylinder is high, they continue using wood. The houses do not have a water connection,
there are threedmd pumps in the hamlet from where people got water in buckettegoeti
(vessels). Most houses do not have a toilet and the ones that do, still preferred open
defecation in the jungle as there is shortage of water, or often these toilets are too isatall or

functional and used as storage.

4 Reverse Sandwich Doctoral Program (PDSR), at the Federal University of Juiz de Fora, (Juiz de Fora, Minas
Gerais, Brazil)n collaboration with Professor Jader Janer Moreira Lopes (a Professor in Geographies of
Children and Babiedjom September to Noveper 2019.
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Under a government scheme, the Indira Awaas Yojna (IAY), the government provides
affordable concrete housing to the villagétach year, a certain number of families are

allocated money for the construction of thesuke.A few families had a concrete structure

built, that included a room and a smaller corner inside for a kitchen. All houses were sitill

under construction and the ones that had been completed had no doors or windows. People in
the village use these a®rage rooms and prefer to live in mud houses as they are cooler in

the summer and warm in the winteféiree participants in the study also haymika

(concrete) house being constructed under the scheme, as and when they get the money.

The families hag a few hens, goats and oxen as cattle. Most of this livestock helps in
ploughing and the hens and eggs are for family consumption, particularly on special
occasions including guests visiting, festivals and marrigges.part of the house is for the
cattle, and the chickens and goats are in the front yard of the Adwes@ahari Korwas
consider the bulls sacred and decorate the bulls and goats during festivalsilaktinaark
on their forehead) and garlands. These bulls in the village are often givess oy the

family.

Figure 2.5: Entrance of a house in the village Figure 2.6: Front yard of a house in the village

2.5.3 The school

The village has two government primary schools and one middle school. The hamlet |
researched in has one primary and one middle school, these are close to each other, and to the
highway. The primary school | visited functions five days a week from 8 @&pto and it

has two classrooms, one for children from classes 1, 2 and 3 (aged between seven, eight and

nine) and the other for children of classes 4 and 5 (age group 10 and 11). As the school was
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constructed in 2000, the building is in fairly good comditiThere is one room at the back

where the miedlay meals are prepared, one room where children eat their meals, a borewell, a
bathroom, and open space for children to play. There is a boundary wall around the school
and a gate they keep closed, prevenpiagple and animals from entering while the school is
functioning. At the time of the study, there were 22 children enrolled in the primary school
and there were two teachekgost of the children walked to school and a few who came from
the other hamletycled to school. One teacher came from the nearby town of Ambikapur and
the other was from a village nearby. The medium of education at the school is Hindi. The
school follows the state board curriculum and the children are taught Hindi, English, Maths
andEnvironmental Science. For familiarity, some chapters in their Hindi textbook are written
in Sarguijia, the local language of the region. The teachers attend school regularly, but during
the period of my research, one teacher was on a long medical leat@itlness. The teacher
from the city came to the school regularly, but the actual time spent teaching was less than
the official school hours, and he spent more time with the teachers from the middle school
while the children sat in their classes witkeit books, mostly unsupervised. When the

teacher would leave the school premises, the children would start to play. There are regular
inspections from the Department of Education to ensure the functioning of the school and
teachers also attend regulainimg. The school celebrates annual festivals and days of

national importance, including Independence Day and Republic Day.

There are no private schools in the village and some parents send their children outside the
village, to private or missionary sobls that they assume are of better quality as they use
English as a medium of educat imushroomidgadaf pr akash
low fee private Englistmedium schools in nearby towns meant that rural families who were

able to afford highly dsirable English instruction often soughtput i vat e educati on
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Figuré 2.7: Children leaving school

2.6 Lives of people in the community

This section of the chapter discusses the people in the community, both adults and children,

thar lives, practices and traditions.

2.6.1 The people

As the Pahari Korwa community inafnadaravillage is closer to the highway and the city, it

is relatively less isolated than other Pahari Korwa villages. The village has electricity, though
there are many days when the villagers experienced a shortage of power, sometimes even for
a few days. Manyamilies have one mobile phone, a radio and some also have a television.
The other families, especially children, watch programmes and movies in the house of the
person who has a television. The person to person communication network within the village

is strong anchews travels fast within the village. People are aware of what was happening in
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each otherodos | ives. For instance, when | tol
modem) catching fire due to shaitcuiting, the entire group of children ihe hamlet soon

knew about it.

Some families own a bicycle or a motorbike, but all villagers walk or use public transport like
buses or shared autwkshaws to commute between villages and other cities. Children also
walk with their parents and are encaged to walk, but very young babies are tied on the
waist with a cloth. Children in the village walk a @tfrom home to school, to fill water, to

the shop, sometimes to the jungle with their parents, between fields, from one hamlet to

another.

In the community, both men and women drink alcohol. They dratiya alcohol made

from rice andmahuathat is made witmahuatree leaves, both prepared at home. They
ferment the rice ancthahua following a process of distillation to prepare these drifike
alcoholis alargepart of festivals and occasions butlso consumed if the family sanoney

or it is the season fanahuaflowers. Due to urbanisation and greater access, villagers have

also started consuming bottled liquor.

2.6.2Livelihood

The opportunity for wage employment in the village is limited and people do not have a
steady source of i ncome. Peopleds |ivelihood
villagers collect wood from the forest to sell and to cook fomahuaflowers fetch them

money during the months of April and M&urrounding the village are hills, fields and

forests. Over the years, the government cut trees in these forests and during the process of
afforestation, these trees have been only replagesal (Shorea Robusta) amalgiri

(Eucalyptus) These treesonsume high amounts of water thus impacting the water levels of

the region. Further, the medicinal herbs that the villagers use do not grow under these trees,

therefore the community has to gieeper into the jungle for medicinal plants.

The agriculture period is short and is mainly between monsoon and winter (Sejptember
December) as the rest of the year there is not enough water. Rice is the major crop cultivated
in the village during the moosn, for a short period in the winter the villagers also grow

maize andarhar (lentil). During summer, the water levels reduce and there is not enough
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water for crops such as rice, sugarcane or maize, therpémple grow seasonal vegetables.
During thesummer the prices of some vegetables are high, including tomatoes, and people
dry these for consumption in the summgnere are trees in the village jackfruit, tamarind,
mango, mulberrymnahuaand eucalyptud that the families and community use foriegt

and cooking in the summer.

Some families in the hamlbave a small piece of land that they use for cultivation, there are
some who wor k o n Whbenh hoeworkipgeowo their Befils thd adutisdin the
family work in Indira Awaas Yojna cotrsiction sites in the villages or as daily wage
labourers in AmbikapuiThree of the participant families own a small piece of farming land,
the others rely on construction work in the city. They also have af@watrees in the

jungle, and duringnahuaseason sell the flowers and earn morigye women in the

community also prepare utensils (plates and cups)saitleaves and sell them in the city.

There is a patch of land at one end of the village, owned by a person from the city, referred to
as thephulwari (plant nursery) by the villagers. There were a variety of trees in that patch

and during my fieldwork, there was construction work taking pllaeee. All the trees were

being cut in theohulwariand a house was being constructed and a solar panel was being
installed. The older boys and men in the village had been employed to cut the trees during

that period.

2.6.3 Language

The language ohie Pahari Korwa community is Korwai which has Ausksiatic language
roots® It is part of the Munda languages of India, spoken in central and eastern India, and
Bangladesh. Since the village is near the city, this community in the village speaks the
language of the dominant group, which in this case included Sahadi (easteryaado
language and considered a variety of Hindi) and Chhattisgarhi (arAllydo language

closely related to Awadhi and Bagheli). Korwai borrows many words from Sadri and has

lexical similarity.

5 Available from:https://www.ethnologue.com/language/kfp
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During my time in the village, initially, | found it challenging to understand what was being
said (Chapter 4, Section 4.4). There are some similarities between Hindi (the language |
speak) and Sargujia and over the period, | famsledimyself with the frequently used words
and was able to understand conversations. At home, my housemate helped me understand
recordings that | was unable to follow. Conversations with children were easier, as while

communicating with me, they spoke inridi.

2.6.4 Religion

The Korwas traditionally worshipped nature and their ancestors. They also belxaaoin
(ghosts) and spirits that are warded off by offering chisleend goats. Their religious priest
is known asBaigaand is respected in the aie community. Most of their religious festivals,

includingkarmaandnavakhanj are related to agricultural work (Sahu, 1998).

Due to the influence of Hinduism, the community also celebrates Hindu festivals like Holi
and Diwali. The trees are an important part of their rituals and they are often included in

prayers and auspicious occasions. During weddings, the pandal is madal tvébs.

& e ’,',_ —
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Figure 2.8: A wedding ceremony in the Pahari Korwa commuttijya group of musicians playg the

traditionalghasiya bajgdrums with horn) and (R) the bride and groom are being carried by their relatives who
dance around thealtree

Over a period of time, these communities have been influenced by other organised religions,
including Hinduism and Christianity, and starttbpting their practices. In the village,

many Korwas refer to themselves as Hindus and have started following Shiva, Kali and
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Ganesha (Hindu gods and goddesses). The cooks in the school informed me about a few
people, possibly a part of a religious orgation, visiting their village and teaching them

Hindu prayers and rituals. They are convinced that these are superior to their own traditions
and practices, and are influenced by them. All the Oraons in the village and the region have
converted to Chrigdnity, largely owing to the presence of missionaries in the area. There is

also a church in the village.

2.6.5 Caste andocial inequalities

India is a caste conscious society. Religion and caste have an important role to play in the
social fabric ofhe country. The population of the village comprises predominantly of two
Adivasi groupd Pahari KorwgPVTGs)and the Oraons who are socially more advantaged

than the Pahari Korwas.

Untouchability is a practice where people, usually of a minority group, are ostracised and
segregated from the mainstream by customs and practices. It is a part of the Hindu caste
system (Gandhi, 1982). Adivasis are not a part of the traditional Hindeisyastem but have

their own system of rules and practices of untouchability. Here, people from one community
do not drink or eat from the house of another community. The hamlet | was researching in
comprised of the Pahari Korwa community, a few Oraon Hwlds and one Muslim family.
Thesarpanch(village head) is a Yadav, recognised as OBC (Other Backward Classes) in the

Indian constitution, higher up in the hierarchy to the Scheduled Tribes in the village.

The Pahari Korwas, whom | was researching, d&attong sense of identity associated with

their community. Even the children in the community understood their identity with respect
tothe othernes8 6t hemé and O6usd. They were aware of
and socieeconomic status. Thénitddren were aware that they could play and eat with

children from the Oraon community, but also as soon as a person got married, they were not

permitted to eat or drink water from an Oraon household.
There is one Muslim family in the village and thdaatas was very different from others in

the village.Even though theyra a part of the same village, their position is associated with

their religious identity. They are perceived
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understanding of the familysd translated to the children who often pointed to their house,

referring to it as dirty.

There were instances during my time in the village, conversations with the adults and
children that led me to understand the role of politics and state in fugthércing the

dominance of one caste over the other. Through conversations with children on a Sunday
afternoon about their routines, one of the participants in my skdalyi, who | introduce

later, mentioned that she was tired as they had exercisesl mmatming. | found out that a

group of people come to teach yoga to the villagers every Sunday. Here the purpose of yoga
is not purely physical or spiritual. With the present BJP (Bhartiya Janta Party) government
and its affiliation with the RSSashtriyaSwayam Sewa Sanjgla cultural organisation with

its ideological and political agenda to sprétiddutva(Hindu-ness), aspiring towards a

Hindu Rashtrga Hindu nation) as a unified whole (Froerer, 2006), these ideologies were

interwoven and propagateddligh the practices of yoga.

In another instance, the cooks in the school produced a book of prayers given to them by
members of a religious community who visited their village to talk about their religion. They
asked me if I knew these prayers, addimaf they themselves were ignorant and uneducated,
as they could not even perform these prayers and rituals. Over a period, people with different
religious affiliations visited the Adivasi villages to talk about, propagate and often emphasise
their religiows superiority Froerer (2006) during her fieldwork in Chhattisgarh also observed
how Hindu nationalism was a visible force in a mixed Hindu/Christian Adivasi village,
although there is little data available that documents the precise ways in which Hindu
nationalism is introduced in Adivasi communities in Indi@r my study, these instances

were important in piecing together a macro landscape of the different identities within the

village and the larger impact of political and religious structures.

2.6.6Gender

In the village, there are different roles for both men and women. The girls are responsible for
household chores including cleaning, cooking, washing clothes, filling water from the borewell,
feeding the cattle and other tasks such as cattle grazing kexting wood. The boys also

have chores to perform, including cleaning or fetching water, cattle grazing, accompanying
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parents collect wood, but they are not held accountable for these chores in the way that the girls

are.

The games and toys childrereusre different. While the girls collect pieces of utensils, old
plastic bottles and caps to play with (often roleplay of cooking in the kitchen), the boys play

with cars or trucks made with locally available materials, usually made by their grandparents.

Both boys and girls are sent to school for education but there is more focus on better
education for boys. If the parents could afford it, they would first send their boys to a better
school outside the village. This is not universally true for all hoolsis, there are many who

aspire for similar education for their daughters.

The gender expectations are crucial in shaping the activities and practices of children and the
work they performed, as also observed by SpittlerBmatdillon (2012) in their @ited work

on childhoods in Africa. The parents of girls were concerned about their honour and tried to
ensure that their daughters would marry within the community. Due to this, they impose
restrictions, like not walking in the village alone and not wepdertain clothes that were

considered provocative.

There are certain cultural restrictions on girls and women during menstruation. They are
confined to one part of the house, do not cook, are restricted from accessing certain water
bodies in the villag, and have to go far to take a bath. As mentioned by the school cook,
from the village, traditionally, these practices are meant to give rest to women during their

periods.

2.6.7 Social policies supporting the village

The Government of India providespport through schemes and programs for people from
lower socieeconomic backgrounds, particularly those living in rural areas. The government
schemes functional in@nadara village, relevant to this study, have been elaborated in this
section below. Thesschemes may or may not be directly discussed in everyday
conversations but formed a layer of the context for both children and adults in the village.
Information regarding these schemes is also made available to the village through writings on

the walls O0f homes and institutions) related to different issues being addressed through these
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schemes. For instance, there are couplets in Hindi and Sargujia outsasgdnevadi
emphasising the importance of polio drops for children and adequate nutritiongoapte

and lactating mothers. Further, though these provisions and policies from the government
exist in the village, they do not always function well and their access to the beneficiary is not

always guaranteed.

Integrated Child Development Schen(kCDS)

The Integrated Child Development Scheme was introduced in 19Z5laaship programme
of the central governmenthe aimis to provide comprehensive services addressing the
health, nutrition and developmental needs of children under six. Thadianes of the
scheme are children under six, pregnant and lactating mothers and adolescent girls. The
scheme provides nutrition services to children and pregnant and lactating mothers through a
supplementary nutrition programmieassists the health daggment in immunisation and
referral services. It also provides fmehool education for children in the age group of 3t0 6
years (FOCUS Report, 2006). This service is provided thranghnwadicentres that are

run in every village and city across theunotry. There are twanganwadisn the village and
one in the hamlet | was researching. There is one Anganwadi worker and one helper who
helps the worker in cooking meals. The program functions well in the village and most
children in that age group attetite centre.

Figure 2.9: Anganwadientre in the village
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Mid-day meal (MDM) Scheme

The midday meal is a school meal program of the government of India that was launched in
1995. The aim of the program is to improve the nutritional statsshafotaged children

across the country. The program provides a free meal on working days for children in
primary and middle government and governmeaded local schools. The food menu is
based on the local diet of the state. In the primary school ahmifdeegiven rice and lentils
along with one dry vegetable and pickle. Initially, in many states including Chhattisgarh,
eggs were served as they were considered nutritious and a cheap source oDuretin
political and religious reasons, some statgehstopped serving eggs (Mishra, 2019). The
newly elected Indian National Congress government in Chhattisgarh is planning to re
introduce eggs in the MDM Scheme, though this has been met with opposition (Kaiser, E.
2019).
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Figu’re 2.10: Children eéting midhy meahtthe primary school in the v-ihllage
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Public Distribution System (PDS)

The Public Distribution System or PDS is an Indian food security system established by the
Government of India under the Ministry of Consumer Affairs, Food and Public Distribution.
It distributes subsidised food and rfmod products to families that amentified to be below
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the poverty lineThe scheme was launched in its current form in 1947. The food distributed
includes food grains such as wheat or rice, lentils, sugar, fuel and oil. This distribution takes
place through fair price shops establishexdss the country. The food distributed is as per

the local diet of the community. The food distributed mmadara village includes 35 kg

rice, 2 kg sugar, 1 litre oil, 2 kg black gram per family for a month. The distribution takes
place at the local faprice shop. The family member is required to show their ration card to

prove that they are below the poverty line to be a beneficiary of this scheme.

Indira Awaas Yojna (IAY)

The IAY is a flagship social welfare programme, credtgthelndian governmento

provide financial assistance to the weakest sections of the society for construction of houses.
With the change in the government at the central level in 20&4fticial name is now

Pradhan Mantri Gramin Awaas Yoja(RMGAY), but it is still popularly known as Indira

Awaas. Under the scheme, the eligible person get financial assistance of Rs.(12l&kh

is Rs.1,20,000, approximateft 300)from the government for the construction of a house in
rural areas and Rs.12,00) the construction of toilets. This money is allocated in phases. In
the village, most houses being built were {walhstructed and families were waiting for the

next instaents to continue the work.
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Mahatma Gandhi National Rural Employment Guarantee Act 2005 (MNREGA)

This is an act that guar an emance livelined seaqurityg h t
in rural areas by providing at least 100 days of wage employment in a financial year to every
household whose adult members are willing to do unskilled manual Ro&kl construction

in the village was under the MNREGA Act. Alet time of the study, a few families were

employed under the scheme in construction of wells or roads in different villages.

Pradhan Mantri Ujjawal Yojna

The scheme was launched in 2016 to distriBOtenillion Liquid Petroleum Gas (LPG)
connections, uskas a fuel for cooking food, to women of Below Poverty Line (BPL)
families. Though these have been distributibdy use of LPG cylinders still remains low as
families are often unaware of how to use it, or the price of refuelling is very high and most

areunable to refill it.

2.7 Childrendés routine and everyday work

The day starts early around 4 or 5 am as most people wake up at the break of dawn, including

the children.

In the morning, children help their family members in cleaning the house, wasbimsils,
fetching water from the borewell and sometimes cooking. Sometimes on a holiday or early
morning, the children also accompany them to the jungle to collect wood. After helping with
household chores in the morning, the children go to schoolratahd are there till 3 pm. In

school children study, play games with their friends and eat their afternoon meal.

For most children, the school is not far from home, so they walk back. After returning the
afternoon usually includes looking aftemh ei r si bl i ngs, wal king to
TV, feeding animals, fetching more water, washing clothes, or helping with cooking. During
winter children also go for a bath to the pond as the water is comparatively less cold in the

afternoon

During the cultivation season, the children help in the field and they also help take cattle for

grazing in the field or jungle, as the cattle could not be left loose in the fields with the danger
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of crops being destroyed by them. Further, duringriabuaseasn, children help collect
mahuaflowers. At times, some children have to miss school to perform these activities. Apart
from these everyday tasks children sometimes help with plucking or digging vegetables from
the field, separating rice from its chaff irdaeki(a simple machinepotai (applying cow

dung and water on the floor or plastering the wall with cow dung and mud). Parents
encourage children to contribute to household work and children as young as 6 or 7 years old

help with household chores.

There is a difference in the ressibilities based on gender, similar to what Punch (1999)
observes in her work in rural Bolivithat household work in the village is divided according

to gender, age and birth ord&irls are more responsible for household chores, while the

boys help bt are not held responsible for these tasks. Even at school, there are expectations
from girls to fill water or apply cow dung on the floor to clean but the boys are not asked to

perform these tasks.

During the day, children make time to play, sometimbse working. They have a wide

variety of games and use locally availabiaterial from the surroundings to make toys and

play games. The children make a ball with a plastic bag and string (by heating and sealing it)
or stuffing socks with hay and stitcly, they use paper and small twigs to make kites, roll

tyres or wheels with a stick, make flowers with pencil peels, andcpiagtgoti with stones.

A lot of the play is inspired by what they see at home and the everyday is sometimes enacted
through playChildren collect yellow flowers and grind it with stone (crushing and preparing
turmeric), they plaghar-ghar (househouse) by drawing a house on the ground and

performing different chores.
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Figure 2.12: Children batﬁhg in the mband catl drinking water

Conclusion

This chapter has discussed the locale of the study, both geographical and political, which

hel ps understand t he c onhavedescrib@the spetific todtexe n 6 s |
of the study, the lives gdeople and children.Havepresentédthe context of the study as it is

important to build an understanding to further enable exploration of agency in relation to
childrends everyday spaces, mat e56and7). obj ect s
Therefore, it is important to understand the s@@onomic and political climate of a place as

it forms a backdrop of the studyh&vediscusedthe impact of urbanisation on the everyday

lives of children (Katz, 2004) along with other factargacting their everyday (Blazek,

2016). Having set out the hardships and risks that children in Chhattisgarh may encounter,

the next chapter discusses the literature | use to build an argument for my research, through
relationality and interdependencies.
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Chapter 3: A theoretical discussion and review of relevant literaturéowards
understanding childrends agency

Introduction

This literature review discusses concepts that are relevant to my ethnographic research with
children in the Pahari Korwa communy . Il n my study, I explore c
looking at their agency through physical sgaexeryday materialand social relationships.

The purpose of the chapter is to explore the importance of agency in the relevant literature on
childhood and to add to the ongoing debate that asks critical questions about agency.

Following Oswell (2013) | also pose questionstsas: is agency individual or collective? Is

ithuman orinrelatontonehu mans? Do some children have mo

Throughout this chapter and the thesis, | think through and respond to these questions.

In section 3.1, | begin with @iscussion about the various perspectives on childhood, starting

with the developmental view, moving on to the new social studies of childhtceh
exploretherelationalthinking within childhood studies and finally engagith the post

structural angbostcolonial lengo look atthe lives of children. Through these engagements, |

build an argument for the frameworks | use for my research. The chapter then explores and
unpacks the concept of agency as understood within childhood studies, rethinkicygiagen

the light of a posstructuraland posthumah ur n, expl oring chil drenods
the next sections, | bring in the empirical wehkt uses this concept of agency and makes a
contribution towards its understanding. The chapter lobkssaarch that explores the lives

of children in different contexts, further understanding the notion of hardships asih ris&

context of poverty, gender and caste. In section 3.7, | build a discussion around the role of the
everyday to understandehives of children. Finally, after building an argument for the
relationality of childrenb6s agency, 1in secti
spacs, everyday materisfand s oci al relationships to under
agency intheir everyday lives. These are foundational issues that later inform my analysis

and discussions (Chapsds, 6, 7 and8) for the thesis.
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3.1 Perspectives on childhood: Theoretical frameworks

The first section of this chapter discussespespectives on childhood studiekere |
outline and explain the theoretical frameworks | chose for my research with children in the
Pahari Korwa community of Chhattisgattdiscuss these to build a discussion about agency

in the next section.

3.1.1 Derelopmental perspective

Developmental psychology has had a lstanding influence on the understanding of

children. Discussions generated in this field during the eafhc2ftury have had a great and
even disproportionate influence in shaping our views about children and childhood (Menon
and Saraswathi, 2018 cholars over the years have also located children as products of
developmental socialisatiofhis approach to dldhood, grounded in psychology, is based

on the idea that rationality is universally a mark of adulthood, and childhood is, therefore, an
important stage to study as a biologically determined period, towards the path to adulthood
(James and Prout, 2008).n i mport ant work in this area was:s
cognitive development, that has majorly influenced the fiEhe developmental perspective
also depicts children as passive products of socialisation and overlooks their active
participation ancigency in social life (James et a., 1998; James and Prout, 2005; Qvortrup,
1994).1 mention this briefly and do not delve into further detail as it forms a basis for

understanding other developments and approaches that are relevant for my research.

3.1.2The new social studies of childhood

Dissatisfied with the approaches where children were seen merely as adults in the making,
childhood studies moved towards an interdisciplinary approach (Spyrou, PatB)g the

second half of the 20century, the pespectives on the study of childhood began to change.

Aries (1962) was the first to talk about childhood as a socially constructed categuornythe

mid-1980s, researchers from sociology, anthropology and more recently geography sought to
establish a newnodel based on the view of children as persons with agency and the capacity

to influence their social worlds (Matthews, 2007) and the wider wdHd theoretical
perspective has been referred to as the 0eme

Pout, 2005) or the 6énewbd social studies of ¢
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Qvortrup et al., 1994)t sought to counter the linear, biological models of child development
and adulcentred approaches to research with children (James €38), The new social

studies aimed to view children as social actors, and features of this approach are discussed in
the following paragraphdhese includeiewing children as social actoasidsocial agents,
focussing on their present, rather than vieptimem as future adults and as individuals

interpreting their social world and the world around them.

Children as social actors

The 6newbd soci al s ttoedotiensof youhg peoplé ds dompetent sosidl r e s s
actors to counter the traditional views of seeing them as passive (Holt, 2011). It suggests that
children are competent and active participants in social situations. They are social actors

capable of perceimg and acting on their situation (James and James, 2004; Mayall, 2002)

and like adults, they are also constrained by structures like institutions and practices (James

and Prout, 2005). In relation to my research, this approach creates spaces to hean chikir

voices and consider their constructions and negotiations of hardships ancattsér than

make claims about theirsoec onomi ¢ 6real itiesd from an adt
Sriprakash, 2016). By viewing children as reflexive social acterskg] 2001), | explore
childrendés |ives where they are active, i nt e
heredity and environment. This is important for my study as it forms an integral idea in the
epistemological and ontological assumptions infagrthe study, and in shaping the

methodology (Chapter 4).

Children as agents

Initially, in the new social studies, the terms social actor and ageused
interchangeably. Mayall (2002, p.21) adds a
agency byelaborating the distinction between the two. Skaenst hat an dact or i ¢
who does something; the agent is someone who does something with other people, and, in so
doing, makes things happen, thereby contributing to the wider processes chsddaltural
reproduct i aavd .e wTl hcenrie fdoreen, as agents gives t hi
those around themé and in forming independen
2009, p.41 quotes in the original text). Sineex pl or e chi l drends agency
understanding helps me further build on the role of agency that is produced in interaction

with others (Chapter 8).
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Been, being and becoming

In the new social studies of childhood, sociologissearguedthat children should be
understood and researched as soci al Obeingso
children as Ohuman becomings6é (Qvortrup, 199
that focussing onl y o n estthatehildrdn aré idconapstensandd b e c o n
competency will be achieved only when they 0
future will discount the present reality and everyday life. Lee (2002) suggests that both

children and adults are always intheppose of Obeingd and Obecoming
are more or less competent at doing things throughout their lives. Hanson (2017) adds that to
contextualise research with childreda, it 1is
Obeend. elxnt toHe myorstt udy, I explore childreno:
considering all these three aspects, and viewing children as having a past, as human beings in

the present, and future adults in the making.

Interpretive reproduction

Based on higxtensive fieldwork with young children in New York and Bologna exploring
childrends soci al |l ives, Corsaro (2005) deve
Interpretive reproduction sees children as being involved in a reproductivénean

relationship with their cultures. Children do no
around them; instead, they strive to make sense of it and to participate in it (Corsaro, 2005,

p.24). Through my research, | seek to understand the ways in whictenhiiterpret and

reproduce their social worlds.

The new soci al studies of childhood as an ap
their lives in the context of hardships and riskisisenabédme to look beyond children only

as poor (Hopkins anfiriprakash, 2016) and focus on their agency being produced in the

context. However, there are limitations to this approach that | discuss in the next section,

further justifying my exploration of a pestructural and materialist framework for the study

(Section 3.1.4).

3.1.3 Addressing dichotomy within the new social studies of childhood

The social constructivist focus of the new social studies of childhood has encouraged

reflexivity in thinking in scholarly work. Attempts to critique the field andheorising have
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been limited (Gallacher and Gallagher, 2008; Oswell, 2013; Prout, Zii@bAlanen (2014)

argues that there is a need for more engagement in current theoretical debates. As Tisdall and
Punch (2012, p.251) claim, the limited theoretical contribution and innovation in childhood
studies may partl y b éonwlithfeundaionat coneepts suehlasi 6 s pr e
social construction, agency, voice, and participation. James &988,(p.197) have also

addedthat her e i s a 6need for constant vigilance

growing body o fis rdalisaiion reendirng asdmparatide toddy as it was then.

Further, though the new social studies of childhood forms a useful framework to base my
understanding of childhoods it looks at children having their own voies,a field it

positions itself vithin modernist sociology and adheres to dichotomies such a$ culdt
agency structure, natuiieeulture, beingbecoming (Prout, 2005). These dualisms have been
critiqued for excluding alternate forms of knowledge (Spyrou, 2018). | engage with agency
relationally, as viewing children only as social actors puts the onus on individual children,
therefore contradicting my claims of agency being produced in relationship (ERer, TA4.8).
intention for writing this section is to be able to hold on to sombe$trengths of the new
social studies of childhood and to rearticulate them in discussions which problematise an
individualised understanding of structure and agency (Oswell, 2013). This further encouraged
me to look at the relationalities, situating miysathin a poststructural and materialist

approach (discussed in Section 3.1.4).

3.1.4 A poststructural and materialist turn

To move beyond these dichotomies in my research, | expand my framework to include post
structural theoeyunwhecbtalbbguegsof okhksowhedge a
p.22).Postst ructuralism reframes knowledge as oOfr
situated and as an outcome of power relation
singular meaning to the tesx there can be contradictions, inconsistences and ambiguities

allowing for multiple realities, recognising the role of the research and researchers in the
construction of certain realities. The ps$tuctural critique also questions the authority of
etmographic text, calling for a more critical
would allow for multiple voices, contradiction and ambiguity (Marcus 1998; Fischer and

Abedi, 1990). A posstructural lens aligns well with my approach in the studglertaken to
understand chil dr ends .Asialowgtbdeadgcentringwofdle t hr ough
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subject and shift towards a more critical sense of subjectivity (Oswell, 2013), exploring
agency as being fractured, constructed and performative, whifdr have failed to capture

the fieldbs i magination.

As poststructural theorists acknowledge the existence of multiplicity in views, this paves the

way to understand the impact of colonialism on childhood in the context of the village

is another important part of my study, as |In
have been shaped by everyday structures, such as the schools in the village. Here, because of
this framework, | am able to look at the socidtural aspectsdf he chi | dés | i f e,
helps me contextualise and localise the concept of agency (Edmonds, 2019) that | discuss

further in this chapter.

| am aware of the critiques around the pststicturalist approach, particularly for not paying
attention to th@on-humans, as it does not consider @nalysis of social relations in terms of
objects and materials (Oswell, 201Bherefore, | take a materialist turn in my approach
towards this research. Engaging with actetwork theory (Latour, 2005) allows far
materiatsemiotic to emergerhishelps comprehend the complex ways in which agency is
framed and entangled (Oswell, 2013) through interaction with objects. This materialist turn is

discussed in Section 3.8.2.

To understand agency in my study (discuseegiection 3.4 and 3.5), | use both post
structuralist and materialist approaches, to help make my analysis deeper and richer
(Chaptes 5,6 and7).

3.2 Multiple childhoods in India

The notion of O6multiple childhoodsd has gain
capture the plurality of childrends | ived ex
understanding their contexts (James et al., 1998; Jenks, 1996). As chitdindied scholar

Sarada Balagopalan observes:

The notion of &6émultiple childhoods®dé has
years denaturalised the assumed universality of concepts like biological
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age, adultchild differentiation, notions of childcare and chil@ n 6 s
work, and the affective investments that adults make in children.

(Balagopalan, 2014, p.12)

For India, there is alsanother reality, which is the diversity of circumstances in which

childhood unfolds in the countfiumar, 2016) Kumar (D16) further elaborates that this

diversity could be a consequence of geography and culture, but could also arise from

structural inequality rooted in gender disparity, economic conditions and caste hierarchy.

Some children suffer neglect due to the poyartequality and marginalisation of their

community. Another kind of neglect, the rejection of girls, has been demonstrated in many
instances such as female feticide, abandonme
unequal expectations fromymand girls towards household work (Anandalakshmy, 1994).

For instance, |l i ke a majority of the countri
especially in the | ow soci al i ncome groups,

incomes; gils often play a central role in sibling care and domestic lagMarrow, 2011)

Some scholarship in India has helped to understand the complexity in multiply located
childhoods. This includes Kakardés (2009 [197
variations by analysing the different cultural webs that shape the developmenentagie

Hindu children. Nandy (1987), a political psychologist, in his work drew parallels between
characteristics of childhood and of the colonidedboth being seen as primitive, immature,

naive and inferiorAdditionally, work in the field of culturadnthropology in the Indian

context, including the work of Das (2001) and Nieuwenhuys (1994) have focussed on the
meanings that children give to the processes that affect them in particular, e.g., around issues

of labour. A similar interpretive lensisadogd by Froerer (2011) to d

moral reasoning.

Even though in the past two decades there has been a lot of interest from the Global North to
understand Indian childhood from a policy perspeciiMeas not done much to build an
understanithg around Indian childhoods, which are portrayed as eitheeristent or in

need of intervention (Nieuwenhuys, 2009). On closer look, it seems clearer that ethnographic
work done in the Indian context only serves as an example of difference (Balag@pakn

that supplements or opposes work done with children in the Global North. Therefore, they are

seldom used as material for the broader theorisation of childhood.
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This discussion helps in situating childhood(s) in India amongst a kaleidoscopealbbolls

in the contemporary world. This is an important discussion, as children in the Pahari Korwa
community (Chapter 2) are one of many Indian childhoods and not representative of the
entire country. In the next section, | discuss employing a postcolengto further help

situate childhoods in India.

3.3 Postcolonial lens

India is a postcolony, where colonial structures continue to impact the everyday lives of

citizens, including children (Balagopalan, 2011), for instance through formal schtiws in
AdivasivilageThe structural conditions of o6backwar
history of social marginalisation for Adivasis, children from minority groups, lower castes

and even girls (Bandhopadhyay and Subramaniyam, 2011; Sedwal and R@iiat,

Theorists working on contemporary India have stressed the cruciatglostal lens, that

helps to look at the colonial past to be able to read the present (Balag@galan This

requires the researcher to look at the countries in théVest with a framework of multiple
modernities, rather than being assumed to lack or as having failed to match the efficiency of
the west (further discussed in ChapterB&lagopalar{2014)in herethnographicesearch

with marginalisecthildrenin India employed a postcolonial lens to critically rethink a series
of questions and discourses around rights and agbenoyy ethnographic research with
children in the Adivasi community i@hhattisgarh, | employed a postcolonial lens to

critically think about the discourse on agency, discussed later in the chapter (Sdgtion

This allowed me to move beyond the binary of universal and normative childhoods to
acknowledge the multiplicitiem childhood. As a researcher, it helped me make sense of the
practices that were local or not; traditional and modern; colonised and colonising within the
context and within my understanding (Gupta, 2006).

Categories such as @igmdiad emag u 2 00Ri)|l damado dds & r (:
2008) have been recognised as these multiple positions (discussed in the previous section) of
being a young person beyond the urban, experienced and educated. These categories, which

are being explored through mgsearch, help in highlighting varied experiences and

inequalities, the influence of culture and history and how these shape lives (Morarji, 2014).
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Through the study, | attempt to recognise the diverse experiences of children in India, going
through a trasformation led by globalisation and technology (Menon and Saraswathi, 2018),
among other things. | go beyond descriptidosusingpn cr eat i ng an | mage ¢
equal |l ivesd (Balagopalan, 2018) tndianough exp
village. Through the research, | add to the existing knowledge about childhood in India,
acknowledging that it requires viewing childhood through diverse disciplinary lenses (Menon

and Saraswathi, 2018).

Postcolonial scholar Spivak (1988) in mesrk6 Can t he s Wattamptstogive s p e ak ?
voiceg(s) to the silenced, though she advises caution that it might project the same intent of

|l i berating the 6éotherd by speaking on their
socioeconomically and pdlcally less privileged communities, | am aware of my

positioning, taking care to represent their lives through maintaining reflectivity in my

research process (Chapter ) support of this argumentonnolly (2008) recognises that
critical reflexivity helps to overcome the n
children and instead recognises the need to take into account the contexts in which these

voices are produced.

Having built an agument for the various frameworks | will use, in the next part of the
chapter 1 discuss the concept of agency that

lives.

3.4 Unpacking agency

This section explores the concept of agency, how it has belemstood in the childhood
studies literature, the rationale for using this concept, and how | use the concept in my

research, as it forms an important part of my research with children in Chhattisgarh.

3.4.1 Rationale for exploring childrenbés age

Agency has been a key concept in the new social studies of childhood (James and James,
2008). The idea of young people having agency has become a mantra within the social
sciences (Katz, 2004). Mizen and Ofususi (2013) argue that agency in childhood stgdi
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6is a much used but | ar ¢Peolt(2008, p.6ddsowmiesntkal c onc e
agency has been considered as an O0essenti al
explanation.There have been attempts to define agency. One suaitidafof agency states

itast he o6individual 6s own capacities, competen
navigate the contexts and positions of theirWierlds fulfilling many economic, social and

cultural expectations, while simultaneously chagtindividual/collectiveehoices and
possibilities for their daily Throughtb ut ure 1 i v
definitionand other® what i s | ess clear is the degree o
alone the nat ur e eLangrnehandtKorbirg 2007¢cpy282).( Bl uebond

James and Prouit2005, p.8) argmentt hat chi |l dren are dactive ir
determinain of their own social lives, the lives of those around them and the societies in

whi c h t foreed thefdundiegdconcept of theew social studies ofchildhood,and

helped establish a new mode of inquByt here agency was beiagfributed rather than

being theorised@swell, 2013; Vanderbeck, 200Buddick, 2007a, 2007blRecently a

growing number of academics in childhood studies have encouraged to take a critical look at
chil dr ends ¢ andTisdall, 2019 Tthis recent flurry of debates has highlighted

the lack of a theoretical underpinning for the concept of agency in childhood stDdvesl|(

2016; Esser, 2016; Spyrou, 201Blyrther, there are many empirical studies in relation to

agency in the realm of the nesmcial studies of childhood, but the term has been used
without a very clear definitiofKallio and Hakli, 2013)Os we |l | 6s (2013) expl a
ascription rather than theorisation of agency, indicates that the original interest of agency was
less abut theorising, but emerged more from politics, where the purpose was to rebalance

the power inequalities in research with children (Oswell, 2013), suggesting a need to look at

agency through a pestructural lens.

The concept of agency has bekveloped and used normatively (Tisdall and Punch, 2012).

This makes it problematic if childrenébés agen
childhood includingbehaviours and the activities they should perform, or the places and

spaces considered@mppriate for them (Bordonaro and Payne, 20¥#8}h a theoretical shift
towards a relational thinking (discussed 1in
agency cannot be explorddeas abohitl dades | idmeinug
connected with contexts (Bordon&012. Therefore, there is a need to secidturally

ground and localise the experience and concept of agiémeyn important concept for the
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exploration in my study as there is scope to theorise it througinghbeyond the agency

versus structure debafgection 3.4.2and localise the concept of agency, bringing childhood

studies at par with the rest of the social scien&ssny research is based in a specific

context, itwill empirically add to the undersiding of agency that is nuanced, dynamic and
considers the cultural, structural, environmental and pollical aspects of a&ak&yp (et al.,

2019) Through mystudy, | propose to add illustrations from the field to understand the
intricacies of childrenbés agency, contributdi
(Chapters 5, 6 and 7).

3.4.2Understanding of agencywithin the new social studies othildhood

Although chi Il drendés agency has not been thoroug
been given importance within the new social studies of childhood (Holloway et al., 2019).
According to Qvortrup (2011), the balance between structure and agency igieasigissue

in childhood studies. Though the new social studies of childhood paves the way to look at
children beyond a developmental perspective, as discussed earlier, there remain problematic
ways in which dichotomies have been employed within coneeets as individual and

society, being and becoming; agency and structure (Prout, 2005). Traditionally, structure and
agency have been looked at as a binary, which does not explain the more nuanced questions
concerning agency (Oswell, 2013) such as: wh#te depth of agency, what is the type of

agency, is agency contextual or relational, is the agency of adults and children same or
different, do all children across ages have agency, and do some have more agency than others
(Oswell, 2013)? Therefore, asdat (2005) encourages, instead of looking at it as a

dichotomy, it is important to understand the ongoing messy relationship between structure

and agency and how sociology contributes to the understanding and relevance of these
concepts to children andi@thood. An initial attempt to understand agency beyond the
dichotomy was made by Giddens (1979) in his account of structuration theory, that suggested
that both agency and structure need to be taken in account to explain the social world. As he
argued, egry act which contributes to the reproduction of a structure is also an act of

production and as such may initiate change by altering the structure at the same time as it
reproduces it (p. 69¥hough his work was not directly related to childhood studiissdeas

were explored within the field. The structluagency dichotomy raised important questions
about childrends role in their own socialisa

traditional, dominant framework (James, 2009). Giddens tiesolve beyond the structiire
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agency dichotomy by suggesting that the two concepts are interrelated (Valentine, 2011).

Rather than asking whether structures influence people or people influence structures,

Giddens articulates how both are constraining amdlerg (Leonard, 2015What emerges

out of Giddensdéd theory of structuration is a
or her surroundings and reflexive about his or her actions. Much of the empirical research in
agency used his work as the bgSipyrou, 2018)Though in practice studies have largely

either favoured structure or agency, rather than expldniedialectical relatios between the

two (Holt, 2006) The probl em with Giddens6 model was t
structure or individualised and localise agertbgreforeit also reinforeda sense of dualism

(Larkins, 2019)A complex, multilayered understanding of system, that may include

materialities, was forgone in favour of agency that was possessed bgl#ted individuals

(Oswell, 2013).

Another aspect of agency that needs to be examined is its individual Matigmtine (2011

p.348) argues that childhood studies has relied uncritically on theorising agency that is built

oni ndividualistic notidang ecft e@avalt0Bythiéc c hoi c
book discusses the omyth of the individual c
individual traits, where he questions the notion of agency as andudi trait, suggesting

that 6édagency neither starts nor finishes wit
the basis of my research. He urgbgdhood studies to explore more relational

understandings of agency.

3.4.3 A relational thinking of agency

There is scholarship that does not reject the studying of children as social actors exercising
agency but is critical and questions agency being celebrated, uncriticaHselabanally and
nonreflectively (Huijsmans2011; Ansell, 2009; Hart, 2008; Skelton, 2007; Spyrou, 2011).
As some scholars argue, celebrating agency often leads to ignoring the powerful constraints

that may | imit childrends potential (Ansell,

In another line of thinking aboagency, based on the context of pestial theories, it is
understood as distributed across the different actors (Oswell, Zdlé)ional thinking is not
new to social science, and can be traced to Durkheim and to Marx ([1971 p.77] cited in

Sherman,196) who wrote that O0society does not co
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of connections and relationships in which in
a relational thinking aims to challenge the dualisms by exploring relationsdrethifferent

entities, through their interaction&n increase in the number of scholars taking the relational
approach signals a critique of the essenti al
for a more dynamic and nuanced theorisation ehay as a concept (Spyrou, 2018).

Relationality in a posstructuralist approach aims to destabilise and unfix categories, by

focussing on the dynamic processes of local and situated practices, that give rise to multiple
subject positions that are fluidh tontrast, with materialist thinking, the focus is on

extending relationality to the realm of the Alamman (Spyrou, 2018t is to a discussion of

this new, emerging thinking about agency that | now (8pyrou, 2018p.128).

Oswell (2013) attempts®c count for the material semiotic
poststructuralist frame, allowing for a more nuanced understanding of how agency functions
in a variety of contexts. Rethinking childre
networked, assembled, and relative, and does not reside with the individual child. He writes,

agency is:

énot as |l ocated within the i ndividual
structure, buss itself distributed across a network of agents or actors,
both human ad nonhuman.

(Oswell, 2013, p.69)

Here the networks of agents and actors are not only humans batimams, including

materials and spacdstom a relational perspective, both children and adults live their lives

within a web of interdpendent relationshigs with other humans, and with spaces and

materials (Prout, 2005, 2011; Lehmann and Sanders, 2014). These relationships provide
opportunities and constraints in whRBch agen
(2016) also dErs an alternative view on agency, where he argues that agency does not pre
exist, and isnb6ét possessed by individuals bu
6comes aboutd in the contlerx0l6 pblHesaggéessus sSsocCi
that relational theories make visible the so
agency as wel | as This$ocus ontremtiosakontdlogiesmakles atslyifdo  ( p .
from the independent, knowledgeable and reflexiveviddal towards the networks and

connections (with both human and Ammman) that make up the social world.
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Within childhood studieshere have beegfforts towards engaging in more nuanced

discussions about agendyeonard (2016) productively attemptsrhove beyond the

structureagency dualism through the concept of generagency. This concept is a useful tool in
examining the relationality and interdependence betweerkey concepts generation and
agencyHe argues, that t o yuedeedtosrécagseidsdymdmisimdr en o6 s
whichin derived from itssituatedness within relationships of power and generafisdall

and Punch (2012) discuss the complexities and ambiguities of agency arguing that:

6children and young peoplebs agency shol
and scrutinised concept rather than one which is téikegranted,

unproblematised or assumed inherently to be positive, and desired by

all children and young peopl ed.

Tisdall and Punch (2012, p.256)

Further, Valentine (201 f f er a <cr i ti cal view of | ooking .

for diverse ways in which children expreShe writes:

0Given the conventional emphasis of agen
and strategy, a failure to incorporate a critical, embodied, engendered,

material account of agency into childhood studies risks reinscribing a

model in which privileged children wibe accorded more agency than

those who do not display rationality and

Valentine (2011, p.355)

This discussion helps to move away from the idea of whether or not children have agency to
6whendé, o6wher eh 6asn dh geemacwd tctkielsdrpl ace ( Oswel |
James, 2010). What does agency mean to different groups of children and can children

choose to not assert their agency (Tisdall and Punch, 2012)? This debate also asks a critical
questiononagencg.whi ch chil dren are able to exercise
circumstancesd6? (Spyrou, 2018, p.126) . |l n se
explores these debates. This is an important discussion for my research, as | explore agency

with children in an Adivasi community in India who are a relatively marginalised group

(Chapter 2)Relationality, then, can be seen as the larger, overall framework from where

different entities become entangled and come to affect one another, which becomes the

prinapal means through which we attempt to understand and make sense of the worlds which
unfold in front of us (Spyrou, 2018).
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Relationality also helps move beyond the romanticised dichotomy where the adult represents
the conservative structures and the cleifdact rebellious (OsweR018,Blhler

Niederberger and Schwittek, 2014). Instead agency is related to the social contéxés and
childhoodsin these contextéERer, 2016, p.125)

Having considered these arguments, for the purpose otgearch, | work with these

definitions that offer a broader meaning to agency, suggesting that agency is not individual,

but relational, situated in a context and is a continuum (Fuchs, 2001). | acknowledge the
relationality and intedependence of agenbebe, 2019), exploring how child@s agency
is enabled (or nothrough their networkand alliances with other actors, including other

children, adults, environment, spaces and materials (Christensen and Mikkelsen, 2011).

