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India's education system is undergoing a significant transformation, 
driven by the National Education Policy (NEP) 2020. This policy represents a 
paradigm shift, emphasizing holistic learning, creativity, and multi 
disciplinary approaches. The NEP aims to universalize education from pre-
school to secondary levels, focusing on foundational literacy and numeracy. It 
restructures the curriculum into a 5+3+3+4 system, emphasizing higher-order 
skills and vocational education. Quality enhancement, bridging social gaps, 
and technology integration are central goals. Definitely, such backdrop calls 
for the teacher fraternity to dedicate their services to achieve the goals of 
national policy.

Today, the Indian education system is also vibrant with digital initiatives in education. The Goals 
of NEP 2020 and Viksit Bharat @2047 the digital revolution have further accelerated educational 
transformation. Online learning platforms, educational apps, and virtual classrooms provide accessible 
content and real-time interaction.

Such, a vibrant scenario of education is posing certain challenges for the teachers. They are 
grappling with shortage of resources and desire capacities to attain the set goals. Infrastructure gaps 
hinder effective online teaching, especially in remote areas. Teacher training in digital pedagogies 
remains inadequate. Balancing continuous evaluation with traditional exams poses an assessment 
burden. Engaging students in virtual environments requires creativity and adaptability are some of the 
challenges that today's teachers need to overcome and institutions like BHU should take the lead.

Thus, under such a backdrop where India's education system is at a critical juncture, with NEP 
2020 and digital initiatives paving the way, the present volume of the journal is put forward so that our 
alumni members and the teachers across the country may play a pivotal role in navigating challenges, 
fostering innovation, and ensuring quality learning experiences for all.

There are myriad of issues that the present issue of the journal addresses. The Knitty gritty of 
educating the future citizens was discussed at length along with the 21st-century skills of students which 
provides insight into how the education system of the country is gearing up to face the challenges of 
contemporary society. 

Two important issues have been raised by our esteemed authors that is evolving work-life balance 
and gender-based violence in our educational institutions. Definitely, working at both the issues is 
seriously needed to nurture inclusivity in our society. In the same line rights of Divyangs have also been 
discussed in light of NEP 2020 and post-COVID analysis of teaching learning was also done in the 
present issue. CBCS system and learning disabilities have also been addressed in other research papers.

In this way, I hope that the present issue of the journal would definitely provide a strong knowledge 
base for the academic fraternity to work upon realizing the national goals through education.

With such high optimism, I congratulate and thank the authors of different papers for extending 
their valuable cooperation in the present issue and also applaud the efforts of the entire editorial team for 
bringing out this quality addition of the journal.

Jai Hind 

Editorial

Prof. Seema Singh
(Managing Editor)
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Choice Based Credit System: A System for Uniform Recognition of 
Credentials in Global Education System

Ashish Kumar Chaubey, SRF, Faculty of Education, Banaras Hindu University, Varanasi

Dr. Sunil Kumar Singh, Professor, Faculty of Education, Banaras Hindu University, Varanasi

Abstract

The Indian education system is continuously upgrading, since there is so much diversity. 
Different universities/ institutions have different program structures, different curricula, and 
different evaluation systems. This diversity is a problem in the recognition of degrees and the 
transfer of students from one institution to another. “…. Because of the diversity in the evaluation 
system followed by different universities in India, students have suffered acceptance of their 
credentials, at times, across the university system, as well as the employment agencies.” (UGC, 
2014) The above problem mentioned by UGC can be solved by proper and full implementation of 
the Choice Based Credit System (CBCS). Because CBCS provides the guidelines for a nearly 
uniform structure and curriculum of the programs and courses in different universities and 
institutions. In the UGC guideline under CBCS, there is the provision that 70% of the curriculum 
can be uniformly the same across the universities. This would ensure seamless mobility of 
students as well as transfer and mutual recognition of credits across the higher education 
institutions in the country. (UGC, 2015) The 30% flexibilities are given to institutions in 
developing the curriculum according to their expertise, specialties, and capabilities. However, 
the core part of the curriculum is uniform. The major flexibilities are provided to the students in 
terms of course selection (in the form of electives), learning strategies, credit to learning hour 
not to teaching hour, and learning across-the-classroom situations. This is why the Choice Based 
Credit System (CBCS) is the need of the hour.

Keywords: Choice Based Credit System, Uniform Recognition, Credential, Global Education 
System

The education system is continuously getting reformed and upgraded. In India, the autonomy 
of the Universities and academic institutions supplement these reforms. The active involvement and 
visionary perspective of the administrators had made different reforms. However, these reforms were 
individual endeavors limited to their administrative limits. In this way, different universities 
developed their academic system. The result was a diversified education system in India. The current 
education system is more diversified. Education is provided at every stage of life from early 
childhood to old age through informal, formal, and non-formal education systems. None of the 
teachers was concerned with “Why am I teaching this? What will students do after this 
exposure?”(Ahluwalia, 2013).  There are many problems related to the education system. There are 
lots of streams, and subjects of study spread throughout the whole country. But they are different in 
structure, nature, functioning, and outcome. They are compartmentalized with one another and the 
directions of all the streams are different but they may or may not be one-dimensional. Many of the 
institutions follow the annual exam system, while many of these follow a semester system. Most 
Indian Universities and Colleges have been following a marks or percentage-based evaluation 
system, which is acting as a barrier to students' mobility and not letting them move from institutions 
to another one to pursue the desired subjects or courses. (Hasan & Parvez, 2015). Some of these 
follow a grading system while some follow a marking system. The universities that followed the 
grading system were also not uniform. JNU and Mumbai University followed 10 point grading scale, 
Devi Ahilya University followed 8 point grading scale, IIT Delhi, Pune University, Pondicherry 



University, and Madras University followed 6 point grading scale, Karnataka University followed 5 
point grading scale and similarly many other universities followed different grading point scale. 
Some of the institutions follow continuous and comprehensive evaluation while some follow final 
exams only. For those who followed CCE, the proportion of external and Internal assessments also 
varied. Like Madras University, Pondicherry University, Karnataka University, Devi Ahilya 
University, and Madurai Kamraj University have a 60:40 proportion of external and internal 
assessment, JNU and Pune University had a proportion of external and internal assessment 50:50. 
(Angom, 2009). Other proportions were also practiced as 70:30, and 75:25. Course structure and 
timing of the program also differ. Some of the universities have adopted credit systems like Madras 
University, JNU, Pondicherry University, Karnataka University, Pune University, Devi Ahilya 
University Indore, Madurai Kamraj University, IIT Delhi, Mumbai University, etc. while many were 
running under the classical system. There was a further problem with the recognition of degrees and 
their equivalence. The same degree of different institutions have different course structures and 
different subject combinations or different weightage, this is also a greater issue for equivalence of 
degrees. A student faces the problem of moving from one place to another, from one institution to 
another. Many studies were left in between the sessions due to such circumstances. Not only in India 
this problem is worldwide. Korean Universities have a dropout rate of about 10%. (User, 2014). The 
students had to repeat the part of the course that already had been completed by him/her at any other 
place. There were many problems in academic structure from admission to certification. Lack of 
transparency, lack of clear guidelines, ambiguous curricular structure, and dull curricular transaction 
strategies were major academic problems. These were dealt with in the forthcoming educational 
reforms. The credit system is one of such reforms in the educational horizon. 

Choice Based Credit System

According to Chaubey (2015), the Choice-Based Credit System (CBCS) is a system that 
facilitates choices for students to earn credits in terms of courses of interest without any limitations. 
CBCS has many exclusive features for example advanced learning opportunities, the ability to match 
students' scholastic and non-scholastic needs and aspirations, inter-institution transferability of 
students, part-completion of an academic program in the institution of enrolment and part-
completion in a specialized institution, improvement in educational quality and excellence, 
flexibility for working students to complete the program over an extended period, standardization of 
educational programs across the country, and international comparability etc. Higher Educational 
Institutions (HEIs) have the flexibility and freedom to design the curriculum content, curriculum 
transactional strategies, examination, and evaluation methods according to the curriculum, syllabi, 
and teaching-learning methods. CBCS is a devised sensible system for awarding grades based on the 
performance of students. Through the conventional system, the performance of the students was 
reported using the marks secured in the examinations. The conversion from marks to letter grades 
and the letter grades used vary widely across the HEIs in India. The grading system is supposed to be 
better than the conventional marks system. Therefore, it is now followed by the top institutions in 
India and abroad.  However there are lot of diversity in the system of higher education and multiple 
approaches are followed by universities towards examination, evaluation, and grading systems. 
(UGC, 2014). So, it is desirable to introduce a uniform grading system. This will facilitate student 
mobility across institutions within the country and abroad.(Hinchinalkar, 2014). To bring in the 
desired uniformity, in the grading system and method for calculating the CGPA (cumulative grade 
point average) based on the performance of students in the examinations. UGC has formulated the 
guidelines of CBCS including these all. This has been designed keeping in mind the needs and 
aspirations of the society. The CBCS imminently fits into the emerging socio-economic situations, 
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and could effectively respond to the educational and occupational aspirations of the upcoming 
generations. (Dutta & Dutta, 2013). CBCS has a high probability of being operated efficiently and 
effectively using ICT for elevating students, institutions, and higher education. (Chaubey, 2015).

Some of the important aspects of CBCS are the semester system, continuous and 
comprehensive evaluation system, grading system, credit system, credit transfer system, choice of 
courses, i.e. elective courses and ATKT, etc. These are elaborated as Since the program is an 
educational program leading to the award of a Degree, diploma, or certificate. And there are many 
courses under the program. Choice Based Credit System provide the following facilities:

Choice of Courses

Course usually known as 'paper' is a component of a program. It is not necessary for all courses 
to carry the same weightage. The weightage of courses depends upon the nature of the course and 
related with defined learning objectives and learning outcomes. A course may be designed to 
comprise lectures, tutorials, laboratory work, field work, activities, project work, vocational training, 
viva, seminars, term papers, assignments, presentations, self-study, a combination of some of these. 
There is a great opportunity to opt the course according to their own interest, aptitude, ability and 
objective. (UGC,2012). There are three types of the courses introduced by the UGC namely: Core, 
Elective and Foundation. Further, more course category has been added by the different institutions. 
A summary of these course categories are given as:

A. Core Course: There may be a Core Course in every semester. This is the compulsory 
course which is to be studied by a student as a core requirement, to complete a program in a said 
discipline of study. 

B. Elective Course: Elective course is a course which can be chosen from a pool of papers. It 
may be of several categories such as discipline supportive elective, generic elective and open 
elective. Discipline supportive elective provides an expanded scope, enables an exposure to some 
other discipline or domain, nurturing students' proficiency and skill. Generic Elective focuses on 
those courses which add generic proficiency to the students. An elective may be chosen from an 
unrelated discipline. It is known an “Open Elective.” 

C. Foundation Course: The Foundation Courses may be of two kinds: Compulsory 
Foundation and Elective foundation. “Compulsory Foundation” courses are mandatory for all 
disciplines for the purpose of Knowledge enhancement of the learner. While Elective Foundation 
courses are value and culture-based courses. These are aimed for man-making education. 

D. Audit Course: A student has an option of auditing some courses, grades obtained in such a 
course are not counted towards the calculation of grade point average. However, a Pass grade is 
required for earning credits for an audit course. 

E. Project Work: Project work/ Dissertation work is a special course involving application of 
knowledge in solving/analyzing/ exploring a real life situation/difficult problem. 

Semester System: The program of one, two and three years duration is divided into two, four 
and six terms respectively of Approximate 6 month duration called semester. The learners have the 
opportunities to select courses from a lot of courses in every semester. The result is declared at the 
end of every semester. In India, Semester System has been introduced from the 1966 in IIT Delhi 
and many more universities (Rao, 2002).