3.5 Empirical studies:explo i ng di fferent kinds of children

This section discusses different research, with some of these engaging in recent arguments,
that have looked at complex ways in which agency is explored beyond the structure and
agency dichotomy, discussing th@ég of agency, depth of agency and agency as relational.
My work does not directly align with this research, but | discuss it here as it has contributed
to the understanding of agency in the field of childhood studies, and has helped me look at

agency beyod structure.

Bordonaro and Payne (2012, p.366) use the te

agency that are in contrast to:

6established and normative conceptions ¢
ideals about the kind of behaviour young peagieuld demonstrate,

the activities they should be engaged in, and the spaces and places

deemed appropriate for them to inhabitéo.

Bordonaro and Payne (2012, p.366)
Such agency is experienced in the case of a street child, child soldier or sexx worke
critique for this work elaborates that those who do not reflect normative models of childhood,

and rupture notions of innocent childhoods, are labelled as having constrained or ambiguous

agency (Holloway et al., 2019). For such childhoods, the limiteeir agency are based on
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moral judgementdn my work, | discuss constraints in the form of seetmnomic and
political l i mitations, but do not forecl ose
et al., 2019).

Based on her work with cliildomestic workers in Tanzania, Klocker (2007), theorises
childrendés agency in presence of the constr a
case having to work for long hours for minimum or low wages. Here Klocker discusses the

noti onk®famd hdtchi né agencyd (Klocker, 2007).

everyday actions that are carried out within highly restrictive contexts characterized by few

viable alternativesd while thick adpenday refe
broad range of optionsd (p. 85). For Klocker
ethnicity can have an influence on a personbo

critique of her workERer et al. (20163tate thaagency is still theorised as an attribute held
by an individuald even though agency is affected by relationships, it is not seen as being

produced relationally.

Payne (2012) proposes the concept of Oeveryd
researctwi t h -Wbedhdddl househol dsdé in Zambia. She il
l ooks |Ii ke from the childrends viewpoint whe
agency as illustrative of resilience and competency. Though they act as cararp,alks

and responsibilities at home, contribute economically and operatecadled vulnerable

situations, from their own points of view their agency is a part of everyday life rather than
something extraordinary. This allows us to view their ages@xarcised by children

themselves and not from an adult perspective (Payne, 2012).

The concepts discussed above are important for my research as there are structural and
environmental constraints in the context being explored in ChhattiSgashgh he way

agency is explored in this I|literature o6pri vi
of individuals to resist inequality and unre
p.152) and romanticises the construction of youmfglieen as resistant and rebellious. To

move the focus beyond the individual, | further explore studies that emphasise the

relationality of agency.
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3.5.1 Studies exploring agency relationally

Punchoés (2001, 2015) wor k iof rowmreaglotBaltiewdi a h
interdependencyd in understanding children's
interdependent relationship between children and parents, and children and other children,
including siblings, which are negotiated anehegjotiated over period of time (Punch,

2015). The term emphasises the various structural constraints like poverty, cash limited

economy (Punch, 2016) and cultural expectations from the child including household tasks,

and also how children assert their agency within dinukations, balancing both household

needs and their own (Punch, 2014). Along similar lines to Alanen and Mayall (2001), she

further focuses on the relationality of the generational order, considering the relation between
childreni adults, and between dthieri children in terms of interdependencies rather than
dependency. The children negotiated their position within the generational order, both in

childi adult and sibling relations. According to Buhiederberger and Schwittek

(2014),these interdependeies are important as they helped to protect individuals against

economic and social instabilitAs in the Global South, there are fewer welfare benefits and

a strong sense of family responsibilities (Mills and Blossfeld, 200% .relationality of

chidr enés agency can also be seen in Vanderbec
Cape Town, South Africa, which challenges the common notion that children on the street

are isolated. According to his observations, the children are positioned relgtianall

between the street, their home communities and their family lives, with some relations being

protective, other coercive and problematic.

The stories from the Young Lives study (Crivello et al., 2014) illustrate the complexities of

c hi | dr e nfdcsssirg greita sogia) nature. It discusses how agency is not an individual

trait a child possesses, rather it is cultivated as a social process, closely interlinked with

family, friendships and wider social networks. The study revealed that childrgh their

decisions based on their relationships, obligations and changing household circumstances. In
many instances, they were seen as vital support to families, seeking to protect their parents

from poverty (Crivello et al., 2014). Children functionwith 6 constrai ned <circ
limited choice, and their agency and decismaking need to be situated within the contexts

of their social worldsd (Crivello et al., 20
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Jeffrey (2012) argues that departing from the idea of resistance,cefstness has been

seen as another concept that has emerged as a form of agency and is a common theme in

recent studies (Dyson, 2014; Katz, 2004; Abebe, 2007). Jane Dyson (2014) in her research

with girls in the Indian Himalayas, discusses how girls chgke the notions of appropriate

femininity. Theyachievethis by playing rough games and talking about sexuality while

collecting lichen in the forests, in contrast to the behaviour expected of them in the presence

of adults. Unlike other studies afency Dyson (2014) provides illustrations of how children

used compliance with social norms to strengthen their position in the community which she
documents as O6active gquiescenced. Tatek Abeb
in Ethiopia, where chdren have negotiated with shifting rural livelihoods by developing

skills in domestic work and trade. I n Katzods
and intergenerational relations in Sudan, along with resistance and rupture, resourcefulness

was often associated with c¢hi drdwsé&amdeministbi | ity
thinking and rejects the analyses that favour either structure or agency, instead exploring

agency in the context of multiple structures (Katz, 1991, p.505).

These studies also contribute to the contesta
individual. Punch and Tisdall (2012) emphasise its relational nature across different contexts,
which | use to explore in the study through spaces, materials latidnghips, discussed in

the following sections. Concepts and related
interdependenciesd (Punch 2001, 2002), mater
Mayall 2001), spatiality (Holloway and Valentine, 2000a) amsourcefulness (Katz, 2004

and Dyson, 2008; Abebe, 2007) provide perspectives for a nuanced understanding of children
while recognising them as active participants in their lives. In the analytical Chapters 5, 6 and

7, these concepts are explored andarstood in the context of social and economic

constraints (Redmond, 2009), among others.

3.6 Poverty, gender, caste and agency in chi

The relevance of discussing this section for the literature review was to highlight theespecif
context of the children in the village, which | further explore in Chapters 5, 6 and 7. As
discussed in Chapter 2, the study is based in a village in India among an indigenous

community scheduled as one of the most vulnerable, referred to as PVTGsanldrly
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Vulnerable Tribal Groups (Government of India, 2019). These vulnerabilities are an outcome

of structural inequalities. The discussion of research in this section explores these

i nequalities, particul ar | y esilemplopnteissocont ext of
economic and political lens later in the study, observing the impact of material resources,

cast e, | ocal politics and gender. Even as |

everyday lives as inherently deprived or lacking.

Popular images of children in difficult circumstances include extreme conditions like being in
situations of violence, conflict or severe poverty or being orphans or victims of abuse

(Crivello and Boyden, 2012). Crivello and Boyden (2012, p.380) hatethe situations may

be extreme but hardships (orssk ar e not simply a feature of
circumstances but also an integral part of ¢
circumstances. For the purpose of the study, hgsglbere refers to different aspects of a

c hi | dohsindudesfaetors such as poverty, caste and gender in relation to their

everyday life experiences (further discussed in Chapter 3) that either singly or in combination

have a challenging impact on children (Howard et al., 1999).

Children experience poverty in thfent ways to adults. Child poverty measures cannot only

be equated with general poverty assessments, which often focus solely on income levels but

must take into consideration access to basic social services, especially nutrition, water,
sanitation,shéeler , education and information (UNI CEF
poverty has been more specifically describedase pr i vati on of the mat er
emotional resources needed [for children] to survive, develop and thrive, leaving thiele un

to enjoy their rights, achieve their full potential or participate as full and equal meofibers

soci etyo ( UNI S&BburdilligntatdBoydem (2018) highlight, poverty is not

only about what people may or may not have but arises from ltiwdnals are treated

within structures and systems. Along with having an impadteatth and education, poverty

al so has an i mpact on a childbs soci al Il i fe.
exclusion by stigmatisation, or exclusion by theslef opportunities (Bourdillion and

Boyden, 2014, p-B). Social structures play an important role in this experieBogden and

Mann, 2005)s children from indigenous communities face far more social exclusion,

compared to other groups (Bhatty et 2014). This is an important consideration to explore

agency in the context of my study where the resources were constrained.
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Another study (Chi, 2010) indicates how Vietnamese children from ethnic minorities can be
severely disadvantaged in thehool system, sometimes resulting in their leaving early. It
reveals that the way in which poverty wundern
can be as important to children as food or other commodities (Boyden and Mann, 2005)

Even though poverty is not the focus, this study is based in asoaimmically weaker

community where the lack of monetary and materiadness ces i s a real ity of
Therefore, Il will explore how it contributes
further looking at how agency is being produced and performed in this context (Chapter 6,

Section, 6.7). In the studiesoaind agency from the Global South, there are differences that
emerge due to these material inequalities an
intergenerational responsibility (Tisdall and Punch, 2012), that were also observed in my

study (Chapter 7).

Agency is a useful lens to explore the impact of hardships, especially in the context of a
particularly vulnerable marginalised community in a country where people struggle to get
equal access to resources. It is also vital to understand how the comamahihe children in

that community interact with each other and the environment to work their way through these

limited resources.

Dyson (2014) in her work in Bemni village, U
relationship with the forests. It wasmeans for resources and developing a sense of

competence for young people. It cultivated a sense of their own capacity for work and

identity through their tactile use of the environment and its materials, for example, the leaves,
branchestreesand steams. Her work reflected an agency where young people are only able

to select from a narrow range of resources, which are further shaped by broader structures
(Dyson 2008). Thus, it 1Is Iimportant tdo consi
theculture, politics and economy that shape their agency.

Discourse in the field of childhood studies encourages us to ask questions such as whether
there are different kinds of agency for diff
as a dighct social group (Crivello et al., 2012) where they are considered both powerful and
extremely vulnerable. Crivello et al.oés (201
inequalities intertwine with other sources of disadvantage, such as poverigflaance

childrends choices and decisions in their ev
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and Vietnam, both cultures revered the birth of a son and there was gender bias, favouring
boys. In the study, the girls were more likely to leave stharly (Pells, 2011) and invested

more time doing household chores compared to boys. The gender gap was also experienced
through gender processes that shaped their identities, interpersonal relations, and everyday
experiences (Crivello et al., 2012). @en is an important aspect, as gender inequalities have
an implication for my study. In various instances, there were differences observed in the roles
and responsibilities of girls and boys in the village, as discussed in further chapters. All
participans in the study were girls, since there were few boys present in the village. Families
who could afford to pay would first send their boys to study in schools outside the village,

which they considered better.

This is an important discussion, as thesdisgiview children as social actors, valuing
childrenbés active role in their |ives, recog
and institutions which shape the experiesafechildren. But how these structures contribute

to producing (or notagency is less explored. In this section, through relevant literature, |

di scuss the intersections of caste, gender a
encounter in my work. The work | discuss in this section has been established hathin t

field, and a discussion of gender, caste and poverty through my research (Chapter 8) will be

an important contribution to push the boundaries of knowledge in the area.

3.7 Examining agency in the everyday

The new social studies of childhood has regich stage where its patterns of inquiry need to

be examined (James, 2010; Prout, 2011; Spyrou, 201R8jng beyond concepts that are

fixed and static, with dichotomies amdhich lack awareness of the cultural and contextual

variations (Punch and Tisdallp12). Similar to the discussion in the previous section (3.1.4

and 3.3) of this chapter, Matthew (2003 p.4) also expresses the need to explore alternative
contemporary theories, based on psistictural, posteminist and posimodern views,

through the alues of embodiment and identity that provide a less structured lens. Horton and
Kraftlds (2006a) discussions take this appro
childhood through the elements of everydayness, material, emotion, affectiiednbo

interaction and spacings. This is an important way of engaging for my study that explores

chil drends ag e n csjntheinevenyday livashin tipedolloawvingdparagraghs,
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| discuss the elements that | found important for the understantlithe everyday, which

included everyday routine practices, bodily practices and language.

3.7.1 Everydayness

According to Chaney, (2002, p. 10) everydayn
unremar kabl e and t husbotlyafkwerk Hapaxplopedisnt edd. A d
significance. A lot of what we do in the everyday such as going to work, watching television,
buying groceries, having conversations, not having conversations (Marcus, 1989) seems
mundane and obviouklence it is thought ddis insignificant or not worthy of thinking or

writing about (Horton and Kraftl, 2006a). Therefore, a lot remains unrecorded and

unexamined.

More recently, researchers have engaged with
2003; Gallacher, 2005; @iktensen, 2004), focussing on the routine mundane activities that
children do (or dondét). At present, there is
divert or narrow the observations. The observations of the everyday take their own time,

therefore there is a need to slow down (Massey, 2002) the process of observing. This has an
implication on my work with children in the village, which | explore in Chapter 4. Within

this everyday there are materialities, practices, embodied interactions and $ipatciogn a

more nuanced way of exploring childrenbs eve

Practicesare a fundamental tool in the understanding of the everyday. Attention to practice
makes us realise that we ar e ,h 20000pa28d;thédti n t he
whatever is going on, Othe body is always in
503); that Oémovements, gestures, practicesao
have been studies t o etigep (Woadeadcl899;Vdndezbeak s e v er
and Johnson, 2000; Gordon et al., 2003) but the precise nature of these doings and the
complexities is often underexplored. In the reseagnihodied practices are important to the

account | develop.
Bodily practices (sud as eating, sleeping, washing, and presenting ourselves to others)
define us and dominate our everyday lives (Valentine, 1999). How a person conducts

him/herselfncluding the habitual bodily practices,particular6 a way of wal ki ng,
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thehead f aci al expressions, ways of sittingo (LI
practices. Bodies are seen as a site of power, either cultural, social or political. They are

always in flux, ongoing, being, and always becoming. Prout (2002, p.2) noteh at &6 bodi e
interwoven with other aspects of the material environmemtefacts, machines and

technol ogi esd. Co e8)ferthes argle tiat hoireans, ds 2ntbaded, pp. 7
material entities (including researchers) do not passively startiap make sense, instead,

they participate in the dynamic processes of materialisation where both the organic and

inorganic nature plays an important and agentic role. For this study, bodies, bodily practices

and embodied interactions are ausefulfoadlr under st anding chil dren:
materiaé, spaces, and relationships. Prout (2002, p.2) supports this argument by adding that
6children understand and perform their bodie
into theirworldist hus an essential step in an adequat
an important aspect of my research and | take up the discussion of the body further in Chapter

8.

Chi | dtalkeamd@asguageis another aspect that needs to be paid attention to. Listening to
children, along with observing what they are doing can provide important insight into
childrends perspectives. Christensen urges t
culturesofcoomuni cati on. This includes paying att el
conceptual meanings and their actions to piece together a picture of the social interactions

and the connections between people through getting to know about different codes of condu

and communicationd (Christensen, 2004, p.170
not seeing them as mere noise but arguing th
meani ng. She views it as Odéan imgdbutimgoriant pol it
sense of mattering and affecting those who p
2015, p.49).

Through ethnographic research, I attempt to

elements, with a methodological slowndssttMassey (2002) emphasizeking time to

think. | elaborate on this further in Chapter 4.
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3.8 Agency through spacg materials andrelationships

The studies explored above discuss how relationships, resources, materials and spaces have

ani nfl uence on childrendés everyday agency, wt
cooperation, resourcefulness, resistance or negotiations. There is a focus on the context,

di fferent structures and rel ati on®&lockgrs t hat
2007,p.8)Havi ng discussed the empirical researclt
agencies, here | extend the discussion about the relationality of agency. Thinking relationally

in childhood studies will help to move beyond claimgrtith, often represented through the
notions of o&échildrends per spect2015)&dministr o6c hi |
and poststructuralist work emphasises the powerful, relational and performative nature of the
subject (Gallacher and Gatjaer, 2008), not viewing them as eristing and agentic beings.

Their agency emerges through social practices within time and space and specific regimes of
power, challenging earlier conceptions of agency (Holloway et al., 201Bavss (2007,

p.l170)a gues, Obodies do not simply take their f
and Abodiasbdi aeéyi obnhsdgedthattsgadeds.not fixbduabjects

are not passive and bodies are not waiting to be moved (Tylor, 20t8ughou the thesis,

| draw together from the different interdisciplinary threads (Section 3.1), to demonstrate the
interaction and relationalities between objects, spaces and bbdefllowing sections

discuss the various studies that have explored thegerellities.

3.8.1 Physical space

Space is complex and multiple and therefore
not acknowledge O0the unutterable complexity
6compl exi ty, acnodn tcroandii ecntgoernicnyedbs sof particul ar ¢
At any given time, there will be more than o
occupy. There is a need to acknowledge that, and to detail the material, practical, embodied,

affectualc o mpl exi ti es of the 6spaces6 which they

Empirical work with childrends everyday | ive
child workers in Uganda, Van Blerk (2006), a
themselves in informal work was |linked to th

(2015) work with both rural and urban youth in Sweden elaborates that children exercised
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agency by taking precautions or spatial avoidance in spaces they foyndrridieir

research with young girls, Christensen and N
agency came through movement in everyday spaces. Scholars have observed varying agency

in different spaces, Valentine (2004) notes that home is a signifitase to perform socio

spatial competence by doing household chores. P@@€H, 2007pbserves that children

may have more negotiating power at home, where they were more involved with parents in

the household, comparing it with a more constrainedioalship with the teachers at school,

where their 6énegotiating powerd is diminishe
site where childrends moral agency is expect
children internal keewi deas-Hl)a00&Gadph. 110

As | explore childrenbés agency in Chapter 5,
| do not use space as an object of study but as an interpretive lens (Hackett et al., 2015).
Throughout the chapter, | regnise the role of space in enhancing the understandings of
childrends everyday experiences. Il n this the

dynamic, socially constructed and political (Lefebvre, 1991; Massey, 2005; Soja, 1996). A

spatial lens will elp to recognise thendni near ity of childrenés | iv
how childrenb6s practicetanaoei ambeddetdewtit s h(H
2015).

3.8.2 Everyday materials

An important part of the everyday is thmateriale ven t he small est, mo s t
profoundly (Horton and Kraftl, 2006a). An initial discussion about materiality comes through

the ActorNetwork Theory (ANT). Latour (2005) discussed how everytimnipe social and

natural worlds exists in a network of relationshipthwach other to make meanirithese

networks of material (both human and Aaman) and semiotics are potentially transient,

existing in a constant making andmeaking (Latour, 2006 As the analysis progressed, |

found a closely related concéptiassemblages (Deleuze and Guattari, 1987) useful for my

work (discussed in Chapter 8, Section 8.2.1).
A materialistic turn (discussed in Section 3.1.4) helps to move beyond dualism, as it
encompasses all kinds of relationalities, beyond the humans (Barad, 2007). It offers an

understanding of agency, suggesting that dbag
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reconfiguring of the world. The universe is agential watcéivity in its becoming ( Bar ad

2007, p.141) (discussed theoretically and empirically in Chapter 7). An attention to material

things make us realise the complex and contingent materialities that contextualise individual
things, and wus, i n pr ace,andentinuallveavirgofdpisandg o0 ac
pieces [from which] we emerged (Harrison, 20
attached to these. This approach suggests that all matter (both human-aodaon should

be studied not in terms of what it is lwubat it does, viewing everything as an active

participant.
I n the exploration of childrend6s dstructueat depend
theories have extended this i nttehradne pseoncd eanl coe

relations tihough which the children exercise agency (Kraftl, 2013; Lee, 2001, 2002; Oswell,
2013; Prout, 2005). Lee suggests that mater:i
capacities (Lee, 2002, 2001). Osweldf (2013)
childhoods provides an insight into the ways in which children access material objects (or

lack them).

A discourse around chil drenbés agency shoul d
childrends everyday -mgomear reseuraaeking setingsé€Ridgea | |y i
2002). Studies carried out in contexts of poverty show how situationsiinchtpractices

may shape the understanding of childrends ro
study (Crivello et al., 2014) observed that contributing economically to their household made
children exercise their agency through feelingrespprb | e. Anot her study or
poverty (Ridge, 2002) demonstrates how children engage with their lives and their situations,
devising ways of participating as and when they can, and utilising alternative strategies of

living and engaging socially thrguh  wor k and pl ay. |l n Punchodés w
materials from their everyday environment (leaves, cans, rubber tyres, for example) to

ingeniously make toys and play material (Chapter 6, Section 6.4). Blazek (2016) illustrates

how children encountehings in their everyday not in isolation or as something that bear

meaning, but emphasises the embodied interaction with everyday things (further discussed in
Chapter 6 and 8).

Il n my discussion on c¢hi kidChaepteb6sbmrinbotmadby@® ns wi t

posthuman theorisation of matter (Barad, 2007), where | position human along with the non
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humans and explore their interaction. Similar to the discussion in section 3.8.1 on space, the
material objects here are not the focus of my stutybeing used as an interpretive lens, to

understand childrends agency.

3.8.3 Social relationships

Il n research, childrenbs agency has been expl
have looked at compliance, negotiations and defiance.Dgse ( 2014) wor k f ocu
importance of social relationships, particularly friendships, through which children express

their agency in the contemporary Global South. In her research with young girls in the Indian
Himalayas, Dyson (2008) arguesthaty ng peopl eds agency was not
autonomy but was focussed on building relationships and mutual dependence with each other

and their parents, which has also been observed and explored through my research (Chapter

7).

Abebe (2019) <critically demonstrates how age
expectations, gender, geography, stage of <ch

how everyday practices were defined in relation to members of the fanglgommunity.

Punch (2002) and Abebe (2019) discuss the role children play in caring for siblings. Studies

on relationships have atlpsaox tlioco kpeadthirefieiri cnh iclad ree
families (Brannen et al., 2000, p. 19Bxploringc hi | dr ends | andscapes of
challenge the generational hierarchies and a construction of childhood that is viewed as

innocent (Evans, 2012). This is an important discussion for my work as the children in my

research actively engaged in siblicaye.

Hammersley (2016) cautions that simply modelling agency where the children are seen to
Oexercise autonomous willd will not be abl e
that enable (or not) their agendy.Chapter 7, | use a framework oterdependence and
relational ity asocilawdlcutea interactodsd ¢veryday practices in

the field, within the | arger ecological cont

agency as relational.
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Through Chapters6, and 7 | attempt to &édecentred the
relational understanding of childhood across spaces, with different materials, and within

different relationships. In doing so, | aim to contribute to the debate of how to movedorwa

in theorising childrendés agency from a rel at

Conclusion

In this chapter, | have discussed the foundational concepts that | use later to inform my

analysis and discussions. This literature review builds an argument for thstrposiral,

materialistic and relational framework | use for the study, toexplordcdr ends agency
di scuss various approaches towards exploring
childhood, the concern with agencyods relatio
(Holloway et al., 2019). Even though this remains gdarart of the field, studies have

largely favoured either structure or agency rather than exploring them relationally. The

studies discussed in this chapter do not favour either structure or agency, but take the

di scussion f ur t hedepthobageneyptypes ofiagegcy andhreldtichaliy n 6 s

of agency.

Building 6éan understanding of ageflexicewndwhi ch r
autonomous individual child finds its concep
connet edness and interdependencedé (Spyrou, 20:

contemporary developments that provide opportunities for childhood studiethtoke
childrends agency through a relati acmal | ens,
(Spyrou, 2018). As Holloway et al. (2019) urge, instead of moving beyond agency (Kraftl,

2013), there is a need to have a sustained engagement and critical (re)thinking of agency in

light of poststructuralist and materialistic critiques.

After building a theoretical understanding and detailing different research within the study of
childrends agency, | have discussed the i mpo
research with children. Final l y, fodussihgon |l t on
this relationality through their physical spaces, everyday materials and social relationships,

which | follow up in Chapters 5, 6, and 7. In the next chapter, | discuss the methodology for

the research. This is where | provide details of howad the research with the children in the
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vilaged accessing the community, the reflexive processes | used as a researcher, the

research methods | used and the ethics involved in research.
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Chapter 4: Expl or i ng thoough étithogeaphp s everyday | iv

After setting the context (Chapter 2) and discussing the relevant literature for the research
(Chapter 3), this chapter details the design and methodology of the research. It begins with a
set of research questions, and | describel&sign of the study, with children in families in
Chhattisgarh. | elaboratn the process of the reseaiictientering and exiting the field,

building a relationship and reflexively discussing my role as a researcher in the field.
Following that, | descrié the specific methods for fieldwork and the strategy | use for data
analysis. The chapter concludes by addressing some of the key critical issues in the ethical
practice guiding the research. Examglesn the field have been woven throughout the

chapterto better illustrate the methods and ethical challenges presented in the field

4.1 Research aims, objectives and questions

The thesis centres around childrends agency

overarching research aims that frame this research are:

1. To understand how children engage with particitardships andisks in their
everyday livesand
2. To explore howluldren negotiate their agency through physical spaces, everyday

materials and social relationships.

Through engaging with and addressing the following research objectives, the research
attempts to produce knowledge about the lives of children growingam Adivasi

community in India, experiencing material hardslapd ecological risks.

Research objectives:

1. To empirically investigate childrenb6s age
hardshi and rislsin the everyday settings of home, neighbourhood and school, as

they grow up in an Adivasi community.

2. To build a detailed and nuanced picture w

to their physical spaces, material worlds and social relationships.

64



3. To explore the suitability of ethnographic methods in understanding hasdsiaip
risksin the everyday lives of children #&divasicommunities.

4. To make an original theoretical contribution to the literature on childhood, agency and

everyday practices.

These objectives will be addressed through the following specific research questions:

T What are Pahar.i Kor wa c¢ hitlces? (addréssingever yday
Objective 1)

T What are childrends perceptsindgnesveryddy t he di
setting of home, neighbourhood and school? (addressing ObgeLti2e3)

1 How do children engage and negotiate hardships anslimiskeeveryday settings of
home, neighbourhood and school? (addressing Objedtj\3)

1 How do children negotiate agency in their everyday throefgtionships, materials
and spaces(@ddressing Objectig®, 3, 4)

4.2 Doing ethnography

This studyJooking at a small group of children and their everyday life, requires a reflexive
approachlammersley and Atkinson, 200&hd | adopt an interpretive paradigm. The

ontological position of interpretivism is relativism. Relativism is the view ribality is

subjective and differs from person to person (Guba and Lincoln, 1994, p. 110). Aligning with
this approach, | interpret chliddndtrassimgds i nter a

children to be a general category, paying attention to itigiividual and collective voices.

| adopt ethnography as an approach for the s
routine anceveryday lives (Emerson et al., 201The emic (from the insiders perspective)

and etic (from the outsiders perspee) nature of ethnography helps to understand what

people, both adults and children, do in their everyday, interpreting their multiple and

subjective realitie¢Arnould and Wallendorf, 1994).
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Many scholars in childhood studies consider ethnograpleffactive methodology for

research with children (James and Prout, 2005; Qvortrup, 2001). According to Christensen

(2004, p.166)6 et hnography is a distinct type of res
produced depends on the researcher taking part ia stasal interaction with informants

over extensive periods of timed. |l spent sev
understanding childrenb6s everyday | ives. An
study as it helped acquire knowledge about chibdr6 s experi ences and per
everyday life, embedded in their so@oltural contexts (Kjorholt, 2012). It permitted

viewing children as competent interpreters of their social w¢diames, 2001)t allowed

me to research for an extendedipe of time in the field: observing, listening, asking

guestions, making fieldnotes apdrticipating inc h i | devemydayychores including filling

water in the buckets, carrying clothes from the pond, separating rice from the chaff, etc. It

was also ifluential as an approach as it helped pay attention to the culture and context of

children in the village, not just as a background but as constantly influencing and being

influenced by the children (Weisner, 1996).

An ethnographic approach allowed maert@a k e &6t hi ck descri ptionso (
field. This mode of interpre¢maamonmahiedpedf 64
to their contextualisation in a more holist.i
understoddrsy tthreansad v e s @ EvenGlougk thereovere tin@esd 5 , p. -t
when there were repetitions or a feeling that nothing was happening, as Massey (2002)
emphasisesa methodological slownes$s taking time to thinkd was useful for the
researchTheappp ach hel ped gain deeper insight into
everyday lives. Along with listening to the voices of the key participants, in the study, |

included the voices and views of other children and adults significant to the context.

Ethnography helped me amplify the voices of children that have traditionally been
marginalised socially and within research (James and Prout, 2005). As my own voice is
influenced by my privileged, educated, middlass background, this approach helped
expand my understanding as | was more attentive to diverse views on childhood in the

context of an indigenous group in Chhattisgarh
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4.3 Fieldwork Settings
4.3.1 Fieldwork site

| conducted my fieldwork in Amadara villageiGtroduced in Chapter 2; nara@aonymised,
discussed in Section 4.9.3), located 10 km from the district headquarters in the Sarguja
district, ChhattisgarhThis district was selected based on my previous experience and
familiarity with the region based orfialdwork visit in 2014. identified and selected ith
specific Adivasi village community (Discussed in Chapter 2, Section 2.2) with help from a
local NGO, Chaupal (see Chapter 2, Section 2.51i¢.selected village predominantly
consisted of membersdim the Pahari Korwa Adivasi community, who according to the
NGO had been historically, socially and economically marginalised. The community faced
issues of poverty, deforestation, water shortage, denial of access to welfare schemes and land
alienation. Tle community and the context have been discussed at length in Chapter 2. |
spent time in one hamlet of the village, meeting and spending time with my participants.
Initially, | observed children in the school, and later moved to the other settings, igdidin

home, neighbourhood, fields and water bodies.

4.3.2 Key informants

The key participants of the study were five children in the age groupl@fyeears and their
families, within the broader context of the community. The participants were salsaigd
convenience sampling. Participants were selected in a manner that tried to capture the
heterogeneity of the community. For example, more girls participated in the research as there
were a greater number of girls in the village in that age rargeeason that there were

more girls in the village was that parents who could afford it sent their beysdy outside

the village in private or missionary English medium schools.

The sample size was selected as five, keeping in mind the feasibility, and also to be able to
achieve indepth understandingVith a particular focus on the five children, my

observations, knowledge and understanding of the village were built througitiites

with other children and other members of the community. The excerpts and discussions are
based on observations and discussions with the key participants and others who were around
and part of the study. In the following paragraphs, | introduce amycjpants in brief,

constructing this information based on my fieldnotes and discussions with them.
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Mani, 10 years old, lived with her parents, grandmother and sililirig®ona, 6Jndrani 8,
Sukhan, 3, and Heera, 16. Their house was at the entrance to the village, near the middle
school. The family lived in a mud house, and their cemented house was usegd grans

and wooden loggviani went to the primary school and was in clags, her sistetndrani

was also in the same claSonaattended thanganwadicentre (discussed in Chapter 2). Her
mother worked at home and her father at that time was engadeily wagelabour, cutting

trees for thghulwari.

Sakhi, 8 years old, lived with her mother and siblings, Vikas, 6,%rée 3. She had another

sibling, Sikas, 10, who studied in a school outside the village and stayed in the hostel and was
only present in the last month of my fieldworlal®iwas in classwo at the primary school.

Vikas went to thenganwadi Sakhitook care of her younger siblings when her mother went

for construction work to the cittakhd s gr andparent sé6 house was b
grandmother also ensured the children were safe, whilertiogher was away. In the last

month of my fietlwork, Sakhiwent to stay with an aunt in a different village and was later

admitted to another school outside the village. Initidgkhd s aunt (fadg18er 6s s

al so stayed with the family before she moved

Nisha,8 years old, lived with her parents and two younger sisters, Milo, 6, arstiSék

Nisha was in class 1 at the primary school while both her sisters wenttogda@vadi They

stayed in a small mud house that was fenced with bamboo and the courtyaredraciud

mango treeOn one sidef the cement house (IAY house discussed in Chapter 2, Section)

weretwo rooms with walls with openings for windowdishad s mot her wor ked i n
and her father did not work as a year earliesiiféeredpartial paralysis, affecting his arm

and faceNishahelped her mother in household chores and sometimes in collecting wood

from the forest. She woukbmeimes miss dtool to take care of her sisters when her parents

were away.

Reema, 10 years old, lived with her parerasdsiblings,Shiv, 7, Mayawati, 5Jaya 13. Both

Shivand Reea attended the primary school in the village. iR&evas in class four arighiv

was inclass two. Mayawati wertb theanganwadwhile Jayahad left school after
completingclassfour. Reem 6 s grandparents also stayed in |
shared the kitchen complex. During my time in the field, the family had started work on their

IAY house and there were two partially constructed rooms. In the first month of the
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fieldwork, her aunt Neeta, 18, was also living with the family but after a few months, she

el oped and started I|Iiving with m&ds hpasbamtdd s
worked in the field during the crop season, while her father also workedaaly svage

labourer in the city during offseason. At the time of the study, he was working at the

phulwari, cutting trees.

Neelam 11 years old, had lost her parents at an early age and lived with her cousin, his wife
and two childr en. dbestayddathe samehsuseo Hedlewotherb r ot her
Shankar, 16, worked as a construction worker in a different village. They lived in a mud

house which was slightly bigger than most houses in the village. There were two rooms

inside, a long hall and a porch outsid he house was fenced with bambdeelamwas in

class five at the primary school. As she was expected to help with the household chores, she

would often miss school.

Maanmati, 20 years oldwas the daughter of the NGO representative in the village. She

stayed with her parents, husband and 2 year old son. Her father worked with the forest
department. She and her parents were a crucial part of the study as they introduced me to the
other familes in the community. They were the contact point for me in the community and |

would spend time with them building an understanding about the village. During my time in

the vill age, I also attended Maanmati 6s wedd

commurities rituals and practices.

While writing the excerpts in my analytical chapters, along with the key participants and their
siblings, | mention other children who were friends, cousins, neighbours or classmates. |

briefly introduce them here, with reian to the key participants.

Name Age Relationship with the participants
Suraj 10 years old They belong to the Oraaommunity
Seema 10 years old and lived in the neighbouring hamlet.

i At the time of the fieldwork they were
Kabir 9 years old in the same school as the participant
Anurag 7 years old of the study.
Meera 8 years old They also lived near the school and

. were neighbours witBakhj Nishaand

Chandni 7 years old
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Chanda 7 years old Mani. At the time of the fieldwork the)
were in the same school as the

Sangeeta 7 years old participants of the study.

Jamni 12 years old They are siblings
neighbours

Jamna 11 years old

Ramya and - Ramya belongs to the Oraon

Fulmatiya community and Fulmatiya is Pahari
Korwa. They prepared miday meals
at the primary school.

Mita 13 years old She isSakhd sousin and lived in the
house opposite to hers.

Kendli 14 years old She was Reemabs 1

Achal 8 years old ShewafNeelandb s ni ece a
in the same house

Asmita 12 years old She lived neaBakhdb s house

Table 4.1: Other children and their relationstuarticipantsn the field

4 .4 Field visits

Initially, | spent a month in October 2017 familiarising myself with the village and
introducing myself to the participantBhedata collection took place eva period of six
monthsfrom January to Jy 2018 Each visito the villagewas between four to six hours
(Appendix 1) The visits included observations and interactions in the school and later at the

homes of the participants and other spaces they occupied.

Accessing the field

The first visit to the village was made with an NGO worker, who travelled with me from the

city, explaining the bus route and landmarks. On our way, she told me about the different

Adivasi communities in the villag&he introduced me to tmeukhiya(the Pahari Korwa

village representative appointed by the organisation), as a contact in dige vithe

fieldworker introduced me to the community, informing them that | would be working with

the children and families in the community for six months. For the community to understand

my work, she added that | would be playing and dancing with thesrteaching them. |

further explained that | was interested in c

routines, and would spend time with therhe mukhiya his wife and daughter introduced
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me to others in the village and during the entire perfddestudy, ensured that | returned

safely to the cityafter each visit

The fieldworker also introduced me to the villagepanch(village head)health worker and
teachers in the school. | sought permission frons#ltpanchand the teachers to visit the
school and observe children and their interactions in the informal settings of the school
including playtime, meals and during cleaning. | témknal written permission from the
Department of Education, Ambikapur to be present in the school during the period of my

fieldwork.

The fieldwork was planned in a manner that | could finish before the monsoon, since during
that period the commute is fidult, with less transportation available. For the period of the
study, | stayed in the nearest city, Ambikapur. Here | shared an accommodation with an
employee from the NGO | was associated wiihce she was from a village in the region

and also workewvith the Pahari Korwa community, she was able to give me insights about
the local customs and practices. | was also able to take her help to understand and translate

the audio, as she was familiar with the language.

| would visit the villagen the moriing and stay until the evening. In the initial three months,

I mostly met the children in the school as that is where they spent their day. But | also visited
on Sundays to meet them and observe activities outside the sdlgbmlake myself a more
familiar presence with the familie®©n other occasions, | would accompany children after
school to places they visite@ihese places included inside the hoaangan(area outside the

house), ponds)ear thdreesandfields.

At the end of the day, | would return and take fieldnotes for the events. | visited the field
three or four times in a week and on the other days continued to work on my fieldnotes and
transcripts. Some days it was difficult to visit the field due to extrbeat, thunderstorms,

road blocks, visits by politicians or bus strikes.
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4.5 Reflections on the process of fieldwork

In this following section, | discuss the process of my fieldwork, and my positionality as a
researcher. | further reflect on theugs of power in the field and address the diversity in
c hi | dr esnlTbedefinitmn of reflexivity that | found most useful for my work is by
Tisdall et al.(2009),who describe reflexivity as

The thoughtful reflection of a researcher upon the impglker or his
researclon the participants, their social world, on the researcher her or
himself and orthe knowledge produced.

(Tisdall et al, 2009, p.229)

In the following sections, | build my discussion about reflexivity based on this definition. |
present my experiences from the field, of how | attentively maintained reflexivity throughout
the process. | develop this section through reading and reflecting fieldnotes while

analysing the data. During the process of the research, | was making notes on the process of

the research and methodological reflections that aided in the development of this section.

4.5.1 Building relationships and gaining trust

An important part of my work at the beginning of my research was being accepted by the
children and the communityspent almost three months getting to know and understanding
the communitytheir rhythms and routineéifter the initial visit in OctobeR017, when |

returned in January 2018, in the first few meetwgh the children in the school, I tried to
re-connect with them. In the beginning, | woslnd or sit and obsenayaiting invitations

from the children to be involved in their activitiegher than imposing my presence on them
(to avoid taking up a position of powerful adu@orsaro and Molinari (2008) write about
Corsaroods experience of doing ethnography wi
entering the play areas, sittingdaallowing the children to react to him. Once the children
weremorecomfortable with my presence, | asked them about what they were doing or
playing,asking them about their family members and daily routines. | also made paper cut
outs, and played gamdsat made children curious and want to engage withAmether way

| found useful to relate with children was by sharing similar experiences. For instance, when

children were dressing up their younger brother in a saree,, hsainbhi aiseapnebhaiko

72



saree pehnati thi, aur lipsticlagati thi (1 also used to make my brother weararee and put

lipstick on him) and the children laughed.

Building rapport was an ongoing process which was not easy and presented me with new
challenges and learning. | triéal build rapport by being present, observing children in
different activities, accompanying them to different places and participating in activities. |
also tried to use humour to initiate conversatiéis.instance, when the children only spid
(respectful yes) in response to anything | asked, | joked with them andajaisliyf ji bolte

ho? Agar koi mujh se poochega maine gaon mein kya seekiraphi ji bolungiADo you

only sayji? If someone asks me what | learnt in the village, | will absgi). They found

this amusing, and made an effort to engage with@ften,they would do something and
would look at me, to see if | was also paying attention. Even though initially they were not

engaging directly, they were indirectly beginning tedlve me.

Over a period, as | became familiar, they got more comfortable with me, and began to hold
my hand, lean on méhe younger ones would also touch my face and look through my bag. |
was patient with their questions and curiosity about my lifeerAfpending three weeks with

the children in the school, they were more willing to engage withasieng me to

accompany them, walking me to the bus station and inviting me home. They started inquiring
about me on days that | did not come to the villagethey had begun to see me as a part of

their everyday lives.

Ethnographic reflexivity was particularly crucial at the point of entry into the field (Davies,
2008a; Corsaro and Molinari, 2008). As a researcher, | paid attention to understand the ways
in which | was being perceived and accepted by the children, and by aslul Initially,

it was difficult to communicate with adults in the village batl became a familiar face, the
women in the families started communicatmigh me The fathers wer aware of my

presence and purpose but did not engage, possibly due to cultural reasons, as in many Indian
cultures men do not speak with women outside of the family se@wer the months, |

developed a close bond with some families where | was alwelg®med, especially by the
grandmothers, possibly because | was new to the villaged to base the relationship with

the community on the values of trust and gen
Lincoln (1994), | build a rapport by deeping mutual trust, confidence and making people

feel that | valued what they say. Spending time in the field helped develop this trust further
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(Greene and Hogan, 2005). Towards the end of the study, most people in the hamlet knew me

and would greet mepsetimes giving me updates about the village.

4.5.2 Role as a researcher

While carrying out research with children, Christensen (2004, p.166) emphasises that the
researchers need to pay attention to the que
the obvious difference in size, hierarchy and power make it difficultficadult ethnographer

to 6passd as a child, therefore making it di
oOnative insiderdé to their social and cul tur a
position themselves differently to miédtheir adult status and identitome researchers
(Corsaro, 2003; Fine and Sandstrom, 1988) ad
(1991) coineddouhedétand dhemasé (1993) adopted
children.This work wasalso critiqued, as Thorne (1993) recognised that negotiating a

position for herself as a researcher between children and other adults was not straightforward,

and required her to at times to switch to adult roles. Allerton (2019) also suggests that the
addtichi Il d relationship should be recognised a:
Smith, 2001, p.145), as power was fundamentally shifting in nature, preventing the

possibility of any fixed (powerful or powerless) positions.

Christensen (2004) encouraged researchers to be recognised as adults and at the same time
avoid the preconceived ideas and practices associated withefieled adult roles.

Taking a similar approach, for the research, | did not fix myself into thefaleeacher, a

parent or a friend presented myself as an unusual type of adult, one who is seriously

interested in understanding their social worlds from their perspectives, without attempting to

be a child (Mayall, 2000). I introduced myself and egpeal interest in how they lived their

everyday lives. | expressed genuine interest in their lives and opinions, and achieved this

through spending time, observing, listening, paying attention and participating. Similar to

Mukherji and Albon (2010, p.76)réfer to my stance towards both adults and children as

one of o6énot knowingb6, and itomexplainwimgtheydoe par t i

and why they do it, seeking tmderstand their knowledge and experiences.

Gradually, the children startedcepting me as a friend. They mostly referred to me by my

first name or called me Ambildidi (elder sister)They had an awareness that | was an adult
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who is different from the other adults in their commu#itythey would involve me in play
but did notask me to take lead, | accompanied them to pluck fruits from the tretrseipdid

not expect me to climb the trees.

Initially, they were not sure of my intentions and sincerity about understanding the context
Spending time with them in their everydagtivities andsoméimes contributing to their

tasks helped build trust among the children, convincing them that | was serious about their
lives. For instance, after | helped separate rice from the ®Waffilooked at the sweat on

my face and saidaj tune mehnat ki hgtoday you have worked hard).

4.5.3 Positionality as a researcher

As aresearcher, | was aware that my sdistorical location may influence my orientation,

for instance being a student, from a city, and a worratie village, | made sure to dress in

a manner that was in accordance with local practices. The children were extremely observant
and throughout the process of the fieldwork would discuss and ask questions about life in the
city, the colour of my skimnd my physical features being different from theirs, commenting

that my hands were as soft as cotton because | did not do (physical) work.

As a researcher, | was attentive to the ethnographic practice being (re)shaped by my own life,
both personal andrpfessional Gunelet al., 2020) (including environmental, gender, health
concerns, financial or political), recognising my role in the field as being embodied. For
instance, as a researcher there was the physical strain of engaging with the envirornliment wh
walking long distances in the field, sitting outside in the sun, or waiting patiently for children

to engage.

My association with the NGO also had an impact on how | was perceived in the village to
some extent. The villagers trusted me as a persbhascome with the NGO fieldworker
whom they trusted. Since the NGO was not actively involved in village life on-toeay

basis, or running a program, there were no such expectations from me.
To be able to maintain trust with the children, | hadacefully balance my position in
relation to the teachers in the school and children from the other communities. Similar to

Al l ertonés (2019) approach in her research
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thedarri (carpet) with the childremhe teachers found it puzzling that | did not want to sit
comfortably on a chair or spend time with them. Since | was building a rapport with the
children and presenting myself as an adult different from the teachers, | did not want to
jeopardise my relatnships. Therefore, on multiple occasions, | had to refuse the teachers.
Along with the teachers, | also had to maintain a delicate balance with children from the
Oraon community. | had to be careful, the children were perceptive and would often question
me if they felt | was favouring children from the other community. At the same time, the
children from the Oraon community would not talk to me if they felt | was not engaging with
them. Therefore, | had to constantly find a balance and ensure that t diett movolved in

their fights or take side# reflexive approach (Hammersley and Atkinson, 2007) helped me
reflect on my position and its relational construct and maintain a flexible identity. |

negotiated and raegotiated my role and status throughibet process of the research.

4.5.4 Addressing power

Along with my role and positionality as a researcher, another important aspect of the
fieldwork was power. With debates around power with relation to the researcher and the
children, in myresearch, power was flyidegotiated, relational and contextual (see
Christensen, 2004; Connolly, 2008; Gallacher and Gallagher, 2008). During the process of
fieldwork, there were times when children exercised equal or more power in rédatien

At other times, | as an adult from the city, was in a position of more power in relation to the
children. In my research, | acknowledge the complexity of power, not viewing it as a
commodity possessed by dominant groups (adults), nor by children (Gallaghar, 2008
Instead as discussedsaction4.5.2, | view it as fluid and open to negotiation (Woodyer,
2008).

Since | was from the city and someone from a different seoomomic background, | was

aware that | had more in terms of material resources. The chilieenselves were aware of
these differences and would often bring thetn gonversationsThe children would ask me
guestions about how much money | was carrying, how many clothes | had, whether | used
perfume As a researcher, | had to be continuoushowvative in my responses and sensitive

to the research setting. | did not dismiss their questions about money and material resources,
which were often uncomfortable, and would respond honestly. These instances were worth

exploring, since they indicatedftéirences in power. However, | was not always sure if the
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children perceived power in a similar sense, necessarily with relation to material resources.
Foucaultdés (1983) ideas of power as an ambiwv
unidirectonal force of domination is helpful to think of power in my research, as something

that is exercised and not possessed.

The children realised th&atdid not know much about their lives in the village. Not knowing

the language and the culture, and askjngstions added to my ignorance, giving children an
opportunity tolaugh at my mistake#\s Agar (1980) observes, making mistakes can be
fruitful in terms of creating opportunities
his ethnographic work ith pre-schoolers in Bologna, Italy, Corsaro shares a similar

experience, as his limited competencies in the Italian language and his lack of knowledge of
the working of the schoointempéthenchatddreada w
could take nder theirwingandt hi s hel ped i n being accepted i
(Corsaro and Molinari, 2008, p.24M the village, | tried to speak the local language and

used words familiar to their context. If | made a mistake the children would &ndjcorrect

me. This also helped in shifting of powas they started to see me as a person who had to

spend time with them to learn.