Credit System 

The credit semester is a redefining of the curriculum into smaller measurable entities or 
'modules' with the hours required for 'learning' these – not 'teaching'. This is the primary focus of 
credit system to measure the hours spent for learning. Credit system develops a mechanism such as 
these modules can be combined in multiple ways to qualify for a certificate, diploma or degree. 
Therefore, the completion of a single “module” of learning can pave the means for learning other 
modules either in the same institution or somewhere else. A combination of modules associated with 
the needs and interests of the learners illustrates about “cafeteria approach” to the learner focusing 
learner as the centre state of all academic transactions. In generalized manner the sequence would 
be: 

Credit is a unit which is used to measure the course work. It deals with the number of hours of 
instructions required per week per semester. One credit is equivalent to one hour of teaching (lecture 
or tutorial) of two hours of practical work/field work per week. This system recommends reduction 
of lecture based theory classes and integration of tutorial and practical classes for reinforced 
learning. The model proposed is said as L-T-P structure which focuses on learner-centered-teaching. 
'L' stands for lecture classes in conventional class room contact sessions. While 'T' stands for the 
Tutorial classes for providing remedial learning through participatory discussion or self-study or 
desk work and other novel methods. It helps the student to absorb and assimilate the content 
delivered in the lecture classes more effectively. 'P' stands for Practical sessions for laboratory or 
field work for strengthening then practical and life skills of the learner. According to the nature and 
content of the paper these components i.e L-T-P may be recombined. However, it is evident that both 
knowledge and talent for skills are gained by the learner through Tutorial and Practical sessions 
while lecture highlights the content matter to be learnt. In a semester it is supposed that there are 16 
weeks to complete all curricular as well as co- curricular activities of the paper. The conduction of 
lecture tutorial and practical session depends upon the credit structure of the paper. To understand it 
better take an example of a course containing 4 credit. Let its 3 components are distributed as 
follows: L:T:P:: 2:1:1., Which represent 2 Hours Lecture Contact Hour/week, 1 hour tutorial classes 
and 2 Hours Practical classes per week during whole semester. This distribution of 2 credits for 
Lecture through 2 hrs of Lecture classes, one credit for Tutorial through a session of 1 hour of 
tutorial and 1 credit for Practical through a session of 2 hours of practical, defines a value of 2+1+1 
= 4 credits for the paper. The typical L-T-P structure, as illustrated above for a 4-credit paper is of 
2:1:1 type with the split up for L, T and P sessions. It may be in different other ways like: 3:0:1 or 
3:1:0.

Credit Transfer: Credit Transfer means the transfer of credits earned at one institution for one 
or more courses under a given program are accepted under another program either by the same 
institution or another institution (Chaubey, 2015). In practice this means that it is accepted that a 
certain amount of learning has already been successfully completed by a learner. This acceptance of 
earlier earned credits may be reflected in one of two ways: Direct Performance Transfer or Course 
exemption. 

Dimensions of Credit Transfer 

Credit transfer can be categorized in two ways. 1. Nature of credit transfer, 2. Process of Credit 
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Transfer. On the basis of its nature it is either Horizontal or vertical. When an individual having 
successfully completed the courses included in an academic program at a certain level, is permitted 
to transfer his/her achievement in some of these courses to another academic program of same level 
having these courses in common, this may be called as Lateral or Horizontal credit transfer. and 
when an individual's performance in some courses within a certain academic program at a particular 
level is carried over to a higher-level academic program having these or equivalent courses in 
common, this may be called as Vertical credit transfer or Career Laddering. The rationale behind this 
dimension of credit transfer is the provision for “upward mobility” of the learner. On the basis of 
process of credit transfer it is also of two type: Intra-institutional Credit transfer and Inter-
Institutional Credit Transfer. When the process of credit transfer occurs within an institution or 
university, it is called as intra-institutional credit transfer. while, When the credit transfer process 
operates across two or more institutions, this may be viewed as inter institutional credit transfer. For 
credit transfer, there needs a credit transfer agreement or MoU. This is an agreement that must be 
made between two institutions that specifies how the sending institution's course or program will be 
accepted for transfer of credits at the receiving institution. 

Allowed To Keep Terms (ATKT) 

·A student shall be allowed to keep term for Semester II irrespective of grades obtained in each 
course of Semester I. 

·A student shall be allowed to keep term for Semester III if he/she passes (grade 'E' or above in 
each course) each of Semester I and Semester II. OR She/he fails in not more than two 
papers/courses of Semester I and Semester II taken together. 

·A student shall be allowed to keep term for Semester IV irrespective of grades obtained in each 
course of Semester III. However, student has to pass either of Semester I or Semester II in order 
to appear for Semester IV 

·A student shall be allowed to keep term for Semester V if he/she passes Semester I, Semester II, 
Semester III and Semester IV. OR He/she has passed Semester I and Semester II and fails in not 
more than two courses of Semester III and Semester IV taken together. OR He/she has passed 
Semester III and Semester IV and fails in not more than two courses of Semester I and Semester 
II taken together 

·A student shall be allowed to keep terms for Semester VI irrespective of grades obtained in each 
course of Semester V. 

·The result of Semester VI shall be kept in abeyance until the student passes each of Semester I, 
Semester II, Semester III, Semester IV and Semester V. 

Grading and Evaluation System 

The word Grade is derived from the Latin root gradus, meaning, step. in the educational 
context grading is a method of reporting the result of a students' performance subsequent to his /her 
evaluation. There are two methods: relative grading and absolute grading for awarding grades in a 
course. (Ahluwalia, 2015). The relative grading is based on the normal distribution of marks 
obtained by all the students of the course and the grades are awarded based on a cut-off marks or 
percentile. In absolute grading, the marks are converted to grades based on pre-determined class 
intervals. To implement the grading system, the colleges and universities can use any one of the 
above methods. On adopting this system, the degrees of different universities, colleges, institutions 
will have a common system of education in all relations. So there not be any topic of 
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miscommunications or misunderstanding of credits regarding credentials. In many of the educational 
institutions formative as well as summative evaluation system is followed. The ratio of external and 
internal evaluation may be 50:50 or 60:40 or 70:30 or 75:25 or any other depending upon the 
guidelines of the university. Dr. HSGSU follow the ratio of 60:40. (DHSGSU,2015). The obtained 
grade point is multiplied with the credit of the course and further average of these grade points are 
taken. In this way two concepts are observed: SGPA and CGPA. Semester Grade Point Average 
(SGPA) is a measure of the performance of work done in a semester. It is ratio of total credit points 
secured and the total course credits taken in a program during that semester. It is expressed up to two 
decimal places. Cumulative Grade Point Average (CGPA) is a measure of overall cumulative 
performance of a student over all semesters. The CGPA is the ratio of total credit points secured by a 
learner in various courses in all semesters and sum of total credits of all courses in all the semesters. 
It is also expressed up to two decimal places. 

Global Education System

All the major Higher Education Institutions (HEIs) across the globe have a system of credits. 
The European Credit Transfer System (ECTS) is followed in European countries. The National 
Qualifications Framework (NQF) in Australia, the Pan-Canadian Protocol on the Transferability of 
University Credits in Canada, the Credit Accumulation and Transfer System (CATS) in the UK as 
well as the Semester Credit Hour (SCH) in the US, National Education System in Japan, etc are 
examples of global credit system. Asian Academic Credits (AACs) can serve as one of the vital 
components for a new era of Asian higher education that provides a regionally aligned, flexible, and 
innovative learning environment for students throughout the entire Asian region. (Hotta, 2019). 
Globally, it is a provision to maintain an account of credits earned by a student over a period of time 
for a wide range of courses. This wide range of courses provide the opportunity to choose the course 
as per need, aspiration, interest and ability of the student. In general, all global institutions follow a 
certain grading system and there is an equivalence among different grading system. This all will 
support in the transferability of the learners within and across the countries. 

Measure of Uniform Recognition of Credentials: Most of the global institutions have a 
common academic structure in terms of following components:

1. Semester/Trimester System: this divide the one academic year into 2 semesters of 6 month 
each. Each semester has 16 weeks for the teaching learning process. Some institutions have 
trimester system, in which an academic year is divided into three parts. But the important issue 
is that total teaching learning time does not differ entirely.

2. Credit System and Modular curriculum: all of the institution have the modular curriculum 
structure. A program is divided into different courses or papers, these courses/ papers are 
divided into different units, these units are further classified into different sub-units and each 
sub-unit has a certain credit in terms of learning teaching contact hour. Thus, the measurement 
of the program is credit in terms of contact hour.

3. Course Choice: this facility provides the flexibility for the learner to choose the courses from 
any institutions as per their suitability and needs of the learner. Choices may be 
interdisciplinary or intra-disciplinary, inter institutional or intra-institutional.

4. Credit Bank and Credit Transfer: Credit Bank is the academic corpus earned by a learner in 
terms of credits in different subjects and skills. This facilitates transferability of students. credit 
transfer is the key element of the credit system. This will create the acceptable rules and 
regulations for the transfer of the students from one institution to another within and across the 
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countries. Policies related to credit system determines the possibilities for credit transfer.

5. CCE and Grading System: Continuous and Comprehensive Evaluation (CCE) is another 
feature of the institutions that maintains the uniformity across the world. These evaluations are 
performed in terms of grades. Grades are the system of evaluation which is recognized 
internationally. Although, these grading systems are of different types, but their standardized 
structure make it globally accepted unanimously.

6. An Umbrella System: the education system containing all above specialties have a system of 
interconnectedness and ample freedom and flexibilities in terms of pace and place of learning 
as well as course of learning.

Conclusion

Choice based credit system is an innovation for establishing Indian education system with the 
global education system. Semester system and credit system is the pivotal of CBCS. This provides 
common curricular structure worldwide. The 70% uniform curricular structure provides the back 
bone for strengthening the system. While 30% variation maintains the individuality and local 
specificity of different geographical regions and specific discipline. The present educations system is 
trying to develop the best in the individual through broad and diversified system. The conventional 
education system failed to cumulate learners' abilities due to its one-dimensional and unidirectional 
nature. For example, there was negligible opportunity to participate a medical student (cognitive 
dimension) in sports and physical development, a science student could not opt subject of arts 
streams according to their interest. In this way education in its true meaning was not fruitful. But 
Now this problem is being solved by CBCS, which provides not only inter-disciplinary course 
choice but inter-institutional course choices are also available. The holistic development of 
individual is desirable and it can be only when appropriate opportunity is provided according to the 
interest, aptitude, need and ability of individual across the subject, stream etc. borderline. In this way 
the individual is recognized as specialist as well as truly educated. For the recognition of the 
educational credentials, there should be a uniform pattern. These most of the problems can be solved 
by accommodating and assimilating a new system i.e. Choice Based Credit System. Implementing 
CBCS reflects that all universities follow a similar grading and assessment pattern. Which facilitate 
students' mobility across institutions within and across countries similar to the global systems. CBCS 
would also enable potential employers to assess the performance of students graduating from 
different institutions. (Mishra, 2015)This multifaceted learning experience of the CBCS has led to 
the holistic learning of the learners. It has facilitated the scope for employment. There are many 
learners who become first generation entrepreneur after successful completion of their Degree 
Program. The extra credit papers provided under CBCS have also helped the learners who pursue 
higher education(Kaur & Sharma, 2016). Inthis way, CBCS provides a standardized educational 
system recognized internationally and fulfilling the needs of employment.
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Educating Future Citizens of India
  Prof.  A.N. Tripathi, Former professor at IIT-BHU and former Coordinator at Malviya Moolya Anusheelan Kendra, BHU.