4.5.5 Entry to and exit from the field

At the beginning of the fieldwork,Jisited the region in two phases. Tirst phase helped
me identify and understand the field site in order to plan the fieldwork, understand the
suitability of my methods, and to consider the feasibility of the stlidg.purpose of the visit
to the field was not to conduct research peirnstead, | used it as an opportunity to

introduce myself to the community and explore the field.

The first trip was a brief visit to the city of Ambikapur. During this period, | met with two
organisations, Sarthak Jan Vikas Sansthan and Chaupal, wasikingdivasi communities

in Sarguja district in Chhattisgarh. After establishing contact with the local organisations and
identifying the village, in the second visit, | introduced myself to the commuati adults

and childrenandspent time in the village trying to familiarise mys&& an outsider, | could

not enter their lives and expect to be accepted immedidiedyefore, in the beginning, |

spent most time being present, meeting different people, having informal conversatio

talking about my research, exploring the village community with the children, observing and
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understanithg their daily routines.

As | was nearing the end of my fieldwork, | wanted to bring closure to the fieldwork both for
myself and the children andg community. A month before the fieldwork ended, | started to
prepare my participants for my departure. | did not want to leave the field abruptly, breaking
their trust and leaving the children wondering and disappointed. | also did not make false
promises that would be difficult to keep, so | told the children that | would be gone for a

while to a place that is very far. | did not give them an exact date of visiting again but
promised to visit. As a goirgway present, | gave the children copies of tretquraphs that

we had taken during the period and the colours they used for the drawings. The children were
excited but at the same time, some were very concerned that | might have spent all my money
and would not have enough to travel back home. In tbetleey were sad that | was leaving

but not surprised and hoped for me to return. This was an important step for ethical reasons,
as leaving abruptly, or creating false hopes would mean that | was being insincere to the

participants.

4.6 Research methods

Conceiving of children as social actors (Christensen and James. 2008) and viewing them as
participants (Alderson, 2008; Woodhead and Faulkner, 2000) aims to look beyond children

as objects and subjects of enquiry. In my research, | maintain reflexiratygtimout the

process, for instance, even the methods were
participation. In a vein similar to Christensen and James (2008) and Fraser et al. (2004), |

would like to argue that research with children should not destbat differently from

research with adults, aswbuld seem t@uestion their competencies. Punch (2002), based on

her research in rural Bolivihiche x p|l or ed chi l drendés everyday |
play suggests that research with children isntgadifferent from research with adults

because of adult perceptions of children, their marginalised position in society and not

because of any inherent differences.

As a researcher in the field of childhood, | kept in mind two important questions that

Christensen argues are essential for research:

78



Are the practices employed in the research process in line with and
reflective of childrends experiences, [
routines; and what are the ways in which children routinely express and

represent these in their everyday life?

(Christensen, 2004, p.166)

This discussion has implications for the study and the methods | used to understand
childrends | i fewor | densure that my nethads wereindénewithe ct i ve
chil dr ends e ardtooaptumeythe gacidus eleingnts ef their lives, | spent time

in the field observing and understanding their routines and practices. To capture their diverse
experiences, lusedamuitiet hod approach. Mixing different
lives helped with the crystallisation of data, which is a pastdern influenced approach to
triangulation, that Richardson (2000) argues produces a richer and complex understanding

and makes the data more credilestead of the twalimensional, fixed triangle beg used

as the basis of methodological validity, the crystal with its radliftiensions provides more

rigour (Richardson, 2000).1iidren had several ways of expressing their knowledge and

opinions.l used different methods iobservations, conversationsadings and photographs

T Tin combination with each other. There were a few participahtspreferred to express

themselves through words and there were some who enjoyed drawing.

Having an ethnographic approach helped me spend time in the villagetandugenced
understanding of childrenébés perspdlisti ves, pr
diversity in methodology helped children communicate their own interpretations of their

everyday lives.

As Anandalakshmy et al. (200®Yite in their bodk Researching Families and Children
contextualising the research methodology is important for research with children. For
instance, in my case, participants were not comfortable with writing and therefore, methods

like diaries and journals were not ex@dr

4.6.1 Participant observation

Participant observation as a method helped me immerse in the research{lgetimg, 2002)
and observe peopl ebs ev.elhsedabbgmertoounderstangtoow f or a

people give meaning to their ownrtexts and social worlds (Atkinson et al., 2001).
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As a method, it helped me understand the everyday lives of children and families, as the
observations were not only | imited to specif
life. Adlerand Adler{ 987, p. 219) suggest that O&énaturall
considered to be the f ounrddthéreforenobdersimg under st a
mundane everyday living was a crucial part of my study. These observations took place
within the diver s e,ixledingtherfagndy (whife watdningl dr enés | i
television, during meals, playing with siblings, feeding thile), the neighbourhood (while
playing near the house or street, neighbours

visiting the pond and well) and the school (inside the classroom, during meals and play).

Along with meeting them ithese spaces, | also walked with them to places they were going
to, talking to them on the way and observing while they were playing, climbing a tree,
watering plants, eating or helping in household tasks. These activities and walks also helped
me understad the spaces children occupied. | moved around with the children and realised
that it was difficult to fix a setting as children were very mobile. The boundaries of home and
neighbourhood and for some even the school were very blurred. For a few chiidren,

school was next to their home, making that space an extension of their neighbourhood. For
instance, on a Sunday when the school was closed, the children jumped over the school gate
and went inside to play. | also visited the village on weekends heerhildren were not in

school, to observe their morning routine at homeiarndeneighbourhood.

There was also a difference in the childrenod
It was useful to spend a prolonged period of time in #ld &s | was able to observe a

diverse range of activities and childéediscussions around the For instance, there was

more discussion about pickimgahuaflowers in the month of April and children discussed

stories of snakes when the monsoon was agiag in June.

Leyshon (2002) observes that the advantages of participation and informal dialogues are that
it makes children comfortable, easing them into the process of the resemeth.the

research questions (Section 4.1) as a guide to obsehéardhildren in the villageDuring the
observations in the field paid attention to daily routines, social actions, behaviour,

interactions and conversations with adults and peers, language, body language, relationships,
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events, as well as spatial andational dimensions (Mason, 2002) including the layout of the

space and the physical elements.

Participant observation combines two different proceksigarticipation and observation
(Dewalkand Dewajt 201 1) . Based on the researcher b6s
(Davis, 2000), there are varying degrees of
Some researchers adopt the approach of d6not
ethnaraphic approaches recognise that such a detachment of the researcher is difficult
(Mukherji and Albon, 2010, p.70). During the research, | placed myself at various points on

the participantobserver continuum, flexibly working and moving between the wfles

participation and observatiohdecided whether to participate more or observe more or less
based on where (context) and what (situation or activity) | was participating in. The

participation ranged from observing what was happening, listening,dgataking part,

playing, engaging, collaborating, helping and sharing. At some points, | was more of an
observer as | would watch children play a game and at other times | was a participant, as |

walked with them from the school.

4.6.2 Conversations andnformal dialogues

In addition to participant observation, informal dialogue was used as a technique for the
researchl had a guideline for the questions that took the form of informal discussions,
dialogues and reflective conversations with childranng) the process of observation, while
they engaged in some activity or were drawldglike structured interviews which are clese
endedthese allowed children to express their thoughts more freely, though thighin
framework of the issues | was intelesin It also gave me an opportunity to incorporate new
areas or issues identified by the children themselves. This was a good method to gain

information about childrenbés perspectives an

These dialogues were morseaful than structured interviews as the communities did not
discuss their worries and hardships in isolation. These came up in everyday conversations.
For instance, the children discussed fathers physically abusing their wives after drinking
when there waan incidence of domestic abuse in the neighbourhood. Both adults and
childrenin the village reflected and made sense of their lives in relation to everyday events.

Through being present in their everyday, observing and having conversations, | attempted t
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understand the everyday lives of children. Through conversations with people and children, |
also realised that risk and hardship is a notion that may have different meanings for the

community. laskedquestions to understand hardships and risks frompbespective.

4.6.3 Visual techniques including drawing and photographs

Along with observations and dialogues, visual methods including drawings and photographs

were used for the research. Using these methods was a creative way to motivate participan

to be part of the research process and it helped bring out complexities in expefibaces.

nature of the research questions and a personal interest in visual methods was the motivation
behind using visual tleteeparticdacontext of tlidsCdayn nel | , 2
visual techniques were selected for their power of communication. They provided children

with the time to think, build an idea rather than responding immedig@elyntlett 2004). As

one the participants Reema s&dl aana, mairsochkerakhugi(come tomorrow, | will

think about it).

| am aware of the critique of visual methods, that they may not necessarily interest children
more than any other metho® 6 C o n n e lahd,in m¥ @atk3lipg not work with this
assumptiorthat they would or would not be interestéathe research, | used them with the
awareness that visual methodsesearch are not unquestionably good, or better than other

forms of research

Visual tecmiques such as draw and dialogue

After building a rapport with the children, in the second half of the fieldwork, drawings were

used as another method for engaging and having dialogues with children. There were a total

of 44 drawingsDr awi ngs wer e used t o uooutthesrAsPuachd chi |
(2002, p.331) observes, O6the advantage of us
creative and provides them with time to thin
image can be changed and added to, giving them more congrolvbat to express, unlike

an interview situation where responses tend to be quicker and more immediate (Shaver et al.,
1993). In my research, through drawing as a method, children were able to take control of the
activity. For instanceMani said,kaal leke aana, aaj mood nahi hai, isliye nahi ban raha

(bring it tomorrow,today | am not in the mood, so | am not being able to draw well). As a

method, children were also reflexive about their participation and critiqued their progress.
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Children would look atheir drawings and commentsayjigi t i s not niced, or

your friend say Ambi ka. 0

Adapted fromEE d ®n 6 swq(r2kd,1 31) asked children to oO0draw
directly on daily practices and routin€hildren were given an A4 size paper, divided into

four parts and were asked to draw fthings that they do at home or in the village. In the

semnd activity, children were asked to draw two things they liked and two things they did

not like. The children were assured that the information they share would not be shared with

others in the community, ensurgwithgtheiothersdi d no't

In the beginning, the method did not work as | had visualised, as the children were unsure.
They would only sit with the paper and colours, while some copied drawings from their
school books. But as they became familiar with me, they able to express themselves
through art. For instance, Indrani drew three figures of her sister and explained it by saying,
in the first, she is carrying a pot of water, in the second she is cactyamgta(plant leaves

used to make soap) from the jlm@nd in the third, she is carrying mustard from the fields
(Figure 4.1). The drawing helped me understand some of the different activities children
performed in their everyday lives.

Figure 4.1Indranib s d r a wi n g(from L-R)rcagrying svates ih @ potharotaleavesfrom the forest and
mustard from the fields
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There were some children who enjoyed drawing but others who were reluctant to draw.
Nishg for instance, preferred to talk. Therefore, | had to be reflexive in the wayl ithis

method with children. While making these drawings, the children had conversations with me
and each other, describing their artwork or having conversations around the drawing. These
conversations were rich and along with the drawings helped me tungersd c hi | dr en 6 s
everyday livesThe conversations around them helped bring out complexities in their
experienced-or instance, while drawing four activities of their day, all the girls portrayed
themselves drawing water from the well, whileShivd s of) arawing there was a girl

drawing water from the well. This led to children discussing different roles of boys and girls
(discussed in Chapter 5, Section 5.2.2). In the thesis, | use both the drawings and the
accompanying talk as data. In some placdleranalysis, | draw more attention to the

drawing and at other places to the talk.

Photographs
During fieldwork | took photographs. They were taken to describe the context, including
home, school, village, the activities children engaged in, garegpthyed and spaces they

occupied. Children would tell me what they wanted me to capture, e.g. during play, while

climbing trees, putting flowers in their hair, wearing sarees, or with animals.

Figure 4.2: Children wanting to mhotographed with flowers in their hair [Photographd 28nuary 2018] and
with their animals [Photograph, 2April 2018]

Initially, the intention was to use photographs for description but slowly children started
using this is a mode of expressioriling me what to pay attention to and what to capture.
Thiswass i mi | ar t o t he Hsteetrchildren of&artheast Brazih(t968), wi t h

where the children naturally became collaborators, taking the recorder and doing interviews,
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and decolonisingp some extent the ways in which children become part of the research

processAs a met hod, it provided me witdhbyan insi
focusing on collaborationandthed ea of ficreating something to
shaed betweenthe e sear cher and informantdé (Pink, 200

The photographs as research data from the field were multimodal and layered, providing a
deeper and richer understanding of the context of the children. It Hedttedunderstand the

embodied experience (Chapter 3, Section 3.7) of the participantseandrthe s e ar ch ( Ni s
2011).

4.7 Fieldnotes

To record the observations and conversations, | took fieldnotes, which formed a central part

of the data collection. Initially, during the time | spent in the school, it was easier to write

some words or sentences of observation in my notebook, this swea alay to gain
childrends interest and t o rpbysi@mEdseanch t he sequ
settings (such as standing outdoors, or while participating in a task) or social settings (in the
middle of a conversation), it was not possible to tadies in the fieldDepending on the

feasibility, when | was alone in the field or walkinghetween places, | would write a few

words on my phone (notes applicationhis helped me remember the sequence of events

that | elaborated while typing out tHeldnotes later in the day

| developed a system 6éld note taking whereby | left a margin approximately 4iwds of

the way across the page, andtermy descriptions on the left and the first stages of thematic
analysis on the right (May, 1993wain, 2006). At the bottom of the page, | was writing my
overall thoughts and reflections. The fieldnotes also include the date, place time and a small
description of the context. Figure 4.3 below is a sample from the actual fieldAdtie

end of eak day, | wrote the fieldnotes as a way to preserve as much as possible. On days |
was not in the field, | would listen to the audio recordings and transcribe data, adding to the

notes and making the conversations richer.
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Field notes

1" June Z018
Sikases house

Initial comments on
the aeles

ks bouse. Her kakf maré (cousin grand

ing €
i mather had gare for werk 28 cor
and ke children were al home.

waler)
a madam ™)

cause you have come froen far )
s acchi |c|kn )

e
el

i
Farmily bathe thers, ever Aska goes |

et
1IIJ|hUr\JLb(I wler, ILmlL \'Ith:LIII]de
not return that waler and
1o hard or sericusly) on
the bucket o water she kad Glled.

i padthari, madam kaise §

Abler a few days ol illness, 1 reached the valkage and

s was al the buack
af the hingse carnyirg 8 keavy pol of water and poaring it in s
ket kept near the house. Vikas, her yoursger Srother was
fiallwing ber with a sall buckel af water and Ganeshree the
oumpest wis cary @ sl poton her head. | asked Sikaso what
suicl-puaani dho ke la Rahi hoon. Nahare

Fley, 1

Ky fuom dpor se agyi fo. [Lel me

e gy b, (The water has reduced), implymng
of thal, Lekin heeramani log abki
b jaard bz, (30l E

leeramar and

‘xn. 'Ilm_ filled ore :|||5 :L.Lkn.“ and Ganesbree a:ld Vikas's commmon

el |J| d
i watk it Sakaso kat bim (not
, amid ther: batked Ganeshres with

commening and
companing hygiene
with peers

The skt e Tiam DAT Chalf 7 67 (DAl you g0 fack 1
d edd me 10 come and stand
haeat saying Giam

in the shads s 1 was standin g i
g (you will get featet] hes

Pmbki joired us outside the hoase while Stkaso was bathmg
Ciamesksee.

toded her abaout

She sulon i tyre lobe and said-1 kave not seen you ina few days, [
the ilness s she saad yes, 1L 5 very bot. Piniks

added, ma i g i Jina

sarmi lagtar bai, mmm.\’m u.-n‘-.'umu.\’wmﬂanuu taking

= btk right row as the water will be very bat. Feel so hot that 1
dor"teven feel like working).

nng or -u.1u-q.~.m|u:r it 15 nod |h>1u:{\ She
Jooked al the howse snd ssic irko poani amne se pehle theek ko
ke hain, varna giv jayega (we are repammg 1t elore the rans,
olkerwise 1L might [211)

Pinki {refierring to the school errace)-abi famg chatt pe
Baithrae. Wiahar thodi acha Ao lagsa hai. Jam, filtmia logo ke
saath, (will row g o sit om the rool, There i some ool bresne
there, Witk Jarmi, Filimita sné albes)

Pinki -l froam s pe bl i fenate. €ifams hat, grandls aate
hain. Bacehe ks be jmate kair. (Ibese days we don't even potothe
o, i bat and thieves come in the village. They pick children
nd girls )

Ak fumne s hai kst ks le jaate? (have you beand of

ok Par ye accha samay hal. Gham mein log
ghar mein rehie hain na (This is good time 1o come becsuse it
it e peapke stay indoor)

Auhal ik dhare fagta hai (These days we are ssared of this)

express -\écnn oo
n fi

major concem amd
canses hamdship dhuring

the summer season

Children and adules

the community wo
their everyduy routi

segian is usually

accompanied with  lot

in
rk
ine

of thunderssoem and

lighteming

Children of the ame

age formed groups end

would mestly be seen

apether
Children cannecied

esilience

Risk in the cocmuni
ﬂllimnwnuldndlm

When 1 reachid Heamans Fous, Feereman, e
Somarrani were Jeavirg witk their mother who was carrying & sy

{cice clesner made with bamboo) on ber bead snd a bae fill of

Figure 4.3: Screenshot of fieldies along with the preliminary comments and colour coding

The fieldnotes were descriptive, detailed, and compiled with as much care and consciousness

as possible (Hammersley and Atkinson, 2007), trying to paint a vivid picture of the context,

the particpo ant s

and

t he

everyday

events

n

t he

particular attention to language, body, relationships, spaces and material @d@agswith

routine everyday events, | documented any unique events that took place in theschild s

lives during my time in the field. Through these notes, | tried to grasp the richness of the

c hi

field. Along with descriptive notes from the field, | was also writing my personal reflections.

As an ethnographer, | was aware of the importance of fieddraotd how my writing choices

and stories and instanceshbse to focus on (Emerson et al., 2011) would impact the

research and influence the readers understanding of the lives of people | worked with.

During my fieldwork from January to Ju2018, | wrote a total of 1,40,514 wordhese

notes include my observations of the context, events of the day, conversations that took place,

reflections, observations about ethnography as an approach and my role as a researcher. All

the files were stokon a password r ot ect e d

area of

commitment made to data security in the ethical review.

t he

uni
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Audio recording

In the first two weeks, | did not record audio, but as the participants became familiar with me

| used my pone to record conversations in the field. There weotahof 64 audio files with
approximately 89 hours of recordingtotal (Appendix 1) In a few places, | would add my

own voice comments, where | felt the observation could not be captured onAllittie.

files were stored on apasswggdrk ot ect ed area of the universit

commitment made to the ethical review committee.

4.8 Dataanalysis andwriting

The data, obtained through experiences, observations, informal dialogdepthn

interviews, and visual methods, was produced in the form of fieldnotes, audio recordings,
drawings and photographs. It is established in ethnography that data analysis should be an
ongoing process that should not be restricted or left for the fatageés before writing
(Gallagher, 2009). This was also true in my case, and | began the process of data
interpretation during fieldwork and continued thereafter. The fieldwork, like other
ethnographies, was physically demanding (Atkinson and Hammer§igy),2nd | spent

more time in the field collecting and generating data rather than on analysis during fieldwork.
After returning to the UK from fieldwork (which lasted from™L.&anuary to 8 July 2018), |
engaged with literature but did not take up phecess of analysing the data immediately.
Since | was personally invested and very close to the data, | took some time to distance

myself before | transited to the process of analysing and writing.

First, | collated and arranged all the notes from the field. | tried to familiarise myself with the
material by reading through the notes slowly and carefully (Goodall, 208¢ihg attention

to the way people talk, and what the participants waying.l read systematically, going
through the pages of the field accounts with
threads that could be woven together to tell
social world (Emerson et.aP011). A close examination of and reflection on fieldnotes

helped develop analytical insights (Emerson et al., 2011). Reading notes as a whole also

enabled me to recognise patterns and make comparisons, helping interpret the data in a

reflexive mannerNlason, 2002).
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| then started writing my preliminary observations and comments on these fieldnotes on the

side, keeping the research questions in mind, making note of interesting details, and this

formed the basis of my preliminary interpretation. Theéswased on constant engagement

with the data, where throughout | focused on questionstad, what, why, when and where

(Dey, 1993).The construction of these analytical comments helped in internal dialogue,

thinking aloud, and engaging with the matenahich is the essence of a reflexive

ethnography (Hammersley and Atkinson, 2007). After writing the preliminary observations

on the fieldnotes, and reading of the fieldnotes, | identified the common occurring themes

and patterns in the fieldnotesandgthe el i mi nary comment s. For ins
sibling care, childrends friendships, i ngenu
identity, hardships in everyday lives were some of the recurring themes throughout the data.

With more readingf the data and the emerging themes, | changed my lens from resilience to
agency as it helped me provide a richer acco
Chapter 1, Section 1.2). | examinedlchildren
spacs, with material objects and in relation to their relationships in the village, using

everyday hardships and rs&s a backdrop to explore these relationalities. These broad

themes iphysical space, material objects and social relationghipgcane the basis for

the analytical chapters for the thesis (Chage6, and 7). With these three broad themes in

mind, | revisited the original data and using colour codes, identified them within these

themes. | created a matrix to collate all the dataimitiel thoughts under each theme, and

created suithemes. The amount of data under each theme varied, and there were more

instances in some compared to the others. There was some data overlapping with different
themes, in which case they were includetioth the themes. Mind maps (Figure 4.4) helped

to better understand these themes and linkages, that formed the basis of writing the analytical

chapters.
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Figure 4.4: Mind map of the analytical themes

As a researcher, | am aware that existing resdarofinology may be limiting to

et hnographic and qualitative research (MaclLu
60reduce6, for | anakktheodhta dpend uniatelligibles waitirsg for analysis

to make it worthyl was conscious abouot condensing the dat@dthrough a continued
reading of the notes, going back and forth,
(Miles and Huberman, 1994).

4.8.1 Transcription

| also listened to the audio recordings of the convemssitand discussions in the field

alongside the analysis of written fieldnotes. | made a short summary of each audio recording,

later revisiting and selectively transcribing in detail the sections | used in the final writing

(Copland et al., 2015), based v themes that were colour coded in the fieldnotes. After

making a list of themes that were to be discussed in the chapter, | looked through the notes

and selected and transcribed excerpts that w

lives or vey unique and telling and helped illustrate specific aspects of their lives. Since |
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was working towards presenting the data in the form of excerpts, followed by its description
and analysis (Mason, 2002), | selected excerpts from the fieldnotes and saied de
verbatim conversations through transcription. The following table provides a convention that

| used for translation.

? Questioning intonation

! Exclamatory utterance

Words in Sargujiaor Hindi (nonrEnglish) transcription
italics

(words) English translation

[words] Other details, nowerbal observations

e Non-measured pause

Underlining for emphasis

Table 4.2: Convention for transcriptigddapted from Richards, 2003; Copland and Cze@615)

4.8.2 Presenting visual data

For the analysis, | also use the photographs from the field. There were a total of 328
photographs. In some places the visuals accompanied the fieldnotes, enriching the excerpt, in
other places these were used by themselves to discuss themes of relewgacesed and

analysed these photographs based on the themes they were linked to, in connection to the
fieldnotes (Pink, 2012).analysed selected photographs by using a reflexive approach,
describing the context and making meanimgelation to the ecumstances in which it was

taken. | engaged in an interpretive reading of the photographs asking a range of questions
including what the photograph was about, what the context of the photograph was, what
phenomena was photographed and what wasaindiyho/what was or was not included in

the photograph (Mason, 2002). Based on these questions, | analysed the visual data. As both
Pink (2012, p.97) and Mmaue,tisimpogsiblet® Captdetheci t ed
full processes, relationships aadtivities in the visualThereforeit is important to pay

attention to the context in which these images are prodtoedhe purpose of the analysis, |
described these photographs along with the context and also elaborated on the events that

preceded rad followed the photograph.
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Al ong with phot ogr ap hteanalysedataeMorethanitHedranwengsdp s dr a
it was the conversations around and about these drawings that were analysed and included in

the writing. The drawings were rich visubistrations, which exhibit how children see their

world (Punch, 2002). | perspeciive orctlee meaningdheypwere s e n t
attempting to conveginddid not impose adult interpretations to the analysis. Therdfore,

asked children to ¢atain what they made (Punch, 2002) and the analysis was based on the

conversation around the drawings.

4.8.3 Writing on

In ethnography, writing is messy as the social world does not present itself in separate

analytical themes (Atkinson Hammersley, 2p@Hor my thesis, the process of analysing and

writing was continuous, therefgie do not refer to it as oéwriti
writing the ethnography, | used fieldnotes as building blocks for constructing and telling the

story. | presentthd at a wi th o0t hick descriptionsdé (Geer
nuances of the everyday lives of children in an Adivasi village community captured by an
ethnographic study. Here, | present the data in the form of analytical themes. For the

analytcal writing, | selected a portion of the fieldnotes and audio transcripts and discussed it

at length, explaining the reasons for selecting the fieldnotes, describing and analysing the

text. These notes were reviewed, selected and discussed in accordtante nelevant

literature. This also helped me situate the study in the larger social, cultural and economic

context.

4.9 Ethical considerations and challenges in research

Christensen and Prout (2002) argue that the new social studies of childhabéhgsd the

way research is done with children. This per
new ethical dilemmas and responsibilities for researchers within the study of childhood
(Christensen and James, 2008). The ethical consideratiotisd research were underpinned

by this view of children as social actors. | based this research in ethical symmetry, as

proposed by Christensen and Prout (2002), who argue that children have equal rights as

adults Therefore] take as a&tartingpoint the view that the ethical relationship between

researcher and informant is the same in the case of both children and adults. The primary
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areas of ethical concern for the study were centred around issues of access, informed consent,

confidentality, power relations and protection.

4. 9.1 Gaining access into childrends | ives

Gaining trust and access to a community is not a straightforward process (Allerton, 2016).
When working with children in the communities in particular, one needs ta@agth

several gatekeepers. This includes parents, the community, schools, and local institutions. To
conduct research in the community in Sarguja, | gained access through the assistance of the
NGO Chaupal. Access to the community through a local orgamisatks easier both

physically and socially, as the organisation had a presence and purpose in the community,

and this helped build trust among people.

| took permission from the State Department of Education in Ambikapur (App2nhdixce

| was meetinghildren and spending time in the school. | got this letter of permission from

the department, once they were satisfied that my work posed no threat or interruption to their
department functioning, by making complaints against the saneeporting agaist the

teaching practices. Another issue around access | faced was in relation to the language. Even
though the state language was Hindi, a language | was familiar with, the community spoke
Korwa Sahadri (Chapter 3, Section 2.6.3), a language diffe@ntHiindi or Sargujia (the
language largely spoken in the region of Sarguja). In the firsbtwlree months, | found it
difficult to understand what the children were saying. | would often ask them to repeat or
translate in Hindi. They spoke in Hindi wihéhey were conversing with me but it was

difficult to observe and understand their interactions with each other. It was more difficult to
converse with thie parentamany ofwhom who did not speak any Hindi. At home, | took

help, learning new words fromynhousemate who was also from a nearby village and fluent

in Sahadri (discussed in Chapter 2, Section 2.6.3).

4.9.2 Informed consent

Gaining consent is considered central to ethics in research (Alderson and Morrow, 2011).
Informed consent requiréseimpartingof adequate information by researchers to potential

participants in order for them to decide whether or not to participate in research (Davies,
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2008b). Alderson and Morrow (2014)gue that researchers who seek consent from children

are more likely to take #ir views seriously throughout the research.

For the purpose of this research, | gained informed consent from both children andAadults.
Christensen (2000) argues, if we regard children as social actors, it is no longer justifiable to
say that childremre too young to understand or make a decision about participating in the
researchl prepared an information leaflet (Appendxin Hindi, in a clearly formulated

language understood by both children in the age groupldf gears and adults. This lestfl

was prepared in a question and answer format to provide information to the community about

the researcher and explain the purpose and the process of the research.

| approached the families in the community, introducing myself as a researcher who was
interested in understanding how communities. lvexpressed my keennetsstake part in

their lives, along with inviting them to take part in the research. As it was important for me to
under st and c his]ldddes thét bwapirearestgdendersiandieg what the

children did and thought (Christensen, 2004). | read the leaflet to the parents and the children

in Hindi, encouraging them to ask questions.

A simply worded consent form for the parents/caregivers and children was also prepared.
Their consent was taken orally, in Hindi from #feldren and in Sargujia from the parents,

which | recorded on my phone. Oral consent was effective, as many members in the
community were not literatend| did not want to make the participants wary byserging
documents and asking for signatures. | also took their permission teraadrd our

discussions and conversations. As most of them were unaware of audio recordings, | showed
them how it worked. Along with parents and children, the leaflet anseciorm was

shared with the NGO workerhesarpanch(head of the village), the teachers and education

officers, and written consent was received from the concerned authorities.

As Farrell (2005) argues, researchers should listen to children as eoiypaticipants. |

was respectful to the child participants and their right to decline involvement or withdraw
from research. Most families of children | met were welcoming, and a few mothers urged
thar children to talk to me. The children were initiadllry but curious. There was only one
instance where a child | m&t explain the purpose of my visit did not respond. | asked her if

she would prefer if | come later, and she said yes and | left. This could have been due to her
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unfamiliarity with a stranger. Later, when | met this child in school, she was very shy and

would not talk to anyone, only smile.

Instead of generic consent for the whole reseadnebed informed consent as an ongoing
processwhich allowed participants the freedom to decide whether they wished to participate
on a particular day. For instandil perceived a child as being uninterested, | tried to seek

consent through asking some of these questions:

- Should we keep talking about this or would you be more interested in
talking about [options]?

- Do you want to finish talking now or would you likedo this some
other day?

(Adapted from Morgan, 2000,3).

To cite one such instance, during one of my initial observations, | was sitting in the school
playground watching the children play. | was accompanied égrivho was unable to play
because ofininfection in her hand. After a while, all the children came to where we were
sitting and were looking at each other and smiling. | asked them what the matter was. There
was no response, then | asked what time they lysatal. They said 12 pm, and the time was

2 pm. | suggested that | leave, as | also had to eat and maybe they should too. Then finally
Meei said, they go home to eat. The children were not comfortable telling me of their own
accord that they had to leavihis incident captures the complexity of entering the field. |
discovered how |, as a researcher, also had to be aware of signs and cues which required me

to stop.

Throughout the research, |l paid attsand i on to
expressions, to understand if they were keen to participate in the resieanch particular

day the children were not interested in talkinggould not force them tdo so Towards the

last month of the fieldwork, two participants stopped engaging witkvimen | tried to

approach them at home, they would leave. Later one of them told me that she did not

participate sincé was very hot, she was bored and did not feelthilang. The other girl

disengaged with the research as she did not want to answer questions anymore.
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4.9.3 Protection and confidentiality

The research ensured the protection of the p
information confidetial. In accordance with standard ethical practice, | have anonymised the
names of all participants while writinuring the fieldwork, | guaranteed the participants,

that their information would not be shared with others in the commwitityput their

consent

There are limits of confidentiality (Williamson et al., 2005), for instance when a situation
arises where a child discusses abuse or reve
herselfhimself or others. In my researchinformed the childre of the limitations of their

right to confidentialityIf the limits of confidentiality are not discussed with children ttren

whole issue of informed consent could be questioMétdi@mson et al., 2005).

As a researcher, | encountered gitsation once. While the children were drawing and
discussing their everyday lives, they casually mentioned that some boys and girls play in the
semiconstructed buildings addingo ganda khelte haithey play dirty)andremove their
underwearSince myresearch was based in a UK University and the fieldwork was in India, |
considered the ethical guidelines regarding child protection in both countries. The ethical
committee at the University of Leeds does not provide any fixed protocols for situations
where there may be potential harm to the participants and takes a case by case decision
(University of Leeds Research Ethics Policy 9.0). In India, there are National Ethical
Guidelines for Biomedical Research Involving Children (2017), but they focus esrcasn

the area of health (Morrow, 2013)was difficult to find adequate guidance in a single set of
ethical guidelines, as they do not keep pace with the theoretical shifts in thinking, such as the
new ways of conceptualising childhood (Davies, 2Q0Bbboth countries, the obligations of

a researcher with regards to child protection were unclear (Williamson et al., 2005).

In the given situation, | also asked the children if they had informed the adults in their
families. Some said yes, adding thair parents scold those children. | told them that |
would discuss this with their parents too. After discussing it with my supervisors, | talked to
the head of the NGO, who advised ta@ot intervene directly, since the community could

be alarmed anthight not be receptive. When the NGO fieldworker had her monthly meeting

with the villagers to discusses different issues, this was also added to the agenda. The
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organisation also had booklets and trained staff to talk about child protection (Figure 4.5).

Since the fieldworker was accepted by the community as a trusted person, she had a general

di scussion with the community, talking about
compromised and how parents should be alert and taking care. Since | wesseat at the
meeting, | was unable to capture the parents
fieldworker she informed me that they were interested in discussing it and ensuring their
childrenbés safety. Dur i ngnothea childersdscussfsuch he t i

incidences again.

Figure 4.5: Child protection manual for fieldworkersed by the NG@haupal (Hindi version)

Figure 4.6:Rights of thechild booklet used by the NGOhaupal

4.9.4 Awareness of the culture andontext

A range of literature has emerged regarding research with children in the Global South. There

may be different understandings of children in each country, constructed and reflected by
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culture, religion and history (Twaidanso, 2009)While broadshared ethics practices are

crucial, there is a need for flexibility that can be applied to a given context or situation. It is
important to understand the local contexts in undertaking research with children and families

in environments that change rapidivhethereconomically, environmentallgr politically

(Morrow, 2013).In the case of India in general, and Chhattisgarh specifically, ethnicity and

caste were highly sensitive and political issues and nesdesideratiorwhile conducting

research. The role of men/boys and women/girls in the families was alsoigidisedefined

in the communityln the village, the children assumed social and economic responsibilities at

a young age, like taking care of younger siblings, assisting in the household, agricultural or
incomegenerating activities to contribute to the familyeliv i hood ( O6Kane, 200:
Woodhead, 1998; Hart and Tyrer, 2006). Whil e
researcher, | needed to consider the appropriateness of different methods and to keep in mind

if it was timeconsuming for the children and atiuWvho had to work or attend school.

Therefore, ltried to domy fieldwork in a manner that caused minimum disruption to their

daily activities, doing my observations around their everyday activities and engaging with

them while they continued working othen they were resting.

It was also important to be aware of social and cultural norms as an outsider to the

community. | did my best to ensure that | did not offend anyone in the field through any of

my actions. Even though | was cautious, one such intidek place which briefly impacted

my relationship with children. There was a misunderstanding with the mother of one of the
participants, who did not approve of my behaviour. As a result, some of the children stopped
talking and responding to me. On uy, other girls informed me that they had been asked

to maintain distance from me. One participant also expressed her disappointment, saying she
had not expected it of me. The misunderstanding was resolved with the help of the NGO
fieldworker and thenulh i yfandils With some convincing, the children also started

conversing with me agailuring this period, | looked for literature and similar experiences,

butl did not come across any such incidents i
findsupport from othersd experience and |itera

the fieldworker was crucial in restoring my relationship with the participants.
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4.9.5 Safety as a&hallenge

One of the main challenges of being a female researcher in the field was safety. | discuss this
here as it impacted my work and | made different decisions baseddaming the visits, |
recognised safety as a concern, especially as | was from a difféyeh was advised by the

NGO and the community to leave the village arourm 4.30 pm each day, around the time

of the last bus to the city, as there were a lot of men travelling on the highway on motorbikes
and cars who would create trouble, andé¢hgas a forest on both sides of the highway

making it very deserted. There was always a member ontikéiyas family, his wife or

daughter, who would accompany me to the bus stop on the highway and wait till | got a bus,
and on some occasions, the creld accompanied me to the bus stop. These timings and
dependence on people to accompany me made my fieldwork slightly restricted as | would
have to take a bus ideally before ddPkople in the villagalso asked me to avoid coming on

festivals, when menrthk copious amounts of alcohol.

Conclusion

This chapter has discussed the methodology | adopted for research with children, to

understand their hardships amgks and how they negotiate these in their everyday living. |

adopt ethnography as asuitablp pr oach, to create a sustained
lives allowing for multiple perspective. With this approach, as | was able to spend an

extensive period of time in the villagandit allowed formethodological slowness (Massey,

2002) thathelpgg me gain deeper insights into childr

| introduce the participants and the research setting and discuss the experiences of doing
fieldwork. Throughout this chapter, | emphasise the role of the researcher reflexivity,
including inaccessinghe field, building a rapport and addressing power. Using reflexive
ethnography as an approach helpesuse different methodscluding observations,
conversations and visual methditte® drawing and photograghbased on the suitability of

theparticipant and the context, a discussion that | take up in Chapter 8, section 8.3.3.

| systematically document the presentation of fieldnotes, the process of data analysis and
writing, providing illustrations for the reader. Through presenting issuethics and

complexities in research and practices, | explored different ways of doing research with
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children. Since there were no set rules (Christensen and James, 2008), as a researcher, |
critically engaged in discourse on ethical practices ddradwork with children and

communities.

Having discussed the approach, methods and ethics | used for the research, in the next three
chapters, | present the analytical data fron
with agency through interactions with their physical space, evenydgrials and in relation

to their social relationships. The next <chap

enables (or not) childrenbés agency.
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Chapter 5: Childrends agency in relation to

Introduction

Duringmy time in the village, | observed children in various spaces of their everyday lives,

looking at the impact of these spaces on their lives and how children, in turn, impact these

spacesl n t he chapter, | withxetation to their @enydaly physieat 6 s a g e n
spaces in the village including the home, neighbourhood and the school. Spyrou (2018)

argues that situating agency in its spatial and temporal contexts allows the exploration of its

varied manifestations.align my understanding of spaagth Massey (2005), who views

space as relational and as an interconnection between people and things. | algithalign

Holloway and Valentine (2000b, p.18) who argue thatspaces of everyday life are
6produced through their webs of connections
along with the discussion in Chapter 3, Section 3l8réat space as dynamic, rbnear and
interconnected-or this chapter, | ig on the discussion of space that looks at it as

interacting,always becoming, transforming and being transformed by the bodies that move
through themgionngnetate ( &fo ra)mdh, Arcdersbn, R0d2x.f t | , 2

As Massey (2005) elabates, spaces are produced through social practiegglore the
complex ways in which children manifest their agency in these everyday spaces through their

practices, paying attention to the complexities, intricacies, tensions and ambiguities of

childrebs | i ves (Tisdal/l and Punch, 2012)-. A spce
' i near ity o fHaaokéttetlald 2085indhss chiagtey, kesgadge with looking at the

everydayness of childreno6s I|dedistesactions (Hertom pr ac
and Kraftl, 2008) . | explore how spaces were brought

andrelationships with the human and Albaman (Djohari et al., 2018).

The first section explores the various spaces children oceupli@v their agency is enabled
throughand in interaction with these spaces including home, school and neighbourhood. The
chapter further explores how children engage with work in these different spaces, that

enabled(or not) their agendp.thenextseatin, | | ook at chil drends e
physical environment, which | illustrate using engagement with water as an example. This is
foll owed by a section where | discuss childr

space. The final sectiamx pl ores chil drends access and mob
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considered risky by the communifyh e chapter aims to | ook at i
|l ives, exploring childrenbés agency through s

negotiating handling risks antdardships (Van Der Burgt, 2015).

5.1 Agency in and through spaces

Childrends construction of space in the vildl
occupied, this included the fields, school, neighbourhood; places where theynabgtd

like the Oraon hamlet due to restrictions posed by caste in the society; and where they should
notgo, like the jungle, highway, playing out in the heat or climbing trees, due to restrictions

posed by adults in the community. The children tradethrough these spaces on foot and

mostly travelled around areas close to their homes. This section illustrates the ways in which
childrendés |ives were constructed through th
Valentine, 2000a). Here, | look at tharious spaced including school, home,

neighbourhood and fields that children were a part of and how these places influenced

their agencies.

5.1.1 Home and neighbourhood

Children were very much present in most parts of the house, as there wadrspéixe for

them. The houses in the village were small, with a small room for storage and cooking and an
L-shaped room surrounding it, where the family members slept, ate or watched television.
Some homes only had one room. There was usually some spsicke dlie housé fenced

or unfenced where families, especially children, spent most of their time. As there was not
a lot of indoor space, children mostly spend time outgidbome,Mani spent most of her

time sitting under the mango tree, workinggyphg or sleeping.

Seasons and temperature also had an impact on the everyday activity and movement of both
children and adults. During the summer children spent more time indoors watching

television. The parents also encouraged them to stay indooregaa® s mo tjber s ai d,
gham kare hain toh TV dekhe badhiya valnen it is hot, they should watch TV, that is

good). Even the adults spent the afternoons indoors during summer.
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After cooking in the kitchen, Ree 6 s mot her | ay on the floor
head with a saree to take a nap while the children were wgttevision.

[Fieldnotes, 8 May 2018]

Both the children and the adults in the community spent time resting and relaxing, especially
during the summer afternoons, either by sleeping or sitting in the shade indoors or under a
tree with other members of the village. Tailies also collected waml for the monsoon

during the summer, as it was difficult to go out and collect any wood during the rains.

Additionally, if the logs were wet it would also be difficult to light them on fire.

In the village, adult needs of space were prioritised oveetbbshildren WhenMani6 s

brother came back from work and wanted to watch television with his fristads,and her

younger siblings had to leave the place without arguing. But in other instances, the children

would continue sitting or hide the remotdis example illustrates Aitken (1994) and

Sibleyds (1995) argument that the hicmée i s an
power relationsHome was a space where childpractised negotiations with adults through

domestic responsibilities,vich may subsequently support their negotiations with parents

over their use of spaces outside the homeJsasobserved byalentine (2004). These

negotiations with adults were practised through resistance and compliance, mainly through

doing work or refising to work This contributed to their agencies within well understood

hierarchies and deference.

Parents beliefs and constrained agency

Childrends spati al movements were also restr
about the village being dangerous place for children (Valentine, 198li3hawas not

allowed to go to the pond to bathe with her other friends as her mother believed that there

was abhoot(ghost) in the pond and that might be harmful to her child. Nonetheless, despite
hermoh er 6 s Nishawowdrsometimes go to the pond with her friends. She would

ensure thaMita her cousin, was with her, so she was accompanied by someone her mother
trusted. This way she did not compl edamel y di s

time exercising her agency to go to the pond.

Through observing interactions within families, conversations with children, parents and the

villagers, | came to understancetherceived dangers for childrenthe village These
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included extreme wdlaer like heat, speeding cars making the roads unsafe and the fear of
strangers as they might abduct children for human sacrifice, for religious purposes. During

my time in the village, conversations with children and parents revealed that as part of a

ritual, human lives, especially children, were offered in prayers to the god before the

construction of a buildingThis was done due to the belief thavduld helpstrengthen the
foundationsof the building This piece of information was further confirmeih the NGO

fieldworkers and by newspaper reports (Choudhury, 2016). These perceived threats to
childrends safety restricted childrendés move
village, constraining their agency in their physical spacechiren, especially boys, found

ways to negotiate them and go out. Even though parents would disapprove or get angry, most

did not punish children in any form and some parents would let them go saying they are boys,
they dondt | i s tdemays toiraved outgiderthe sSome, thaugh it ivas unastly

in groups. They themselves preferred to go out together, especially at night, as they wanted to
avoid the danger of unknown elements. They would try and limit themselves to familiar

spaces or spaceblse to home. Girls also ventured outside the homes on the pretext of work,

|l i ke washing clothes and filling water. Si mi
Bolivia, children had boundaries set by adults, that would limit their possibilities, tyeh wi

these constraints, they asserted their autonomy and played an active role in their social

worlds.

5.1.2 Agency in formal and informal spaces in the school

This section explores the ways in which children experience, interpret and negotiate their
agencies in different spaces within the school, with relation to the others. There was one
primary school in the hamlet (Chapter 2, Section 2.5.3). The formal spaces in the village
school included the classroom and playgrodr informal spaces were the kitchen and the

backyard in the school, where children played without much adult supervision.

The formal structures of the institution largely made it restrictive for the children to produce

and perform agency, though they todlage by being responsible for the act of locking up

and opening the school. The responsibility to lock up was given tmdrleg the teacher,

who ensured that she was the first person to arrive and the last person to leave the school. She

took this responibility seriously, making sure all the materials and equipment were in the



proper place at the beginning of the day, preparing the space for the school to function. At the
end of the day, she along with the other children would roll the mats, put the lohek;,

close the windows, lock the toilet and ensure no cattle were in the school compound before
she locked the gates. She instructed other children to help her, and was aware of her role and
recognised that locking the school premises was her resdiysitiring this discussion

again in Chapter 6, section 6.4.1, with relation to keys as everyday material objects.

Similar to Ansell 6s (1999) observation of th
was also seen as a site for the reprodudfayender identitiesThe school in the village was

seen as a space where gender roles and identities were being continuously created and

recreated by the children and the adults. §d¢teool had two teachers, one male, one female

and there was usually aher female teacher from the middle school who spent most of her

time sitting and talking to the other teachers. During the preparations for the celebration of

|l ndi ads Republic Day in January, the childre
Figure 5.1, only the girls were applying cow dung on the floor on the schoolyard, to

smoothen the surface and make it look clean, whereas the boys stood and watched,

occasionally passing the bucket of water when asked. Two older girls took the leaohgdirect

the others on what to bring and instructing them where to apply the cow dung next. The

teachers also encouraged the girls, by saying they did this at home and knew how to do it

well. The girls also took initiative and performed their agency within gerfaymal setup, by

taking leadership, instructing the others, scolding them when the task was not performed

well.
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,:I-:iguf.e 5.1: Children preparing the school for Republic Day Celeﬁ.a'tio.n ‘[Photograﬂgi%@?yn‘z.cilé]' :
The girls mostly complied witthe tasks in school, but at times expressed resistance, and at

other times complained about the task that was given. While being summoned, many times

the children did not respond immediately, especially if they were engaged in plgng.

while washingh e t eacher 6s utensil s kinaelkhatthany wer e 1
mota jayeng€how much oil do they consume, they will get fat) and then started laughing.

She was unable to refuse to the task but in her own way found a means of expression by

criticising their lifestyles and choices, that were different from her own. This illustrates how

the school as a structure reinforces gender roles, and how girls tried to resist and redefine

activities through humour and by expressing their opinion.

Children as social agentsveea O0r ange of strategies and tacti
hegemonic practices established both by adul
p.1437).As the children were unable to practice agency in the more formetspvhere

there was authority and control by the adult teachers, on days when the teachers were sitting
outside they preferred to play in the backyatdrethey could freely play, away from the

gaze of the teacher who would provide suggestions aboutiehahildren could play, how

to play or try to introduce rules in their g

children could run freely, make noise and their bodies were less restricted. Therefore even
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within the spaces of school, includingthregund t hat was meant for cl

children found and preferred the backyard that was relatively less supervised and was not

frequently visited by the teachers. This observation was similar to the one made by

researchers (Ward, 1990; Sibley, 19%ho have argued that there is a difference between

the formally designated playgrounds for children and open spaces and landscapes where the

children actually prefer to play.