The little child in the nursery class today is the future citizen of India. Her conduct, 
competence and attitude will shape the future. The quality of individual and collective life will 
largely depend on how well she performs her social, economic and human responsibilities. Therefore 
it is of utmost importance that she receives a good education today so that we may have a better 
future tomorrow. That is why it is said that education is an investment in the future. The first task of 
good education is to impart the knowledge, skill and attitudes needed to engage affectively with life 
and to be a productive member of the society. A well educated person should be competent enough 
to handle the problems of his own life and to improve its quality. He should also be able to perform 
well the socio-economic tasks demanded of him by the modern society. The society in turn rewards 
the competent by economic and social success. The second task of good education should be to make 
the educated good citizens of their country. That is, to make them engaged, vigilant and responsible 
citizens of the democratic and fast developing modern India. They should be aware of India's history 
and culture, its past achievement, present problems and its future aspirations. The third and perhaps 
the most important task of good education should be to make the young grow up as good human 
beings. That is it should developed their character and value temper so as to make them honest, just, 
fair, caring and compassionate persons.

This holistic vision of good education has four main components: capacity building, skill 
development, citizenship education and value education. Let us briefly examine them so as to 
identify the action points on which we should focus our efforts. 

1. Capacity Building

Education is popularly viewed as the process of acquainting the present generation with 
knowledge built up by the human civilization. That makes us knowledgeable. However, the greater 
importance of this process is in developing human capacities of the learner. Two of these basic 
capacities are: (i) Cognitive capacity, and (ii) Emotional capacity.

(i) Cognitive Capacity

This capacity enables one to ask questions and seek answers. These may be questions about the 
particular problem at hand or general philosophical questions about nature, society, human 
conditions, etc. Development of cognitive capacity makes us competent to learn, understand, 
analyze, assess and to make informed choices and decisions. It gives us the ability to think, to reflect 
and to create new knowledge. This process of knowledge creation is very necessary for advancement 
in any field. Cognitive or intellectual competence is the very basis of growth of modern 
technological society and its socio-economic progress. Unfortunately our present system of 
education is largely focused on imparting knowledge with little concern for developing cognitive 
capacity.

(ii) Emotional Capacity

Important as it is for techno-economic progress, cognitive capacity itself is not sufficient for 
leading a good life or for creating a good society. By good life I mean a life that is not only 
materially comfortable and enjoyable but is also a happy and meaningful life. Similarly a good 



society is not merely economically prosperous but is also a civilized and humane society. That kind 
of goodness - in personal life and collective life of the society - requires many other values and 
virtues, apart from intellectual competence. One of these is the ability to from warm, caring and 
mutually nurturing relationship with others - other persons, other groups and other nations.

It requires a capacity to relate with others emotionally: to feel, recognize understand and to 
respond to the emotional needs of others. It also means understanding our own emotions, regulating 
them and expressing them appropriately. Building such emotional capacity in the young is essential 
for living and working together harmoniously in our diverse society and diverse world.

2. Skill Development

Both the cognitive and emotional capacities are attributes of mental development. Such 
mentally developed persons are well suited to go on to higher studies and to the learned professions. 
They usually occupy positions of power and authority. However, the modern society needs the 
services of a large number of persons who are more skillful in working with their hands. Such jobs 
are less well-paid but they enable those who cannot pursue higher education to earn a decent living. 
Therefore, we urgently need institutionalized skill training programmes, either as a part of regular 
schooling or as standalone programmes after the school education. This is especially important for a 
fast developing country like ours. The objective of the programme will be to make school leavers 
ready for employment immediately after the school. The programme would have three components: 
(i) Soft skills needed at workplace to deal with customers, colleagues and employers, (ii) Hard skills 
or trade related technical skills and (iii) Entrepreneurial skills to set up their own business.

3. Citizenship Education

The first virtue of a citizen is to be engaged with the society, i.e. to take an active interest in the 
collective life of the society. When the citizens withdraw themselves only to their own personal 
interests and concerns, society decays. This tendency is clearly discernable in the attitudes of a large 
number of persons in the successful middle class in our country. The surest way to arrest this decline 
is to introduce an affective component of citizenship education, both at the school level and 
university level. Its objective should be to turn out good citizen who own their society and are 
committed to work for its well being. It is these good citizens who will build a better future for us. 

The second virtue of good citizen is to know his rights and also his duties to the society. Rights 
of others can be secured only if we perform our duties well. A good citizen is ready to subordinate 
his personal interests for the sake of collective good of the society. He is ever ready to protect and 
advance the common good. In a democracy the citizen is the primary stakeholder in the social 
systems. The government is formed by his vote and 'derives its just powers from the consent of the 
governed'. To give that vote and consent in a responsible manner and to demand accountability from 
those who exercise state power is the duty of a vigilant and responsible citizen. Affective 
communication of these citizenship values through discussion and debates constitutes citizenship 
education.

4. Value Education

The quality of personal life of an individual as well as the collective life of the society is 
largely dependent on the character structure and value temper of the members of the society. Honesty 
and integrity, justice and fairness, caring and compassionate attitude towards others are the hallmarks 
of a man of character. Sadly these human virtues are on decline in the self-centered and materialistic 
temper of the modern times. Virtues and values are considered as hindrance in the race for money 
and power. Attaining economic and social success may provide comforts, riches and glory. But in the 
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absence of ethical and human values it produces many tensions, conflicts and strife. There is a little 
inner peace, happiness and self-fulfillment. Similarly the public life marred by lack of values 
produces ill effects in the form of rampant corruption, callousness, exploitation of the weak by the 
strong, social tensions and disharmony. It also produces an atmosphere of distrust between the 
citizens and the social systems. With all the emphasis on technological and economic growth, we 
may become a five trillion economy and a super power but without values it is doubtful if we can 
build a good society.

That is a society which is not merely prosperous but is also harmonious and humane. Value 
education is not merely a matter of communicating ethical and human values or emphasising their 
significance to the learners. Instead it should arouse self-reflection, dialogue and discussion that can 
transform their character structure and seek their commitment to the virtues, values and ideals. It 
should be given at all levels, from school to college. However, it is a challenging task to design such 
a programme of value education suited to different levels of learners. It is equally challenging to 
train teachers for value education and provide them with suitable teaching- learning material. 
Difficult they may be but these challenges have to be met if we want a better education for our future 
citizens and a better future.

Possible role of Rotary Club in promoting good education for future citizens of India

(i) Find sponsors for research to develop programmes for capacity building, citizenship education 
and value education.

(ii) Sponsor training workshop of teachers to implement these programmes of good education.

(iii) Provide support for infrastructure and man power for programmes of skill development

A beginning can be made with the three schools represented in the 'Round Table on Education' 
organized by the Rotary Club, Varanasi Central on April 7, 2022.
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Effect of Differentiated Instruction on Grade Achievements of Students with 
Specific Learning Disability in Environmental Studies (EVS) at Primary Level

Seema Saleem, Assistant Professor, Amity Institute of Rehabilitation Sciences, Amity University, Uttar Pradesh

Vaishali Sharma, Amity Institute of Rehabilitation Sciences, Amity University, Uttar Pradesh.

Abstract

This experimental study aimed to investigate the impact of differentiated instruction on the grade 
achievements of students with specific learning disabilities (SLD) in Environmental Studies 
(EVS) at the primary level. The research involved adapting the chapter on "Means of 
Transportation and Communication" from the EVS curriculum for class 3, implementing 
differentiated instruction techniques, and evaluating its effects on students' academic 
performance. The study utilized a pre-test/post-test control group design, with one group 
receiving traditional instruction (control) and the other group receiving instruction using 
differentiated approaches (experimental). The results indicated that differentiated instruction 
significantly improved grade achievement in students with specific learning disabilities in EVS.

Keywords: Specific Learning Disabilities, Achievement, Primary level, Differentiated 
Instruction

Environmental Studies (EVS) at the primary level encompasses a multi disciplinary approach 
to education that focuses on developing young learners' understanding and awareness of the 
environment and its interconnectedness with human life. This subject introduces children to various 
aspects of the natural world, including plants, animals, ecosystems, weather, and climate. It also 
covers human-made environments, such as communities and settlements, and the impact of human 
activities on the environment. EVS aims to sensitize children to environmental issues, fostering a 
sense of responsibility and empathy towards nature. Through hands-on activities, nature walks, and 
experiential learning, students develop observation skills and a deeper connection with the natural 
world. The scope of EVS extends from local to global perspectives, encouraging children to 
understand the environmental challenges faced by different communities around the world. By 
cultivating eco-friendly habits and promoting critical thinking about sustainable solutions, EVS at 
the primary level lays the foundation for environmentally conscious and responsible citizenship.

Differentiated instruction is a student-centered educational approach that recognizes and 
addresses the diverse learning needs of individuals within a classroom. Instead of adhering to a one-
size-fits-all teaching method, this approach seeks to create an inclusive and supportive learning 
environment where every student has an opportunity to thrive. By employing ongoing assessment 
and flexible grouping, teachers gain insights into each student's abilities, interests, and learning 
styles. Through differentiated instruction, students are encouraged to actively engage with the 
learning material, leading to increased motivation and a deeper understanding of the subject matter. 
By presenting information in multiple ways and providing scaffolding and support when needed, 
teachers empower their students to overcome challenges and reach their full potential. The emphasis 
on high expectations ensures that each student is appropriately challenged, fostering growth and 
academic achievement (Auranidis & Voulagka, 2018); Hamman, 2014; Bender, 2002).

Furthermore, differentiated instruction nurtures a positive classroom environment that values 
diversity and celebrates individual differences. It encourages critical thinking and problem-solving 
skills, preparing students for the complexities of the real world, where they will encounter diverse 
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research is being conducted. The population includes all students with SLD who meet the criteria for 
inclusion in the study, regardless of their grade level or specific learning disability diagnosis.

Sample and Sampling Technique

The sample for this study comprises 10 students diagnosed with specific learning disabilities 
(SLD) from a local primary school in Noida, Uttar Pradesh. These students were selected using a 
purposive sampling method, which involves deliberately selecting participants who meet specific 
criteria, in this case, having a diagnosis of SLD. The purposive sampling method allows the 
researchers to focus on a specific group of individuals, ensuring that the sample consists of 
individuals with characteristics relevant to the study's objectives. Purposive sampling enables 
researchers to target and include the exact population they want to study, which is essential when 
investigating a specific group with unique characteristics.

Design of the Study

The study utilizes a quasi-experimental design, which is a research design that lacks random 
assignment to groups. In this study, the participants are divided into two groups: the control group 
and the experimental group (five participants in each group). The assignment of participants to these 
groups is done randomly, ensuring that each participant has an equal chance of being in either group. 
This random assignment helps to reduce potential biases and ensures that the two groups are 
comparable at the start of the study.

Tool for the Study

This research study utilized a self-made adapted module designed specifically for children with 
specific learning disabilities (SLD) in Environmental Studies (EVS) at the primary level. The 
module was developed based on the principles of differentiated instruction, aiming to cater to the 
diverse learning needs and styles of students with SLD. It incorporated modified content, 
instructional strategies, and learning activities to address the challenges these students face in 
understanding environmental concepts. The module was customized to suit the specific learning 
profiles and needs of the participants in the study, employing visual aids, simplified language, hands-
on activities, and other accommodations to enhance their learning experiences.

The adapted module consisted of a set of questions taken from Unit 5, Chapter 14, 'Means of 
Transport and Communication' of the EVS book 'MY VIBRANT PLANET-3' from the Amity 
University series. This allowed the researcher to provide individualized support and intervention to 
the students with SLD, with the primary goal of improving their academic performance in the 
subject of environmental studies.