Apart from the influence of the adult authority and their negotiations et t within the

school structure, some children also experienced less agency due to social structures like

caste, as the school had children from both the Pahari Korwa and the Oraon communities,

illustrated in the following excerpt.

The children inside #nclassroom were engaged in different activities including
writing or drawing on their slate, looking through their books, and playing and
running around the room. There was some noise in the other classroom and we
heard some childretndraniwent to check and came back, reportiagai ho

rahi hai. Suraj log Reema ko maar rahe haifthere is a fight taking plac8uraj

and others are hitting Rem). Then she addenhainisko bachane ja rahi hoofh

am going to save her). A while later shaureed followed by Reea who was

crying. Indraniexplained that the argument happened while they were playing
snakes and ladders.

Mani said,hum inke saath nahi khelte kyunki ye maarte Kamdon't play with
them because they hit). The other childremtorted her by cursin§uraj Kabir
and Seema behind their batkani addedvo Oraon hainUs para ke bacche
hamein tang karte haifthey are Oraons. The children from the other hamlet
trouble us). Later in the day when the fight had settled, when novasoking,

Reema punctured thetyre &uraps cycl e whi ch was parked i

schoolyard.

[Audio embedded in fieldnotes"February 2018]

The excerpt above explores the cldssrdoodwhemds r e

the teacher was not present. In this situation, while the children were playing, a fight took

place between Re®, andSurajand his friendslndranireported the fight to the children
sitting in the other room. While reporting ittoheefn d s, s he &umjd d gtdh e
(Surajand others), here indicating the difference in the community, Sincsgand the other
children who were beating R®a were Oraons. There were instances of bullying and

children experienced hierarchy with peetsowere from a different indigenous community,

tern

which was economically better. The children were aware of such treatment being associated
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with a difference in their socieconomic positioningMani also explained that since they

were Oraon, Pahari Korwa dthien did not play with them. During the fight, haahi also

tried to intervene, and all the children tried to stop the fight, but it was evident that the fight
became between children from the Pahari Korwa and children from the Oraon community.
Though Rema was hit bySurajand his friends, she did not engage much during thetéace

face fight, when they were hitting her, as she did not feel equipped physically. She did,
however, take revenge in her own way later, by punct8umgp s c¢ y cShewasvell r e
awarethat this would inconvenience him, since his house was in the other hamlet, and a few
minutes cycling distance. The absence of the teacher from the school premises transformed
the space, as power shifted and was divided between children fr@natwe and?ahari

Korwa community. The engagement between children of different communities led to
disagreements, fights and displays of power. Children appropriated these spaces differently

and explored different ways of enabling their agency.

Chi | doppertudites to exercise agency differed between spaces, according to their

varying social positions in these spaces. Reflecting on her work in rural Bolivia, Punch

observes that children may have more negotiating power at home, where they are mutually
invol ved alongside parents in the O6survivabil
interdependence between students and teacher
(Punch, 2004). Through these extracts, | discuss the different waysinavh c hi | dr end s
agency was enabled (or not) in the school, a setting that was structurally more restrictive. As
Skelton (2009, p.1438) argues, lebembntr en O6son
soci al patterns and powamderstamdpaweiasfius,l6 . Thi s s
performed and open to negotiatiogdqodyer, 2008), making it essential to examine it in the

given context (Holt, 2004).

5.1.3 Agency through O6carved6 spaces

The term O6carved spacesd h awdsdrielaical discusspnsr e d f
referring to children carving out spaces of individual assertion, independent of adults

(Durham, 2008; Jeffery, 2012). Here | acknowledge the relational and social nature of

c hi |l dr e nldthe fdlayvegqexcerpt, JamrParoandindraniwere standing near the

corner of a field near a tree and discussing
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following excerpt, as it is a telling example of how children carved out spaces for themselves
in the field

Jamni andPao were interested in asking me about my romantic relationships and
then told me about the boys they liked and the ones who liked them. Jamni added,
when | had gone to graze the cattle one boy profdakatll be his girlfriend, by

writing on the back of a bull. As they were talking, they saw a man approaching
and walk past the field and quickly became silent and signalled me to keep quiet
as well. As soon as the man went past they resumed their cdiorersa

[Fieldnotes, 28 January 2018]

In the above excerpt, the children selected a particular spot in the field, ensuring there were

no adults in the vicinity and then discussed their romantic interests with each other. As soon

as an adult approaetithey all stopped speaking till the person was far enough not to be able

to hear anythingPlaces such as homes, schools, playgrounds provide relatively well
boundaried contexts for childrendés | ives (Cu
agency iarved out due to adult presence and supervision. Therefore, children often
preferred | ess readily regulated spaces to 0

themselves, away from adult supervision.

In this instance, the children were discussargecret they did not want to share with other
adults in the community, therefotleeyfound a safe place. They exercised their agency in
choosing places, deciding when to speak and whom to speak with. Other children also used
these spaces to talk abougithifamily situation, for instanc&eelamnarrated that her sister
in-law made her do many domestic chores, and she often had to skip digelamwould

go sit by herself or talk to a friend about how she felt.

Rasmussen (2004, p.166) makes a distretn b et ween Opl aces for chi
pl aceso. Pl aces tdesigned dand designated spacesdor dhildren, a d u | t
whereas the childrenbés places are the ones t
these spaces included thalf-constructedndira Awaas Yojndnomes (a government housing

scheme, these homes were usually close to their mud houses but not in the supervision of

adults unless there was construction work taking place):affitnee in the village; roofs of

8 1n the Indian context the word proposadh romantic context usualipeansio ask someone ot
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the £hool buildings; spaces near the pond; a corner of the field where children would meet
others, sit for some time, play, talk or discuss their love interests or other secrets. During
fieldwork, the children took me to these spaces as they were importees plaldren

identified with. With no adults in the vicinity, children freely expressed themselves to each
other. The games children played in these spaces, inclghdargghar(homehome),shaadi
(wedding),pooja(prayers)mehmaar{guests over for a tqaarty), contributed in rehearsing

their roles in society. In these places, children were free to enact scenes that frequently
referenced their everyday life at home and school, with a joking take on the state of affairs
(Bowen, 2015)The children cherishitthese places as here they were away from adult gaze
and supervision. Such places afford greater
from adult control (Cunningham, 1991). These spaces were not hidden from adults but were
not necessarily aupied by them. These spaces were also important as they were seen as
time off from their routine life and work. ABaroexplainedghaam mein kaam kar ke thak

jati hoon toh kabhi kabhwahan ja ke baithithoon. Hawa bohot accha hai. baith $@otati

hoon(in the heat, when | am tired working, sometimes | go up [on top of the school roof]

there and sit. The breeze is nice [there]. | rest there).

5.2 Childrends agency in spaces of work

Here | discuss chil dr e enadedthgradgemcy Thispliscassidni c e s
of space and work is important, as there is
wor k. Through this section, | illustrate how

re(made) through differesites in their everyday (Holloway and Valentine, 2000a). This
helps understand how spatiality matters in the construction of childhood.

I choose to discuss agency through wor k, as
in the village was structad around workAs illustrated in the following drawing activity

whereMani, 10, describes 6two things | |like to d
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Figure 5.2Mani , 10, 6Things |

Mani explained her drawinffFigure 5.2) saying that she enjayesryingwater from the bore

well (top left), andcarrying mud for the construction of the house (top right). She also likes

to make oil from thenahuatree (bottom left) antb spread the log for drying to store for the

rainy season (bottom right). All the likes she expressed were related to work. She further

added that she did not enjoy washing utensils at migat,ko bhada manjhna accha nahi

lagta. Mera aankh band ho raha hota hir nahi karti (I do not like cleaing utensils at

night, as my eyes are closing, so then | don
chores, she had a preference for some. She did not like cleaning the utensils at night because

she was usually too tired and sleepy. Here skeceses her agency by taking control of her

time and refusing to perform the tasks at a particular time that was expected from her.

In another instanc&lani, Sakhj andNishawith their siblings went to a potato
field with their sickle and bags, the field had already been harvested and they were
looking for leftover potatoes that may have been missed out by the field owner.

[Fieldnotes, 28 January 2018]
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The childrenwere avi gating the field to | ook for pot
field was seen in relation to what they will be able to extract from the space while digging.

Since the field had been harvested, and children were looking for leftover pota¢ydsad

to look carefully and particular areas of the field with more potatoes attracted more interest

than the others. Their understanding of the space, that developed through their familiarity

with the space and observing other adults work, enabledattesircy. They also exercised

their agency by contributing to the family in a productive manner. As Panelli et al. (2007)

also observes, children6és work in rural area
household tasks, contributing to househmaintenance in paid and unpaid ways. Further,
childrendés work in the village can be seen a

their work, they helped ease the economic poverty of their family.

The following excerpt from the fieldnoteadithe photographs are further used as an example
to illustrate how children, if not completely avoiding work, found waykatween to resist

and exercise their agendpdraniandMani were helping their mother separate the rice from
its chaff in adheki(a simple machine made with a wooden log), in preparation for the family

dinner.

Thedhekicomprised of a hole in the ground where the rice was placed, and a
wooden log that was operated by foot. Once their mother cleaned the place, the
paddy was put ithe hole and like a seesaw mechanMani andindranistarted
pressing the log from one side with their feet, when it would fall on the other side,
it would hit the crop, and a continuous movement slowly separated the chaff from
the grain. BotiMani andindraniwere doing the work, continuously pressing the
log. Indraniwould occasionally stop in the middle to catch a breath or rest her leg
as it was strenuous work, Bdani continued tirelessly. After the first round, she
pointed to her head sayintna paseena aa jata hdit sweats so much). Then

while their mother was removing the rice from the hdani quickly went inside

the house to watch TV and take a break while their mother was preparing the rice
for the second round of separation. They werkedalut again to workndrani

was having fun jumping on the log, so after a while, their mother asked her to get
off andMani still continued.

[Photographs and fieldnotes! dune 2018]
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,“-‘ [/
Indrani working on ttlkek to separate rice from its cover (R) Their mother putting
rice grain in thedheki

The work of separating the chaff from the rice was physically strenuous and tiring but both
siblings found different methods of engaging with the task and finding their way through it.
As observed in the photographs, while their mother put the rice lmotheboth siblings

worked in synchronisation with each other to ensure the continuous and rhythmic movement
of the log falling on the paddy. Initially, boMani andindraniwere smiling and enjoying

the activity, but slowly their energy wore olfflani explained that the work was difficult and

tiring by pointing to the sweat on her forehead hrtttanistarted to take breakShe also

leaned on the cycle placed next to the wall to seek support.

Both the sisters performed the same task differently. Initimlyraniworked diligently but

later started to perform the job with less care, laughing and jumping, slowing the pace of the
work. Finally, her mother had to ask her to stop working. Omther handMani continued

to work with her mother from the beginning to the end but found ways in between to take
breaks and run away to watch television. Chi
web of connections with the wider spatial, matesiad social world. Even though children

had to engage in woild both at home and outside they found subtle ways of resisting

that enabled their agency, which is also observed in the works of Katz (1991), Punch (2001)

and Dyson (2008) in South Sudan, Bial and India respectively. In gte three contexts,
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children used their independent time within work, to play, similar to this excerpt, Maeiie

would run to play ifbetween work. Katz (2004, p.61) coinedthetérm | ay f ul wor ko6
6 wo r k f .rhis rginformegtide argument that play and work are not opposites, but
meaningful aspects of many childrendés | ives,
(Skelton, 2009).

Children used these tasks to exercise spatial freedom and take contral tiintinéiKatz,

1994). For instance, it was observed that children taking the cattle for grazing would

someti mes go further into the fields, away f
securing time off, where they would sit and talk to each ohteglamwho stayed witther

cousin brothef,sisterin-law, their children and uncle sajdb garu charati hoongmain apni

puskat le ke jaati hoon, garu cheri charati hoon aur parhti h@@hen | take the cattle for

grazing, | carry my book with me. | grathe cattle and readyeelamwas aware that the

task was unavoidable, therefore, she combined her school work, that she prioritised, along

with it. She found ways of doing things she wanted to, away from adult supervision, even

when she had to work algside. This discussion also helps think of space with relation to
childrends soci al relationships and materi al
Chapter 6 and 7).

5.3 Exploring agency through childrends phys

Children inthe village spent a large amount of time outdoors engaging with their physical
environment, especially while playing games, plucking fruits from the trees, walking to the

pond or sitting under thetred.i ght i ngal e (2003) ar garenst t hat p
passive backgrounds, but play an active role in their lives. Similarly, Ingold (2000) also

stressed the importance of the ecological context in which peopldtedollowing section

first discusses chil dr en 6snmenhtigabcgnéribueeato thewi t h t
agency, either by enabling or constraining it. | then discuss their engagements with water to

understanding their entanglements with the physical space.

7 Cousin brothers a common terminologysedfor referring toa cousin in IndiaGender is an important feature
in kinship terminology in Hindi. Where the repertoire is considered inadequate from a local perspective, it is
common to substitute local kin termsknglish (Chaudhary, 2007).



5.3.1 Childrendéds knowledge andemper spective o

In the following transcript from the field, as children were playing in the backl&adi was

tending to the potatoes they had sowed in the school backyard near the borewell. | discuss

this excerpt as itillustratdéda ni 6 s i nv e st meprand her certainty swapde t at o ¢
predicting weather patterns based on her experience and knowledge gathered from the

community, both adults and peers.

Ambika (looking up at the sky):agta hai aaj baarish hogiseems like it will rain
today)

Mani (while digging the ground for her potatdjiahi (no).

Ambika: Toh baarish kab aayedso, when will it rain}®

Mani: Jab arhar kateggwhen the lentil crop will be cut)
Ambika:Votohhogayanais n 6t ?t done)

Mani: Mere ghar mein abhi ho raha hany family is still doing i).

[Audio transcription, " February 2018]

The excerptdemonstratsa ni 6 s firm knowl edge of her phys.]
children in the village displayed this knowledge about their surroundings, including names of
plants treesandherbs They were aware dheir medicinal properties and how these were

beneficial and used in their everyday. Some knowledge was passed on by the elders in the
community and others through conversations with peers. There was a sense of security and

pride displayed while talkingbmut the environment and their symbiotic relation to it. They

were aware and felt connected and had firm opinions in relation to their environment. Most
children expressed concern and displeasure towards the cutting of trees in the village

phulwari(a plae with flowers and trees), a piece of land at the beginning of the village with

a dense cover of trees. Children often referred to it in their conversations about the village.

The photograph in Figure 5.4 illustrates Rwesitting on the mango tree outstikr house.

Her body was wrapped around the branch and she placed her head on it anchaghdeped

kadte dekhna accha nahi lagiado not like looking at trees being cut) [Fieldnote& My

2018]. Similarly,Mani also raised concern as she pointed guava tree and commented that

it was very sweet but she did not know why they were cutting it. She, like the other children

in the village, was unable to reason why these trees that provided shade, fruits and cool
breeze were being cut. By paying attemtn t o t he embodied nature o
was able to attend to the intimate and i nten
everyday environment (Woodyer, 2008; Jones, 2000).
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Figure 5.4: Rema siing on and embracing the mango indde expres"'sing her love for trees
[Photograph, 8 May 2018]

When chil dren were asked to draw o6four thing
expressed childrends thoughts and concerns a

the need for cleger spaces. Here | use two drawings by the children that expressed these
concerns.

Figure 5.5:Parq 13, Throwing garbage in the dstbin Figure 5.6: Rema, 10, Telling her mother to clean
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In both drawings, the children expressed a desire for cleaner surroundings. In Figure 5.5
Parosaid,main ghar ke bahar kachra phenkne ja rahi h¢bam leaving the house to put
garbage outside in the dustbin). Here she emphasises her active rolang keehouse

clean by throwing the garbage outside. In Figure 5.6maesplainsmain mummy ko bol

rahi hoon, yahan inta ganda kyun hai, saaf kyuhi kéya (pointing to the garbage, | am

asking my mother, why is it so dirty here, and she should cl€anliness and dirt was an
important concern for the children in the village. How they viewed and desired their homes to
be was also expressed in terms of cleanliness. Children were conscious of the waste
generated and i ts di X)pobssraationin &village ik €amibDMdaduHo o p 6 s
India, plastic consumption and waste had not infiltrated the community completely despite
being closer to the cityThe families produced cups from leaves, mats with dried grass and

carried durable plastic or ¢fobags to purchase vegetables.

Children exhibited agency by forming opinions and expressing views on how they want to

see their surroundings both immediate and the larger village. The first example of

expressing concern over felling trees is diffeffeotn the desire for cleaner spaces. With the

trees being cut in theghulwari and the village, thehildren realised their constrained agency,

where they were unable to intervene or change anything directly. But in their more immediate
surroundings at homar in the neighbourhood, they exercised their agency to make spaces

clean and green, since most were responsible for cleaning at home. They swept the house
regularly and kept the surroundings clean. My observations were similar to the ones made by
Phoenixet al. (2018) in their booEnvironment in théves ofchildren andfamilies where

they reveal that though childrends agency wa
across different spaces, chi |ldangieespoasible,0 di d n
innocent or vulnerable. In this case, this is demonstrated by their direct and indirect

involvement in their everyday spaces.

5.3.2 Childrends entanglements with water

Water and the practices associated with it provided me wittopgpbrtunitieso understand
childrendéds rhythmic patterns and spatial eng
(Woodyer, 2008), since a significant part of their everyday lives revolved around activities

related to water and water bodigse following excerpt is from a hot summer day, when the
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borewell in the primary school had dried. iypani, Reena, Indranialong with the school

cook Ramyacollected a few buckets and pots from the school kitchen to fill water.

The children, along with Ramyearried the buckets and pots in their hands and
balanced some on their head, walking slowly towards the borewell neaaRes
house, that was about a 5 minute walk from the school. At the borewathaRee
switched on the pump and they first washed theidkamd feet as it was very hot
and dry. They then filled the water with a pipe that was attached from the
borewell. Rema 6 s bShig wHo &ad not gone to school that day, was
standing close by and watching them fill the pManilooked at him and sa&jna
gaeShiv, dekh raha ha{why are you standing there and look®kiv)?, since he
was not helping thenghiv only smiled and did not say anything. Ramya added,
imitating one of the teachers who had asked them to get Wwatgrthanda paani
peeyengeghar se na lana chahiye. Yahan kitni dikkat hoti(sae says, we will
drink cold water. They should carry water from home, no? There is so much
difficulty here). After filling the pots and buckets, they helped each other place the
big ones on their headand carried the smaller ones in their haMimi was
carrying and balancing the heaviest one, which waslarg@rum. They walked
back slowly, ensuring the pots were balanced well. After reaching the school,
Ramya offered the water to the teachera jung and they asked her if the water
was clean or not, adding they would only drink it if it was from a particular
borewell.

[Audio embedded in fieldnotes and photograph&? 2@ne 2018]
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Flgure57 (L) Children filling water at the borewell and [Rani c:'alrrying the bot
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The preceding excerpt and photographs construct a picture of the everyday lives of children,
especially girls in the village. Discussions around water formed @ fag of village life for

both adults and childreiThis was observed more during the summer months when the water
bodies would dry up due to extreme heat. Though Chhattisgarh is a state which gets abundant
rainfall, the village had limited sources of wgtwhich became more difficult to access

during the summer as the pond, well and most of the borewells dried up. As the village was

on a slope it was difficult to drill deeper for a borewell to access groundwater, which also

required a lot of money.

Int he village the childrends time, movement a
accessing water for the family, school or for themselves. In the above excerpt, the children

had been asked by the teacher to bring water for them and as therewatsma the school

borewell, the children had to travel further away from the school to access water. This

changed the way children accessed space and impacted their movement in the village. They
could not refuse the t earchig €eréfaeltroaghuest owi ng
conversations among themselves, they expressed their feelings, sometimes through humour

and sometimes through anger, similar to as the school cook Ramya did when she remarked

that the teachers should carry their own water, knowiagondition of water here.

Expectations of children were also gendered, the boys were not usually asked to fetch water,
whereas the girls were expected to. The scarcity of water especially impacted the girls, as all

the girls involved in the research rgaesponsible for filling and carrying water for their

families twice a day. At school, they were expected to fill water for drinking, cleaning

utensils and for the teachers. This illustrates the notion that spatial practices, gender and
experiences of dldhood are intersectional concerns (further elaborated in Chapter 8, Section
8.2.4).

Most of the childrends drawings also il lustr
performed in their everyday. In Figure 5.8, Reedraws herself fillig water and carrying a
water pot back home on her head, in Figure lBd&anidraws herself pumping water from

the borewell and in Figure 5.18akhiis carrying water from the borewell.
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Figure 5.8: Rema, 10Drawing and carryingvater[Drawings, 19' April 2018]

Figure 5.91ndrani 8 [Drawing, 20" April 2018]

Figure 5.108akhj 8 [Drawing, 2 May 2018]

Girls usually went to fill water together in groups with their friends or siblingfaks

explains haan dikkat toh hoti hai, par kya karein karna padta hai. Dost ke saath baat karte

jaate hain(yes, it is difficult, but we have to do it. We go with friends, we talk while we

walk). As it was habitual, it became an engrained practice. €hilsicognised that there was

not much choice but tried to mattee situation enjoyable by going with friends. The
responsibility of bringing water also added
facilitating movement and access to spaces. It deml/children with the agency to get away

from spaces like the house or the school when they wanted to.
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Due to hierarchy and fixed gender roles, girls were unable to refuse the task of filling water,
but in spaces with their peers, they were at times @biesist these roles, negotiate and be
able to express not wanting to do them. In the school, during meal times the children had to
fill buckets of water to wash their hands and utensils, and for drinking. Usually, the girls
would fill the water and thboys would not help. The girls, while eating, would tell the boys

to not use the water they filled for themselves, instructing them to fill their own water. Those
who finished eating their food first would guard the water buckets ensuring that the dboys di

not use or used very little water they filled for themselves.

The school was a space where there was a possibility for the girls to assert themselves with
the boys. Even though there were fixed gender expectations from girls and boys, it was easier
to make these negotiations as there were spaces in the school mostly unsupervised by the
adult teacher, for instance, the backyard with a kitchen where the children ate and played.
These possibilities of resistance arose among girls as they observed theessfai

hierarchical gender relations. At times, they also heard women in the community speak of

these hierarchies. Therefore, to refuse accepting the status quo, the girls resisted.

There were also adult regulations that impacted and changed the ildagchsed space.

Sakhij 8, said, referring to the borewell in the middle school close to her Hauseyahan

nahi naha sakte, mudha pe jana padta Mita ki dai garhiyati hai. Boli hum khatam kar

denge, peene ke liye nahi h¢tze are not allowed to bathe in that borewell, we [referring to
children in the village] have to goto the poMitadb s mot her gets angry.
finish it, there will not be enough for drinking). There was a hierarchy between the adults and
children where adults took the decisions about which water source could be accessed. This
scarcity of resource and the adghild power relations in the situation also contributed to a

| arger part of childrenés t i mpondorewelhigsteadp e nt
of using the borewell near their houses. However, children were seen renegotiating these
adultimposed boundaries (Punch, 2001) by gaining control over their use of time and space,
deciding when they want to perform these tasks, attywace and how they would do it. They
walked in groups to bring water, on their way talking to each other, playfully interacting with
each other and objects along the way, meeting and interacting with people on their journey to
the water body, calling auo friends Theiragencywas produceéh their movemenas they

werechoosing how to perform and take control over their time, space and the task.
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This section has drawn attention to different ways in which water becomes a part of

c hi |l dr e n dwes tlerough thgirdeutynes| bodies, conversations; proposing a deeper
understanding of the materi@inbodied and spatial entanglements with water, that extend
and complicate the understanding of inequalities with relation to wdaaelfield-Hill and

Zarg 2019) . I take this wup further in Chapter

waterAl ong with being an i mportant part of

water has emerged as a global concern in relation to climate change anpgabiititmas on

communities around the world, raising issues of access and inequality. The material reality of

being impacted by the consequences of these environmental issues (Ingold, 2000;

Nightingale, 2003) was more direct for children in the village.

5.4 Understanding space through rural and urban relation

Anot her i mportant discussion with relation

space through rural and urban relation. In the following exdégsgand Jamni discussed

life in the villageand asked me about my experiences from the city.

Paro Ek baatbatag Dilli meinlakadibechngaate hain (tell me one thing, do
you sell wood in Delhf)

Ambika: Nahi (no).

Jamni Haansablog toh ameerhongena (because everyone is rich thete)
Ambika: Nahi, kyunkdilli meinitni lakdi nahihaina. Janglenahihai. (no,
because we do not have so much wood in Delhi. we do not have forests)
Jamni Tohkaisekhanabanatehain? Gasmein(so how do you cook@ith gasy
Ambika: Haan gas meir(yes, with gas)Aur sabameemahihote alag alag
kaamkarte hain toh alag paisamilta hai. Aur kuch gareeb bhi hote haifnot
everyone is rich, people do different things and earn different amounts of money.
Some are poor too)

e

Para Aapkeyahantoh bohotsaarefactoryhonge Bohotdhuandetehonge (there
must be a lot of factories in Delhi. There must be a lot of pollutldajnaregaon
meinaisakyunnahirehtajaisedilli mein. Satkehtehain dikhnemeinbadaaccha
dikhtahai (why arethere no factories in our village like there are in Delhi?
Everyone says they are big and look very nice).

Para Par factorybohotkhatarnakhotahai. pooradhuankar detahai. Yahan
factorynai banatehain. Sarpanchiog toh manakarte hain (but a factoryis a very
dangerous thing, creates pollution al
sarpanchvillage head] refuses).

[Audio transcription, 28 January 2018]
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Above is an excerpt from a conversation with the children while walking in tlageifrom

one hamletto anothdParoand Jamni 6s description and di sc.t
detail their embodied and lived experience of their physical space. They initiated this

discussion because of their curiosity and interest of urban spadbsyamagined these to

be more promising (Hoop, 2018) based on their understanding from television and others

who had returned from the city (Tylor, 2009). Through conversations with me, the children

also made sense of their rural space in relatiordifferent space outside their village

(urban). Jamni anBarowere curious about the livelihood of people outside the village. Since
they found out that people donét coll ect woo
rich. Through this discussion, children demonstrate an understanding of the inequalities of

spaces by comparing their rural landscapes and activities to cities. Although they wished their
village would also have factories which look beautiful, at the same time they reasoned this

with their concern about pollution caused due to these factorasyéne a product of

urbanisation.

As Tylor (2009) observes, viewing of the world in binaries of natukure, city country,

can take away frorthe diversity of placesVhile discussing this section, | take care to not

create a ruraurban dichotomy, it to present a continuum between the twotantb

comprehendhow children understand these spaces in relation to the other,cohd&lering

the wide variation between and within these spafbais. discussion can also be viewed as

children making sensef t he 6l ocal 6 and the oO0global 6 (di
whose boundaries are blurred through everyday practices (Holloway and Valentine, 2000a)

and howideas of the global (in this case the city) are produced in a local cofysot, (

2009). As Holloway and Valentine (2000c) argytaces are linked to the process of

0 ot h eThroughgtifese conversatiodamniandParowere trying to build a sense of

agency based on the understanding of their space in relation to another. Evenhtborigh t

was a curiosity to understand ttiey and the comforts of life there, the children had an
understanding of how there is a greater affordance of wider and open physical spaces and a
cleaner environment in their rural contekhis section demonstratesh i | dr ends compl
relational understanding of spadesed on their personal experience and through sources

such as television, visitors and consumer goods (Vanderback and Dunkley, 2003)
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5.5 Access and mobility in é6riskyd spaces

Il n the following section, I explore children
otherwise considered risky and dangerous by adults in the village, and how children navigate
these, enabling (or not) their agency. These spaces here include the haglvtag village

roads, where there was fambving traffic or the danger of strangers.

The fear of vehicles has been established in childhood research as a great influence on
childrends free move mereemanand Tranter, 2018;Banérjpeceti r h 0 o
al., 2014). Though most of this research is from the Global North or focusses on urban areas,
theparents in my research village were often
as sometimes there were ctrat passed by at a high speed even inside the village. Unlike
cities, the village spaces of public and pri
from one to another was easier. Parents would often ask children to stay away, walk on the

sides or inguct older siblings tdake care of the younger ones. While walking with her

siblings towards the roa®Jani shouted at her younger sibling who was running towards the
highway,aye babu, mat ja na gae, gaadiaajayefthey chi |l d, donllédt go t h
come) [Fieldnotes,"8March 2018]. Similarly, in another situatiddakhiwas keeping an eye

on and ensuring that her younger si§ibreedid not go too far on the road while playing

[Fieldnotes, 18 January 2018]. Though children looked out forirtiséblings while on the

road, or werextra careful, at other times they navigated through these spaces, relying on

their knowledge of the space and their bodily capacities and competencies, as illustrated in

the excerpt bel ow. Aacknhdegdge khe mtrgdicterg practGesef n e e d
children and see...their activities as situated responses, continually reworked by landscape,
peers and social situationsd to move beyond
dangerous (Nayak, 2008,311).

The followingwas a typical event during the winter months in Sarguja when the sugarcane
crop was being harvested and transported in trucks that passed by on the highway near the
village. During my time in the field, this lasted for a periodvad months in January and
February. | describe an event which is telling of the everyday lives of children in the village
during that season. This particular event highlights the risks posed by the highways, passing

by trucks and discusses how children aggywith it.



Mani, IndraniandParowere looking for their friendakhi They asked a few

other children, but no one knew where she was. Achal who was passing by, said
she had seeBakhigo with Asmita towards the highway, they had gone to pull
sugarcanérom the trucks. During sugarcane harvest, a lot of trucks passed
through the highway and children tried to pull sugarcane from them.

There was a slope at one end of the road near the village, where it was easy to
stand and wait for the trucks to pass.tAs trucks would go down the slope, the
sugarcane loaded at the back could be easily reached and pulled. These trucks
were moving at high speed and it was a dangerous activity, especially as the
highway had fasmoving traffic. While they were talking, ¢y sawSakhiand

Asmita walk in their direction, smiling. When they came cloBarpangrily told
Sakhithat she would complain to her mother. She then looked at Asmita and
threateningly told her not to encourage other children to go with her, even if she
decided to do it herself, as it is a dangerous actigisynita, on the other hand,

was excited to narrate her story, of how in the process of pulling the sugarcane
from the truck she would hawmost died had she moved any differently, as the
truck passed near her, just missing her. She saigtoh mar hi jaat(today |

would have died). | asked her, if this is dangerous then why do you do it? She
replied,mazaa aata hai, accha lagta hat is fun, I like it).

[Fieldnotes, 27 January 2018]

In the above excerpfakhiand Asmita went towardse highway to wait for passing trucks

and attempted pulling out the sugarcane from the back of the vehicles. The highway was half
a mile away from the village, connected to the hamlet through a rargl igpathe village and

a route through the fields. The highway was busy as it was close to the city, connecting the
villages in the Sarguja block to Ambikapur city. There was a tigffuencyof fastmoving

traffic including buses and trucks carrying feuetnd vegetables,ifmadeit dangerous.

Despite being considered a dangerous activity by both children and adults, Asn8i@kand

went to the main road to pull sugarcane from the passing trucks because they wanted to eat
sugarcaneParowas angry withAsmita andSakhifor going towards the road, where children
were not permitted to go by adults. She threat&addi by saying she would complain to

her mother, trying to limit her agency by imposing rules and restrictions. This account
highlightsconcerms r ai sed by parents, older siblings

outside their O6usual 6 places, such as homes,

It alsodemonstrateBow children displayed the ability to take measured risks in eweryda
spaces, realise the consequences of these and yet continue taking these risks, as they enjoyed
them. Here Asmita was aware of where to stand, when to pull the sugarcane, at what time, in

order to escape the risk of getting hurt or crushed by the trieckhA talked of her
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experience, she seemed quite aware of the consequences as st# &didnar hi jaati

(today | would have died). While talking she smiled, almost congratulating herself on this
achievement. This i nci dengagemennpith spacesgkalio, c hi | dr
2008), that work towards viewing childhoods as intertwined with active exploration rather

than being associated with vulnerability (McDonnell, 2019). Asmita also displayed

confidence, as shdisplayedan understandingf thespace and how to navigate her way. In

this case, her fearlessness, agility and knowledge of the space helped her navigate the
situation, enabling her agency. This is si mi
reflection with relation to theirworkwitb hi | drends schoolyard games
they note that children are not passive victims of risk but deal with everyday risks in an active
way, and that this active risk management might involve taking risks. In the village, Asmita

made an active deion to engage with the risky task of pulling the sugarcane.

As observed by Kraftl (2013ghildren in a majority of contexts do not have the power to
change the way they use public spaces, but 0
creativtyand@a ense of O0si mpl y g eltheivilage, navigatiwg riskh | i f e ¢
in everyday spaces was also ensured by looking out for each other. In the &aregked

the other children abo&akhi The children in the village asked abeach other, as a way of
keeping a check on each ot her 0sltwadhaeatteanatb out s
to create safety nets for each other in these risky spaces. The children depended and relied on

eah other and displayed strong networks and interdependencies.

Children ventured and were willing to take more risk in the areas they were familiar with,
areas they visited regularly, that were in close proximity to their homes and that were
considered da places by the adults. This was observed in many cases when they would often
not go out to unchartered terrains. Reaesaid, | only go out on my own up to tthekan(a

daily needs shop inside a house). There was only one in the village, five housé&oaway

her house. On days she did not have school, she did not go towards that side (referring to the
area near the school) [Fieldnote§,\8ay 2018].Mani, Sakhiand their siblings instead used

the school ground after school informally as a playground.

Children from this hamlet did not go to the otlpara or hamlet, because of the distance and
because there was a difference in the communities that lived there, their social practices and

economic conditions. The othparaor hamlet comprised of the Oraoammunity, which
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was also an indigenous community, but according to the NGO working in the village, they

had better education and economic status. This was also evident in more children from the
Oraon hamlet going to schools outside the village. Sodiadise were not much difference in

their practices but the Pahari Korwa would not drink or eat from an Oraon household. There
were no such restrictions for children and young people, they were permitted to eat or drink
water, until they were married. Theseundaries were enforced by the adults as part of their
everyday conversations. The children wanere of these caste difference and the

restrictions, and did not explore a lot beyond their defined boundaries. These social
restrictions to some extentadde t o t heir spati al i mitations,

that spaces were not inert but made up of social practices.

5.5.1 Gendered experience of risk in the village

Il n the above paragraphs, | di scushougethermp | e s
explorations and interactions with the risk in everyday physical spaces in the village. In the
following paragraphs of this section, | discuss the experiences of girls in engaging with

everyday spaces.

Neelamsaid, | am scared to go out alone in the dark, she was joinedrbwho
added, | do not go out at night. If at all | have to, | go with my friends.

[Fieldnotes, 1% February 2018]

In the excerpt abové&eelamandParoexpressed their concern abtnatvelling alone outside

in the dark, as the girls felt unsafe due to the danger of men from the city. The children,
especially girlsalso expressed the danger of going alone to the jungle to graze cattle, getting
wood or herbs, again because of the peetedanger of men from the city. Similar to

Spil sburydés (2005) observation in Cleveland,
helped them access the physical spaces and remain s&fardexplained, we do not go

there alone, even during the déye village is safe but we do not trust people from outside

the village. According to the adults, since the village was very close and accessible to the
highway on one side, there were higher chances of outsiders entering. Children exercised
agency thorogh avoidance or through precautionary strategies like avoiding going out alone
at night or to certain places. As Tucker and Matthews (2001) observe, children always being

accompanied by friends was another precautionary measure many young people took. In
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cases where it was necessary to travel, they were aware of alternate routes to these places. In
the village, the girls preferred to take shortcuts and travel through theradids than the

main roads, as the road would take longer, would be more Ha Bummer. As explained

by Parq they were well versed with the different spaces (refer to map in Chapter 2, Figure

2.2) in the neighbourhood they had to avoid, identiydng af e 8 and O6ri skydé pl
2000).These potential dangers were being tmaitted throughfamily and friends and not

being shaped by personal experiens&n(Der Burgt, 2015).

Girls in the village also constructed a discourse by building knowledge around and assigning
meaning to their gender, for example, by talking about femsiweak and at risk (Daniella,

2015). One day in school, while the teacher had not arrived, the children were playing and

talking outside in the front yar&urajwas walking on a thin pole railing in the school, and

Seemawho was watching him, first gently and then in a panicky tone asked him to get down

as he would hurt himself. On being asked if she would do it, she reqdied|adkiyan nahi

kar sakti. Naihot{f No, girls dono6t do i taqtes,tifJanparyar e una
2018]. ena felt girls could not walk on the pole since it was difficult and they were not

used to it, and also since girls were expected to behave responsibly by the other adults in the
village (for instance, by warnin§ura). This wa an idea that was ingrained by the village,
family, teachers and the media. The girlsd s
future roles as being responsible for the family. In the village, children were encouraged and
discouraged along genderites. Children would often refer to these accepted norms in their
conversations with each other. Taking or avoiding risk in different spaces by children was
often gendered, similar to Christensen and N

girls managed risks differently.

Conclusion

A spatial and a material turn (discussed in Chapter 6), helps to focus attention on the micro
level practices of the bodies, materials and spaces (Massey, 2005) that reveal the contested,
gendered and political naiof these spaces and interaction (Tylor, 203his chapter, |

have explored the different ways in which children through their everyday actions and small
acts of resistance exercised their ageAdgng with acknowledging that their agency was

constained and had to be negotiated with adults and social structures.
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| explore childrenbdés agency as enabled throu
peers and siblings. Similar to the observation of Christensen et al. (2011), children
appreciatedgurneys and movement outside the house with others including siblings, friends

or a family member. This pattern revealed more interdependence than independence in
childrends choices for movement. The chapter
informal spaces in the school, and how agency is produced and performed in these spaces. A

di scussion around childrenfés interaction wit
(Kullman, 2005) reveals carved spaces invililage important for the dldren. Through
examples from the field, Il i llustrate how ch

their surroundings, as they moved within different spaces.

The chapter highlights the embodi edvithnat ure o
their 1 mmediate environment. I also discuss

on their lives, focussing on the gendered nature of these interactions.

Along with the spectrum of agency that children exercised, their agency was alsstaoaler
through their embodied interactions with the spaces they occupied. For instance, Christensen
and Mikkelsen (2008) noted that in situations of risk, children made assessments of their
bodily capacity in order to handle the risk. Bodily capacity isredsion of agency

important for negotiating and perceiving risk and safety. Children were able to take measured
risks (Christensen and Mikkelsen, 2008) in their environment and handling some sort of risk

was perceived as something exciting (Green e2@00).

As in the rest of this thesis, | attempted to move beyond dichotomies, and this chapter

contributes to the understanding that these everyday sites that children encountered were not
fixed and rigid but porous and connected to each other (Holletvaly, 2019). | explore and

engage with these findings again in Chapter 8, keeping in mind the research questions. In the
next chapter, | present more excerpts from t

agency in relation to everyday material atgein the village.
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Chapter 6: Childrends agency 1isn engagement w

Introduction

As Woodward (2007 p.vi) writes, o6éour I|lives a
with objectsbo. DuringobbBerpedcess!| dif empsfiat
materials in their everyday. This helped me think of agency as extended by and relational to
material things, and | decided to bring these everydayhooman materials into the

di scussions about childrenbés agency.

According to Latour (2005), material objects
in social analysefecent literature in childhood studies has also emphasised materiality in

the shaping of c hinthisdcchapter,d explaevheirlyddraeyn 6l si vaegse.n c y
evelday, recognising how they engage with the complexities of the material world (Kraftl et

al., 2012; Pells, 2012).

| rely onnewmaterialism (Barad, 200Hultmanand Taguchi, 2010) that moves away from
dualisms, repositioning the human along with the-homan actant. Nesmnaterialism
challengeshuman privilege and exceptionalis®pyrou, 2018)qguestioning the positioning

of humans as centrdlhis offers a theoteal approach to rethinking agency, challenging its

understanding as being selbssessedSpyrou, 2018).

To say that things have agency (Latour, 2005) does not mean that they can act themselves,

rather 6things can pot eonditionaforisgme laumdnaatians, t r i gg
S

whet her the things act as practical tool s,
(Bl azek, 2016, p.121). Agency is an oO6effectéo
(Prout, 2005; Kraftl, 2013). Thisnderstanding is important to this chapter as | explore
childrenbds interactions with the everyday ma
Empirical work on the topic concerning the inagency of things in the constitution of

human subjectivitys still not wide(Prou, 2011; Kraftl, 2013; Rautio, 2013)he following

chapter discusses different objects or sets of objects, networks and interactions of which
contributed to childrends agency at home, in
It explorestheknd of extensions to childrends agenc:



encounters with these mundane objects, and h
presence of things. The chapter is based on the idea that human agency and the presence of
materal things are inseparable (Latour and Venn, 2002) human agency emerging

through interaction between things and people (Latour, 2005).

Materials in this chapter refers to small ma
larger entities,dr example, the environment, that surrounds them (Blazek, 2016). | carefully
selected the objects for discussion. This decision was largely made based on the amount and
nature of interaction children had with these objects, and specifics have been discusse

within the chapter.

|l first discuss childrends engagement with e
objects children used for care. I n the next

objects for play, engagement with risky tools, argeriences of material inequality.

6.1. Material agency of everyday objects

Daston (2004) highlights that objects offer a fascinating entry point to understand the

everyday world, in a way that is not blurry but sharp and focussed. In the followiranséct

discuss engagement with everyday objects using pots, classroom objects, stones and keys.

While reading the fieldnotes, these objects emerged salient as they formed an important part

of childrends daily | i ves #tongandxhildrenwsedthesns, of
in different ways to express themselves. Hen
interactiors with these objects in different situations, and how they enabled or disabled their

agency.

6.1.1DabbaBhanda Pots and utends in the everyday

Neelamwas sitting in her courtyard, near a pile of unwashed utensils. The following excerpt
describefNeeland s engagement with the utensils and h

to express her agency.

Pointing tothe pile ofunwashed utensils, | askge kaun karta hajwho cleans
thesey
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Neelam Main karungi(l will do it).

Ambika: Apna kaam akele karte ho ya kisi ke sadith® you do the work alone or

with someon§?

Neelam Akele karti hoor{l do it alone)addingpehle kaam khatam karti hoon,

jaise hi khatam hota hai hum baat karna shuru kar dete tr&no aur main toh

bohot baatein karte hain, fir kaam karne ka maan nai kéitat, | finish work

and then as soon as itodos donePareaadlist art t a
feel like chatting and doing nothing else).

Neelamexplained that although she would likebtatis unable to attend school
outside the village becaei®f domestic work, and her sistarlaw would not
agree to let her go.

Ambika: Tumko kaisa lagta hghow do you feel}

Neelam Acha nahi lagta, gussalagah@il dondét f eel. good, I fe
Ambika: Phir kya karti ho(then what do you d&)

Neelam(in a nonchalant manneKuch nai, thoda sa ladti hoodab gussa lagta

hai, toh bartan bhanda zor zor se bajati hpindoston se milne chali jato hoon,

vo hasa dete hain toh theek lagta frathing, | fight a little, When | feel angry, |

bang thepots while working, then go to meet my friends. They make me laugh,

then | feel better).

[Fieldnotes and audio transcription,24pril 2018]

The above excerpt illustrates the presence o
environment. Each houseld in the village had a few pots of varying sizes. These utensils

made of c¢clay or metal were an essenti al part
were used for cooking, bathing, fetching water and making the local aofeimented

rice (hadiyg or fermentednahuatree flower(mahua).

Neelamexplained how cleaning utensils at home was her responsibility. She did not always
enjoy it, but found a way around it, by ensuring that she finished the work before engaging
with her friends. She enjoyedlking to her friends and was aware that it could be a
distraction while she worked, and instead used it as an incentive to finish her work. Like
Neelam children in the village used work as incentives to play and talk to their friends (Katz,
2004).

Even though she had household responsibilitNeglamwas passionate about her studies,
but at the same time acutely aware of the limits to her opportunities for studying further. She
may not be able to make her sistedaw or brother change their decisiabout her

education, but used these pots to express her anger or disagreement by banging them while
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cleaning. This would help her release her anger and express her agency which was otherwise
limited in the area of making a decision about her education.

The following (Figure 6.1) is a photographfromReeé s | i vi ng room, where
stacked all their pots and utensils on the floor near the wall. These utensils were an important
part of every families6 dai Irpresenceuntheines and t
everyday spaces. Since the families did not have many rooms in their houses, the presence of
large pots and pans in the main room signifies their importance in the daily life of the

families.

Figure 6.1: Utensilsin Reea 6 s  Photograph, POMarch 2018]

These pots and pans also provided space to perform gender, as the association of boys and

girls with these materials was differefibhe use of pots and utensils in the village was highly
genderedLike Neelam all girls her age in the village were responsible for cleaning pots and

utensils and carrying water in these pots. The boys, on the other hand, had no such
responsibilities. In one instance, whditab s f at her was <carSakgii ng a p¢
commernted, kaisa ladki jaisa pakada hgiook how he is carrying it like a girl) and she

laughed as she found the visual unusual. Children were used to seeing mostly women or girls

carry pots on their head. The only time boys and men would carry water washehevete

132



performing construction labour (constructing homes, wells) and carried the water on their

shoulder, in tin cans tied to two sides of a stick.

To further emphasise the significance of pot
images ofirls filling and carrying water, as depicted by Reeandindraniin their drawing

of the activities that comprise their everyday.

Figure 6.2: Rema, 10,Carrying pots to fill water from the borewell [Photograph® 2pril 2018]

Figure 6.31ndrani, 8, Balancing water pots on her head [Photographi /gt¥il 2018]



In Figure 6.2, Rema draws an image of herself pumping water from the borewell and

surrounded by three pots. In Figure 6tiranidepicts herself carrying two pots of water on

her hed. They may not necessarily enjoy filling water or washing utensils but these tasks

were acknowledged as a crucial part of their lives, arRhascommented with reference to

filling water, kya karein, nahi karenge toh kahan jayen¢®Rat to do? fwedo6t do it t}
where will we go?). They were aware of fetching water as being an essential part of their

survival and living.

These pots and utensils and their miniatures
includingdabbabhanda(pots and pans) (Figure 6.3). Achal emptied a wooden basket under

the Jackfruit tree that had been filled with tin and plastic caps and bottles collected from

different places over a periodishaexplained that they were playigigbbabhanda,

pretendingo cook food for guests who were visiting their house. She used mud and small

pieces of jackfruit to make the curry, mixed water with sand to make tea and small white

pebbles as eggs. Twigs were used as spoons and spatulas to stir the food [Fié@lhotes,

March 2018].This was a common game played by most of the girls and at times young boys.
Similar to K@t zobbss e(rvCadt4di,onps. of the O6mi meti c |
childrends games in the vil |aadreutinesgdhisgamens pi r e
further signified the relevance of these mat
everyday. It also allowed children, especially girls, to familiarise themselves with the idea of
carrying out household chores. Chédrin the village started helping with cooking at the age

of 9 or 10, as they turned 13 or 14, most girls knew how to cook rice, lentils and vegetables

that were part of their daily diet.
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Figure 6.4: Children playindabbabhanda[Photograph, 30 March 2018]

This section illustrates how pots and utensi

The material objects and material practices through these objects were important to

understand chil drends age nexcerpt, tresepasandal | vy

utensils enabletleeland s agency as she used them to
Holt, 2016), in this case

to refuse the work, she expressed her aalgarly by banging the pots while working.

, her familyos

Through the games the children played with these pots and pans, they practised and
strengthened their skills for domestic work.

6.1.2 Everyday classroom objects

In the following excerpt, while the children warethe classroom waiting for the teacher to
arrive, they engaged in different activities, with the different materialsn®eadindrani

were playing a game, making paper-outs and using it as money.

Reeama showed her paper eatit collection taViani and saiddekho mere paas
khajana hai(look | have treasuresindranilooked at her paper couts and said,
dekho mere paas bhi itna paisa aa gélymk, | also have so much money)
Ambika: Kitna paisa(how much money?}

Indrani Rs600

Ambika: Kya karegi iss paise k@vhat will you do with this money)

Indrant Murgi kharedungi. Khaundil will buy chicken and eat it)
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Reama was holding a pencil in her hand and started rolling it like a chapati roller.
She said to Indermadgkho, mai roti bana rahi hogook, | am making a

chapati). | asked Rem if she liked roti, she said | really like it. | asked, do you
eat it everyday She said yes. | said, but | thought you eat ie@ma added,

haan abhi nai kha rahe thepaisa nahi hai. Jab baba Ambikapur jayega, toh
milega.(yes, right now we are not eating roti as there is no money. When dad
goes [to work] in Ambikapur, then hellh\get money).

[Audio embedded in fieldnotes, 2 February 2018]

Figure 6.5: Childrein the classroorfPhoto 12" March 2018]

During the initial observations in the classroom, and as illustrated in the photograph, there
were materials preseint the classroom, including a map, alphabets painted on the wall,
books, blackboard, chair, table and mat. Though there were not many things, but a wealth of
agentic material emerged from the classroom. Children used these everyday objects in the
schoolto enacparts of their everyday, giving an insight into their lives. They would often
devise games where they made money with papesutst adding a different monetary value

to each cubut and deciding what they wished to do with it. In this above pkdeeena

makes these paper entits and claims that she has a lot of treasodganialso shows

Reema how much money she has. Reeexpresses joy about owning a large sum of money
andIndraniis making decisions about how she is going to spend her money, in this case, by
buying chicken. In both these cases, the children displayed a diverse range of fantasies, in the
first case having a large amount of money given theitlifeasituation, andn the second

case, the fantasy of buying chicken which was more realistic and grounded, given their
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relative povertyThe O6practices, doings and actionsé (
that were often taken for granted, were constitutive in piaguehat mattered to the

children (Taylor, 2013)The children in the village often expressed their wish to buy meat,

sweets and eat food they liked but these were decisions they did not take. The families were

able to buy these things when they had mdnéythat was contingent on the work they got,

which was not consistent throughout the year. But here in the school, children had the agency

to perform and decide what they wanted and what they could have. The children and pieces

of paper were actors (Lawoy, 2005) and their network and in
agency. Through these everyday games in the school children explored their material and

monetary agency.

6.1.3 The multipurpose stones

This section offers insight into how children interacted with the most mundane and everyday
objects, suchas stoné&t ones were present in childrenés
They were of different shapes, colours and sizes. The childrea inltdge were often seen

using stones for various purposes. In the following incident (also discussed in Chapter 5,
Section 5.1.2), after a fight between two groups,nieesed a stone to take revenge upon

Suraj

After a fight withSuraj Reena, ShivandIndraniwere inspectinggurap s bi cyc | e.
They wanted to puncture it. When they saw me lookingnfaee a hushed voice
saidmatbatangd dondét tell ). The children | ooked
Reeama picked up a pointed stone and started to puncture the tyre, and to facilitate

the procesindranifound a pin on the floor. The children took some air out from

one of the wheels.

As Surajwas preparing to leave, he noticed the tyre but did not retlises a
prank.Shiv, who was standing in the vicinity laughed and saishne puncture
kia tha(we punctured it)Mani quickly hit him on his head and pulled him back
saying,chup kar(be quiet).

[Audio embedded in fieldnotes!"February 2018]
In this incident, Rema andindraniwere angry withSurajafter he hit Rema. They felt that
the fight was unfair, and decided to apply different tactics to express themselves. The need to

use a different method to confrddtirajwas also because the childremlised that they were

not as physically strong as him and were scared of him hitting them again. Therefore, to teach
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Suraja lesson, and express their anger,iRedecided to puncture his bicycle tyre with a

stone. The stone was sharp and the childree aeare of the impact it would have when

used to flatten a tyre. The children were also aware of the inconvenience the puncture would
causeSuraj The children were cognizant of the repercussions, therefore, they did not use it to
throw or to hurt othersut only to scare. As explained through the Adtmtwork Theory

(Latour, 2005), here the stones and the children aet@sthat in interaction were

producing agency.

Urging me not to say anything suggested that they were aware that they were doing
somehing that would get them into trouble, yet they were willing to take the risk. After
puncturing the tyre, the children waited close by toobsewep s r eacti ons, so t

have a laughShivalmost confessed to the prank, but the others stopped him.

During fieldwork, | observed a few fights between the children. In school, these groups were
sometimes divided on the bases of their classes, denoting their seniority over the others but

more ofen these differences and fights were between children from the two different hamlets

and communities. In this particular caSeirajbelonged to the Oraon community and Rae
andIndraniwere Pahari Korwa. Since the Pahari Korwa as a community wereusaibct

suppressed, the stone thus also became symbolic of representing power and was used by the
children collectively as an instrument to express agency. As observed by Taylor (2013),
educational spaces were continuously beirgaestructed, through corgx networks of

bodies and object that were enacted, through power relatibage discussed this excerpt in
Chapter 5 (Section 5.1.2) to explore childre

revisited the same incident through the lens of matsriali

Apart from using stones in fights and to demonstrate power, children also used stones in play.
Rautio (2013) writes that humans, especially children, carry and engage with stones. Further,

it is children who have a prolonged engagement, and interdcstones, in what adults
construct as Opl ayi npP63;Hait, 1979). Ad somatersl, itwBsu r k e, 2
easily available in the childrends environme
stones in different ways. Two of the games hasenbdescribed below, through an

illustration and an excerpt from the field.
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Figure 6.6:IndraniandNishapIaying chaal goti[Photograph, 8 March‘2018]

IndraniandNishawere sitting on the floor in the schoolyard during the lunch break along

with other children and playinghaal goti Chaal goti(similar to the African pebble game,
mancala) was a game played with pebbles. Here, 12 holes were dug in the ground with four
pebbles placed in each, and there were two empty wells on the two side. The player had to
pick the stones from one hole and distribute it in the others. The game continued this way,
and the person with the maximum number of stones in the well would wien ke weather

was not very hot, the children sat outside in the ground tocpiagl gotior found a place in

the shade where the ground was not so hard and could be dug with fingers. Children did not
just use any stone but selected the most suitabldgsefay their games. In this case the

pebbles preferred were small and softer at the edges and could be easily held in the hand. The
weather was an important determinant in the games that children plagtesl preferred to

play games indoors on a hot day

The second game is illustrated through the following fieldnote. The children were playing a
guessing game, hiding the stones in their hands and the others had to guess how many stones
and in which hand. | also select this excerpt as it illustratesaitiedvdynamics between the

children in the school.

Seemaasked Rema if she wanted to play the guessing game andnReaid no
and started playinghaal gotiwith another child. 8emawanted to play the game
| was playing with Rema the previous day, hiding stones and guessing how
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manyare in each hand. She then showed me some stones, hid them in her hand
and asked mehelegi(will you play)? | agreed. We started to play with a couple
of other children sitting next to us. Slowly, children watching the game, including
Shiv, Kabir, Anurag andSurajjoined the gameSurajaltered the game a bit and
dropped some of the stones, so there were more permutations and it was difficult
to guess bw many were in each hand. As the number of children increased,
Seemareiterated, only the four of & Suraj Seema Ambika andKabird were
playing, eliminating the others. The class 5 students were summoned by the
teacherSuraj SeemaandKabir went irside and Re®a, who had earlier refused

to play, quickly came and picked the stones, sat next to me and started playing
with me. While playing she competitively saldise jeetti hai, abhi batati hun

tujhe, le dekh, ab jeét will see how you win. Herd,will show you. Now win)

and kept using more permutations than we had initially been using.

[Fieldnotes, 28 March 2018]

In the above excerpt, even though Reevanted to play the guessing game, she exercised
her agency, first by refusing pday with Ssemaand waiting till £emaleft, because she was
angry with her and expressed it by ignoring her. As soorees\&vas called by the teacher,
Reeama found the opportunity and joined me for the game. Later, when she started playing
with me,Reana exercised her agency by changing the permutations of the stones, making the
game more difficult and almost impossible to guess, since she would at times drop some
stones, which was initially not part of the rules. She found great satisfaction in congmeting
making me loseChildren would alter the rules of the game for their convenieheSeema
Suraj Kabir and | were playing and the other children joined, a little while latsn

clearly reminded everyone that the game was being played betwedenrtiogé us. Along

with the children participating in the game, others were spectators, observing the game,

making remarks and often participating in decisions and negotialibese is an agency in

deciding to take part gencgcaalteintdeidng thattheydd i me ,

not want to do anything, or just watch.

In playing with stones, children found a meaningful way to engage with a dominant motif of
their everyday lifeBy viewing the effect of particular assemblages (networksgople,
materials and practices,he di scussion about childrenodos
insights to the natureulture interaction and move beyond the dichotomy, which | aim to do

throughout this thesis.
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6.1.4Keysand &1 i | d respongikilities

Another everyday object in the village were keys. In the following excerpt, | discuss
childrends engagement with school keys and t

will take responsibility for them.

Meemr informed thethers that the teacher had asked them to lock up once school
is over. Usually, Rema was responsible for locking and carrying the keys home
since she was regular and the first one to arrive. But asd&eeas absent, the

others started discussing who wotdéle responsibilityMani said,Suraj le ja na
ge(Suraj take it), andSurajreplied,mera ghar door hamy house is far). At 3

pm, the children started to leave from the g&skhistopped everyone and said,
school kaun band karhe? Tor baf@ho will lock the gates? Your de@ndrani
andSakhiwent to the classroom, to shut the windows and bring the mirror, jug
and chair from outsidé&Neelamchased the goats out of the campus. It was finally
decided that Mer would keep the keys since she stayed closest and could arrive
early. AsMani handed the keys, she instructed lkesi ko nai dena, dhyan se

rakh na ggdo not give it to anyone, keep it safely).

[Audio embedded in fieldnotes"&\pril 2018]

This exerpt illustrates how children found responsibility and agency through a set of school
keys, as they were put in charge by the teachemBRe&euld ensure the school was locked

and she took the keys home, since she was the first one to arrive in the masnshg was

absent on that particular day, the others were discussing who could take the responsibility of
locking up and taking the keys home. Carrying the keys was a responsibility, and there were
no debates or fights in favour of taking up the tasky il seemed hesitant and reluctant.
They gave each otherdés names instead. When t
Sakhireminded all of them that they still had to lock up the school, mockingly adding that
their fathers would not come to loak 2 They all helped in wrapping up, placing all the

things inside and locking up the school. Then through conversations and discussions, the
children worked their way to the most convenient arrangement. It was decidecttat M

would take the keys, ahe stayed closest to school. This decision was taken by the older
children, and she was also instructed on how to take care of the keys. She did not have much

say and the older children exercised their agency to not take the responsibility.

8InIndiancontextt er a baab (ybodi frahega@&wondt do it) is used a
do the work.
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Children in the village, usually older siblings, wore a set of keys around their neck. Sangeeta
referring to the keys around her neck explaiédyheetar ghar ki hai, gghulwariki (one is

for the inside room, one is fghulwari) [Fieldnotes, 2) March 2018]. While the adults went

out to work and the children were home alone, they were given the hous&lkeygh they

were still supervised by a neighbour or a relative, the responsibility of the house and the
siblings was with the older children. Id #iese situations, from the perspective of ANT

(Latour, 2005) the keys (physical material) and the children a&es who work together

and their interactiomand network enable agency, in the form of responsibility.

Throughout this section, | expkxt how children deployed these things to present themselves

within a complex network of embodiment (wearing keys around the neck), emotions (such as
pride, anger, dissatisfaction) and daily practices (carrying pots of water) (Blazek, 2016). The
objectsthh have been explored in this section wert
material agency was not realised through giving a monetary value to the objects (Blazek,

2016), but with how they engaged with them. These objects were not necessarily of high

monetary value but were easily available in their everyday surroundings, and accessible.

They also served an important role in childr
with responsibility, the classroom material helped fulfil desires and thesteere used by

the children to express power that enabl ed c

engaged with these objects, based on their experiences and observations of others.

6.2 Agency and materiality of care

Tronto (1993, p.103)undert ands care as Oeverything that w
repair our O6worl ddéd so that we can |l ive in it
ourselves, and our environment, all of which we seek to interweave in a comptex, life

sustain ng webod. I n this section, I 1l lustrate t

everyday objects that facilitated care.

6.2.1 Materiality of body care

The following two excerpts illustrate how children used various materials such as oil, combs,

creans for personal care, and to express care towards others.
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Nishawas sitting in the front yard of her house oiling her arms and legs with
mustard oil.She poured some oil on her hand, rubbed it and then spread it across
her legs, arms and face.

Sakhiwith her younger siste8hregoinedNisha The children sat quietly and did

not talk much in the beginnindlishastarted washing the utensils with ash
(produced from burning wood). She had one bucket filled with water that she was
using to wash all the uteifs. In the meantimeSakhimadeShreesit in front of

her and began styling her hashe took pins and a clip out of her hair and put it
onShreés hair. She opened it again and
added a flower to her ponytail.

Sakhilooked atNishaand saidnai, bhanda manjhe se pehle tel chofity, you
applied oil on your body before washing the utensishalooked at her and
nodded.Sakhithen looked at me and saghnda ho jata hai nét gets dirty no).

[Audio embedded in fieldnotes and photograpH} March 2018]

Figure 6.7:SakhistylingShreé s hai r

In school, after Rewa andindraniwer e combi ng and styl.
Reama showedndraniher sole, pointing to the deep cracks between the toes that
were hurting and saighatates. Dukhat hdthere are cracks. It hurtdhdrani
carefully examined the cracks and touched thesee where all it hurt. She then
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took out a small box of Vaseline petroleum jelly and applied ittorlRe@s cr ac k s .
Reama waited patiently asdraniapplied Vaseline, she then instructed her to

apply it on her arms and legs andranigently rubbed itn places she was

directed.

[Fieldnotes, 28 April 2018]

The above two excerpts from the fieldnotes and audio transcriptions illustrate how Vaseline,
oil, combs, pins, rubber bands and flowers acted as everyday materials children used towards
caring Gelf and others) practices. In the first excelgshaoiled her body before she started
washing the utensils. Children were aware of the physical harm caused to the skin while
washing utensils or performing any physical tasks, therefore, to take ¢hggrdfodies they
invested in body care routines. These activities and practices of care were culturally
determined (Tronto, 1993). In the village, oil was applied to keep the body hydrated, and as
Sakhiexplained, it would protect them from getting dirty while they did other work.

This excerpt can also be analysed in relation to cleanliness practices. Similar to the
observation in Chapter 5, the children were interested in cleanliness and this was also
extended to their bodies. The concept of cleanliness could also be rooted in caste as the
politics of caste in India is strongly linked to cleanliness. As Harper (1964) observes that in
India, the concept of purity and pollutibwere related to hierarckand subordination and
practised by members of the higher caste, especially Brahmins. This was translated in
everyday practice. Nambissan (2009), based on a study in Rajasthan, writes, children from
lower caste experienced discrimination in school and wiée@ made to perform the
cleaning chores. This was al so observed in
7, Section 7.4). Therefore, children in the village paid particular attention towards looking
tidy, though were acutely aware that dagheir everyday engagements it was difficult to
maintain, adMani explainedhum nahate hai, phir jaldi ganda ho jata Haie bathe but then
again it quickly gets dirty).

Similar to the adults in the community, children would also spend time withsriddigbre
and aesthetics. They were often seen spending time applying and rubbing oil on their bodies,

combing and styling their hair. They styled their hair occasionally after oiling to make it look

9 Purity (ritual and religious purity) and pollution (ritual pollution) are critical features of theéu+taste
system. Purity and pollution are intricately linked to untouchability (Dumont, %Dplay a crucial role in
maintaining a distance between different castes
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neat and fashionable. Young girls were also influengetthd way women dressed on

television and would try to incorporate this in their fashion. The care was also extended to

others including their siblings and friends. Considering care from an ethical perspective helps

to focus on the interdependence andti@hality of caring, repositioning the individual with

the social and material determinants (Wihstitz, 2019). As in the first excerpt, a concerned
SakhiadvisedNishato apply oil before she started washing the utensils, in the second
excerptndraniapdied Vaseline to her friend Re& who had cracks on her feet that were

hurting. Children paid attention to each other, and Hedeanicarefully examined Resa 6 s

cuts and applied the petroleum jelly. Through their attentiveness and responsibility towards

the others (Wihstitz, 2019), and use of obje

agency, especially girlsé, to care for thems

The children and the community used locally produced material such as othizomahua

tree that the community believed had medicinal properties. The children were aware of local
knowledge that was constructed through adults and peers in the community and applied these
in their daily care practices. Though they mostly used tloese products, due to the

influence of television, children were also aware of the different commercially available
products, such as shampoo and skin whitening cre@smBeazley andChakraborty (2008)

argue children assimilate styles of popular cultimo their social worldsOn days the

children had money, they bought soaps and shampoo sachets from the nearby shop in the

village.

6.2.2 Gendered materiality of objects

Some objects of care from the everyday and the practices around theseoneegendered

than others. In section 6.1, | discuss gendered practices with girls carrying pots of water.

Along with the everyday objects of care, girls sometimes carried lipsticks arghiras in

their bags to the school. These either belonged tortahers or aunts and sometimes the

parents had purchased these from the market for the children when they had money. Similar

to Thornebés (2003) observations in her work,
significance among friends. When there wasaazher in the class or when they had free

time after their meals, girls would flock around the child carrying the lipstick or the nail paint

on that particular day and apply it for each other. It was in interaction with peers that

chil dr en 6 siesgvera ekgared,icrdftechand ekpressed (Sharma, 2014). During this
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period, if the teacher came back the children would cover their hands over their mouths, seal
their lips or quickly rub it off their lips. Children knew that these were not permittetheyet
would bring them to the school, defying rules. They would often also encourage me to wear
bangles andikli (a red sticker on the forehead), and sometimes apptyi an my forehead
Children encouraged me to dress and wear makeup, similar to the girls and women they

watched on television.

Children also showed interestsareeqa traditional Indian dress worn in most parts of the

country, essentially a-gard long cloth, wrappedround the body). In the following

photograph takeatSakhd s  h $akhsaedNishawanted to be photographed in a saree.
Sakhipulledt wo of her motherds sarees hanging on ¢
around themselves, making pleats at thereeSakhitied the saree on her own whiésha

took help from me to make the plegakhiaskedtu saree pehena janti h&lo you know

how to wear a saree)? | said yes. After wearing the sBaldjtook out a broken piece of

mirror from a polythen&ag and looked at herself. She opened another polythene bag and

took out a necklace to wear on her forehead and wore plastic dark gRiskbwtes, 2

April 2018].

S "‘_’6 .‘-‘S& A ;‘:E\
Figure 6.8:SakhiandNishadressed in sarees [PhotograpH? 2pril 2018]
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Sarees were garments worn by the adults in the community. Children would often tie their
long scarfs around themselves as a saree while playing games, pretending to be adults.
Corsaro (2005) refers to thisetend play as interpretive reproduction (Chapter 3, Section
3.1.2). As observed by Corsaro (2005) and Katz (2004), this play often elaborates or parodies
adult behaviour and their social milieus. In the village, wearing a saree was seen synonymous
with being an adult, with responsibility and decisioraking power. Often children would

ask me to dress up or wear a saree. Their fascination for the garmsomieaf the children

to make drawings of girls dressed in sarees and jewellery at the back sttiwat

notebooks. Children also dressed up to look beautiful, as Sangeeta said while applying a red
lipstick to Reena, accha lag raha hafit is looking nice) [Fieldnotes,"February 2018].

Children would get these objedtem their older siblings, ratives, neighbours, or

sometimes parents who would buy thenmsomeoccasion. These objects provided children

with the power and agency of experiencing being transformed into an adult, to look and feel

different and in some cases defy adult rules by bmgpgihem to the school.

This engagement and play with these objects helped reinvent the existing power dynamics
(Corsaro, 2012). In schools where children had less power, or among ftiexisyere
markers of hierarchy and further used as tokens of fiies h i p . I di scuss chil

in Chapter 7 and engage in a discussion about gender in Chapter 8 (Section 8.2.4).

6.3 Childrendéds ingenious pl ay

Children often transform everyday, unnoticeable things into tools for play, including stones,
sand, scks, leaves, plastic bags, flower petals, bottles and bottle tops, shadows, pathways,
painted lines and trees (Skelton, 20@M). one occasion, it was a holiday in school, and
children in the village, together with their siblings, were sitting undemiduggo tree near

Mani 6s house. The ol der children were making

Mani, SakhiandIndraniwere looking for soft stickdgkra wood) and mango tree
leaves to makehakri (pinwheel) for their younger siblings Sukhan, Vik&sna
andShree Mani pointed to a few mango leaves and asked Sukhan to pick them
for her.First, she smoothened the outer surface of the long stick and inserted a
small needldength sharp stick on thep. She then took the leaf, tore it to the
middle from opposite sides, folding it to make a fan. She fixed it on the top of the
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stick with the help of the small stick and as the wind would blow, it would rotate.
Man asked Sukhan and Vikas to run witlsa the fan moved faster.

[Fieldnotes, 1 March 2018]

The older children were engaging their younger siblings in play, as they made pinwheels for

them and asked them to run with it in the direction of the wind. The children were enjoying
theirgame with the pinwheel that was assembled using leaves and twigs. During my time in

the field, I found significant diversity 1in
materials from the everyday to create play. Children in the village did not passes
expensive toys or games. This is similar to
where childrends access to manufactured toys
finances. In the village, the children used materials from their eagriroundings to

devise play or play objects. For instance, they used plastic cans, rubber slippers and bamboo
sticks to make a toy car (Figure 6.9 and 6.10); they would use the leaves of various trees to

make garlands, flowers, locks, and pinwheelsldeén rolled tyre tubes as a game, made a

ball using plastic and socks and used magnets, stones and bottle lids to play. Punch (2002)

made similar observations in her work with children in rural Bolivia where they used unusual
objects to devise other objscBeing able to produce materials out of other objects enabled
childrends agency to imagine and create what
peers, others on their owBy using used and old unused objects and their imaginatfons

did not have to rely on purchasing toys and games that would cost money.

Fi gu 6. 9: Suhan()@Jumey 20 u&lk Hi
2018]

Pdhwort o g6 .alpthiviay Misk as 6 ¢

The above two photographs illustrate toy cars that betbtgg8ukhan and Vikas

respectively, Sukhands grandfather had hel pe
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wires and rubber slippers. Vikas had made his own car, which was less elaborate, and used a
bamboo stick to drag the car. In continuationhaf discussion about gendered play in section
6.2.2, mostly it was boys that had toy cdilse girls did not have many toys or designed

objects They devised play using old caps and bottles, as discussed in sectioM6s2.1.

times the children would makhese toys on their own, but sometimes were assisted by older

siblings or adults in the family.

Pl ay can also be seen as a medium to under st
creative contributions to their social and spatial wofglsttorrSmith, 1997).Some children

used their toys and materials to achieve various positions of influence and status among their
siblings and peers. Adani was good at assembling objects, e.g., making the pinwheel

quickly, she managed to reorganise and controhthigities of the group. Jamna who had

constructed a neat and sturdy truck with plastic, rubber tyres and wire, would walk around the
neighbourhood, and other children would often ask him if they could take it for a round.

Thus, the truck influenced his gition among his peers.

Even though children ingeniously constructed play and games from everyday objects, there

was a desire to engage with purchased gaRaag. Jamni andviani would often ask me to

bring snakes and ladders, as after school they weszlland had no games to play. This

made me realise how objects and things aided social interactions, binding the children
together. Childrenés need to access games th
everyday indicated their desire to changertbecial positioning through materials, realising

theroleofthenolhnuman in childrends agency.

6.3.1 Ingenious use of objects

Similar to Dysonés (2014) observation in her
Himalayas, in my research, impioss at i on was a theme that emerg
objects. Children used their resources throughad(judicious opportunity). The term refers

to improvisation that made the best use of the resources and materials dthesiatiowing
excerpt describes how the childrends group o

where they used an old ntpsto net to catch the fish.



In the afternoon, after school, as we were sitting under the mango trédaneai 6 s
house, RemaIndraniandShivcame by and said let's go to tmnedha(pond).

Mani andIindraniwent inside the house and started looking forasquito net so
they could use it to catch fish. They first found a new mosquito net, then asked
their grandmother where the old one was kept. They finally found a net that was
not too old and torn. The children then picked up a bucket, put clothes,rgbap a
the net in it. The children walked towards the pond, through the empty fields. As
they crosse®akhd s h o urs engMai eaked out to her asking her to join

in. She was sitting outside and quickly called her sBheeepicked up a bucket

with clothes and joinedlhe children walked towards the pond in the heat. Near
the pond, the children began removing their clothes.

Mani, Reena, SakhiandIndranieach held a corner of the net and went inside the
pond. They went to the middle and then on a count of three, went inside the pond
inserting the net. They then emerged and dragged the net out of the water and
started looking for and taking ojitinga (a kind of fish) from the slush and the net
and putting it in the bucket. While looking for the fisfigraniwas angry aShiv

saying he had gone inside first and alerted the fish away. There was not much, as
most of it was mud and moss. After one round okiog for the fish, they went

inside again.

[Fieldnotes and photographs,April 2018]

In the above excerpt, as the children were sitting together on a hot day, they decided to fish.
The children first looked for appropriate materials, which included a bucket and an old

mosquito net whictMani andindranifound in their house. They all walked towards the
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pond, asking other children along the way to join the group. Children visited the pond
regularly to bathe and wash clothes but on some occasions, especially after the rain, they also
enjoyed fishing. At te pond, the children collaborated, deciding who would stay on the

shore, while the older and the more experienced ones went inside to catch the fish. They
coordinated their moves, one person would count till three before inserting the net in the
water.Indranigot angry withShivwhen he was not coordinating with the group since that

was affecting their catch. In the photographs above, the children are sifting the mud from the
net and trying to find the small fish that have come along with the mud owugktistthe net,
collecting them in the bucket. The mosquito net thathilelren converted to a fishing net is

a good example here of how children ingeniously used objects in the village. Utilising things
they found and reusing, reconstructing, and reisigaihnem gave children the agency to

mould things (Blazek, 2016). Everyday objects were important here, for children had fewer
resources and they ingeniously and creatively made use of these in their everyday. They did
not let the lack of an object, in thcase, a net, get in the way of their adventure. In some
cases, the children also used the same net as a loofah tamtesecrub their bodies. Their

jugaadand creative interactions with these objects enabled their agency.

The pond did not have manygdiish but there were the smglingasthat the families

cooked. As the activity was performed with a few friends and siblings, the collected fish was
distributed equally. Additionally, the children were making a contribution toward the food
being consume by the family, since the fish that was collected was to be a part of a meal.
Therefore, children had agency in deciding what the family ate, adding to their sense of

responsibility (discussed further in Section 6.5).

6.4 Risky materiality

The teky materialitydé has been taken from Kr
childrenb6és experience and interdmrthei on with b
foll owing section, | d matariaisstheat aie bonverdionaliy 6 s e nc o

cosmi dered dangerous from an adult perspecti v

everyday that enabled their agency but could be categorised as risky.
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6.4.1Tangi (axe)

The forest, wood and forest produce were an essential part of the community dnd ehil 6 s
everyday lives. Aangiwas a common object present in all homes in the village, used to cut
wood, it was made of iron and the handle was made with wood. Children at the age of 4 and
5 would get a customisedngi (axe) which was smaller and ead@r children to hold, and

were encouraged by adults in the family to practice.

Pl

Figure 6.12indraniusing atangito ctlakra [Potograph,l‘QJanuary 2018]

In the photograph above (Figure 6.12graniis in the yard outside her house, in the
afternoon after returning from school, while still wearing her school uniform. She is holding
atangi, to cut thdakra plant, which had soft wood and was used for feeding the goats. The

tangiis small compared to the ones used by the adults in the village.

Similar to the photograph above, young children were seen cutting wood at home. They were
not taken to the forest to cut wood or expected to do so on their own but at home children
practied on smaller and often softer pieces of wood lying around in the yard. Mé4red s
youngest sibling, Sukhan, 3 years old, was playing with an axe, trying to cut a log, he looked
at the others and saildkadi katuhn(l am cutting wood), theijji (grandnother) grinned and
encouragingly saicdhaan kaat kaafyes, cut cut) [Fieldnotes, P?January 2018]The adults
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were encouraging but would also look out for the children. There was a lot of trust invested
in children for keeping each other safe and beasgponsible with these objectangiis a

sharp objectiviani once mentioned how it fell on her toe while she was cutting the wood and
was badly injured. Yet, children were encouraged to practice with it. The children also used
the object with care, awaoé the dangers of getting hurt. Often older siblings would make

sure to be around the younger children while they were playing witarige

6.4.2 Buildings and construction material

Often in the village, there were building materials lying around in the yard or near a house
where construction work was taking place. In ways similar to those observed by Kraftl et al.
(2013) in their work, children interacted with these materials iridifft waysThis included
playing with buildersé sand, climbing piles

constructed buildings, touching and feeling the remnant materials.

The children in the village also helped their parents build or renbeates Mani walked

back to her house, carrying a basket full of mud for the house on he’sesige placed it

on the ground she explained that &gir (grandmother) would mix it with hay and make the

boundary of the wooden wall [Fieldnotes"Rebruay 2018]. Similarly,Parowent to

Chendra, the nearby village, to collebui mitti (a kind of black soil) to renovatakhd s

house, addingsko gham mein karte hain, paani girne se péitleas to be done in the

summer, before the raindieldnotes, 2fMar ch 2018] . Similar to Pur
observation, children were expected to contribute to the maintenance of the house from a

young age. Children were familiar with how and when to use these material objects in their
everyday lives. Thealso described construction work as a part of their routine, as in the

drawing maddy Mani (Figure 6.13), where she draws herself carrying a basket of mud on

her head and putting it outside the house, where it was being collected for the construction of
the house. She drew it as a part of a drawin
and 6things | disliked and explained that sh
fieldwork, her family was doing renovations in the house, piegdor the monsoon and she

would often help her mother in carrying mud from the nearby village.



Figure 6.13Mani, 10, Carrying mud forthe renovation of her hougBrawing, ' May 2018]

Many children between the age group b1 8 yeas helped in small activities to build or
renovate their homes with their parents or other family members. This mostly included
carrying cans of water, getting soil from the nearby village, applying cow dung to the floor or
helping in painting the walls witwhitechuna(limestone). As observed by Pankhurst et al.
(2015) and Bourdillion et al. (2011), children enjoyed work outside the home as it gave them

an opportunity to connect with peers and play.

As they became older they also helped with the cortgiruof the cemented housdadira
Awaas Yojnahousing scheme, Chapter 2 Section 2.6.7) in the village. Klandlhed as she
recalled her first experience at the construction site, sayiagg ko pata nai tha, toh tasla

bhi machine mein daal diy&did not know, so along with the mud, | also put the metal
basket with it into the [mixing] machinefurtherexplaning that it was dangerous, and they
had to stop the machine and take it out. At most times, the children were accompanied or
supervised by their parents, and they recognised that some of these tagtarieersand

there was fear of getting hurt, foxample stepping over a nail, with the sharp edges of the
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tools or carrying a heavy basket of mud on the head. But by engaging with these
materialities, through these activities, the children were contributing significantly to the
construction and renovatoof their homes and expressing their agency as productive
members of their family.

Kraftl et al. (2013) observed that buildings sites could, paradoxically, constitute both safe
play and significant risk. Thisengagenentwithn, t hr
atangi(Section 6.4.1) and construction materials attempts to move beyond the duality of risk

and safety.

6.5 Materiality of childrends work

In the following excerptMani andSakhiwith their siblingsIndraniandSona Vikas and

Shheer espectively, went to their neighbouros f
been recently harvested and they were going to look for leftover potatoes. | have previously
discussed this excerpt in Chapter 5, Section 5.2 from a differes)tHere | focus on the

materiality of childrenés work.

The children carried a bag and an axe to dig and fetch leftover potatoes from the
field that had been recently harvested. On the other side of the field, they were
joined by Rema and her brotheé8hi. The children were collecting potatoes for

t heir f amWVaniywdukl setkét anrarea and start to. dig soon as she
found some potatoes she would give itrtdrani who was carrying the bag.
Indraniput some potatoes in the bag and looked aaiald saidphar raha hai(it

is filling).

The children knew how to distinguish the edible potatoes from the rotten ones.
Indranisaid,ye acchi hai. naya aloo hai. Laal dikhta I{ges, this looks new. It
looks pink).Sakhiexplainedaur kaala dikhta hai toh junha rehta hé it is

black then it is old), further addings se aloo ko jagaye the na, vo juna aloo hota
hai (junhais the potato they plant as a seed for the next wa@row).

The younger children were not using the axe but digging and searching with their
hands and stones and as soon as they found anything they would bring it to the
bag.Sonawould bring a potato to her sistétani and ask if it was good or not.

[Audio embeded in fieldnotes and photograph2Fanuary 2018]
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Figure 6.14SakhiandNishadigging the field for potatoes

This above excerpt and photograph describe children digging the field to look for more
potatoes that may have been leftover by the farmer during the harvest. Here, as the children
decide to dig and plough the field, their work was enabled by the useeariatgmsuch as

axes, stonesjupatta(scarf) and bags. The children were digging the field to search for
potatoes that would be used for preparing dinner. In the beginning, they all worked together
in one area, and one person would dig the ground fudHerd potatoes, the others helping
locate potential ground where they could continue their search, while some helped to collect
the potatoes in the bag. Reg examined the bag with satisfaction as she saw it filling. The
younger children were not usingetaxe but using their hands and stones to dig. As soon as
they found potatoes, the siblings would bring therémi to confirm with her whether they

were good or the ones used initially as a seed to grow the newManpwas skilled and
experienced inifferentiating a new potato from the old. This was an important piece of
knowledge for collecting potatoes and she was able to identify them based on their colour and
texture. Her knowledge and understanding of the crop enabled her agency, as by bé&ing able

identify a good potato she was able to coll e

Materialist approaches to agency have also been rooted in political economy, which
emphasisethe role of children in productive and reproductive spheres (Panelli 20@F.).
For example, Katz (200 mphasi ses young peopleds role in

meals, and taking care of younger siblinggson (2008) observes that around the age of 7 or
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8, children became O6cruci adn toof tthhee mnhact uesre had |
Children in the village contributed to their household through accompanying adults for work
and sometimes doing the work themselves. Acting as family labour by collecting potatoes

from the field or getting fish fromthe pondh@ ed r educe the parentso |

In this case, the children were also aware that they were looking for potatoes in a field that
had already been harvested. Since vegetabl es
resources were limited, the childrdtought of making the best of everything and not wasting

what was left by the adults or machines.

6.6 Material agency within limited resources

As the analysis progressed, | observe how both material conditions and narratives of rurality
are wovenintogungpeoplé s | i ves i n t heThekndof maezial gn® unc h,
resources available for children in their everyday physical and social environment also have
an i mpact on @hiefordhe matedialy pavdegead their.everyday may be
dominated by education and plggung people in less resources intensive environments

were constrained by structural limitations (Mayall, 2002) such as poverty, health care and
education. Young pgol egdgemscy is considered in relation to their material realities, social

rules and regulations that decide how and where their lives are enacted (Robson et al., 2007).

6.6.1 Water as a resource

I n Chapter 5, Secti on $meBtsWthwateHeatd, Igiwedres chi | d
discussion around water a material dimenswater was a scarce resource in the village,

especially during summer. There were three borewells in the hamlet, one well and a pond a

little further away (Chapter 2, Secti@b.1). During summer, the water levels in the borewell

and the well were too low, and water in the pond dried up. Though the scarcity of water came

up frequently in conversations among children and adults, the children would not restrict

their use of wateduring games, exercising their agency to use resources. For instaiee,

playing shaadi shaadi(wedding wedding),Mani and Jamni along with their siblings fetched

four buckets of water to playaldi, a wedding ritual where the relatives and friendscda

around thesaltree and others throw water coloured with turmeric on them [Fieldnotés, 19
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May 2018].0thers t udi es i | | u s tivessandeoutimes are shaped bgwatem 6 s
interactions. Robson (2010) \ectingwatsrarmlb out chi
Punch (2005) discusses how childrenés wor k,

waterbased activities.

Adults in the village would often express their anger, trying to stop the children but they

continued, defying adult rules. As Sukhan took a glass full of water from the pot and threw it

in the air his mother shouteaghat kar na ge, paani nahi aat hgiey,d on 6t do it, the
water) [Fieldnotes, 26March 2018]. His mother was trying to tell him to not waste water

because there was not much for consumption and daily use. The children contributed in

fetching water from the well and borewell and oftemtimaed the difficulties in accessing

water, yet in games, they did not refrain from using water for play. Through using water for

games the children were exercising their agency of being able to use even those resources

that were scarce within the commiynil extend this discussion of water in Chapter 8,

Section 8.2.3 where | discuss the entangl eme

implications on their everyday.

6.6.2Shuk bazaarthe Friday market

Children in the village did not have a lotrabnetary agency, they also did not have much

money to spend. If they were given small amounts of money by their parents, siblings or

relatives, they would spend it on sweets or buying something from the village shop. As |

crossed the shop one day, | BakhiandShreeat the shop waiting for it to be opened. They

were dressed in formal clothes é®akhis ai d t hey had returned from
had Rs.5 and was going to buy her sister seweets [Fieldnotes, 22May 2018].Sakhihad

received mney from her relatives which she decided to spend on buying sweets for herself

and her younger sister. Children used their money to meet their immediate needs or desires

rather than waiting for something, for example eating ice cream when they had Rs.2.

Children were aware of the situations where they did not have agency, and would at times try

to avoid these, as illustrated in the following excerpt.

Shivcame to Rema and saigdask the teacher to let me go. Reesaid kya bolun
(what should | say)Shiv said he wanted to go to the Friday markeldling bol
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mummy ne bulaya héell her our mother is calling him). Reareplied hatt
main nai poochti. Main baza nai jaungi.She addedyaise bhi mujhe toh kuch
milega nai(forgetit, | am not going to ask. | will not go. Anyway | will not get
anything from the market).asked kyun(why)? she saidaise hi. Aur paise bhi
nai hain na(just like that, plus there is no money). | asked, $filv get
anything? She said yes, he miglet a notebook or some stationary.

[Audio embedded in fieldnotes, 234arch 2018]

In the excerpt above, R@a was not willing to ask for permission for her brother as she
knew that even if she does and accompanies her parentanarket, she will not be able to

get anything for herself. There was not enough money and she was certain that her brother
would get something from the market, and she would not. ThereformaReéused to help

him, exercising her agency in a situation venghe knew she was not going to benefit.

Since the village only had a small daily needs store, the villagers used to buy their weekly
rations and any additional supply of clothing, stationery, and so on froshtikebazaar

(Friday market) in the neighbidng village. Children in the village looked forwardsiouk

bazaar A day before the market, the children would talk about it in the school anticipating
what they would get from the market, if they were accompanying parents or if any of their
siblings wee going. It was seen as a privilege by the children to be able to go to the market.
Most times the children did not accompany parents, but each week would hope they could.
Some Fridays they accompanied their parents, at other times they would onlyotalkvhbt

the parents purchased, especially if it included sweets or savoury treats foCthleinen

with limited material resources connected with things differently from their more affluent
counterparts, and instead of buying, they relied more on gharifinding reworking and

readjusting (Blazek, 2016), thus materialising their agency through everyday objects.

6.7 Material i nequalities and childrenb6s age

Material inequalities are an i mportant facto
2016). Along with how children ingenuously used objects from their everyday to enable
agency, this section discusses childrends vi
these children were embedded in may be regarded as poor in the largecsoaioic and

political framework. Though childrends own a



abject poverty (Suneja and Sharma, 2017), they did have an awareness of the various state

provisions that were available to them, since their economic camslitvere relatively poor.

6.7.1 Childrenbés awareness of state provisio

The children were aware of the state provisions they had for families below the poverty line.
These included meals for children through the-oag meal (MDM) scheme and
anganwadigICDS), and the Public Distribution System (PDS) (discussed in Chapter 2,
Section 2.6.7). There was also a provision of distributing household items every year by the

current state government, which so far included mosquito nets, knives and a torch.

The PDS, a service by the government, only provided the families wkf Bi&ion (rice)
@Rs.2 peAntyodya (AAY) ration carél. As Mani explained while helping her mother
remove the chaff from the rice, this was not sufficient for a big family, so they had to buy
more from the market. Her mother added that this was sometimes|diffieen there was

not enough money.

Sakhj Mani andNishawere having a discussion whe3akhisaid,hamein toh ration nahi

mil raha(we are not getting rations these days). She lookBishband saidphone number
maange hain. meri maa ke pgaisone nai hai, usko khareedna padé¢tey have asked for

a phone number. My mother does not have a phone, she will have to buy it).
Manirespondedpata nai kya kya mangate haitkabhi Aadhar, kabhi phongdondt know
what all they keep asking for, sorimeés Aadhar/UID [unique identification numb#]
sometimes phone numbers) [Fieldnoted R¥arch 2018] Conversations such as these help

us understand that children were aware of these unrealistic demands by administrative
systems, which they as a houskehwere not in a position to fulfil. They were aware of their

rights but also aware of the hurdles which did not allow them to access these resources. These

orest

10 ynder the National Food Security Act (NFSA), 2013 the Antyodya rationcardisaeued t o &6 po
l ed to

poor & househol ds. Each AAY household is entit

11 AADHAR, is a 12 digit unique identification number, that can be made using demographic and biometric

details.See:

Sharma, S. 2018. Loalg for Modi: When Aadhaar makes your hagdrned money disappear down a rabbit
hole.Scroll.[Online]. 24 September. [Accessed 6 March 2019]. Avail&ble:
https://scroll.in/article/895462/lookiafpr-modiwhenaadhaamakesyour-hardearnedmoney
disappeadowna-rabbithole
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government support systems were useful to an extent but were not always sufficient and

sometimes &d prerequirements for access that the community found difficult to fulfil.

Children also had a sense of being beneficiaries of charity, for instance during the
inauguration of an old age home in the village by people from the city, clothes were being
distributed to the villager$2aroaccompanied a few other women from her hamlet to the
function, remarkingab kambaldengeaur puranakapdabatega. Sheher se log aayenge
batne(now they will distribute blankets aradd clothes People from the citwill come to
distribute) She emphasised the word old clothes, indicating that they valued objects but

many were not keen on charity and did not find it very dignified.

6.7.2 Materiality as relational

Ridge (2009) in her review of empirical studiesatio c hi | dr ends experi enc
found that these were linked to economic, educational, material and social deprivation.

Money as a material resource came up in chil
often concerning the lack of somethingffBrent children shared different views and

understandings of poverty, the observations and discussion with children suggest that poverty

meant a lack of something, e.g., food or money.

Childrends understandi ngltwads maltaer itad Tpowregdry
(1979) concept of oOrelative deprivationd tha
lacking certain commodities that are common in society. In one conversationSadkign

talked about her house she added:

Sakhi(pointing to the eiling): Mera ghar bohot accha rahe. Abhi nahi hai.
gandagidekhng@ my house should be very nice. 1160
dirt).

Ambika Toh kya hona chahiyg8o, what should it be lik@)

Sakhi Mahal rehta. Bohot badéhould have been a palat&ry big).

Sakhi Achal ka ghar acch habada hai, saaf rehta hai. gandagi nahi hota.

hamara dekho phata chat h@iA ¢ htad Wse i s ni ce. Il tés bigge
There is no dirt. Look at ours, the ceiling is broken)

[Audio transcription, 2% April 2018]
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The above excerpt captures h8akhidescribes her house as dirty and small and expresses a
desire to have a house that looks like a palace. While comparing it with other houses in her
village, she wishfully adds that it should b
and well naintained. Achalsakhdb s fri end and neighbour had a
freshly painted walls, it looked cleaner. Children often made comparisons with other

children, especially with children from the Oraon community, who were better placed in

terms of wealth and education. Raroexclaimed, referring to an Oraon household in the
hamlet,inka ghar bada hai aur saaf héheir house is bigger and clean) [Fieldnote$! 29

January 2018]. Here cleanliness was equated with prosperity. Childrenviliage valued

larger and cleaner hous@heythemselves made an effort to keep the houses clean and

swept regularly, similar to Chapter 5 (Section 5.2.1), where children expressed a desire for a
cleaner and greener village. Though children comparedrttegerial resources with others,

their being able to visualise, dream and imagine something in itself was an exercise in

agency.
Conclusion
There is substanti al |l iterature that discuss
playgrounds. Tmugh t hi s chapter, |l also extend thes
rural setting of the childrends | ives in Chh

These excerpts from the field are not all extraordinary and capture mundaneTthasss

have been deliberately chosen to highlight the impact of seemingly regular events in
children's everyday |lives. Through these ord
everyday | ives, | explore chil gday(Pubegaarmigency ,
Sharma, 2017). Through this chapter, | extend beyond the binaries of human dmanaom

and explore the agency that is produced and performed with their encounters and interactions.

The chapter illustrates a varied range of experieandsncounters with different materials.

Children would explore and interact with the objects they encountered through looking,

touching, smelling, feeling and throwing (Blazek, 20p me mat er i al s enabl e
responsibility, extended care and made them resourceful. In some cases, with limited

resources, children found innovative ways to be resourceful and exercise agency.
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While most of the everyday objects children engaged @athd qualify as waste material,
children found even Othe most mundane throwa
p.1016) to incorporate into their activities and play. At times, it would include playing with

magnets, bottle caps, glass, wirasd blades that were presumed as dangerous objects.

Children reused and reshaped things in their everyday e.g., making a toy car using a plastic

can, rubber slippers, old wires and bamboo sticks (Section 6.3).

Things acted in diverse ways as an extensidn c hi | drends agency, fror
expressions of anger by throwing pots or for creating something when making a pinwheel.

The examples of 6ébuying, searching for, adju
gi ving thi ngs 6eandrcamplexdetveoek df loeal pdactiges thas children

experienced, extending ,pi3l)t o their agencyod (

I n the next chapter, |1 discuss the childreno
everyday interactions and social relasbips within the community. | discuss this explicitly

by focussing on friendships, sibling relationships, relationships with parents, grandparents

and teachers. | discuss the different spaces, situations and forms of interactions and how they

enable(fornt) chil drends agency.