To assess the effectiveness of the adapted module, pre- and post-test assessments were 
conducted to measure the impact of differentiated instruction on the academic performance of the 
students with SLD. The achievement test used in the study had three sections, each containing two 
questions completed by the child participants. The design of the test followed a correct teaching 
strategy by gradually increasing the complexity of the questions. The first section of the test included 
"match the column" and "fill in the blanks" type questions, aimed at evaluating the students' 
foundational knowledge and understanding. The second section contained true/false and short-
answer questions to assess the students' ability to recall and apply knowledge. The final section 
involved pictorial representations and a long-answer question, requiring the child to interpret and 
analyze visual information, thereby challenging their higher-order thinking skills. This approach of 
progressing from simpler to more challenging concepts allowed for a comprehensive evaluation of 
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perspectives and challenges. While implementing differentiated instruction may require careful 
planning and flexibility, the benefits are evident: increased student engagement, improved learning 
outcomes, and a classroom that embraces the uniqueness of each learner. In this way, differentiated 
instruction lays the foundation for a more inclusive, dynamic, and successful learning experience for 
all students (Koeze, 2007).

A learning disability is a neurological disorder. In simple terms, a learning disability results 
from a difference in the way the person's brain system works. Children with learning disabilities are 
as smart or smarter than their peers. But they have difficulty reading, writing, spelling, reasoning, 
and recalling the information themselves. A learning disability can't be cured or fixed; it is a lifelong 
issue. With the right support and intervention, children with learning disabilities can succeed in 
school and go on to successful careers. The concept of learning disabilities remained hidden for 
centuries. It did exist but was not recognized. However, it is possible to look back and trace its 
multiple origins. Learning disability refers to delays, deviations, and performance discrepancies in 
the basic academic subjects, e.g., arithmetic, reading, writing, spelling, and speech, and cannot be 
attributed to mental retardation, sensory deficits,  emotional disturbances, or learning disabilities 
(Szklut, Cermak, & Henderson, 1995).

Unfortunately, most of these children are never identified as learning disabled. Due to a lack of 
awareness among teachers, parents, and school authorities, these children are usually labeled as slow, 
behind, incapable, and failures. Students with specific learning disabilities (SLD) face challenges in 
various academic areas, including environmental studies (EVS). Differentiated instruction has 
emerged as a promising approach to address the diverse needs of learners and cater to the unique 
requirements of students with SLD (Sawhney & Bansal, 2014).

Objective of the Study  

• To explore the potential benefits of differentiated instruction in enhancing the learning 
experience and academic outcomes of students with SLD in the specific subject of 
Environmental Studies.

Research Hypotheses

Null Hypothesis 

There is no significant difference in grade achievement between the experimental group, taught with 

differentiated instruction in environmental studies (EVS), and the control group, taught using traditional 

methods of teaching.

Alternative Hypothesis 

The grade achievement of the experimental group, taught with differentiated instruction in 
environmental studies (EVS), will be significantly greater than that of the control group taught using 
traditional methods of teaching.

Methodology of the Study

Population of the Study 

The population of the study refers to the larger group of individuals from which the sample 
was drawn. In this study, the population would be all students diagnosed with Specific Learning 
Disabilities (SLD) at the primary level in the local primary school in Noida, Uttar Pradesh, where the 
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was 30, and the results of the pre-test and post-test were used to gauge the improvement in the grade 
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Exploring the Factors Affecting Work-Life Balance among 
Women Teachers in Secondary Schools

Smriti Moudgill, Research Scholar, Faculty of Education, Banaras Hindu University, Varanasi
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Abstract

This paper explores the complex factors affecting women teachers' work-life balance (WLB) in 
secondary education, illuminating the particular difficulties they encounter in this setting. The 
study conducts a thorough analysis of intrinsic factors that affect the delicate balance between 
professional and personal obligations, such as lesson planning, grading, and the demanding 
nature of the teaching profession. In the context of secondary education, societal elements like 
cultural norms and traditional gender roles are investigated in order to reveal their impact on the 
work-life experiences of female educators. In order to understand how family-related factors, 
such as support networks and childcare duties, influence work-life balance, the study also 
explores these topics. This paper delves into the multifaceted factors that influence the work-life 
balance of women secondary school teachers. Comprehending educators' critical role in 
shaping the future necessitates an understanding of the factors influencing their work-life 
balance. The study aims to add to the existing literature by delving into the varied dimensions of 
this phenomenon, with a focus on varied factors influencing the women teachers in secondary 
education to balance their professional and personal lives. The organizational culture and 
workplace regulations in secondary schools are carefully reviewed, with a focus on the possible 
effects of flexible work schedules and institutional support systems. The paper also examines the 
consequences of technological developments, acknowledging their dual function as enablers of 
adaptability and possible agents of the permeability of work into personal life. The research 
yields valuable insights into the factors influencing work-life balance (WLB) among female 
secondary school teachers. These insights can be used to formulate targeted interventions and 
policies that prioritize the well-being and professional fulfillment of educators in this particular 
context.

Keywords: Work-life Balance, Women Teachers, Secondary Schools

In the dynamic landscape of secondary education, the teaching profession stands as a pillar of 
knowledge dissemination, with secondary school women teachers playing a pivotal role in shaping the 
minds of the future generation. However, this noble pursuit is not without its challenges, particularly 
concerning the elusive concept of work-life balance (WLB). The intersection of professional 
responsibilities and personal life becomes even more intricate for women educators in secondary 
schools, where the demands of lesson planning, grading, and student engagement often intertwine with 
societal expectations and familial obligations. This article seeks to delve into the diverse factors that 
contribute to the delicate equilibrium—or lack thereof—between work and personal life for secondary 
school women teachers. Due to specific challenges that come with teaching in the context of secondary 
education, a careful analysis is necessary. Outside of the classroom, female educators have to balance 
extracurricular activities, administrative duties, and the emotional commitment needed to create a 
stimulating learning environment. In addition, these educators may face additional pressure to adhere to 
traditional gender roles and expectations due to the significant influence of societal norms and cultural 
expectations.
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For women teachers, issues of complexity are frequently exacerbated by the expectations of 

society, family obligations, and gender stereotypes. As a result, understanding the intricate web of 

factors influencing women teachers' work-life balance in secondary schools is critical for creating a 

supportive and sustainable educational environment. According to Caven and Raiden (2010), work-life 

balance refers to an individual's ability to balance work and non-work responsibilities. Teaching is a 

demanding profession, and women teachers in secondary schools frequently face unique challenges that 

affect their work-life balance.