Chapter 7: Exploring agency through relationships in the village

Introduction

The previous chapter was an analytical discu
associated with their everyday materi&lsllowing a similar pattern, in this chapter, | discuss
childrends agency in relation to soci al rel a
live their everyday life in the context of social structures, relationships, and institutions. This

reqi res agency to be understood against the [
(Abebe, 2019, p.6). Therefore, to understand agency, it is important to acknowledge and
understand the relationships, societal structures and institutions within whtich e c hi | dr e
everyday life is situated and by which they are impacted. Thinking about agency through
generati onal power (Al enan and Mayall, 2001)
be understood. During fieldwork, | observed a multitudmtfrgenerational, caste, gender

and other hierarchies at play, that have been discussed in this chapter.

Within the Childhood Studies literature, there has been a focus on exploring the notion of
chil drends dependehsoften daes docapturaltiee ganplek eatuceef

their relationships within the families and the community (Abebe, 2019). In this chapter, |
explore these complexities. I argue that <chi
in the community are interdependeamd relational, and are negotiated andegotiated over

time and space (Abebe, 2019; Punch, 2015; Morrow, 1994). Here it is useful to align with
Kjerholt (2005), who encourages us to look at children as interdependent, arguing that

viewing them as indegdent will separate agency from the wider cultural and social milieu

within which it is embedded he idea of agency as interdependent is not only a critique of
neoliberal notions of self and personhood but an alternative conceptual framework that
theoriges agency from a life course perspective (Abebe, 2019). The life course perspective is
an interdisciplinary approach that | ooks at
historical contexts, that shape their lives (Elder et al., 2003). This alghgvith my

approach that was ecological and looked at the community atdatpeir social, economic,

political and historical context, that was influencing the lives of the adults and children in the

village.
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Aligning with what Wyness (2013) says, chit en6s agency should be ex
recognising the roles and positioning of children and adults and how they have an impact on
agency. Though adilthild relationships are mostly based on unequal power relations,

instead of viewing them as demkent or independent, it is useful to consider and explore the
reciprocity between these relations (Morrow, 1994). By looking for evidence of reciprocity, it
becomes possible to develop new knowledge in

relationships.

Theprimary relationships that children had in the community were with their family,

including parents, siblings, relatives; their friends in the school and community and the

school teachers. In the village, households rely on an extended network of care with
families and the community. This chapter exp
village. This includsthe nature of these relationships, their interactions, interdependence,
collaborations and netwaoskvith family, friends and the community, and how they negotiate

their agency through these interactions. Instead of focussing on the actor, | explore the

actions and interactions of children within their social contexts (Abebe, 2019).

| explore these rationships and networks through various events, observations and

interactions during fieldwork. Similar to the previous two chapters, | approach this one by

selecting excerpts, photographs and drawings from the field that highlighted aspects of their
everyday and at other times instances that were more unique or telling. At times these
relationships were easy to observe through p
routines and practices of children and adults to inform myself about nelktiles and
interdependences that further assisted child
explores the nature of childrends relationsh
negotiations in various roles. The second section looks ablef children as sibling
caregivers. The next section |l ooks at chil dr
di scusses childrends agency with relation to
weave in the discussion of the impa€warious structures including caste, religion and

gender on pedegsiommalgngdagacitess an d
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7.1 Childrends agency within family

Though children in the community spent a lot of time on their own, they were always
surrounded by adults whowee awar e of the childrends where
grandparents, older siblings, neighbours or relatives. Typically, in most households, children
stayed with their parents, siblings, grandparents and in some cases an unmarried uncle or
aunt. Ch | dr enés spaces and movement in the physi

have been discussed in Chapter 5.

In the village, along with intrgenerational interactions, there was also interaction and

overlap between the different generations. iThgeraction with their mothers was mostly

about ensuring that the children had eaten, bathed, were safe, not by themselves, and also
asking them to help or giving them tasks to
was more limited, and inatled giving instructions for particular tasks or scolding them when

they made noise. Most children in the village shared a joking relationship with their

grandmothers which they could get away with, even if they teased them. Even if

grandmothers would sablkchildren, they showered them with physical affectidms was

s milar to Trawicksd (1990) account of Tami/|l
interactions as O0loving threats of violenceo

Figure 7.1: Sukhawith his randmother undéine mango tree [Photograph,'23une 2018]
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This discussion about families is relevant as Wyness (2013) urges us to bring adults back to
the discourse for a more relational approach, and recognise the different roles and positions

of adults and childrerHaving set the context for intergenerational relationships in the field,

in the sections below | discuss the context

childrends complex endeavours of negotiating

7.1.1 For ms of withladultsihthe fandilg agency

This section discusses instances from the field where children explored, asserted, and

negotiated their agency with members of the household. The children shared distinct
relationships with different members of the family anthownity. Thesedifferenceswvere

based on the hierarchies within the community, patriarchal systems, the role of the adults in
the community and i n the c hdhidéteractiodss | i ves. I
negotiations and levels of agency in thikage varied with relation to different family

members.

I Asserting agency through defiance
One way children enacted their agency was by defying adult wishes and instructions. In the
following excerptMani wanted to go to the neighbouring village with heather and
siblings, while her mother wanted her to stay at home since it would be expensive to take all

her children.

Manb s mot her was wal ki ng t hindeoiwhbwashe f i el d
il and had to get an injection in the neighbouring town, iadi followed them.
Walking a little further, her mother turned around and asked her to go back. She
shouted agairgye ghar ja na génhey, go home)She said it a few times and

Mani stood stillwith a sad face staring at her mother. When her mother would
start walking, she would continue to walk behind her. In desperation, her mother
picked up a stick to threaten her, M#ni continued standing quietly. Her mother
pushed her shouldend then finally hit her legs a few times with the stick. She
even asked an acquaintance working nearby, to persuade her not to come.

S a n g eagi triaddtsdissuad®ani, aye layika ghare jghey kid, go home) but
Mani continued standing. Her mother fllyagave up and continued walking, and
Mani followed.

[Fieldnotes, 18 June 2018]
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Mani wanted to go out for a trip to the neighbouring village. She was determined to not give

up and continued following her mother and her siblings to the bus stop. She was persistent

and did not let the beating or the push deter her, defying any instruttadrvgere being

given to her. Throughouiani kept walking silently and did not say anything, and even

while being hit by the stick she did not react, move or run away. She stood there stoically.

Her agency was i n c¢hoosieatgandpubishinemt. Sheveast t o h
testing her motherés patience. She was awar e
other option but to go to the neighbouring village as her child was unwell. Her mother also

did not give up immediately and tried heshdaking assistance from other adults to shame

Mani, but she was unsuccessful. Children liked to accompany their parents outside the

village, sometimes for the journey and other times with the hope that the parents would buy

them something from the matkg€hapter6, Section 6.6). Herdjlanb s mot her was
unsuccessful in dissuading her through threats and punishments, and she walked persistently
behind them. Due to her persistenidani managed to achieve her goal, further

strengthening the argument that adults did not have absolute power over children, and it was
subject to resistance (Reynolds, 1991; Waksler 1996).

In other situations, children also silently defied adult rules whey wished to avoid work.

Mayall (2001) argues that children seek greater autonomy through resisting adult boundaries.
In one instance, whevanio gjji (grandmotheret the goat loose to be taken for grazing,

she called out tMani, who did not look up orespond and continued to eat mangoes. That
madeajji respond angrily and saglin bhar khaat hairfyou eat the whole day), but she also

left home to do the work herself [Fieldnotes!"IIBine 2018]. Here again, by choosing not to
respond t@ j jinsticsions,Mani tried to avoid the task. She did not respond verbally but in

an embodied manner. By not moving, she conveyed to her grandmother that she was not
going to work. Adults attempted to persuade the children to an extent and then had to give up,
sumi tting to childrendés unwillingness. At ti:
times would ask other siblings to help. The children were aware of this pattern, and would

use it to their benefit. The refusal to perform a task was also dependentenh i | d 6 s
relationship with the adult. As most of the children in the village shared a close bond and a
joking relation with theimjjis, they could take liberties with them which they could not with

their parents, fathers in particular.
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The childrenwe e al so aware of parentsd concern for
it was expressed. In the following excerpt, children explain different forms that they

considered an expression of concern from their parents.

When askedhow they knew whether #@ir parents loved thenvlani thought for a
bit and saidpaisa dete hailfthey give money)Reemasaid,haan hum cheez
kharedne ke liye mangte hain toh paisa dete Hg#s, they give us money to
buy things) Mani addedgham mein ghoomte hain tbblte hain mat jao. Gham
lag jayegi(when we go out in the heat they say@ddn g Wou williget.a heat
stroke).Reemasaid,dai gariyati hai, par main chali jaati hoon. Kaam khatam
kar ke jati hoonmother get@angry,but | still go out But | finish the work and

go).
[Audio embedded in fieldnotes, 2@pril 2018]

Children explained that their parents expressed love by giving them money to buy things.

They also added that parents showed their concern when they worried about the children
goingout in the sun, where there was a risk of falling ill. They were aware that when parents
refused them something, it was from a place of care and cofemaacknowledged her
parentsd response as care and wasweatwdine t hat
the sun, yet decided to go anyway, expressing her agency by defying them. Though she made

a choice to go out, as a negotiation tactic added that she finished her domestic chores, so her

mother could not complain.

i. Agency through delaying a &k
Depending on the context, situation and the relationship with adults, the children could not
always dismiss or ignore instructions or their everyday responsibilities. In the following
excerpt, Neelam was seen sitting quietly by herself during thenday a tree close to her
nei ghbours house and | o o-kdaw expeated hdr to do aflotod | d s .
domestic work, due to which Neelam would often have to miss school. Her situation was
different from the other children as her parenésendeceased and she stayed with her cousin

and his family.

On being asked why she was sitting by herself under the tree, Neelam said,

bhabhi gussat.i hai éi san saab kaam karne Kk
mere ko bolti hai. Kabhi kabhi bolioon, par khud hi roti hoofmy sisterin-law
scolds me, asks me to do all the work. Sh

sometimes answer back, but then | start to cry). She then adgjeaijhe accha
nai lag raha tha. Mood kharab tha toh bahar tehed@egayi. Kuch nahi kiya



(today | was not feeling good. | was upset and came out to take a walk. | did no
work).

[Fieldnotes 22" May 2018]

Neelam was unhappy with her sisiefl awés scol ding and pressuri s
decided to not do any work and go out for a walk instead and get some fresh air. Neelam felt

it would be helpful if her sistein-law would also contribute to the t&s instead of expecting

her to do all the workSheelaboraedon the ways in which she dealt with her feelings of

anger and sadnegseelam said that she usually went out of the house for some time to

distract herself, sit quietly or answer back to h&tesin-law, which made her feel sadder.

Neelam was exploring different ways of taking charge of the ways in which she spent her

time. She found it difficult to express and assert herself because she was dependent on her

cousinbés family.

Children are aare of the roles different adults play in their lives, and the varying degrees of
freedom and limitation they experience with relatives. Even though Neelam had chores to do,

and felt she was in a position that she could not refuse, she took the decdstayofg the

task and not doing i1t i mmediately. As Punch
imposed boundaries and assert their autonomy, which can include decatory, gaining

contr ol over oneds use ovétodoisomethisgram takippac e, t a
action to shape oneds own | ifed. Il n this sit
altogetherNeelamdelayed her work responsibility adecided to go out to take a walk and

feel better, exercising her agency withingddimiting circumstances. Even thougkeland s

family arrangement was different from others, similar to her response, other children in the

village also devised different ways to deal with the taskeyoften bok more time to

complete them, and foundays to escape, even if it was for a short period.

il. Agency:partial, relative and relational
Chil dren6s autonomy was partial and relative
where the children were unable to refuse to the tasks and badhfidy, as discussed in the

following excerpt.

While the children were watching TWjanié ajji came to the room and scolded
them, sayingsaala baithe rahein, dinbhar TV dekhat héufiots, you keep
sitting, the whole day you watch TV) and she pulledrand s bl anket . Sona
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quickly shut the television and the children disperséahi went to clean the
utensils,Indraniwent outside to cut some softwood for the goats to eat.

[Fieldnotes, 28 January 2018]

As discussed earlier, though the childred hdriendly relationship with their grandmothers

in this case, sincajji seemed very angry, the children had to stop watching television and get
to the tasks assigned to them by the other family memagirenly asked them to get to

work, she did nogive any specific instructions, but all the children knew what to do. Though
the children were allowed to watch television and were encouraged to do so in the heat to
keep them indoors, when the household chores were left undone the adults would get angry.
Here, children figured thajii, who was usually easy to persuade, was angry, and there was
no scope for negotiation. Therefore, they quickly dispersed without attempting any

resistance.

Gender and age were also important factors i
adults. While very young children were more dependent on parents or siblings, older children
were able to negotiate their boundaries with adults, sometimes thewoygnents and

defying adult rules. Further, age was associated as an important factor by parents for

performing certain tasks and even children were aware of this and were often heard repeating

it.

7.1.2 Childrendés work and agency

Workandhousehol d chores formed a | arge part of
following two excerpts from the village are conversations with the children. Here they
describe the different work they did at home or with family members and how they felt about

performing these tasks.

Ambika: Kya karna accha lagta hgwhat do you like to do)?

Jaya:Safai karna, barnta dhona, khana bana@dar ka kaam accha lagta hai
(cleaning, washing utensils, cooking. | like household work).

Ambika: Aur kya accha nahi lagtéwhat do you not like to do)?

Jaya Jungle se lakdi katna. Kabhi kabhicha nai lagtahai (getting wood from
the forest. Sometimes | dotike it).

Ambika: Fir kya karti ho(then what do you do)?

Jaya:Kuch nahi. Mummye saathjati hoon(nothing. | just go with mother).

[Audio transcription, 1% June 2018]
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Here JayaMani, Indrani andReemadiscuss the household chores and building work they
have to perform. Along with other everyday tasks, children occasionally also engaged in
physical work (like collecting wood, helping in construction) with the family. Each year the
families prepared fathe monsoon by fixing the house wall and making repairs. They often

did not refer to household chores as work but discussed the difficulty or dislike for outdoor

Mani: Paani dhote hai, jhadoo lagate hain, kachada phenkte hain, aur diwal
uthate hain(we carry water, clean the floor, throw garbage, and raise a wall
[referring to building a house]).

Ambika: Diwal mummy papa uthate hain, ya t¢do your parents raise a wall or
do you)?

Mani: Haan uthate hainsab uthate haifyes, we raise it, everyone raises)?
Ambika Ye kaam mushkil lagta hai ya aasgdo you find this work easy or
difficult)?

Mani: Mushkil lagta hai(l find it difficult).

Ambika Agar mushkil lagta hai toh kya karte (ibyou find it difficult then
what do you do)?

Indrani(Mani6 s s Kastd hain tph kaanfwe do it, the work).

[Audio transcription, 20 April 2018]

work as it was tedious and hard. In both these accounts it was evident that even though they

di

accompanying her parents to the jungle to cut wood, which she did not enjoy but on being

d

not |l i ke certain tasks, children wer e

asked what she did about it, she said she went in any caddahRunelping her parents build

the mud wall by plastering or carrying mud and water was a difficult task but like Jaya, she

a W

said she did it. The children responded to these questions saying there were no alternatives,

and unpleasant tasks had to be done.

Children 6s wor k was al so dependent on thei

illustrates this further.
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Figure 7.2: Bhulu, 9, carrying wood from the jungle with his aunt and uncIe[PhotogFahhneSZOlB]

In this photograph, Bhulis walking with his uncle and aunt through the fields (which are
barren at that time of the year) on a path carved by people walking. He is carrying a small log
of wood on his shoulder, while his aunt carries the heaviest bundle of logs, balancing them on
a cloth base on her head. They are walking back to the village from the jungle. Though it is
the month of May, the sun is not very strong and it is mildly cloudy, making it easier to walk
without shade. His uncle walks in front, while Bhulu is walkinghi@a middle so they can

keep an eye on him while his aunt walks behind, also as she is carrying the heaviest load.
Even though children helped with the household and other chores, they would perform tasks
that were manageable. In this case, he is bearinghtvhat was manageable and not too

heavy for him. With age, the physical workload would increase for children and the nature of
work also varied with gender. Though the work was equally demanding physically, it was
observed that the girls were expectedid® more tasks within the village while the boys more
often went outside the village. The girls would also go out to collect wood, but they were

always accompanied by adults or others from the village.



A common thread was that these chores were perfowirtkathers in the family. Therefore,
the workload was shared between children, siblings and other adults in the household.
Children were aware of their responsibilities, they knew they could not avoid these and did
not have autonomy in deciding the nataféhe work Therefore, they complied and found
other ways of engaging with work to make it easy and bearable, for instance going to work
with friends. Children would often work in groups with their friends (discussed in Section
7.3). Another example of aking work less hectic and tedious was through taking breaks in
between by either resting, watch television or engaging in play (Section 5.2). In the
illustration below (Figure 7.3), children were asked to draw how their days |odieexl.

drew amahuatreeand flowers on the flooOn the right side, she drew herself carrying
mahuaflowers in a basket on her head during the flowering season i{Mayl) and on the

left side drew herself lying on the ground, restidigni describes that she rests or sleeps
under themahuatree while waiting for thenahuaflowers to fall before she can collect them
They have to wait for a long period for the flowers to fall and cannot leave them unguarded
on the ground for too long, lest the animals eat them. They rest wditiagv

Figure 7.3Mani, 10, Carryingmahuaandresting while thenahuafalls [Drawing, 26" April 2018]

On occasion, the children would try and avoid work by asking their siblings to do it (Punch,

2001). Usually, the older children convinced their younger siblings to do their share of work,
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often in exchange for another task. Sometimes the siblings wouidd¢nem of pending

favours and make them work. Power was associated with, and relative to, the age of the

children and the difference was not necessarily between adults and children, but among

children, thus challenging the aduhild dichotomy in relatin to power. At other times,

children did the work halheartedly or did not do it properly on purpose, which forced their
parents to ask another sibling to take charg
responsibilities thus become a matter fogat@tion between individuals and not just a

matter of following normative rulesdé (Finch
assigned to children, they were not always followed or completed without resistances and

negotiations, a symbolof ctilr ends agency.

7.1.3 Ways of dealing with difficult situations

In their everyday, the children had to face some difficult and disappointing situations. They
found different ways of expressing anger and disappointment. The following excerpt
discussefiow Mani distracts herself with other things while dealing with her disappointment

of not being able to accompany her mother to another village.

Manib s mot her was p rirgnamato therdgctortand waneddanie wi t h
to stay back and take care of Sukhan. Her mother looKddmitfrom a distance

and signalled to her to distract Sukhifani said,thagne ko bol rahi hai Sukhan

ko (she is asking me to fool Sukhan) so that he did not notice her leaving and

follow her. Thren she saidnain toh nahi janti hoon, nani thagat h@idond t

know how to do it, grandmother know&Yhen her mother started to walk away,

Mani smiled and said to Sukhasekh babu mummy ja rahi h@ook baby,

mother is going away). Until then, Sukhaadmot paid any attention but when

she said that, he turned and started following his mother, who had to come back

and scolded/ani. When | asked her why she did thd&ni replied,mujhe bhi

jana tha(l also wanted to gosuddenly her mother spotted art@rickshaw

crossing in front of her house and stopped it. She puig@niand quickly went

and sat in itMani and Sukhan tried coming after her, she turned around and

shouted at Mani to stay at home and take care of the children. As the auto

rickshawleft, Mani stood quietly near the house for a while, crying softly, and

Sukhna was crying loudly on the roddhe neighbours tried to pacify him. Mani

let him cry for a bit and then called to hiaa ja re(come here)She then looked

at me, askingioot khane jayegi?will you come and eat mulberries?) | said yes.

Then she went and tried to calm Sukham baat nai babitd s okawgwnd chi | d)
picked him and we walked towards the mulberry tree.

[Audio embedded in fieldnotes, 8®arch 2018]
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In this caseMani wanted to go with her mother outside the village but was told to stay at
home and distract her brother and take care of him. This incident is telling and describes how
children made their best efforts to get their way \ligir parents. This situation is similar to

the one described earlier in this chapter, wiMaai was successful in going out with her
mother. | provide two similar examples with contrasting outcomes to further emphasise how
context, time and space wenmicial in exercising agenciani exercised her agency in this
situation and instead of distracting her brother as instructed by her mother, told him that she
was leaving, to make it difficult for her to leave. To her, this seemed to be the only way to go
with her mother. Despite her best efforts, as events turned out, her mother found a way to
leave quickly Maniwas left behind, having to take care of her crying brother and dealing

with her own disappointment. She took some time to cry and let her beoyres well, and

then distracted herself by deciding to do another activity she found enjoyable, eating
mulberries, to deal with her disappointmeviini spent some time feeling disappointed but
soon engaged herself and her brother in the next best tpdibwas available to her. This

incident describes how children dealt with disappointment.

Children also expressed other ways of dealing with disappointment caused by adult
structures, rules or not having enough resources to purchase thdrgsisad, gussa lagta

hai toh akele rehti hoon. Khana pakati ho@ihl feel angry, | stay alone. Or | cook). Paro
also addedhaan aur jaise sundar cheez ko dekhti hoon. Titli phool(pledk at pretty

things like butterflies, flowers and trees) [Fieldno®®} January 2018]. Spending some
quiet time alone, distracting oneself with other activities or spend time with the nature,
looking at beautiful things, were ways children used as distraction to deal with
disappointment and anger.

Chi |l dr en 6 s Icahg eonscrgptioa im the \@lage

Social drinking was a custom in the village among both men and women. The local drinks
werehadiya(rice beer) andnahua(alcohol made omahuaflower). When there were
festivals, marriages and relatives visiting or when people received their pay, these were
celebrated through drinking, and all adults regardless of gender would drink. Episodes of
drinking would often lead to violence and domestic abudeuspands. The children were
vocal about their unhappiness towaadtilts drinking. The following extract from the notes

il lustrates one such event where the adul ts
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Manib s mot her , f at h eifromahe dillagewere sdtihglaad drinkingl Taed i e

elderly women were lying unconscious.

Mother (to me)Nasha khaye hain sdlwe are intoxicated).
Father:Tumhare yahai gur mithai paani, hamare sarguja zila mein ye peet hain
(your side they celebrate Wisweets, but in our Sarguja district we have alcohol).

In the meantime, the children were standing around at a distance and a few
minutes lateMani said,chalo gainda khelenge ¢ 0 me , |l etds go pl ay).

Ambika: Abhi koi tyohar ha{is there any local féisal)?

Mani: Nahi aise hi piye haifno, they are drinking just like that).

Sakhi:Mujhe gussa lagta haRata nahi kyun peta hdl feelangry]l dondét know
why they drink).

[Audio transcription, 28 January 2018]

| draw attention to this particular incident as it was a frequent event in the families. Families

would brew the alcohol when they had collected ricenahua Others who had money

would sometimes purchase a bottle from the families who prepared alcbRsl§8) and

drink with them. Sometimes, when people in the village did not have enough money, they

would give away household objects like sacks of rice, utensils, radios and in extreme cases a
piece of their land, to purchase alcohol. In this particaleident,Manib s par ent s wer e
drinking with two women in the community who were so drunk that they lay unconscious on

the ground. The children observed the situation from a distance and did not come very close.

From their previous experiences they knew ¢hasidents could turn violent, and so they

maintained a safe distance and were silent spectators. While the family members were

drinking they would ensure that they dispersed or engaged themselves in different tasks
elsewhere. In this casklani called tle others to play. Children would find ways to escape

the house during these drinking sessions by
to fill water from the borewell or to play. Childravoided spaces that were usually safe but
temporarily nade constricted and unsafe by adults. Another reason to stay away and keep

their younger siblings away was that they, like adults, believed that children pick up habits

from adultsMitac o mment ed on chi | dr ebadé ko dékloke aseekho eat i r
jaate hain(they [children] learn by observing the adults) [Fieldnoté&s]uly 2018]. Though

they did not have the agency to actively change anything, children tried to take control of the
situation Theywould exhibitt hei r anger by wverbally disappro

habits, and would often express themselvesdyyng that as adults they would never drink.
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Children also ignored and dismissed instructions from adults who were &akikonce
angrily mumbled and refused to go when her drunk grandfather was calling her, saglag
kutta piya hoga, isliye bulaaha hai(that dog, must be drunk, that is why he is calling me)
and ignored him [Fieldnotes, ® March 2018].

The home as a space also posed a risk for children when the adults were drinking, and often
men would become verbally or physically abusive towards their wGtafdren were

concerned and scared of these fights that occurred after their parents csgatidrunk.

One dayAchal got scared when she saw her uncle picking up an axe to beat his wife, and
began to cry and ran away [Fieldnote$May 2018]. During my time in the field, | did not
witness but twice heard about incidents of domestic abukewA c hal 6 s aunt and
one occasion, her aunt threatened to go to the police and also invited her sister from another
village to stay withthem,so she felt safe. Even after these extreme incidents of violence, she
would justify not going to the pae by saying, after all, he is my husband. At times, when |
asked about the bruises, she would also lie to me, saying she had a fall. There was ostensibly
a sense of shame associated with telling an outsider, and wariness about causing alarm.
Within the canmunity, the women would discuss abuse and often neighbours would come to

each otherds rescue when men were physically

Studies related to parentsodé6 alcohol -abuse an
Miller et al., 20@; Bancroft et al., 2005; Barnard and Barlow, 20@3pecially in India, and

are mostly within the domain of psychology or medicine (Sidhu et al., 2016; Rose et al.,
2015). My work takes a different perspective
consumption of alcohol or fathers physicallyjuaimg mothers after drinking@ he following

section discusses the impact of domestic violence on children in the village.

One day, from the school premises, we heard a drunk couple fighting in the house
next to the school. The teacher had not yet arrigad children went to the yard,
peeping from the school gate to hear what was happening and some climbed the
tree to be able to see. The woman was unconscious, and the man was pulling her
hair. Mani said,daru pete hain toh ladte hain. Mujhe toh bohotrdagta hai

(they drink and act like this. | feel scare8pakhiaddedjab mera papa marta tha

tab main mummy ko churane jati thi toh mujherbarta the. Ek din mummy ko

bal se ghaseet ke le ke ggy#éhen my father used to hit my mother after

drinking, lused to stop him. He would then hit me too. One day he dragged my
mother with her hair onto the road).

[Fieldnotes, 18 February 2018]
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These discussions did not take place regularly among children during the period of my
fieldwork. When such an episodsuld take place in the village, the children would talk

about itamongst themselvesach giving their version of the incident and explaining what

they saw or heard. They also talked about their feelings, mostly expressing their fears of
someone getting hurt and feeling scared. They were aware of these episodes and would often
witness tlem. Children used sharing experiences and feelings with their peers as a method to
deal with and make sense of these disturbing events. The younger children would mostly get
scared and start crying, the older ones stood at a distance and watched thisiffighiteor

would run away to do other things. In cases where the children sensed danger, they would
call their neighbours. This section is important for the discussion of agency as these situations
regularly posed a risk to children in the village amdited the space to express themselves

and take control. Therefore, in the discussion of agency, it is also important to acknowledge

external factors that limit the extent of agency.

7.2 Expressions of agency in sibling care

In this section, I discussclir en6s experiences and agency as
fieldwork, in the village, the children were mostly accompanied by each other, and not

always with adults or under adult supervision.

An important aspect of sibling interaction and relatiops that | observed in the field was
sibling caregiving,parstichiipamten iwerecarma&tiinve
their families (Brannen et al., 2000, p.195). Sibling caregiving was a deeply integrated part of
chil dr en 0 s inghe eillagedChilren discussed it with terms sucldagan

rakhti hoon(look after),khilati hoon(l play), babu ko paati hoofl carry my baby brother).

Even though sibling care was a largely unspoken process, it was ongoing and experienced

and expessed in different forms. The children in the village were often responsible for taking

care of their younger siblings for tasks including bathing, ensuring they eat, playing with

them, making sure they do not go out alone on the road. Robson and ADR@)Idfgue that

in the Global Soutlsibling caregiving has not been researched critically, as it is considered a
part of childrends soci al i slconsidenitimpetanptect ed f
include it as a focus for the study,tountleesn d t he | mpact <caregiving

everyday livesThr ough conversations and observati ons:¢



agency in sibling relations with relation to care practices, and how children make sense of

caring in their everyday lives.

7.2.1 Forms of sibling caregiving

In the village, the older children, from the age of 8 and above, were responsible for taking

care of their younger siblings, which in my study included children of age range 3 to 6 years.

While caring for their youngesiblings, here were techniques that the children had learnt
through their previous knowledge, experience and by observing others, which they used
while managing their siblings. The following section discusses the different ways children

cared for their $lings.

I. Care through givingtime
In the following excerptParq leaves Shree to cry for a while before she pacifies and

distracts her.

While Paro andMita, were sitting and chatting, Shree was crying. | looked

towards her, concerneBaronoticed and saidpne do, bohot royegi, apne se

shaant ho jayedilet her cry, she will cry a lot and then calm down on her

own). Shree had tripped over a piece of lopough she was not evidently hurt,

she was wailing because of the fall.

Parosaid,yahan bacche ko rone do. Apne aap chup ho jayenge aur tumhare paas
aa jayengdhere, we let children cry. They become quiet on their own, and will
come to you). She addethup bhi karao toh gussa hote hdihyou try to soothe
them, they get angry).

Paro said to Shreaa ja. Ama khane jayengeome, we will go eat mangoes).

She shook her head in refusal and when Paro gently persuaded her again, Shree
walked closer to heandParopicked her up.

[Audio embedded in fieldnotes, #3une 2018]

In this excerpt, Paro, who was taking care of Shree and Vikas while their mother was away,
let Shree cry, knowing well that if she would try to comfort her, Shree would not respond.
The child crying did not hassle her. She was not avoiding Shree but efawaé to cry and

compose herself. Here, similar to Daviesbo

(2

understanding and knowl edg e -verbal cgnromumcgtienr. c hi | d

Paro relied on her previous knowledge and her observdtimmsthe others in the

community to decide how to respond when her younger sibling was crying. She assessed the
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seriousness of the situation and knew that Shree was not physically hurt and did not require

any immediate aid. As Corsaro (2005) observesdi@n do not imitate adults but reproduce

the knowledge through Ointerpretive reproduc
through children observing other adults and children performing their everyday tasks

Further,by accompanying others to perfodni f f er ent chores and durin
discussions, where children got an opportunity to listen and observe. Similarly, in this

situation, Paro, through her past learnings and assessment of the current situation, devised her
own ways. Through theexperiences with siblings, children also understood individual

children and how they responded differently. When Shree had cried for a while and calmed

down a bit, Paro told her that they would go and eat mangoes. She used mangoes as a means

of distracton. It required some persuasion on her,fart Shree finally agreed to go with

her. Paro, through her experience, dealt with the situation in a calm and composed way. Paro

also explained her actions to me as a researcher, partly because | looked doaue pestly

because she knew that from the outside it may seem like she was ignoring the child, but her
decisions were conscious. Through previous knowledge, assessment of the present situation

and understanding of other children, children took care whger siblings.

As sibling responsibilities would take up a
with play and spending time with friends, as they could not opt out of care duties (Akkan,

2019). HereParowas looking after Shree and Vikasile talking to her friend Mita. In the

village, though | observed two boys taking care of their younger nephews at one point, it was
more often the girls who were observed taking care of younger siblings. It was a gendered
practice, and girls were expedtto take more responsibility, as also observed by Suneja

(2017), in her work with siblings caregivers in both rural and urban India.

Other ways in which the children took care of their siblings was by engaging them in play or
involving them in activites and tasks they were performing. In the photograph below,
Sukhan is standing below the tree, pickikagar leaves and collecting them in a plastic bag

as instructed by his sister Mani who was on the tree, throwing the leaves on the ground.
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X 7 - .
Figure 74: Sukhan collectingoilar leaves from the ground in a plastic bag [PhotograﬁthMay 2018]

Mani was indicating him to the places where the leaves were falling and Suban

following her instructions. Mani did not want the goats to eat the leaves and asked Sukhan to
pick them. He occasionally ran after the goats to chase them as they tried to eat the leaves.
This way Mani involved Sukhan while collectikgilar leaves fo dinner. Evans (2012)

observed that in Tanzania and Uganda that older children played a crucial role in the informal

training and socialisation of children withi

observations, here Mani was a teacher for henger brother, teaching him chores through
instructions and example. At times, ioyolving siblings in tasks and activities, children

were able to perform other tasks along with looking after them.

il. Caregiving through distraction
Children used differertechniques ranging from using words and gestures to pauses, silences
and bodies to engage with their siblings and other relationships in the village. Along with
giving the siblings time to calm down, as illustrated in the previous section, children also
used distraction as another method to soothe their siblings. In the following photo and

extract, Mani is sitting on a plastic mat
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Sukhanwas crying for their mother, arddani was unable to find her. She picked
him up, soothed him, tidied his hair and sat down to do her work. In the
meantime, she cut a raw mango for him and saidabu, khghere baby, eat).

[Fieldnotes and Photograph,"8pril 2018]

~

-Figure 7.5Mani distracting her brother

Maniwas maki ng a drawing for the research acti
Sukhan began to cry for his mother after waking up, she began searching for her in the house.

As she was unable to find her mother to calm Sukhan down, she picked lawaypd a

little to soothe him, tidied his hair and finally sat with him and worked. This is captured

through the photograph (Figure 7.B)ani is seen sitting crosegged on a mat with one leg

slightly raised to balance Sukhan on her left hip, as shioed to draw. She held Sukhan

with one hand and wrote with the other. To distract his attention she cut a piece of raw mango

for him. Sukhan still looked unhappy but he stopped crying as he started to play and eat the
mango. Since her mother was nothe wicinity, Mani decided to take care of her brother.

She was not told to do so but took it up on her dWani and other children often took up

the role of sibling caregiving, sometimes when asked to and at other times on their own.



Care was not sometig that children only responded to as a responsibility but as a human
response to othersd emotional distress. Il n |
beyond the dichotomy of separating labour and emotion, highlighting the more complex and
reciprocalrelationship in which care is performed. These thoughts further resonate with
Masonods (1996) wor k dibotuitn ctairen ket wédreen makars
a b o. terdihe former involved feeling and emotions that were of aaxiive natue and

the latter involved the labour of care that was conceptualised more actively; and how these

two were often overlapping. Elden (2016, p.175) also makes a similar observation in her

work where she discusses the 6ordinary compl

Many times, in the village, children used pacifiers and distractions with their siblings to
soothe them. This often worked with younger

excerptMani also physically holds her brother to soothe him. Similar care thioadjty

actions was also expressed in the photographs below.

i AVRE AL Sl o) T N
Figure 7.6: (L)Sakhicarrying her sister Shree [Photograph! March 2018] (RS hi | pa ti ed around
waist[Photograph, 16 June 2018]
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These photographs capture children taking care of younger children in the village. In the first
photographSakhiis carrying her sisteéshres. Sakhiis walking towards her home on a hot

afternoon, carrying her sist&hree on her waist. Whil&akhiis sugorting Shres with her
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arm,Shree also has her arms wrapped aro@akhi In a lot of cases, the younger child

would also attach themselves to the hip of the older child, with a strong grip so the one
carrying would not need to hold very tightfyhres coud walk, but children carried their

siblings if the distances were longer, it was hot or the younger siblings were tired. In the
second photograpMita is posing for a photograph under a tree with Vil&s,e and

Shilpa.Mita wanted to be photographedsde was holding the baby in a way which | had
expressed as being different from my context. She had tied 4 months old Shilpa on her waist
with a thick cotton cloth, while Shilpads mo
supporting the baby with her has) the cotton cloth was tied firmly and close to the body

This allowedthe handgo befree and the person carrying, mostly girls or women, could

perform other tasks like cleaning utensils, cooking or carrying wood on their@a@dwas
expressed thra@h these bodily interactions of holding or carrying a child. Care was

embodied (Evans, 2012). In these photographs, the children held their siblings close to their
bodies, in a manner that there was eye contact and the person carrying could also engage wit
the child.

iil. Caring through anger
If the siblings were unwilling to listen through simple instructions, children used anger and
threats to express themselves and make them comply. Children in the village often scolded
their siblings angrily othreatened them, something that had been modelled to them by the
adults in the community. The following two excerpts from the field are examples of

childrends expression of varying degree of a

Milo was not removing her clothes for a bath. Nisha after trying to convince her a
few times angrily raised her hand and saik gai, khol chaddi, marbe ge,
choodha(hey, open your pants. | will hit you. Fucker. | don't have too much
time).

[Fieldnotes, 10 February 2018]
Shiv and Mayawati were playfully pushing and fighting while watching TV and
disturbing the others, Reema warned the two and then got a stick and hit them

lightly on their back.

[Fieldnotes, 8 May 2018]
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These examples from the fieldnotes illustrate techniques used by the children to manage their
siblings. These threats and beatings were not intended to hurt but to keep them from doing
further mischief. In the first excerpt, Nisha verbally abused her sisting her to comply as

she had other tasks to perform and did not have much time to indulge her sister. She raised
her voice in annoyance expecting her sister to do as she was being told. In the second
example Reeméhit her siblings. Since her intéoh was not to hurt them, she did not use a

sharp or a heavy object and assessed the force being applied &ftdlightly hit the

children so they would stop making noise. In situations where the children were aware of
their limiting influence with thie siblings, they used extreme measures like verbal abuse,
threats or beatings to assert themselves. When there were situations where the children were
not sure if these threats would be effective, they also involved their parents or other adults
whotheti | dren feared. Similar to Punchodés (2003
would complain to the adults when a sibling would not listen, or threaten the child to

complain to the person they feared the most.

Chil drends embodi eftheiriprevioesrkrowleédgecamdexpariande reveake
the diverse ways in which they managed various situations with their younger siblings in the

given context, which extended their agency in their relationships with the siblings.

7.2.2 Protecting siblingsn difficult situations

Children ensured that their siblings felt safe and cared for, especially in situations involving
external factors, be it involving dangerous roads or a disagreement with another family
member. The following excerpt describes Hdaniand Sona cheered up their sister Indrani

after she was refused by their mother to get her ears pierced.

Mani and her siblings were sitting under the mango tree, and a man selling
artificial jewellery walked towards them carrying a box of jewellery and tools for
piercing.Indranisaid,mai bhi chidwahurfl will also get my ears pierced) and

went inside to ask henother. She came out looking disappointed and walked
away.Mani explained that their mother refused to let her pierce her ears because
of a lack of money.

Indraniwalked away feeling sad and angry, and after some time, Mani asked her
other sister Sonatgo and findndrani ja noni bula na gae, bol didi bula rahi

hai, abhi bula rahi hai, didi jaat hgigo kid, call her, tell her didi [referring to

me] is calling, calling right now. She is leaving). Sona went to looknfimrani
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and called her back. Whéndraniwalked back and found me sitting there, she
exclaimed looking aMani, thagatraaeg wer e | ying) and they al
Indranismiled a little.

[Fieldnotes, % May 2018]

When their mother refused to let Indrani get her ears piencéchni felt sad and walked

away to be by herself. Since the houses inside did not have much space for children to be by
themselves, they found other places such as the fields, empty constructed homes, trees to
spend time alone. Indrani walked away andusater a tree. Both Sona and Mani, who were
watching, did not say anythinflani was sensitive towards her
decided to give her some time by hers€éloughensuedthat she was not left alone for too

long and found ways to cheer her up. Children looked out for their siblings when they were
upset, finding ways to make them feel better through jokes, distractions or coaxing. In this
situation,Mani understood that tme was a shortage of money and she could not resolve the
issue. She involved her other younger siSt@na taking her help to telhdranito come back

on the pretext that | was going away. She made up a reason which ensuliredt amatvould

definitely return. Afterindranicame back and saw me sitting on the mat with the others, she
realised they had fooled her and | was not going anywhere. They laughledicardalso

smiled. Mani ensured she did her best in the given limited circumstances to malstener

feel better. Children were mostly aware of t
but they still occasionally made demands that the parents or other adults could not fulfil,

leaving them disappointed. In these cases, the childrensearetimes consoled by older

siblings or cousins. Children in the village would have their differences and fights with

siblings but when their siblings faced difficulties caused by external fattansthis case, a

structural problem caused by the of latknonetary resources they supported each other.
Childrends |ives in the village were interde

support.

The children also looked after their siblings in situations they considered risky and difficult.
In the following excerptSakhitried to ensure that her younger sister would not accompany

her to the highway as roads with fastving traffic were dangerous (Chapter 5, Section 5.5).

As | was preparing to leavParosaid,layika ke saath chali ja Ambikgo with
these children Ambika) [referring tadraniand Sakhi]lndraniandSakhi
prepared to come with me, whiakhilooked at her younger sister Shree and
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said,nonimatag baby, dondt laydamel peg@iighilde@nrani n g,
away to theoad). Shree started crying at this refusal, BabaskedSakhito
take her.

| carried Shree towards the batation,and she stopped crying. As we

approached the highway, Sakhi instructed me to leave her ndadietree

and walk. As we walked further she turned around to Shree and shaatedi,

noni (come, sweetheart) with her hands asking Shree to come towards her. As
Shree approached, Sakhi hugged her, kissed her and picked her up and twirled a
few times.She tlen asked her to stand close to another tree and wave goodbye to
me.

[Fieldnotes, 1% February 2018]

Children were aware of the highway being dangerous, especially for their younger siblings,
as there was fashoving traffic. Though they were mostly eage accompany me to the bus
station when | left the village, they were not keen to bring their younger siblings. In this
particular event, sincBakhiwould have to take responsibility f&hreg she initially refused

to take her. AShreebegan to crylParoasked to let her be taken along. | carn$ddee since

she was upset witBakhi Even thouglSakhitook her to the bus stop, she negotiated and
ensured thaBhreewould not walk up to the end of the road, and instead stand at a safe
distance near a tree. Since she had been steriStidanitially, she then expressed her love
and affection through gestures and bodily actions, in this case by hugging, kissing and
twirling her.Shreewas pacified and stood near the tree as instructed by her sister. Through
her own experiences of vehicles passing by, and also being warned by other adults around
her, Sakhiunderstood the risk involved in children being close to higlswEhereforeto

protect her sistesherefused to take helong

As illustrated in the observation above, often children would try not to bring their younger

siblings to the highway as it was dangerous, and additional responsibility. Even if they did,

they tried to negotiate with them and make them stand away from the road. Children learnt

these negotiations through their experiences and therefore found a middle ground, where they
could ensure the siblingsod s ahtespblingslddmg wi t h
comply, the children used various ways to express their caris@metimegheyresoredto

threats and verbal abuse while demonstrating their agency and its limits, in relation with their
siblings. As wit h [Rhildren btépged i(t@ &t 3o)es véatixtpeeg r i enc e,
siblings, and the position of responsibility gave them authority over the younger siblings.
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Similar to Daviesdo (2008) work with children

children also responded to relationships in an embodied manner, by picking up their siblings,
kissing them, pulling their cheeks, hugging them or wiping thaisteand occasionally even
shouting at them when they felt the siblings, cousins, or other younger children in the
community were in danger. The following photogrdplyure 7.7)llustrates this further as

Mani pacifies Sukhan when he was scoldedjy

Figure 7.7 Mani soothing Sukhan [Photograph,f@lay 2018]

Sukhan was playing with cooking utensils and had thrown them on theAjpangrily

scolded him. The photograph illustratdani pacifying SukhanMani is leaning on the tree

trunk, he arms wrapped around Sukhan to console him, occasionally stroking his hair. He
also leaned in on his sister as he sobbed. The bucket, utensils and toys are lying on the floor
andaijji in the distance is collecting them as she scolds Sukam.could sense her

br ot h e.A®as olgemsiblimg who also cared for her brother, she felt the need to take

care of him, protecting him from the adults in the family. She would occasioagllgnat ro
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babu( donét c¢cry baby) but continued hoMahi ng hir
expressed her agency in the situation by supporting and caring for her sibling who had been
scolded by an adult. Along with worddani used her body texpress care and concern for

her younger sibling. This is also supported by Christensen and James (2000), who writes that
children use their bodies to communicate (Chapter 3 and Chapkeq®)ring and

examining childrends enmdwasdcraidaldspedtier acti ons a
understanding their relationships with others, their capacities and their agency in the

situation.

7.2.3 Responsibility or care? Childrends per

In the village, the children were given the responsibditiheir younger siblings while the

adults were busy working. It was alsavay of preparing children towards collective
responsibility (Nsamenang, 1992). | observed that it was not always the case that the adults
were busy, as children also took respbility for their siblings even when adults were

around. While the adults were around, children were sometimes asked to take care of their
siblings and at other times they took up the role of the carer on theiAsvaeen in the

previous sections, childneexpressed care for their siblings, but were not always willing to
take responsibility for them. In the following two excerpts, JayaSakdhishare similar

views and experiences of caring for their younger siblings:

Ambika: Toh tum Reema ko sambhdfii? (so, did you take care of Reema)?
Jaya:Haan(yes).

Ambika: Kab se(since when)?

Jaya:Chote se hi, jab paida h{since she was born).

Ambika: Reema ko sambhalna accha lagta theu liked taking care of Reema)?
Jaya:Accha nai lagta thhaRoti rehti thi. Par rakh leti th(l didnd like it, she
would keep crying. But | would do it).

[Audio transcription, 1% June 2018]

Ambika: Tum layika ka dhyan rakhti h@o you take care of the children)?
Sakhi:Haan sadak pe jaane se roktbton.Dhyan rakhti hoor{yes, | stop them
from going to the road. | take care of them).

Ambika: Hamesha karti ho ya kabhi kabftio you always do it or sometimes)?
Sakhi:Haan, kuch din karti hoon, fir mummy ko kehti hoon, tum le jao. Bolti hai
paisa degi Par deti nai hai. Chutte nai hote ifges, | do it on some days and then
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tell my mother to take t hem. She tell s me
doesndt have | oose change).

[Audio transcription, 2% April 2018]

As observed by Suneja (201¢are was viewed on a spectrum, ranging from responsibility,
response to needs, the desire to care, or the lack of it. In both these extracts, the children
expressed that they did not always enjoy taking care of their siblings, but were aware that it
was & important responsibility. In the first vignette, Jaya did not like taking cadreema
because she cried a lot, but she would still take care of her. In the seco8dldneaid that

she would take care of her siblings on some days but on otherawasked her mother to
look after. Children relied on adults and other children in the village to share these
responsibilities of care&sakhiexplained that her mother encouraged her to take up this role
by promising her to give money as an incentive Witie awareness that she would not get

the incentive she was promisé&hkhimade the decision to take up the responsibility. This
could be out of | ove and care for her siblin
intentions but was aware of hendincial situation. She expressed her agency by making this

decision, fully aware that she would not get what had been promised.

Sharing sibling care responsibility for the children could be empowering, but also makes

them vulnerable (Akkan, 2019)aking care of siblings was articulated as an inescapable
processThere were times they tried to share responsibility with others, both adults and

children, but were aware that they had to do it. Paro agiel Ambika, karna padta h&oh

Ambika, we have to do it). Paro demonstrates that she is aware of her role in the family as a
caregiver. Like Paro, children in the village were aware that this was the way and there was

no alternative. Further, it was an intimate form of work the chdvere willing to do most

days but not oother days. AS$akhisaid,kabhi kabhi accha lagta hai, kabhi nahi lagta

(someti mes | l i ke it, s oSmetowandsSskhilwhodvasn 6t ) . As
playing with her friends, she looked at her yourgjster and saidirre kyun layi iskqwhy

did you bring her)l asked her why and she smiled and saldnoni ka dhyan rakhna padega

(now | will have to take care of her) [Fieldnotes!"March 2018] She was playing with her

friends and did not want take care of or engage her sister in play. Her disappointment was
indicative of her desire to have some time away from her siblings (Morgan, 2011, p. 74) and
have time for Opeace an d86)Butwhdnbergis@hwasg tletee n's e n
shewas also aware that now she could not ignore her and therefore took charge. By
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expressing her dissatisfaction oper@gkhiexplored ways of dealing and coping with an
unavoidable task, which was also observed by Punch (2001) in her experience in rural

Bolivia.

Sibling caregiving was an integral part of
knowledge and experiences children explored their agency within their relationship with the
siblings and their role as a caregiv€his was achievethrough arange of mechanisms
including avoiding responsibility, expressing dissatisfaction, taking help from adults and
other children, using anger and threats and showing affection. Children also expressed and
experienced sibling care through embodied interactibmbodied care, embodied play and
physical fights were all seen as forms of physical interaction that were a part of the
negotiations within sibling relationships (Davies, 2018)e agency children demonstrated
could be understood through their negotiatdf time and space against the demands of
sibling care work that is embedded in the interdependencies with others in the community
(Akkan, 2019).

7.3 Childrendéds agency through friendships

As discussed earlier, children in the village were rarely sesreal hey often spent time

together with friends and siblings doing their everyday activities, playing or seen in groups
walking from one place to another. These groups varied in age range, usually, children would
form groups with children of the hamletdaim particular their neighbourhood. Their peers

and friends in school who belonged to the same hamlet were usually their friends at home.
Though in school they played with children from the other hamlet and community, they were
not seen sharing time withem outside of school, as the other hamlet was not very close.

Therefore, physical proxi mity was a factor

Unless it was a very young sibling that the children were taking care of, the girls were often
seen together and the boys moved in separate groups. The girls would play together, perform
their everyday activities like bathing in the pond, filling buckdt&ater or grazing the cattle
together and the boys mostly engaged in playing together or going to the jungle to hunt birds
with agulel(slingshot). The older boys would also accompany their parents to carry wood

from the jungle. | was only able to do ited observations of boys, as most were studying in
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a hostel outside the village. I n this sectio
explored their agency through these relationships. In my work, | often discuss peers and
siblingstogethea r ati onal e for which is that often t

these relations and dynamics were very fluid.

7.3.1 Childrenbés expressions of friendship

Friendships formed a central component of children's lives (O'Connor 22@d).

Friendships were socially valued in the village by both children and adults and children spent
considerable time with their friends while either working with them, playing or relaxing. In

the community, there were social customs that placed valtreeadship as a significant
relationship One such ritual was referred to@aisool bandhandtying a flower) where two

people with the same name exchanged flowers and a piece of cloth, signifying their lifelong
commi t ment t o aja(gréndnotheh) eanted tdvperfoimahss for me as |

shared my name with her niece, though it did not take place. The ritual made friendships

more culturally and socially accepted forms of relationships.

Another ritual observed wamdana(Agarwal, 2019) where cldten expressed their

affection and loyalty towards each other more explicitly by etching the name of their friend
on their handusing thebaila fruit oil which would leave a burnt mark for a long period
Children often talked about their friends as somebag could relate to and spend time with.
In the following conversation, Mani discussed the nature of her friendshifsakthiand

Sarita:

Ambika: Accha to Sakhi chali gayhas Sakhi left)?

Mani: Haan mehmaan gayi hai, wahin se school bhi jaati(hes, she has gone
as a guest [to her auntdés place]. She has
Ambika: Tum usko yaad karti h@o you think of her)?

Mani: Haan karti toh hoon, hamare saath khelti fpes, that | do, she used to
play with us).Par aur thi saheli hain. Par usko bhi yaad karti hoghhave other
friends. But | do remember hefjum nai karti hdyou dord fmiss her])?
Ambika: Aur tumhari dost sarita? Vo yahin haikske saath khelte Havhat
about your friend Sarita? Is she still here? Do you play with her)?

Mani: Nai vo badal gayi haiAlag se baat karti hai. Hamare jaisa nai bolti hai
(no, she has changed. She talks differently. She does not talk like us).

[Audio transcription, 28 June 2018]



Mani valued her friendship witBakhij as she used to spend time and play with her. She
explained that though she has other friends to play with, she still thinks of her and misses her.
On further enquiring about her friend Sarita who hadrned after two years from the city,

Mani said that things were different with her ndviani and the other children in the village

were not able to associate with Sarita anymore since she talked differently from the others.
Sarita had been away from thidage for two years, working in another city as domestic help
and her accent had chang&ie used more Hindi words with a Marathi accent (from the
region of Maharashtra) which the children fo
association with thir friends in the village was based on the physicality and proximity of

their relationship. Here the friendship was shaped by everyday embodied practices and
everyday interactions like playing rather than having cognitive attachment (Blazek, 2016).
The fdlowing photograph below (Figure 7.8) elaborates this argument further by illustrating

childrendtds interactions in the field d.

7"< -

Figure 7.8: Shree, Chand, Vas and é'al;hi playfully fighting [Photogré'mflay 2018]
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In the photograptthe children are lying on a mat placed on the mud floor inside Sakhi

house. The room is small and there is not a lot of empty space, with utensils and clothes lying

in the corner of the roonsakhi, Vikas and Shree are wearing plain clothes they wore at

home while Chand is wearing his school shirt. The children are lying on top of each other,

tickling, laughing and physically engaged, with their clothes and bodies entangled. Only on

closer observation does one realises that there are four children plagmgn became more
intense and the playful interaction turned i
with their friends were embodied and both boys and girls interacted with their friends in a

similar mannerChildren used the body adaol to construct relationships, meaning and

experiences (Taylor,2013).n t he vill age, the childrends ir
from physical interactiosy i ncl uding oiling and combing eat
laughing, screaminghtowing water at each other, to more intense engagstient

someti mes tearing each otherdés clothes.

This image with children playfully laying one on top of the other could be from any part of

the world, where children play and fight, helping to thibkwat their childhood as global. As

Punch (2003) argues, children in the Global South are mostly perceived in relation to their

work, while the overlapping areas of life such as play and school tend to be ignored. This

picture therefore contributestoahad t i ¢ under standing of childr
Global South.

There were other forms of expressions of <chi

Meena is expressing her anger when she finds out her washed clothes fell in the mud.

Meena had washed her clothes and left them at the edge of the borewell and had

gone to play with her friend Sonam. The pot suddenly fell in the muddy water.

Chanda called Meena, who was watching TV inside, and when she came out to

see her clothes, she gotgry. She askedaun kiya(lwho did it)?

ReemaApne aap hooegt happened on its own).

Meena looked at Nisha and sagtun dhakeléwhy did you push it)?

Nisha:Main nahi kari hoon. Puchwadehgnl havendt done it, ask
Indranisaid,apneaap hooes Meen@ happened on its own Meena).

Chandads mot her, si t tapnaapp looest happtnedadanance, a
its own) . Meena angrily said to Nisha cou
angrily replied ja dai ko bata dehgo, tellyour mother).

[Audio embedded in fieldnotes, #&ebruary 2018]
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Meena was angry and was accusing and cursing the other children for being irresponsible
with her clothes. Even though they tried to explain themselves, she seemed fixed in her idea
that it was one of them that was responsible for the clothes falling in the mud. She was angry
as she had spent time washing them and would have to do it again. When Meena was
accusing Nisha, Nisha tried to seek affirmation and support from others by saying,u ¢ a n
ask anyoneo, taking support from her other
friends supported Nisha. Meena was not ready to believe her, so finally when there was no
other way to explain, Nishangrily added, go tell your mother. Enraging her to complain

was her last resort to prove her innocence. If there was a fight between two children the other
children took sides and to pledge allegiance, they would stop talking to the children
supporting the opposite side. The decision oftvgide to choose was based on their own
assessment of the situation and opinion. These groups and sides were not always fixed and

would change based on the situations.

Although they made fun of each other, at other times they also expressed concezh for ea
other. When friends in school were not feeling well, children would ask about their

wellbeing. They express their concern towards them by suggesting that they rest.

Reema and Chandni were playing, making paper dolls in sc®akihjwas lying

on the cgoet. Reema looked at her and saiohot beemar hai. Vo udas hai

kyunki vo beemar hdshe is extremely unwell. She is sad because she is unwell).
Ambika: Jab dost udas hote hain toh kya karte(Wwbat do you do when your

friends were sad)?

Reemainko chutti lene bolte hain, ghar ja ke aarama karne ko bolte heen (

ask them to take a day off and go back home and Edsbhaar meri bua baila

charane aayi thi. Badhiya nai laga tha, toh maine kgitar ja, main kar dungi

(once my aunt had gone to graze the cattle and she was not feeling well. | said go
home, | will do it).

[Audio embedded in fieldnotes, 2March 2018]

Children would make fun or fight with each othieut they were concerned about their

friends. When their friends were unwehley did everything possible to make them feel

better. While talking about how they help their frienfldegmaalked of an incident where

she asked her young aunt to go back hamen she was feeling unwell and offered to do her
work. There was care and concern for their friends and they could depend on each other for

support (Chapter 3, Section 3.8.3).
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These excerpts illustrate t hatdwidelyiThedr eno6 s
friendships were also impacted by space and everyday routines. In the school, children
formed friendships with children from the other hamlet, but outside the school they played,
interacted and spent more time with children from their hiawi¢gh whom they played and

performed their everyday tasks.

7.3.2 Work, leisure and friendship

Friendships were further affirmed through shared practices (Dyson, 2010) and work
performed outside the house like filling buckets of water and washirtteslot cattle

grazing. These were everyday tasks children did collectively with friends. Children often
referred to the task being easier when done with friendB.afssaid,dosti ke saath accha

lagta hai(it feels nice with friends). They were aware that they could possibly be distracted
by friends. As Neelam saigehle kaam karte hain fir baat, varna baat hi karte raheffigst

we work and then talk or else we will keep talking). Having company madeliHess

boring and helped in completing the task quickly (Punch, 2001). Based on her ethnographic
fieldwork in Sudan, Katz (2004) argues that children transformed the nature of their practices
by combining household work with play. In the following pbgrtaphs, the children are seen

performing their everyday chores along with their friends.

ren engaging in everyday activitiéth friends[Photograph (L) 10 March 201§R) 19" June
2018]

Figure 7.9: Chil?i
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In the first photograptakhiand Mani are sitting together at the edge of the pond and
scrubbing their clothes with soap on a stone slab. They both walked to the pond with their
siblings and friends. While the others were taking a bath the two waslireddliees, also

looking out for their siblings and other friends. In the second photograph, the children are
talking and walking towards the pond, carrying clothes in pots on their head to be washed and
soap to bathe. On their way they talk, joke and stdpok at things. Children working

collectively were helped by each other, this interdependence on their peers contributed to

childrends collective agency.

Research has illustrated how friendships created networks for collective actions (Dyson, 2010).
Ni ewenhuys (199 4)collectvsworkinltaastal Indraiarid &waasord(2009)
writes about the cruci al role of friendship
EcuadorMany times, in the village the children engaged in tasks fwéhds that they were

not allowed to perform otherwise. They defied adult rules and explore their agency collectively.
Friendships added mobility into childrenbés |

willing to send their children out when thiegew they were not alone.

Friendships also helped children escape adult rules and expectations. As Neelam explained,

she felt she was able to rely on her friends on a day she was feelihgredoiat karte hain,

mere dost mujhe hasa dete hain, fir actdgta hai(we talk, my friends make me laugh. It

feels good) [Fieldnotes, 2Apr i | 2018] . Li ke Neelam, childr.

company.

The main topics of discussions among friends were usually work, making plans to do
activities together including going to pluck fruits, bathe in the pond and play. Among girls,
marriages and boys were common topics of discussion. They would discuss \weddivey
village, especially if one was taking place at the time. If they saw some poster or a movie
with wedding scenes, they would compare that to their cor@doér children also engaged

in recreational activities like applying henna, sitting togetredaxing or taking a break. The

following two excerpts explore how children spent time with each other.

Clouds were forming and there was a pleasant br&zesmilingly plucked a
few flowers and commentetdna accha mausam hai. Maan kar raha baith ke
baatein kareir(the weather is so nice today. | feel like sitting and chattMga
andParosat outside their homes on a raised platform and talked about the
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monsoon that had almost arrived gndtu andkhukkadi (wild mushroom
varieties) thatvould grow in the jungle after the raiAbhi baarish mein puttu,
khukkadi khayengénow in the rain, we will eat wild mushrooms in the jungle). |
asked, how do you identify the poisonous ones and thgoisonous onesBas
kar lete hain. Jante haifwe can do it, we just know).

[Fieldnotes, 11 June 2018]

Sukhni and Jaya were sitting on a mat undenthbuat r e e o ut si de Ree ma
house. They were also joined by a guest from the neighbourhood who was sitting

with them with their baby. Sukhni and Jayare playing with the baby and

talking to each other. While playing with the baby Sukhni,samdbika[their

friend in the villagelapne bete ko pane nahi deti hai, hum uske dost hain phir bhi

(Ambika doesn't allow us to pick her son up, even though weearigiends, still

she doesnoét) ., JAfytaemp | talte db ey .Sheaskédl on Sukf’
her to check her hair, and sgdna suna désing a song for me) and Sukhni
untangled Jayads hair while she rested he

[Fieldnotes, 18 June 2018]

Between work, children found time for leisure and to have conversations with their peers. As
Dunn (2004) observes, aocudet sharieginiiratefinformationd s hi p
and secrets. Similar to his observations, in the exdegsgandMitab s conver sati on
their care and concern for nature, which helped them bond with eachWthkr Jaya and

Sukhni shared an intimate bondeo\care for each other and discussions about common

friends.

In the village, when children were questioned about their knowledge of different things, in
this case nooisonous mushrooms, many would respond saymgust know itSimilar to

Dy s o n &¥obder2abioh with girls in the Indian Himalayas, there was little reflection on
the construction of knowledge. Children learnt at an early age, from observations, trial and
errors. This is not the analytical focus of my work but emerged in the dateaaméve

implications for future research (Chapter 9).

Friendships were a source of knowledge and information for children in the village. Through
this relationship, they were informed about the wérldoth their immediate and distant
environment. Thiss similar to Bartos (2013), who observed tingindships were

particularly cruci al in developing and influ



(Chapter 5, Section 5.3friendships both in school and outside were seen as a source of
information sharing, knowledge construction and meamiaging by the children. The
children collectively made sense of their physical, material and social worlds through these

interactions.

7.4 Relationships with teachers

Another significant relationship children had was with the teachers in the school. The

teachers in the primary school were from the nearby city, Ambikapur. Since they were from a

city, with better access to resources,¢hiéddren were aware of the power difference and how

they were different from the other adults in the community. In school, the children sat on a
darri(jute mat), they were asked to clean teact
headmistress iftheywer unabl e to read or write correct/l
village school resonated with the experiences of children in Peru, as observed in the Young

Lives research, where punishment was a part of the disciplinary system (Arangoitia, 2011).

Theteachers referred to the children in the school by their comndusiyne Korwa bacche
(PahariKorwae hi | dren) . A |l ot of the childrends con
attributed to them belonging to the Korwa commurnifiyis was explicitly statetly the

teacher in conversations with the children,
observations, teachers sympathised with the economic hardships of the community, including

their reliance on daily wage labour, but this was accompaniedidther discourse where the
community was considered d6duneducatedd and 0D
parentsodéd |l ack of interest in the childds edu
torn the teacher would saijke ma baap dlan naidetd t hei r parents donot

if Neelam or any other child would miss school the teacher gaikiprwa log padhai pe

dhyannaidet¢ t hese Pahar.i Korwa people dondét val ue

Children from the Pahari Korwa community alsti feat the teachers were partial towards

the children from the Oraon communitgdranisaid, when we miss class, sir marks us

absent but Suraj and Seema [children from the Oraon community] always get attendance
[Fieldnotes, 11 June 2018]. She felt thmpact of her Pahari Korwa identity while being
differentially treated by the teacher in the school. Sriprakash (2016, p.161) observes that the
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6class and caste discourses were enmeshed in
superstitious and lazy, dndt they lacked hygiene, culture, civility, technology, education

and disciplinebo. Similarly, the teacher woul
asked them to wash.

As a group, the children feared the teachers, particularly because temchlerbeat them.
When the teacher was around they would sit quietly, without making any noise. As soon as
the teacher left the school, the children would start running and playing. In the photograph
below (Figure 7.10), the children were seen sittingrielaxed posture, with their legs

extended and playing a game with paper chits. In the second photograph, Mani is pouring
water ovelReemanside the classroom while other children are running around. In both these
photographs, the children seemed carefirnot worried about adult presence. As they
would see the teacher approaching, one child would inform the others and they would go
back to their respective rooms, sit and start reading or writing. Within their relationship with
the teacher where theydéess power, children explored their agency by making use of the
time the teacher was away, pushing their boundaries. They also did this by collectively

helping each other by passing on information about when the teacher was approaching the

school premisg

Figure 7.10: Children playing while the teachersaway [Photograph (L) 20March (R) 18 January 2018]
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The children sat on thatarri (carpet) and the chair was associated with power, it was seen as

a place where only the teachers sat. When the teachers were away, the children would often

sit on the chair and pretend to be the teadhaeaching, instructing and scolding the others.

Tylor (2013, p.a& andobjectavithgthingaver tithoaktits place as a material

di scursive agency \Wnithe followinggphotmdrapts(Bigure 3.1M), s pac e 6 .
ReemaandIndraniwere sitting on a chair that was placed near the kitchen area at the

backyard of the school. They were sitting one on top of the dRieemaspread across the

chair with ease and authority while eatingapad(poppadum) and talking toadrani The

chairas a place signified power, and children experienced it in the absence of the teacher.

Linking it to the discussion about material objects in Chapter 6, Jones (2013) argues, thinking
about the chair helps to recopaccasggahual i se Ot h

assemblageofintmct i ve, ongoing and productive happe

Figure 7.11Reemaand Indrani sitting on the chair in the absence of the teacher [Photogrépnr2 2019]

The teachers also expected children, especially girls, to perform tasks for them like bringing
water or washing their lunch boxes after they finished eating. The children were not able to
refuse, but the girls would sometimes not pay heed immediatelyakadoinger to respond to

the instructions. In one instance, Chanda came to inform Seema that the teachers wanted her
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to wash their dishes, Seema looked up and heard Chanda, but continued to play. Only on
being summoned again by the teacher did she finedlgond [Fieldnotes, ¥8anuary 2018].

In a relationship where her agency was limited and she was not able to refuse or disobey,
Seema used her agency by delaying the task that was given to her by the teacher.

During the research, it was observedthat t he school space the chi
with the presence and absence of the teacher. The children were quieter when the teacher was
around and in his/her absence roamed around freely engaging in play. The response also
depended o sredutatien ameng thénchildrén. The children would still find some

space to talk in the presence of the male teacher but as the senior female teacher was

infamous for being more strict and for beating, they did not speak at all.

Conclusion

This chaptediscussed instances from the field that explored relationships between children,
adults and other children. It viewed these relationships in terms of interdependencies that

were negotiated and renegotiated (Punch, 2015). | expdgercy through everyday

interactions within these different relationships, through collaboration, interdependence,
resistance and negotiatiodhildren, as competent social actors, chose to respond to the

requests and demands of others through obedience, compliance, defiaressaaoice

(Punch, 2001). Childrenés agency in the vill
independent life, instead, by their capacity to support dependents (Abebe, 2019).

Though children had a strong sense of responsibility and weretegdpgede active

contributors to the household from a young age, the ways in which these tasks were fulfilled

were negotiated (Punch, 2001). Refusing to do a task, delaying a task, avoiding a task, asking
siblings to do it, or working with friends were fifent strategies children used with adults in

the village. Within the household, not all children necessarily experienced childhood in the

same way differences such as age, gender, birth order and personal attributes had a role to
play. These factorsflei ned t he opportunities and constra
(Punch, 2001).



Kuik (1999) argues that children established social identities thnoegbtiations and

contesting hierarchal relationships throulgeir bodiesSibling caregiving was an important
aspect of childrendés relationships in the fi
embodied interactions. Further, friendships gave cdldelative autonomy, in the sense that

they were able to escape the adult world. These relationships helped them form their own

rules, which added to their agency (Blazek, 20$@nilarly, with other adults, including

teachers, who had relatively morewer than other adults in the village due to their social

positioning, the children found different ways to explore and negotiate their agency.

After analysing the spas®bjectsbodies interactivity and relationality to develop an
understanding ofcidlr ends agency in Chapters 5, 6 and
discussion based on the literature and analysis from the field, and respond to the research
objectives. Drawing from the findings of the field, | deliberate on emerging themes from the
thesis and discuss methodological insights from the research. This helps me take the work

forward, making explicit the contribution of my research in the field of childhood studies.
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Chapter 8: A di s cclatormliagency antl everydayllifd r e n 6 s

Introduction

This thesis has attempted to | ook at childre
community in Chhattisgarh, India. Through excerpts from the field, it provides an account of

c hi | dr ema&mall tommumity in the Global South, recognising the multiplicity of
childhoods from a postcoloni al perspective.
as situated in the larger cultural, historical and political context, and not asaanaeting

in relation b childhoods in the west (I discuss the posionial lens in Section 8.2.8n this

thesi s, |l chose agency as a concept to write
it provided me with a lens to illustrate aspextt c hi | dr ends everyday | i
overlooked or which would have remained unséatso decided to explore agency as a lens

as in childhood studies, 6édagency is a much wu
OfusuKusi, 2013, p.363)it is often 'naturalised rather than analysed' (BuNiederberger

and Van Kreiken, 2008, p.149). With the increasing interest of different disciplines in

childhood studies, the concepts of children as agents and social actors are being

problematised (Ef$et al., 2016ith an effort toprovide a nuanced understanding of

relationships within childhood studies (Tisdall and Punch, 20X2hugh my work, | further

contribute to the understanding of agency as relational.

In theprevious threehapters, @veloping the argument that agency is relational, | have
explored how childrends agenmregpecitphysicalt er depen
spacs, everyday materials and social relationshipghis chapter, | discuss and bring

together reflectionffom the previous chaptersexplore how this relational thinking allowed

me to observe particularities of these childhoods in the context of the village.

This forms the overall argument of the thesis, as throughout my work, the children were
observedo belongtoa o mpl ex web of inter depByloakieghci es o
at agency from a framework of interdependence (Abebe, 2019), | move away from assessing
individuals with the capacity to lead an independent life and focus on their intedéege

with others within the community.he thesis supports the argument for moving away from

the dichotomies of agenicgtructure (Prout, 2005) and explores agency as a concept in

relation to physical spasematerias and social relationships.
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Contributing to thinking about childrends ag
There is growing literature that creates fissures and challenges thddekganted
assumption of childrends agency to push for
relaional approach is able to help us see agency as assembled and networked (Oswell, 2016;
Spyrou, 2018) . |l support this theoretical s h
through the situatedness of my work in a particular contédse my resarch in an Adivasi

community in Indiapuilding an understanding of agency through the contetktenfillage in

the Global Southln Chapters, 6 and of my thesis (discussed and summarised in Section

8.1), | respond to theesearchguestiors and detd howthis agency is enacted. The strength

of the work lies in the depth of detail. Through analysing excerpts, photographs and

drawings, | highlight the intricacies of agency. This is also a justification for an ethnographic
approach (discussed in detailSection 8.3), as it enabled me to engagaepth with the

children and the context of research. Through my work, | contribute to what Oswell (2013)
describes as Omaking more visible a rich ana

throughtheompl exi ty of childrendés agency as a So0c

Il n most research, childrends agency has been
and how children are able to make choices in these situations. Throughout my thesis, |
engagewithdier se situations and settings in the ¢
agencyHow the thick descriptions unfolded in the field helped me write about and document

different kinds of agencies (I discuss this in Section 8.2.2, on inventive agency).

Another contribution of my work is being able to discuss the intricacies of agency in a
particular context Tan Adivasi community, with socieconomic and historically

marginalised conditions, where children are assumed to have limited agermyghout tle

t hesi s, I highlight instances where and how,
not). This will help us theoretically to contextualise the concept of agency, which as
Edmonds (2019) highlights, is still used as a normative concept, wigeneitms are

developed in the Global North, and anything that does not fit the norm is labelled as
ambiguousSocia-culturally grounding the concept of agency helps to see how privileging of
certain cultural expectations of agency obscure the realisatébpractice of agency in

different contexts (Rudnick et al., 2019). Localising the concept also does not mean that |
simply adapt it to the local needs, but it also helps assess if the concept itself is suitable to

learn about the socicultural phenomenaf the place (Rudnick et al., 2019).
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The discussions throughout this chapter respond to the following research objectives as

outlined at the beginning of the thesis:

1. To empirically investigate childrenb6s age
hardshig and risls in the everyday settings of home, neighbourhood and school, as

they grow up in an Adivasi community.

2. To build a detailed and nuanced picture w

to their physical spaces, material worlds and social relationships.

3. To explore the suitability of ethnographic methods in understanding hasdsiaip

risksin the everyday lives of children #&divasicommunities.

4. To make an original theoretical contribution to the literature on childhood, agency and

everyday practices

In this chapter, | intend to discuss how the thesis has addressed these ojketneating

the contribution the thesis makes to childhood studies. Here, | address four aspects of the
wor k that | have engaged uwietddpendertiand setationah ow i s
to the physical space, everyday materials and social relationships? Second, what are the
contributions of my work to the field of childhood studiéstheoretical and methodologi€al
Third, critically reflecting on my analysis discuss the political contributions of my work.
Fourth, what are the future directions of this work? These four aspects bring together the
theoretical, methodological and analytical issues from this study. The themes discussed in
this chapter emergedidng fieldwork, through developing a relationship with the children
and the communityFurther, througlspending time doing observations, sharing
conversations with children, taking part in some of their activities, playing with children and
through photgraphs and drawings.

In the previous three chapters, | presented the analysis from the research. This chapter draws

this analysis together, to explore the links between them and the theoretical framework that

supports the arguments that this thesis makagency being relational and interdependent.
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8.1 Pahari Korwa chil drends relational and i

Many empirical studies write about the agency of children as social actors or éxplogee n ¢ y

in the context of structureds constraining i
position as a mi namesand/Janges, 800§ p.ll)nSuchatadiewdftgnd  (
tend to focus on situations where children are enacting theiido@divagency in the context

of external limitations (Murray and Cortdsorales, 2019). Increasingly, the understanding of

agency that is based on an individual being knowledgeable, independent aeflesalfe is

being replaced by an understandinggéncy as relational and interdependent with others

and contingent on things (Spyrou, 2018 | yi ng on this argument th
relational and interdependent, and wusing it
in thePahari Kewa community in a village in Sarguja district, Chhattisgarh and explored

different aspects of their everyday liv@irough this study, duestion the established and

more hierarchical relations, including structure and agency, through a more complex and
interconnected understanding of agehcy in th
move beyond the dualistic binaries of the discipline, like strucagrency, beingoecoming

(Lee, 2001; Prout, 2005; Uprichard, 2068)emphasise interdependencléthin childhood

studies, the notion of agency has bpesblematised in relation to the focus on children

being independent social actors (Gallacher and Gallagher, 20@Bg attempt to view them

as social actors with independent agemiogre is aisk of oversimplifying the impact of

spacg, social structures and mat énrmystiddy,lbobj ect s

explore their agency in relation to these.

Through my work] try to challenge the individualised understanding of agen@pikeg in

mind the inequalities and the wider social structures (MurrayCamtésMorales, 2019)As
observed in the study, the nature of these interdependencies can be impacted by the kind of
relations children had with otherstime field, the materialesources and the physical spaces
that were available in the village. As illustrated in Chapter 7, children and adults in the family
were dependent on each other for performing household chores, especially childcare, and

within these chores children negaéd their agency.
Throughout theempiricalChaptes 5, 6 and 7] am making an argument that agency is

produced, undermined, challenged and limited in relation to others, and | found it useful to

align with postsocialtheoies Though the areas and themes explored in the chapters are
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broad, for the research, | seledtdifferent aspects and situations | observed during the

fieldwork. These werbased on their relevance to the research questions and the frequency of

their occurrence, with some being unique incidents and others more common occurrences. |
discussed thes# length inChapters 5, 6 and 7, exploring a range of complexities within. |

del i berately set out these chapters separate
spacs, everyday materials and social relationships, and at various Staglesng and

revealing the messiness of documentation, due to their overlaps and interconnections. This
messiness provides different ways ofAshooking
process of writing, it was difficult to tease them into différemaptersThis helped me make

a case of interdependence and relationality as | brought them together in the discussions,
arguing that childrends agency i s produced t
physical spacg everyday materials and satrelations Childrencollectively made sense of

their physical, material and social worlds through these interactibmsgy and Cortés

Morales, 2019).

In the study, | have presented the context of the village as-eoar@mically and politically

maminalised through a maciens While from a micrelens, | look at children as active

subjects havingngagements with spa;enaterias and social relations (Blazek, 2018he

following three suksections illustrate how theselationalities and interdependencies played

out in the field Furtherhowch i | dr ends agency was a coll ect ec
with the spacechildren were in, the materials they engaged with, and their social

relationships.

8.1.1 Everydayspace and agency

Il n Chapter 5, | discussed at |l ength cBildren
and environment and the agency being produced with relation to space. My analysis offers
insightsintoc hi | dr ends ev er ydrplysidalsgaces, acdudingspaces wi t h t
children occupied for play, work or leisure. In different spaces, children develop strategies

for taking, avoiding, negotiating and handling risks (Burgt, 2015). The children were seen
creatively using their spaces fiie purpose of play (Kraftl et al., 2012; Punch, 2000) as they

used the haltonstructed brick houses in the village to gimar ghar(homehome), a game

where they would perform roleplay, managing a house.



Within the village, though the children movadd travelled between spaces, there were

routine and fixed spaces for children's movements. As described in Chapter 5 (Section 5.1.2),

they took a particular route, a fixed path within the field to go to the pond. Though the

children were making decisio$ where to gotheir use of different spaces was mediated
throughencouragement or discouragement by adults, gender, previous events, customs and
practice§Walker,2016) Si mi | ar t o Dy s dheéessorfalZzycléddso obser v
structured childreds r out i nes an d. Farisstance,in thp Wintessitheya | spac
missed school and spend more time in the field grazing ,aatttkiring April whemrmahua

trees were flowering and the children accompanied their family members to collect the
flowers.Theanal ysi s il lustrates childrends networ
children in the community and neivgrhebhtdo ur hood
and activitiesThey would often ask about and look out for each other (Chapter 5, Section

5.1.1).

Chapter 5 elaborates how the environment was an important part of their everyday narratives
and conversationgor instance, children used treesagsoint of reference and to indicate a
location in the neighbourhood. Children in the village observed and gained knowledge of
their space and the everyday environment through bodily and sensory engaJénsenas

in additionwith reproducing what thegbserved from the adults and their peers. They were
expressive of their concern for the environm@iteyconveyedsadness at the felling of trees

in the village, reduced water levels and failed crops, demonstrating their commitment to the

environment ana@dding to their political awareness and agency.

Through the analysi s, | observed childrends
argument Wilson (2013) makes about focussing on rspexes to highlight the possibility

of these sites actings the main context for social transformation (Ansell, 2009). At the

school, a space more structured compared to the home or the community, the girls, through

their practice of filling water and strategically refusing to share it with the boys, were

transbrming these spaces to redefine gendered practices. This discussion helps build an
alternative discourse in an institution traditionally regarded as a formal struetmtieer,
elaborating how spacesnabl ed chil drends ageomeymes as chi |l

rupture and at other times reinforce norms and practices.
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The research was c¢onduc siecldding mme, heighbdurheod 6 s e v e
and schoolThrough working in different spacesmovedawayfrom viewing space as

0 b o u nThhwesldpGsh away from the dualistic thinking where the children were either seen

being in a particular space or nburther, by illustrating their fluid movement within these

spaces, demonstrdteat these spaces were not rigidlign my workwith Holloway and

Valentine (2000a, p.779%%h o ar gue t hat everyday sites sho
spaces, but as porous ones produced through their webs of connections with wider societies

which inform socies pat i al pr act i c.eMthinhe villagerhest hose space
boundaries between school, home and neighbourhood were blurred, as children played inside

the school premiseater schoobr used the school borewell to get water.

8.1.2 Material objects and agency

In the thesis, | discussedich dr ends engagement with the mate
environment (Chapter 6Jhisof f er ed i nsights into how chil di
entangled with the materials in their everyday spdoegxample, pots, stones, keys and

axes.The objects used to discuss and explain this relationship were selected with care, which
included mundane everyday objects most used by the chilinese objects ranged from

small to large things and were notassarily things that were bought or expensive

deliberate selection of mundane objects helps to add to understanding the significance of the

ot herwise everyday events that were part of

The analysis in Chapteriustrates how the agency of children emerged through connections

with a host of norhuman others (Holloway et al., 2018pm culture artefacts (Horton,

2010), stones (Rautio, 2013) and nature matter (Anggard, 2016). This research is also an
empiricalont ri buti on to understandi ng AMuchwoh s i c hi
the literature discussesaterial agency with toys (Blazek, 2016; Woodyer, 2008), or in the
playgrounds (Holt, 2007) but theressll not enough literature about rural chillgd n 6 s

engagement with everyday objects. It progithsights into what resources were available

and how the children engaged with material s.
entanglement with resources and the impact of scarcity. Observing&idé s engage men
with everyday objects helps in the construct

Southlthelpsunder st and chi |l dr eiidewitessimiarandedifferemts of r
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from others, contributing to the understandifighe local and global (discussed in Section
8.2.6).

In the village, the children used material objects to defy adult rules, as described in Chapter 6.
Children would bring nail paints and lipstick to school and during kbrelaks would apply
themoneach other. The children also used everyday things in creative and ingenious ways

T Tusing a mosquito net as a scrub and a fishing net, for instance, demonstrating creative and
pragmatic ways of functioning. Ttheavaygheypr act i c

used objects was not limited to their traditional use and could be adapted as per their needs.

| align this chapter with scholarship on new materialiBaréd, 200y and decentring the

child, building on t he saotppssessedhlutistpfoducediohi | dr e
relation with other things. I 1l lustrate thi
been shown as being influenced by everyday material objects. Drawing@oupane | | 6 s

argument, that agency is not a property, but is relationaktween and dispersed (Oswell,

2013, pp.26470). Throughmy analysis, | make a case for assemblaDes(1ze and

Guattari, 1987as I mport ant to under st andon82l).l dr ends

The understanding of these assemblages was n

their everyday objects.

Through exploring agencies with these assemblages, | focus on the positivity and hopefulness

of chil dr ends ed(Mavskall, 2043), dlong with the viuleerakbilities and

fragilities associated with tine Through this, | aim to make a contribution to theoretical
understandingf childhood in the Global Souind keep alive the interest in political and
economicissues,ncl uding poverty, that i mpact chil dr
(Holloway et al., 2019). In Chapter 6, Section 6.8, for instance, | discuss the impact of
resource scarcity in childrends | iwand and f a

routines.

8.1.3 Relationships and agency

Through my analysis in Chapter 7, | di scusse

to their social relationships in the villagecluding families, siblings and friends. | explored
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agency througle hi | drendés actions and interactions (.

negotiations (Punch, 2015) within these relations.

I n the village, the childrends | ives were in
members of the communit€hapter 7 discusss chi | drendés contributio
domestic chores (Section 7.1) and particularly childcare (Blazek, 2016), discussed in Section

7.2. This finding builds on the argument that agency is enacted through relatiafships
interdependence, collaboi@n, andnegotiations within families, where children and adults

mutually engage in household activities (Crivello and Boyden, 2012; Katz, 2004; Punch,

2001; Dyson, 2014). In the context of my study, children used strategies including refusing to

do a tak, avoiding it, delaying it, or performing the task (Punch, 2001) differently with

different adults in the family and community. The children were aware of their positioning in

the social hierarchy and were familiar with adult responses. Since fatherssuatly the

head of the family, the children rarely refused their fathers anything but made negotiations

with their mothers, grandmothers and other children. There were exceptions and variations to

this pattern, as when adults, especially fathers, gaikdiithis made children angry and

unhappy, and they chose to express their anger by ignoring, not responding to, or avoiding

tasks.

Il n the study (Section 7.2), sibling caregivi
contribution to their famidpiaes, capanhisl dmewr a
their families (Brannen et al., 2000, p.195). Though mainly giesevexpected and seen to

perform these roles of care towards younger siblings, in households where there were no

girl s, boys performed these roles. Through n
highlighting both the vulnerabilities and streimgt

Within the households, not all children necessarily experienced childhood in the same way,
differences such as age, gender, birth order and personal attributes had a role to play. For

i nstance, Reemads mot her was waldencoeragaleed about
children to not go out to the p8&hivdouldgo t he he
out and his mother would unwillingly accept
is |i ke thaté. Th etandiesfaral constraingfcdie fl idm edh dtsh e xprp
(Punch, 2001).



In relationships within the same generatioiiwith peers at home, school and siblifig$

children had more freedom of expression and they expressed themselves in a physical and
embodied ranner, with more nomerbal interaction. Their agency manifested through

networks and groups (Section 7.3). Christensenetal. (20110 r esear ch chi |l dr
mobility patterns in the rural and urban areas of Denmark, also observed that children
preferredand appreciated the companionship of others, including peers, family and pets,
especially in journeys and walking around the neighbourhood. In the village, the children
were often seen in groups and performing tasks together. To catch fish from the pond,
children collected the equipment and walked to the pond together. They divided the tasks and
helped others, complementing each otberomplete the work. In these groups, children

took up different rolesincluding thaof the informer (e.g. which part tifie pond is better),

the initiator (how to carry the net insidapdthe execudr (how to quietly walk inside the

pond together). Through the study, | identified these various roles children played within the

group, adding a layer of complexitytotheend st andi ng of <chil drenods

8.2 Emerging themes and contribution to childhood studies

In the previous section, | summarise the findings fdmapters 56, 7, highlighting the
interdependencies and relationality betwekiidren's agency and physical spaceaterial
objects and social relationshipgs.the following section, | discuss a range of themes that
were crossutting throughout the three analytical chaptéroughthese wereot

necessarily interrelated, and i helped me take forward the discussion on agency. | first
discuss agency as assemblages and movedisciossing relationality using the example of
chil drends ent a hdguelepntdéurtherswithwelation to the dureent
discussions on ichate change. | build on the intersections of ethnitiynd gender for
childrends agency. |l move to broader concept
relationally Finally, I addresshildhood in the Global South and contrietd the local ad
global childhoods debate.

21n the village ethnicity was fluidly and interchangeably beifigcussed ajti, whichtranslates to caste
(Chapter 2, Section 2.Zyor this discussion | use these terms interchangeably.
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In this section, | aim to move beyond the immediate and make explicit how my work takes
the discussion about agency forward. Through these discussions, | respond to my research

guestions, and opeip a path towards thinkingoaut childhood studies relationally.

8.2.1 Agency as assemblages

Relationality is a productive ontology in childhood studies (Spyrou, 2018), as to think
relationallyde-centres the child, who is the subject of inquiry. Thisans expanding the
conceptual and empirical spaoaesearch beyond humans to encompass all relationalities
(Spyrou, 2018)Through the study, | build further on this argumigrit agency is not

possessed by an individual but is produced through a network of assemblages (Latour, 2005;
Deleuze and Guattari, 1987). Assemblageslayout or arrangement dieterogeneous

elements (Nail, 2017). t i s a rihe detwbrk irvolting humdns, matdsand spaces
(Prout, 2005; Kraftl, 2013; Hopkins and Pain, 20@%.a concept, it helps me look beyond

and explain the complex interactions between thiAgsrelationality was not limited to

children and material, or children and spaceviag an inteaction between all these

elements. This is in line with Oswell (2013), who writes that, unlike nesytrlat may seem

static and flat, an assemblage is a composi:t

have temporality, movement and capacityydy virtue of their being composed or

ar r an g e @htoughqut the tesis, | draw together from interdisciplinary threads, to
show how objeciodie$ spaces work as assemblages (Taylor, 20@3his research, |

explored this network with sibling&jends, adults in the family and community, spaces

children occupied and everyday objects in their surroundings that were used by children. The

agencyof childrenis produced through an assemblage of multiple parts, connected to make a

whole. Forinstance i n t he playground, the childrenods

the games i n the school , andattitugethepplicydargag, t he

in the school, peers, age, gender and ethnicity. In this chapter (Section 8J2l3)rateon

these assemblages through childrends engagen

cutting theme, formed a centr al part of chi

the immediate. Through illustrating these assemblageaké rmn empirical contribution,

strengthening Bennettds (2010) argument that

@ an actant never really acts alone.
depends on the collaboration, cooperatmminteractive interference of
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many bodies and forces. A lbappens to the concept of agency once
nonhuman things are figured less as social constructions and more as
actors, and once humans themsebl@sassessed not as autonomous but
as vital .materialitieso

Bennett@28l) 2010,

Through this dicussion oheterogeneous assemblages (Tylor, 201&Y) able to move

beyond the dualistic thinking of looking at human versusmaman omaking one superior

over the other. Instead, | emphasise assemblages and argue that it is their interaction which
produces agency (Gallagher, 2019)hile | emphasise that through this thinking, | do not
discount the possibility that childrenight be important mediators of agenGaflagher,

2019). My thesis makes empirical contributions by providing examples ofdksssmblages

in childrenods ever ywdmatgrials andrelati@as t i ons wi th spa
8.2.2 Childrenbdés routine and inventive agenc
Scholars have critiqued competesfity\a s ed model s of chil the ends ag

neoliberal ideology of independent agency (Kjarholt, 2005; Cockburn, 2013; O20d)).
Durham (2011) discusses the importance of moving beyond the recognition that children
have agencyinsteadurging us taask what kind of agency children have, the impact of the

context in shaping their agency and how their agency relates to others.

As Woodyer (2008) argues, to understand the extent of agency, it is important to look at the

myriad ways in whih it is exercised. Throughout tiéhaptersp, 6 and 7| discuss

situations of childrends agency being produc
the activities and work children perform as
instance, ¢ h infinding eayts ressstgverk ar ggency in caring for other

children. These agencies exist and were made possible because these situations of work were
created by the adults. This ¢ aperfdilmthataisesi der e

from situations created by adults.

At the same time, there were other instances
agency was not in response to the adults. These were situations where the children were
creating their owrunique and creative agency. For instance, the agency that was created

while they pulled sugarcane from the moving trucks (Chapter 5, Section 5.1.1). Here, there
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were no adults and the children were aware of the risks involvesl situation illustrates

how with support from other friends, relying on their knowledge from previous experiences

of this activity and with an awareness of their bodies, thagtethe decisionsthusenabling

their agencyThe ingenious use of mosquito nets to prepare a fishin@hapter 6, Section

6.4) serves as an example of childrends inve
adult hierarchy or power. In these situations, the children used their bodies, their silences,
spaces and emotions to further enable thggncyEvan and Hol t déds (2016)
here, who explain that there is much agency in the seemingly everyday chores of lives,
including walking to school or riding a cycle. Through this thesis, | have examined how

children creatively alter theietnporal experience (Evans and Holt, 20E8y instanceby

immersing in play activities on their way to the pond, walking in a particular manner, or

talking to each other and others on their way, altering and adding to their seemingly

uneventful momentsf@veryday routine and experiences that add to their agency.

This is a contribution of my work to the und
studied with relation or in response to adults or adult created situations. As Gallagher argues,
(2019, p.189), o6it may be helpful to recoghni
the more routi ne |adotothehdescussioorfe tihnev eknitnidvse 6o.f ¢ h i
agency by looking at the more routine agency explored with regard to adults and exploring

instances from the field where childrends ag

8.2.3 Understanding relationality through engagements ith water

| use relationality as a concept to understa
relational aspects through childrendés engage
present in all three previous chapters. | use water first as arpéxaf relationality, to

explain this emerging theme. Second, even though a discussion about water was not an

analytical focus or part of the foundational concepts, it emerged as a crucial aspect of the

communi tyos |l libfingitin hered Hgalight theluhegqugleccess to resources.

I n the context of the village, both the chil
revolved to a large extent around water as a resource, as also observed by Dyson (2014),
Punch (2005) and Robson (201@)heir respective research contexts. These everyday

activities in the village comprised of filling water from the borewell, bathing, washing

217



clothes, play activities that required water and as a result, children spent a lot of time near the
borewell, wel and the pond. In the summer, as the groundwater level red¥tdwater

scarcity, these routines were altered and children spent more time walking to a faraway well
to access water or accompanying their parents to water bodies in the jungle. Ittebaped
everyday discussions as they expressed difficulty in accessing water, or waited for the
monsoon, which, if in excess, could be harmful to the crops or cause difficulty in movement
The community, including the children, had a deep embodied relaiongh water

(Hadfield-Hill and Zara, 2019)This wasllustrated through how children would be able to
indicate the arrival of rain when they saw ants return to their colonies, feel a sense of joy and
respite when there were unexpected summer showeesifmihe temperature, or a ritual of
families sharing the first meal made withukkadi (wild mushroom, that can only be

collected aftertheraink. hi s di scussion aims to understand
everyday routinedt also helped meotthink of both the human and material as essential for
creating agency. In this case, instead of viewing wagenert, | understood it as having the

capacity to affect the lives of children and adults in the community.

Drawing from new materialism (Barad, 2007) allows me to break the dualistic boundaries

between nature and culture (Krause and Strang, 2016). Through this study, | discussed water
relationally in order to undersntednd chil dren
understanding of inequalities (Hadfieltlll and Zara, 2019). Children in the village wished

for rain, though they were aware of the impact of heavyamaththunderstorms on crops,

housing, and their mobilityAs a researcher, | could afford to seleonvenient days for

fieldwork, where | avoided the severity of the monsdeaor the children and the community,

this was not an affordance and had an impact on their everyday lives. There were days with

heavy monsoon, where they were unable to go téotlest to collect wood and rains

increased the risk of snakes in the village. Similarly, the scarcity of water impacted their

routines, as they had to travel far to fill water.

Discussions about water are important in the debate about new materialgate s

essential for life. This discussion corroborates the ideas of Kraftl (2018) and Adey (2014),

who suggest that it is important to broaden our views about how these matters (air, water and
soil) affect the earth and help shape our liVdss discussion will help to think about
childrends entangl e me HadBeldMil anchZarga, RE9)TWiswilk her e d

make it possible to ask wider questions about the social, political and ecological conditions of
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water (Kraftl, 2018), which ammore important in the current times with a global focus on
climate change. This discussioreienmore important in a country like India where the
extreme conditions of drought and floods have become more severe over the years, and the
impact and implicaons are being experienced by the most marginalised communities, with

the least access to resourflésshra and Eapen, 2020)

In India, there are policy reports and academics engaging in debates related to gender and

water (Joshi, 2001; Paul, 201ahdth e i mpact of water and sanita
(Dutta, 2016)Therearéd e wer st udi es that discuss the i mp
lives Hadfield-Hill and Zara, 2019)There needs to be a more sustained engagement in
relationtotheimpct of the water crisis on childreno:
the impact is more immediaté€he discussion needs to take place beyond dealing with an

emergency or crisis, to more lotgrm sustainable strategies.

It can bearguedthat theissues around water may not affect childhoods all over the globe
uniformly (Kraftl, 2018). The children in the village here aharing in this experience and in
many ways, have more in common with the adults in this setting than with some children
elsewhee in the world. Not having water is a particular experience which requires
compromise on how it is used and preserved, and the assessment of risk (to look out for
flooding or drought), while many children in the world will relate to water as something tha

comes from the tap, to be taken for graniéds study helps recognise and relate to some of

these 6l ocal 6 experiences, which other child
the global climate crisidt helps recognisé t dlobalintheloca &6 and o6t he | ocal
global 6 which wil!/ open up spaces to underst

2018, p.273, also discussed in Section 8.2.6).

8.2.4 Interplay of ethnicity, gender and chi

Whil e expl or i nghethémes$ d ethaiaty ad gergler enoeyged and were an
important aspect in building an understanding o u n d ¢ h i | Asthese Wese sacigle n c y
structures that i mpacted childrenbés use of p
relationships withothers in the community and outsid&ploring the intricacies of
childrends exper i ednsuahasgemnaeioougihhicida woslldmogdbe | ens

justice to their liveslnstead] us e 01 nt theteyne ained byrKenberlayy 6 |,
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Crenshaw (1989). Many feminist theorists have argued that the focus on gender should not be

narrow, and how people asenultaneously subjected to ethnicity, gender, class and social
differences must be seen togethergnshaw1989; Butler, 1997; Mohanty et al., 1991,
Valentine, 2007)

Int hi s

section, I

expl ore

t hese

ntersecti

andEmejulu, 2017). | examine the place of gender and ethnicity in the everyday lives of

children Morrow and Connolly, 2006). | do not examine these concepts with the view that

these were necessarily limiting or constrainfiogc hi | dr en 6 s

agency

that these impacted their everyday livEBe intersections of gender and othemtities help

but [

to understand fluid and multiple identities, which help to understand the lives of the children

in the village.
Ethnicity and childrenoés
A |l arge part of peopl eds

everyday

l i ves

ons

r

experience

I nnimphceonv i | | ag

their social interaction, education and their position in society (Deshpande, 2010; Rao, 2010).

Both the adults and the children in the community had a strong association with their Adivasi

identity. Even though thBahari Korwasn the villagehad converted to Hinduism or
their

practised Hindu

ri tual s,

Adi vasi

i den

conversations about practices, rituals and even future aspirations were connected to their

identity of being Adivasi, particularlpahari Korva. With relation to cultural practices, there

wa s

on

a ¢
t heli

r

ear di stinction

particul ar

et hni

Ci

bet ween
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6.1.3). When there were mparisons being made with respect to economic development

t he
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ver su-d48dbdbwasi s. 0

di st

ncti on

broadened

As discussed earlier in Chapter 2, Adivasi communities do not fall under tda Easte

system But theyfollowed their own set of practices and hierarchies, separating and

categorising different Adivasi communities within a regibhese identities were complex

and

| ayered. Childrenos

ethnicity

I nfl

other children in the school (Chapter 7, Section 7.5). The children froRatrei Korwa

t

0

an

uenced

communityexperienced instances of bullyibg the Oraon children and attributed it to their

ethnicity and

positioning.

The

teachers 1in
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poverty, and explicitly attributed the child
their Pahari Korwadentity. The children were constantly made aware of the impact of their

Adivasi identity.

Childrends movement in spaces were also infl
primary and middle school were both located inRladari Korwehamlet ad children from

other hamlets would attend the school. At school, the children oRadtari Korwaand

Oraon community played together. But outside of school hours, they went back to their

hamlets and preferred to limit their movements around their tsuNlghtingale (2011)

argues that the production of social difference and identity takes place through everyday

spatial and ongoing practicashildren were aware of the practices related to fodfbr

instance, they had the freedom to eat at an Oraosehold until they got married. There

were spaces in the village, including the church, where children and adults frBahtie

Korwa community were not allowed, as it was a religious place for the Christian Ofidm@ns.

Pahari Korwac hi | d r e n dessocisl pdsitonirys with dther communities influenced

their power in relation to the others. Ethnicity played a role both at macro and micro levels, in
infl uencing c¢hi |l dhisadisaussionlisiinpertant, asithe impagteoincasie .
andethhn ci ty on chil drends mwidelgmesearchedandl s pace ha:

documented in India.

Apart from the ethnicity contributing to experiences of social and structural inequalities, a
strong ethnic identity gave the children a sense of belonging dedper association with

their environment and culture. The children in the village were concerned about the forests
disappearing, trees being felled and scarcity of water. These were concerns that children
developed by listening to the adults in the camity, conversations with peers and through
their personal experiences. During our walks in the vill#lgee children shared with me their
knowledge of the different plants and trees, how they were used and their medicinal
propertiesindigenous knowledgeeemed tde a source of empowerment for the children in
the village (Carrin, 2015). Children were constructing their own identity in relation to their
Adivasi traditions and were further influenced by mass media, politics, religion and other
global eventsThis discussion is important as it helps to think of formal school systems and
its content with relation to childrends indi
the Rabaris, a nomadic community in Gujarat, encourages forms of education that mak

provisions for mobile | earning anHaaddpting
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(2004) research in rural Sudan also examines the different kinds of knowledge and the fluid
relationship between knowledge and practice in children's lilagly. Similar to these

studi es, my research provides empirical dat a
indigenous knowledge. This can help foster their interest, aligning education with their

everyday lives and values, making their experiencelwdamg less disconnectedhis has

not been a direct objective of my research, but can be viewed as a contribution (discussed in
Chapter 9) that can help engage with the idea of formal schooling for children in Adivasi

communities.

Genderr esi stance, care and childrenb6s agency
Along with castegender emerged as a major croggting theme throughout thenpirical

data Aligning with Spittler and Bourdillion (2012), in the village, thender expectations

were crucial in shaping the actieis and practices of children and influencing the work

children performedThough both boys and girls performed many chores at home and outside
the house, these roles were fairly gendered. The girls in the village mostly helped with
household tasks like o&ing, washing clothes, cleaning, fetching water from the borewell
andaccording tadhe season, collecting wood from the forest, grazing the cattle, collecting
mahuafrom the trees. The boys were seen doing chores that required accompanying parents
to thejungle or helping with the cattle grazing or in fredds. Genderexpectations in the

village provided boys with comparatively more freedom and less responsibility.

These gender roles in the community were enacted with a sense of normalcy but were
sometimes challenged, especially in the company of their peers or siblivese were ways
in which the childrerexploredtheir agency through resistan€haptes 5 to 7 give insights
into the various forms and acts of resistance by children, whichmegrgy towards work or
rules and regulations set by others in a position of power. Gender practices around filling

waterare anllustratonofc hi | dr endés practices of resistanc

During summer, as the water level decreased, it was more difficult toveater from the
borewell. In school, during mealtimes, mostly girls drew water from the borewell, and even
at home, they were expected to fill buckets. Though girls were aware of the expected roles
and responsibilities in society for both boys and girlghe school space, with comparatively
less adult supervision, and with only the cook helping with meals, the girls resisted these

practices. The girls would guard their buckets of water and ensure the boys used very little or
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fill their own bucket to waskheir hands and plates. Resistance by girls, in this case, can be

seen in the Iight of Corsarob6s (2005) interp
60i mitated or Oproduced |l earnt behaviour or p
denonstrated by the women in the community, who sometimes pushed back against gender
stereotypes. Young girls learnt and reproduced this behaviour in their everyday practices, in

this case filling waterOther forms of resistance included children, especiatlg,

complaining and expressing anger about tasks and delaying them, which was observed both

at home and school.

Care was another aspect associated with gender, in my case care for younger siblings. Sibling
caregiving was a gendered practice aswlas more of an expectation from girls. The boys

helped with caregiving but were not always responsible fohg. girls took care of their

younger siblingg icarrying them, looking after them when the adults were not at home,
feeding, bathing and playingith them. As illustrated through the analysis (Chapter 7,

Section 7.2.1), caring wamot always confining for children, as they took care of their

younger siblings not always as a responsibility but also out of love and affection for them.
Care ranged oa spectrum (Suneja, 2017). It is important to move beyond the simplistic
understanding of care and explore the complexities of caregizldgr{ 2016), that involve

both the labour and emotions of care (Mason, 1996).

It is simplistic to sayhatgenderand ethnicity or caste worked in a way that affected the
childrenbés agency eit her Bothsthnitityaneé deyderasted ma d e
as social structures, which were embodied and material, and that created a difference in
accessing matetigesources, occupying spaces and created power difference in relationships,

at times facilitating and other times | imitd.@i
dependent. This section adds to the argument that works towards breaking the dichotomy
between structure and agency. It is observed that children were not simply absorbing these
identities and roles from their parenthey were alsbuilding their own knowledge and

understanding informed by their peers, school, media and politics (Carrb), 201

Inmystudy,a understanding of ethnicity and gende
and complicatedgencies (Banaji, 2015) and avoid presenting childhood, and specifically
childhoods in India as homogeneotiis discussion on intersectiookcaste and gender is

important for the field, as within childhood studidsere is yet to be a wider critical and
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analytical debate about the theories, methods and practices of intersectionality (Alanen,

2016).1 bring discussions of gender and ethnicity in other sections of this chapter, making the
case that these are entangled with other asp
them separately from each other.

8.2.5 A relational understandingof the body

ThroughoutChapterss, 6 and 7the excerpts presented from the field highlight how children
expressed themselves through their bodgsviewing childhood as a social construct, the

discussion about bodies has been diminished in childhaddest(ERer, 2018). However,

over the years, there has been a growing interestin | dr endés bodies in th
childhood (Horton et al., 2008; Horton and Kraftl, 2006b) and within sociology and

anthropology (Prout, 2000). Geographers suggestathiser look at thiodily details of

chi |l dr ednandasalwider @sceptualisation of embodimeéntmight give a richer

i nsight i nto c¢ hHortodaneKratls200plEBodies ang thingethat go on

with the body are being given mdiggm and importance (Horton and Kraftl, 2006b) as we

experience the world through bodies.

Adi scussion about childrenés bodies is impor
community in question were engaged in physical work, and their relationghigheir

bodies and understanding through the bodies important aspect of understanding their

lives. In the context of my study, the body became an important tool for understanding
childrends interactions and) .ev@hiylddaryend G sv eesx [
such as ways of walking and facial expressiadsled texture to the analysis. For the purpose

of participating and responding to my questions and curiosity, the children drew on their

embodied experiences to express feelingsibbardships and risks. As described in Chapter

5, while working to separate rice from the chaff, Mani pointed to the sweat on my forehead

and exclaimed, &éyou are sweating, you have w
symbolic of having worked hardhe made sense of the work through bodily experiences, by
observing my body. Most children interpreted their experiences through the body, whether

their own or someone el sebds.

Bodies played an important role in the community as a medium of greetirexprassion,

such as gestures with the head and hand movenBad®es formed a large part of what
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Christensen (2004) calls o6échildrends culture
including the language, meaning, actions, interactions and different codes of conduct.

Children experienced their everyday lives through their bodies. For instancehtihel dr e n 6 s
experiences of weather and illness were physala day with good weather, Paro slowly

moved her head from one side to the other feeling the breeze on hénfacether instance,

as Indrani was lying on the floor in the classroom, Sakhit hed | ndr ani 6s f or e
if her body was warm and she had a fever. Inthevillage,i | dr enés under st and
experience with their outside world were extended through their bwligeeir interaction

with things, children explored these exday objects through looking, touching, smelling

and feeling (Blazek, 2016).

In the village children often reflected on their bodily state (Blazek, 2016), referring to
themselves as tired, ill, rested, hurting or cut. The understanding of what it means to be an
adult was also related to body size Sdv indicated through measurem when he would
become an adult, by raising his arm higher. Children displayed knowledge about their bodies
and their capacities, as described in Chapter 5 (Section A%jta and Sakhi were both

aware of their movement and the importance of agaityle pulling sugarcane from moving
trucks Theyrelied on their bodily capacities to navigate different spasemng themselves,
children viewed age and size as a factor for certain competencies. For Sakhi the road was
dangerous for her younger sistershg was small, fovani, her younger sister was too small

to climba ree. They made sense of the work and what they did in the village through their

bodies.

Children understood the capacity of others through their bodies. Though | was an adult they
viewed my capacity differently from the other adults in the community, as they were aware
that my experiences and context were differAotording to them, they could walk a long
distance without getting tired because they were used to it, but since bwethé& city and

not used to their way of life, walking would be physically difficult and tiring for me.

Children paid attention to the physical features of bodies. Sometimes this was used to make
associations, for example, a comparatively-$&nned atild was referred to gsandri

(white). Girlsintheschoggai d attention to physical appear
hair, applied lipstickbindi and nail paint. The children were aware of the physical nature of

their lives and work and how it impacted their bodies, as they touched my hand and called it
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ludu (cotton) comparing it with theirs that were hard, adding an explanatam, late hain

na(we carry water).

As Prout (2005) argues, children's bodies emerge as hybrid entities. They were in constant
interaction with their environment. Theyere produced and performed in connection with
other material objects, spaces and social relationship.ififorms my understanding of
children's agency less as atribute of the children themselves but being produced with
connections and relations, including bodies. Throughout my thesis, wiimdeestanding of
agency as a result of the links and iatdilonsbetween embodied beings, materialities and
practices, | add to théiscussion of disrupting and moving beydhd Cartesian duality of

mind and body (ERer, 2018), and not dividing matter from reason. This addshedhsing

of body debate, thdtelps overcome the problem within development stuafi@ssolefocus

on biology, or within the social studies of childhood where childhs@dsocial construct.

8.2.6 Local, global and globalised childhood

During the research, while introducing miyde the children, I told them | was from Delhi,
locating it for them on the map of India painted on the school wall. | then told them that | was
studying in the UK, which was a different country and very far from India. Throughout the
period the fieldwdk, the children were only curious about Delhi (and not the.UKgy

would ask questions about life there, and my jourrtbg mode of travel, distance and the

time it would take to reach Delhi. As none of them had made a journey outside the district of
Sarguja, in their imaginations, Delhi was extremely far and they were curious to know more
Perhaps for the same reason skdwo interest in asking about the UK. Throughout the
fieldwork, the children made sense of their everyday rural spaces in relation to my urban

context, through conversations about my life in Delhi, as discussed in Chapter 5, Section 5.4.

This relates talebates about global and local childhood, and a need to focus on the in

betweens and being able to view childhoods on a continibroughout this thesis, | have

worked towards moving beyond dualities. Here too, aligning with scholars like Abebe

(2018), Wwum-Damso Imoh et al. (2018) and Balagopalan (2019), | think of global and local

not as binaries, but as relational and useful for exploring intersechbabe argues that

bothib gl obal 6 and 6l ocal 6 are unst dopdcanncand bl u

capture interconnections in cultures, histories, economies and political structures within
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whi ch chil drd&nidse blei,ves01B8nf opl.274) . Whil e wrif
everyday lives in the Adivasi community, it was difficult not to grin the macro issues and
structures of material inequality and historical marginalisation, as they played an important

role in shaping their lives.

Poverty, poor health, social inequality and violence are challenges for children everywhere in

the world,and not just in poor countries (Montgomery, 208). nce chi |l drenbés | i
directly or indirectly affected by global events, including migration, capitalism colonialism,

war, natural calamity (Balagopalan in Hanson et al., 2018), for my researchd hietto

think about the lives of children from the perspective of globalised childhbedwgloy the

term not in the way it is currently uséd as Abebe (in Hanson et al., 2018) elaborates, the

term 6gl obalized chil dh o ofchildhbos based dneEtve t o od a s
American understandings of children. Similarly, Twilranso Imoh (2012) argues that it can

mean Southern childhoods and childrearing practices that are considered deficient. Instead, |

tried to meaningfully engage with the impaétglobal events, including their history and

politics, on the present lives of childrérhrough my ethnographic work, where | focus on

the particular, | demonstrate how the local and global are not distinct, but intersect fluidly.

8.2.7Childhood in the Global South

Framing childhood as 6 midsenabfed us to re¢isitancthies and P
assemble the earlier notions of universal childh&ewing childhood as multiple has also

led to an interest in doingthnographic wrk in the Global South. A closexamination,

through a postolonial lens, reveals that these rich accounts of children from the Global

South are not being used for the purpose of theorisation within the discipline. They only

serve as differences to thenceptual categories and concepts that are built on the lives of

children in the EurdAmerican context (Balagopalan, 2018herefore, my empirical work

finds relevance as it contributes to the wund
South preenting the kinds of agency (Section 8.2.2), that can be used towards developing

theories within childhood studies.
Through this thesis, | present the everyday lives of indigenousyastern childhoods that
have otherwise mostlyeen explored as alternate. It is an attempt to bring it to the

mai nstream, as a o6different 6 waxoeptionhlwdyofok i ng
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thinking about childhoods in the world. While presenting the research, | made a conscious

effort to not make comparisons with the Global North and use concepts (such as agency)
developed there with scrutiny and relevance to the contgxarifof the disciplinary

contribution of my work is to see the extent to which ttieseretical constructs are helpful

in explaining the experiences of children in this particular context. Simiratcn s o0 6s ( 201 8
views, my aim is not to create dissonarwith the local construction of childhood in India

and the global idealt is to form connections and commonalities that exist while considering

a broader range of childhoods.

| approached the study through a posionial lens to explore the lives children and their
agency in théahari Korwa community in Chhattisgarh. | did not looktdtdren as

marginalised due to their lack of skills, but throughout emphasise their systemic exclusion by
structures in society like caste, religion, poventygleducation that have an effect on their

power positionality (ERer et al., 2016). Throughout the study, | focus on the lives of the
people within these structural disadvantagesplore how within these structures children

enact their agency, facilitated byeir physical environment, materials and social
relationshipsin the pastheserelationalities have been relatively less explored together to
understand agencyhereforel bring together the interest in how children negotiate agency

as interdependeuictors (Balagopalan, 2011; Punch and Tisdall, 2012; Robson et al., 2007)
and the relationship between the human andmonan (Prout, 2005; Oswell, 2013; Ef3er et

al., 2016). These areas of spaaeeaterias and relationships helppresenh i | dr end6s com
and complicated agencies (Banaji, 2QE8)ddo not only present childhoods in the context

as homogeneous.

The ratification of the United Nations Conventions for the Rights of the Child (UNCRC)
brought the lives of marginal children in India underghrutiny (Balagopalan, 2018) of
politicians, activists and academid$e context of the study ithe Pahari Korwa

community, which is officially regarded as a Particularly Vulnerable Tribal Group in éndia

is crucial to developing a meaningful alternatte narratives around Indian childhood that
describe them in monolithic ways (Saraswathi and Menon, 2018). It is important to question
how far this labeteflects how people in the community see themselVesinderstand issues
related to childhood in Ind, there is a need to understand the contrasting experiences of
children in a nation undergoing rapid transformatibime study goebeyond the mere

descriptions of differences intheirlivdsb ui | ds an under standing of
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communiy as heterogenous, and as deserving of recognition as other childhoods around the

worl d, a phenomenon that Balagopalan (2018,

8.3 Ethnography as an approach: methodological insights from the study

lexploredbi | drends agency i n 5eatexial waslcdhand sociat hei r p
relationships. To highlight chil doulmmados exper
context, | used ethnography as an approashan orientation and stance towardsearch,

ethnography was appropriate for my study, as it put the participants at the centre of the work,
aiming to generate emic understandings. &ipisroach enabled an-depth understanding of
indigenous chil drends | ihapter®).liwas carefulto driigage i n
forward their knowledge and perspeciwhich has been on the margins (Fine and Torre,

2004). This is especially important as Smith (2012) in her esolonizing Methodologies

argues that research can undermine apibéxpeople, their time, culture and resources.

I n my work, | researched childrendés I ives th
photographs that helped to have conversations around the issues and concerns relevant to

them, keeping in mind ghbroader objectives of the study (Chapter 4, Section 4.6). These
observations and conversations took plade ¢ h i | d rneightipgrhobds, sthmls,

fields, ponds, during walks, where boundaries between the home and the neighbourhood and
sometimes evethe school were blurred. Undertaking seven months of fieldwork, spending a

long period of time in the field and meeting and engaging with children in different spaces

hel ped me pay close attention to and documen
Spending time with children across different spaces along with others in the community gave

an insight into childrenés different soci al
village. These wereependent on different spaces, context, time, gesnitage. As an

approach, ethnography helped me build a complex understanding of their lives.

| discuss the methodology used for the study at length in Chapierd | discuss specific
tenets of ethnography as an approach in relation to my work, that bring a nuanced
understanding to the discussion of methodology when working with children. | discuss
reflexivity in research in relation to my role as a researcheeareh practices in the field and

the use of particular methods during the fieldwarken discuss the role of ethnography in



social justice. furtherdescribe the experience of using photographs in my research and

tal king about t VYoreesandsilencesnrasdarclc hi | dr end s

8.3.1 Reflexivity in research

As an important part of ethnographic resear@ddpted a reflexive approach to my study,
which | discuss in Chapter 4, Section 4.Baintained reflexivity in all the different aspects
of my research, including my role as a researcher (Davies, 2008a), the relationship with
participants (Alderson and ddrow, 2004), methodd$?(unch, 2002; Christensen, 2004) and
during data analysis.

To maintain reflexivity, along with writing fieldnotes every day, | also kept notes about my
thoughts, feelings, and ideas about the research, my presence in the comsnainity a
researcher and the challenges | fadéoh&tantoni and Kustatscher, 2Q01Baving days

away from the field (Konstantoni, 2011) and after the fieldwork distancing myself from the
data for a period of time helped me understand my role and contributiom tesearch and

its process.

Whil st existing discussions on reflexivity a
less time considering and discussing processes through which methods and methodologies
materialise (Pink, 2012and the analysisf the data (Woodhead and Faulkner, 2000).

Therefore, throughout my research, | paid attention to reflexivity and explored the suitability

of methods to elicit views and observe practices in relation to hardships asid ths&

everyday lives of childme As a researcher, | continuously aimed to understand how different

children responded diversely to different research methods (Davis, 1998).

Initially, | planned to conduct interviews with children. But during the course of my

interaction, | observed #t childrenrelied on bodily experiences and instances from the field

to respond to my questioriBhey were able to communicate well when it was a response to

an immediate action or event. | decided to shift my apprtmaestorking with the children

andtof i nd a way that better corresponded with
(Christensen, 2004Though | had initially planned to intervieshildren, | changed my
strategy and elicited discussions ,havigand chi

dialogue following any event | witnessed or while children were performing their everyday
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tasks (Chapter 4, Section 4.6.2). Throughout these conversations, | worked with an

underlying notion of being a facilitator, allowing children independéydetting them have

control over the conversations (Christensen, 2004). | also used visual techniques to get
childrendés views and perspective, which | di
(Section 8.3.3).

While analysingthé¢ i el dnot es, | paid close attention t
were saying instead of focussing only on the research questions. As Woodhead and Faulkner
(2000) notetranscribing and analysing data can take the focus away from cldil&veal
experiences and instead concentrate attention on the research aim. | was careful and avoided
doing this. These reflexive practices helped me develop my writing to be mooei thedd

(Finlay, 2003), providing multiple voices which may be complimentary ptraoy to each

other (Konstantoni, 2011T.hrough a reflexive approach in ethnography, | was able to accept
that as a researcher, | was entering the field with my theoretical and methodological tools,
and my personal ethics and politics (Heckman, 201@wbkee oriented towards social

justice (Section 8.3.2).&lexivity did not help neutralise or change the position within the
research but helped to bring out and incorporate greater ethical and emotional complexities

while writing the research (BlaisdedQ15).

8.3.2 Orientation towards social justice

Social justice can be viewed as a belief or value that supports the protection of human rights,
equitable access to resources and redistribution of power (Vera and Speight, 2003; Torres
Harding et al.2012). A long period of time in the field, spending time with the community to
understand their lives and routines at their pace, indicate ¢ o mmi t ment t o peoy
and their perspectiveEthnography, along with a pestructuralist and postolonial

framework, helped me focus towards bringing the marginalised voices of the Adivasi
communities intdhe researchlhrough my research, | engaged with issues of power and
disadvantage in the wider social, educational and political codtex@¢thnograptd approach

helped me, as a researcher, to critically attend to not only issues of positionality and ethics
but also to issues of social class, gender, ethnicity, culture and place, among others (May and
Fitzpatrick, 2019).
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An ethnographic approach proed me with an opportunity to write about thes of

children in a community that has been seqaiditically and economically marginalised in the
context of IndiaThis helped me in expanding my understanding of the construction of
childhood(s), which haafor a long time relied oan Euro-American understandingn the

researchl| was able to bring attention to the power imbalances between the different
communities, and between the community and the government. This helped to understand the

c o mmu n icialydsisonisga@nd its manifestation in the lives of the children.

Throughout the process of my research, | was sensitive and critical towards thvhkisg

voices were being listened to or whether some groups or individual children were being
repregnted more than the others (Schnoor, 2012). | address voice and silence in research in
the next section (8.4.4), but here | pay particular attention to the voices of children from the

particularAdivasi community.

With a research approach tliatussed on ideas of social justice, | was able to capture
childrendbs perspectives and responses toward
extensive period of time in the field and did not have a fixed interview schedule, | was able to
engage witkchildren, understanding their perspectives. Children would often draw attention

to injustices in their everyday lives by raising questions or commenting about poverty and
inequality, exclusion based on caste, gender roles and responsibilities, enviranchigat

impact on their lives and the community. For instance, in Chapter 6, Section 6.8.1, while

attending a function in the village organised by people from the city, Paro made an

observation about receiving clothes as a form of charity.

Through my ctical and reflexive approach, | was able to discuss and explain notions of

access and equality in the village context in a more complex manner. Thredgjbtin
engagement with childrends everyday | ives, t
wasable to add to the discussion empirically, where scholars are offering new ways of

thinking about water relations and inequality (Hadfielidl and Zara, 2019), attending to

social, spatial and material complexiti@és orientationtowards social justicean help

inform and impact programmes and policies for children in India, especially taking into

consideration the lives of children in rural arédiscussed in Chapter 9, Section 9.4)
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8.3.3 Photographs as a method for generating and analysing data

In the field, | explored different methods, assessing their suitability with my participants. The
fieldnotes and data generated through these methexsieh and more layered. One such
method, that | discuss in this section, is photogyapinich along vith drawings as a visual
method (discussed in the previous section and in Chapter 4, Section 4.6.3) added to the
diversity of data. Photographs acted as powerful tools to help understand the context of the
study. The visual imagery was also ablerépresat resource inequalities, that can be linked

to issues of social justice (Section 8.3.2).

In my research, photographs evolved from a tool to describe a place to becoming a part of the
analysis. At the initial stages of research, | used my pbamera and took photographs of

the village Thisincludedthe physical environment, landscape, trees, houses, daily objects

children used, institutions or anything that | found of interest, as a resource for my thesis.

Initially, | was hesitant to use plograply as a method as | was awardlw debates around
photography being imbued with issues of power (Barndt, 1997,Ip.8)y casehis could

include power differences being produced by technoio@yy phone camera. But as | built
arapportwiththelti | dr en and the community, I started
everyday engagements with each other and their surroundings and capturing everyday

activities performed at home, school or spaces in the village.

Initially, | would make the decisionf@vhat to photograph, asking permission from children,

but asthe fieldwork progressetthere were instances aadents when the children wanted me

to take photographs of things they considered important. For instance, after killing a

chameleon to feed almaowl, the children pointed me to the dead animal and asked me to

take a photograph. For the children, this was an important event and something worth

capturing. They pointed me to things they thought were unique to their culture and practices

that they vould like to have photographed. An orientation towards social justice allowed me

to |listen to the children and photograph the
construct accounts of their | ives ip).their o
Therefore, children were involved in the process of what they wanted me to see and were

involved in meaningnaking during the process of research. Through reflexivity and an

orientation towards social justice, the photographs organically evolveshathad of

research during the process of my fieldwork.



Initially, these photographs were meant for illustration, but eventually became a part of the
research analysis. These photographs help build a picture of the landscape and the
humanscape of the 1lage, assisting in the analysis. Along with painting a picture about
physical spaces and materials that have a visual presence (JenksthE3@5y)hotographs
produced in the field embodied themes around
relaionships in the field. Using photographs as tools for analysis is an important contribution
from this thesis, since recently in the social sciences, photographs are being acknowledged
and used as data, and not just illustrations. For a long period, ihkssiences have been
dominated by words, in which there is no room for pictures, except as supporting characters
(Bank, 2001). But with the increasing use of technology, the visual dimension to my work
becomes an important contribution as in this wofldigital communication, technology and
portable devices, this is an important medium of communication. It requires reflexive
appreciation to understand how the various elenierigender, caste, class, scegoonomic
position, technology icombine to prduce visual meaning and ethnographic knowledge
(Pink, 2001).

8.3.4 Addressing voices and silences in research

An aspect | would like to address through this research is of the ethics of listening carefully

to childrends voicear €uhhg, t ?Ortphriantdinmg s Henvo
research as the community being represented is socially and economically considered
marginalised, with a greater risk of their voices being lost in research. Though there has been
much writing about focussig on t he authenticity of childre
(2007, p.267) who encourages us to reflect critically on the role of the process of research in
representing childrends voices, which can be
encouwageusto consider power relations in data collection, to think of more productive ways

of representation (Mazzei and Jackson, 2009)
approach, | carefully used methods that were sogiturally appropriate ttisten to the

Pahari Korwechildren. | was also attentive to the spaces and situations in the village where

the children expressed themselves differerfity instance, children talked more about their

lives when they were in the company of peéd in spaces such as home and school, their
conversations and activities were different. | align this approach with Spyrou (2011, p.152),

who argues that a critical, reflsneedswoe appr oa
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consider t hex t6s eisreawltihcltoaaii | drendés voices a

i mbal ances that shape themo.

To overcome this dilemma of authentic voice, in the context of my research, | also included

visual methods including photographs and drawings (discussed in Chapéation 4.6.3

and above), as other methods of representing voice. Through using drawings with children to
understand their everyday routines, I was ab
view. For instance, while drawing about everyday $aSkiv drew a girl drawing water from

the well, even though he was drawing his own everyday ro@ine.reason could be that

since he was sitting with other girls, he might have simply copied them, since he said that he

did not do these tasks. Througlsthctivity, | got an insider view on the gender roles

children performed within the community. Leitch (2008, p.37) explains that a sensitive use of
drawings can help children express unrecognised or unsayable stories. | was careful to not

rely only on imaes, and use them along with other methods, since like other methods it

cannot bring out a holistic perspective on its own (Spyrou, 2011)r ecogni se chi | d|
as multilayered so that | am not misguided and assume their individual voice todmdythe

thing of value (Spyrou, 2011). Spending extensive time in the field helped to explore
childrends perspectives and r efsdveasesmegsofon di f
responses helped me develop a complex understanding. In my work, irvahsl to not

focus too much on their particular voice, an
to focus on how their lives are shaped andhraped through globalisation, politics and

economic conditions (Katz, 2004; Boyden, 1997).

Since my work deals with childrenés agency,
understanding of ag ethewprdstthey sayhbutlaldorinemniad s v oi c e s
remained unsaid. There were many instances where the children used different forms of

language and expression, with their bodies (discussed in Section 8.3.2), movements and their
silences. In the following paragraphs, | discuss their silences as an expression. This

discussion, through my empirical research, is a methodological contribaitimderstanding

childrends | anguage through their silences.

Much of the work by scholars within Childhood Studies have focused on highlighting
childrenbés voices through research. This 1is
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t hr ough edSpgdus201gjpihowgh the more complex and difficult features of

silence have not yet been critically examined.

Davies and Christensen, (2016, p.5) indicate¢chatn c er ns about Ochil dr en
i nti macy and pr i vcahcoyioc,e tahbaotu tg avimed ict sfdearohséeae me d
In my work, there were many instances where the children chose silence. For example,

Manbs silence when being shouted at and hit b
Section 7.1.1). Here her silencan be interpreted as enabling her agency. It was her choice

to be silent. Often while responding to my questions, children woulf, $&an (yes, ok) or

respond with complete silence, ending the scope of any further discussion. These were also
signswlent hey wanted to change the subject of di
when asked about her motherodés bruises, when
probably embarrassed to discuss the physical violence inflicted by her father or twanted

protect her family. This silence could be read as a cultural taboo, or something inappropriate

for discussion (Spyrou, 2016)here were some silences that emerged from the power

difference, othersvere silences which reflect particular cultural understandingse 6t ak e n
forgr antedd and (Mazzei, 2003nPoand arsl @edarson, 1998, p.294).

Clarke and Moss urge researchers to:

6. ... acknowl edge theiirpoincohi | dr end s ] r
view or to remain silent. We are keen that a participatory

approach to listening is respectful of children's views and also of

their silenceso.

(Clarke and Moss 2011, p.9)

In my research, | listened carefully and paid close attention. Smiles, giggling or laughter,
pauses, sighs and breaths which might be ignored asamsequential (Mzzei, 2003;

Spyrou, 2016) were other forms of silences that | carefully attended towonrky

Sometimeg had to acknowledge and be humble as a researcher and admit that not all
silences were interpreted, and | did not wund
silence when their teacher interrupted their conversation. Heiresttence could be

interpreted as being scared of the teacher but it could also be a choice -émgpesdd, as

they may not want to share their discussmith the teacherThese silences cannot be

translated in isolation and need to be considerduaein entirety, with the context and the
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voices. A rigorous engag eamerenuaneed, cdmplicaked, dat a
and productive storyd ( MaOpwmbeioldSlenceishmckson, 2
opportunity to Igedaron crharlarkey 6&a tvtoa cceisn i n al |
fullnessé6 (Spyrou, 2016, p. 18).

Conclusion

In this chapter, | began with summarising the discussion from the previous three chapters,
referring to childrends &gnateiasyandwdcialh r el ati on
relationships. In the second section, | described the contribution of my research to the
conceptualisation of agency and childhood studigs. contribution to theoretical knowledge

lies in its understanding of the agency beyond the l@Egari human and nemuman and

through assembl ages. Further, [, rangiogfronn i but e t
more routine agencies, demonstrated in the presence of adults, to more inventive agencies,

that children experienced with their peensiaiblings.le ngage with chil dreno
entanglements with water and the weathered wéildther,openingup avenusto ask wider

guestions abouhe social, political and ecological condition of water (Kraftl, 2018) and the

impact of theenvironment on everyday liveghe thesis opens up a discussion about the

body, trying to move beyond the duality of mind and body, it also discusses the intersections

of caste and gender in building anglabamldér st an
and 6l ocal 6 as unst abl e,thamstardylbasedrineagarticubab e b e
local context, contributes to the discussion on the local and global childh@wdee that

these can be viewed not as a dichotomy but on a spectrumtigeliecontributing to the

understanding and interconnectednedsistbries, economies and political structuies.

finally discuss methodological insighftom the field where use ethnograpi as an

approach.
In the next and final chapter, | bring talger the empirical, theoretical and methodological

contributions | make through this thegisscussing the policy implications of my work and

directions for future work.
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Chapter 9: Conclusions andr eflections

Introduction

Drawing on the concept a@igency and focussing on the experiences of the children, through
this thesis, | have attempted to respond to the following four research objectives that guided
the study. | address these in detail in Chapter 8, with reference to the analysiss&hdpter

and 7.

1. To empirically investigate childrenb6s age
hardshigs and risksin the everyday settings of home, neighbourhood and school, as
they grow up in an Adivasi community.

2. To build a detailed and nuanced picture whichéxor es chi |l drends age
to their physical spaces, material worlds and social relationships.

3. To explore the suitability of ethnographic methods in understanding hasdsip
risksin the everyday lives of children Adivasicommunities.

4. To make an original theoretical contribution to the literature on childhood, agency

and everyday practices.

Moving away from the modernistic thinking of viewing the subject as fixed, | concesgtdial

agency inmy work alongpoestt r uct urali st | ines as Onecessal
relational and momentaryé (Hopkins and Sripr
autonomous but is present within the possibilities available to the persong[2004). This

helped push back ideas of neoliberal individualisation, where the responsibility of dealing

with difficult circumstances lies with individuals (Hopkins and Sriprakash, 2016).

| began this thesis by setting the context of the study, reviekiterature and making a case

for why is it useful for my research. | described the methodology for the study, and in the
three analytical chapters, i1illustrated insta
weaved the strands from the lature and took forward the discussions from the empirical
understandings in Chapters 5, 6 and@hfough this thesis, | have been able to draw on
empirical data to analyse and unpack childre

the following seabns, | briefly sum up the main contributions of my work and its
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implications for policy, along with possible future directiohee methodological

contributions have been embedded within the chapter.

9.1 Empirical contributions

| spent an extensive period in a village observing the lives of children in an Adivasi

community, the Pahari Korwa. Focussing on one site helped me acquirdegpthn
understanding of the chil dr ReseachmwithintAdias c o mmu n
communities in India, including tHeahari Korwahas mostly been anthropological (see
Deogaonkar, 1994; Elwin, 20Q7) hasoftenbeenundertaken from the perspective of
understanding the communityds | if emludel e and
any detailed distinct discussion about the children in the community, as they are seen and
studied as part of the larger family unit. Other research in indigenous communities is within

the fields of medicine and public health, assessing the lefalstrition and researching

malnutrition (UNICEF, 2014; Das et al., 2010). My research looks at the liveashalri

Korwachildren as a particulaontext among many childhoods in Indidocus on the

children, with the family and community as a largentext. The study contributes to the
understandingof hi | drends | i ves and r paditulaniesef and i s
childhood in the given contexAs Spyrou (2018) suggests, acknowledging and examining

the varied childhoods that emerge iffatent contexts is essential, as these are variedly
constrained by structures and the children experience them differently depending on their

social and biological circumstanc&¥riting about the lives of children in a particular context

in India also klped in portraying heterogeneous childhoods.

Through this thesis, | highlight the necessity of empirically exploring how agency is

produced and experienced by children in the village, rather than taking it for granted. | do this
by illustrating the intiGacies of agency as they were experienced by children in the field. It
helped me discuss the diverse ways in which agency was being constructed and produced in
their everyday lives (Abebe, 2019).

Banerjee (2016) argues that colonialism has sought to meizgml society in binaries of tribe
and casteThroughout this thesis, | attempt to disrupt binaries within the field of childhood

studies. With a discussion around the lives of the children in an Adivasi community, through



a postcolonial framework, | movéeyond the duality of modern and indigenofis | am

abletovi ew childrends |ives alongside the | arge
listen to children and pay attention to their perspectives. As Santos (2016) explains, different
knowledgedoes not mean being superior or inferior. Through my work, | represent Adivasi

childrends knowledge not as an alternate, bu
and thinking.

The il lustration of «c¢hil drempircaddata briags gutlthey e x p e
encounter with gender, ethnicity and caste and how it shapes their physical, material and
social encounters and | andscape. Through chi
with everyday practices, Iwasabletoe i nt er secti ons of caste wi

Through my study, | make an empirical contribution to the concept of intersectionality within

childhood studiedlt is aurrently an oversight and theoretically lagging within the discipline.

Inthestudya description of the chil dr eesoh@nicspeci f |
and structural inequaliteeln st ead of wor king towards a notioc
worked with an approach that &épampewermmént ent i on
that are embedded in current international d
2016, p.20Q)Further,focussingon t he practi ces and consequenc
lives. One of these particular inequalities is understood in relation to the access to natural
resources, in this instance, water. The stud
natyw e and specifically the I mpact of water sc
village. As discussed in Chapter 8 (Section 8.2.3), this contributes to our understanding of

global phenomena and issues related to climate and their impact on localmoiesnThis

is an important contribution as these will have implications for policy development,

particularly focussing on rural and indigenous childhoods.

9.2 Theoretical contributions

Throughout the study, | challenge binaries and discuss relatiottatbugh the concept of
c hi | dr e nThis relatignalitys explored hr ough chil drends physi
material objects and social relationships. Through the analytical discussion, hgivtlaese

are being produced while in constant ratgion with each other and through assemblages.
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Through this thesis, | am able to explore the intricacies of agency within the field of

childhood studies, which is often discussed but not elaborated as much. The detailed

exploration of how agency is prockd is a theoretical contribution of my work, as it adds
empirical examples and illustrations of chil
helps to take the debate around agency further, which, as Prout (2005) argues, is assumed to

be a humarwharacteristic, not requiring any explanation. | take up the task of providing an
analysis to 6explain agency in the context o
p.50). My contribution |ies in dingietricaciech desc
of how agency is produced (or not) in a context where it may be assumed that the children

have limited agency due to their sc&oonomic conditions.

A part of the issue with agency in childhood studies is that it attributes significant action to
children, often discounting the many internal and external bodies and forces which are at
work (Gallagher, 2019)Gallagher (2019) further argue$, ¢ | d rgencyds&n important

concept to be explored,:as

6compared to many actants in the assenm

part of, children have limited access to structural resources such

as money, status and language, limited physical power, a

relativelysmakr repertoire of .l earned skills
(Gallagher, 2019, p.192)

| develop my worlusing a framework of relationality and illustrate this through the empirical
data. This research has implications for childhood studies, for how weckielken, as

important enough to be studied as independent of a family unit and through their perspective
But at the same time not putting the onus on them of being agentic. Their agency is being

seen in relation to othe& both humans and némumansThrough providing illustrations of

childrends agency, that describe it as a net
ot her researchers to explore childrenbés agen
shifting.

Theoretically, | move thediscs si on on agency further by addi
agencies.n my research contextdle s cr i be chi |l drends agency as
This agency is performed by the same group of children at different times and in different

spaces. Butine agencies are the more common practices chinéarmed in their
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everyday that are mostly in response to adul
inventive agencies emerge within their routines, as creative practices that added to their

seemingly uneventful routines.

Throughincluding a close analysisén di scussi on around chil drené
the social constructionist analysis of childhood by including critical analyses of the body

(Prout, 2005). Building an understanding of agency being produced in relation to the body

added to the argumetitat agency is produced relationally. Within the field of childhood
studies, body can be explored as an i mportan

and routines.

9.3 Policy implications

With the rapid worldwide ratification with the Unitedabions Conventions on the Rights of

the Child (UNCRC), the focus on children's rights has become a priority for the political
agendawithin India and the international conteXhe UNCRC views children as human

beings with rights to participation and automy, and the right to be heaibebe, 2019)

Though these are universal conventions, there has not been much written about how these
rights translate in the context of different cultures and nafidakgopalan, 20124anson

and Nieuwenhuys, 20)2This convention does not mention responsibility, which is a large
partofc hi | d r elmdntsibute to thie discussion of rights and responsibility in
policymaking by building on the central goal of this thesis, to move beyond dichdiomy

this casd movebeyondthed r i-bgahste d 6 or Hbmesdoén¢Bhi bgopal an,
approach to policymaking, and therefore recommend contextualising the debate, keeping in

mind the historical and colonial past.

Secondly, as discussed in the previous chapter, a e@jptribution of my work is being able

to discuss the intricacies of agency in a particular context, an Adivasi comniienigy due

to their socieeconomic conditions, children may be assumed to have limited agency. Along

with adding to theoretical combutions, where | look beyond using agency as a normative

concept, a soctoultural grounding of the concept will further addresséh®e per si st ent
gap/ tension between the discourse of childho
(Punch, 2016, p.35.
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The understanding of childrenés |ives rooted
traditional knowl edge as childrends strength
choices. This work adds to the small but slowly emerging literaturewsagdn in India

which takes an interpretive approach (Dyer, 2006). Sarangapani (2003) in her ethnographic

work in an Indian village, makes pertinent observai&mne explainsvhy children, who are

able to make judgements and decisions in and about their everyday lives, are not able to draw
inferences in school where they may have to challenge authority. She argues that knowledge

in the school curriculum is framed in a way thatdents accept it as being logical and

relevant within the school space, rather than having any connection or relevance with spaces
outside the school. In line with this, my work contributes to the larger literature on education

within indigenous commuties and education policy frameworksstaesthat knowledge

needgo be integrated within the school curriculum to make school education more connected
with childrends |ives, orienting school syst
than the future (Sarangapani, 2003).

9.4 Conclusion and future directions

The overall contribution of my research 1| ies
detailing intricacies of how agency is produced (or not) in a context where it naaglm@ed

that children have limited agency due to their saionomic conditions.

From a theoretical perspective, this work helps to further think about agency as a concept,
whether it is a concept arising from a particular context or arising from pedllitapitalism

and mode of governance (Asad, 2000). Since agency is built on individualistic notions of

6aut henticdchecttedoacsebhd (Valentine, 2011,
guestions about agency as a concept adequate (or noijdostand the lives of children in

the community. Based on the research experience, is there a nedliné Bggency as a

concept? Do the children view themselves as agents, or is there a way to study relationality

and interdependencies differently? Wit i | | ustrati ons of childreno
caregiving and household work, is there is a possibility to explore the concepts of
responsibility alongside agency? Further, I

environment and perspectives policies This research provides an opportunity to move in
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the direction of discussing childrends envir

context of a global climate movement led by children.

In my thesis, | layer my analysis and dis¢éoss with the intersections of caste and gender,
describing their influence on childrenbés age
focus of my work but emerged as an important finding from the field. Alanen (2016) argues

that there is yet toedba more critical and analytical engagement with theories and practices of
intersectionality within the field of childhood studies. Through an initial discussion, |

contribute to the understanding, opening the field to a wider scope of having a morelnuance
engagement with the concepurther,understanding how soceconomic and gender

inequal ities impact childrends agency.

Empirically, my research works as an exampl e
everyday lives. | hope to invoke inteten research with children in Adivasi communities in

India. This can be taken forward through similar research with different indigenous
communities in other regions to understand c
everyday spaces, matdr&cial relationships, and other lenses. Though my research was set

in the different spaces of childrends everyd
engagement within formal settings of the classroom in the village school and how agency is

perfamed and produced.

This thesis makes a contribution to the methodology of working with children, as it gives an
insight into looking at the lives of children through a pasibnial and posstructurallens

andhas relevance beyond acadenmethis study | depart from the child as a centre and re
position the role of the researcher as an important feature in the process of the.rébearch
widens the scope of discussion, especially to study the relationship of the researcher in the

field and exploringhe embodied role of a researcher in the research process.

|l briefly bring in the discussion of childre
indigenous knowledge, but do not examine it as it is not the analytical focus of my work. The

focus on knwledge may help impact policy and promote social justice in education through

askingi what knowledge is being selected and whose knowledge we are prioritising (Wood,

2007; Konstantoni, 2010).
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Finally, young children are increasingly engaging in debatashd major developments like
climate change, voicing their concerns and attracting political attention. In my study, |

highlight many instances where children expressed their views and opinions about the kind of
space they envisioned for themselves aedt toncern for the environment. Rhoenixet

al. (2018) discuss, there is not enough research on children and environmental practices. My
work adds to the |iterature and builds the
policy and issues raled to the environmerBummarising the findings of the study by

preparing a policy briefing document will help engage with policymakEngs may also help

think about how children are placed while developolicies
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Appendix 1: Summary ofdata generated during theldwork

Thedata collection took place over a period of six moffttisr January to July 2018
There were a total of 90 visits betweédrGhours.

Data Number Number of hours
Fieldnotes 302 pagesl,40,514 words]

Chil drent6s d|44

Audio files 64 audio files 89

Photographs 382 pictures
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Appendix 2: Permission letter from the Department of Education, Sarguja, Chhattisgarh