A healthy work-life balance can help individuals and organizations achieve their goals. 

Balancing work and family life is crucial for working individuals, as imbalances can negatively impact 

their personal lives (Bannur & Patil, 2015). According to Padma and Reddy (2013), teachers must work 

extra hours daily to meet higher expectations and navigate challenging environments. Women struggle 

more than men to balance work and family responsibilities by (Duxbury & Higgins,1991). According to 

spill over theory by Staines (1980), happiness at work can lead to happiness at home due to similarities in 

family dynamics. The research paper aims to delve into the multifaceted dimensions of work-life 

balance among female teachers, recognizing the unique challenges they face and shedding light on the 

interplay of various factors. From the complexities of workload distribution to the impact of family 

responsibilities, career development opportunities, organizational support, leadership, and 

technological integration, each factor influences the overall work-life balance of female teachers.

Literature Review

Madhumathi & Dayakar (2020) conducted an in-depth survey study on Work-Life Balance 

among Secondary School Teachers in Nalgonda, YadadriBhongir, and Suryapeta Districts of 

Telangana based on their age and teaching experience, selecting a sample of 480 secondary school 

teachers using proportionate stratified random sampling. Ravichandran and Rajendran (2007) 

investigated the various causes of stress that higher secondary teachers may experience in balancing 

work and family goals. Wheatley (2012) defines work-life balance as the ability to successfully 

balance work and family responsibilities, regardless of age or gender. Todd (2004) states that the 

employers who do not provide adequate support for managing work and home demands are more 

likely to encourage women to work part-time or quit their jobs entirely. Absenteeism and turnover 

are significant business costs that limit women's participation in the labor force, preventing 

organizations from hiring the best candidate for each job. Liz (2004) identified long working hours 

as a significant barrier to women's advancement in managerial roles. The research highlights the 

business case for diversity management and suggests that voluntary work-life balance (WLB) may 

only benefit women in a tight labor market. However, the benefits for women in management have 

yet to be demonstrated. A strong equal opportunities approach can be problematic as it emphasizes 

women's difference from men and their need for special treatment. More work with male managers 

is needed to create a more inclusive workplace for both men and women seeking a balanced lifestyle.

There are numerous factors influencing work-life balance that have been studied by various 

researchers. These factors may be individual, family, or work-related. Several researchers, including 

Adams et al. (1996), Duxbury and Higgins (2001), Martins et al. (2002), Fisher-McAuley et al. (2003), 

Schieman et al. (2022), Ezzedeen and Swiercz (2002), Haar and Bardoel (2008), discovered that work-
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life balance/work-family conflict influences job satisfaction, family satisfaction, life satisfaction, career 

satisfaction, and job stress.

Factors affecting Work-Life Balance among Women Teachers

Poulose and Sudarsan's (2014) conceptual review of work-life balance identified four main 

factors: individual, organizational, societal, and other. Individual factors include personality, well-

being, and emotional intelligence. Organizational factors include work arrangements, work-life balance 

policies, support from superiors and colleagues, job stress, role conflict, ambiguity, overload, and 

technology. Social factors are child care setups, spouse and familial assistance, personal and household 

needs, caregiver issues, and disagreements between families. Other factors to consider include age, 

gender, marital status, parental status, experience, job level, income, and family type. According to 

Reddy et al (2012) factors like family size, child age, work hours, and social support can affect work-

family conflict and family-work conflict experiences. 

While these variables have been linked to work-family conflict and family-work conflict, it's 

important to also consider their impact on working women's psychological distress and wellbeing. The 

professional and personal lives of female teachers are impacted by a multitude of factors that intersect 

and affect work-life balance. Achieving a harmonious balance is often hampered by the demanding 

nature of the teaching profession, which includes long work hours, lesson planning, and grading. 

Furthermore, women teachers may face pressure to balance their home and professional obligations due 

to cultural norms and traditional gender roles, which could result in burnout. The dynamics of the family, 

including childcare duties and support networks, are important factors that impact how well a woman 

teacher manages her time and energy. Workplace practices that support women educators' work-life 

balance include flexible work schedules, paid maternity leave, and a positive company culture.

Furthermore, the development of technology and the popularity of remote work may help to blur 

the lines between work and personal life or promote flexibility. In order to address these complex factors 

and create an environment that enables women teachers to better balance their personal and professional 

lives, a comprehensive strategy involving institutional and societal changes is needed.

Theoretical model of the variables influencing Work-life Balance

The conceptual theory of work-life balance factors affecting women teachers entails a thorough 

analysis of interrelated components that impact the balance between their personal and professional 

lives. Starting with the inherent nature of teaching, which includes workload, administrative demands, 

and the emotional labor involved in fostering students, this theoretical framework covers a number of 

dimensions. Women teachers' work-life balance is greatly shaped by societal factors, including 

stereotypes, cultural expectations, and gender norms that are currently in place. In this conceptual 

framework, family-related factors like childcare duties, marital status, and support networks are crucial. 

The work-life balance is greatly influenced by workplace policies and organizational culture, which 

include things like maternity leave, flexible work schedules, and career advancement opportunities. 

Theoretical model also considers technological developments, since the growing adoption of digital 

platforms can intensify the permeability of work into personal life or improve flexibility. Essentially, the 

conceptual theory offers a sophisticated comprehension of the complex interactions among these 
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various elements, directing efforts to develop practical tactics for encouraging a better work-life balance 

among female educators.

The connections and interactions between different components can be better understood by 

looking at a conceptual model of the factors influencing work-life balance. Although the precise details 

of a model of this kind can differ, the following is a basic conceptual framework:

Core Elements : At the centre of model 'Work-Life Balance' represents the ultimate goal and outcome 

that individuals strive to achieve.

Individual Factors : Core is surrounded by individual factors, such as personal values, priorities, and 

lifestyle choices. These elements influence an individual's perception of balance and guide their 

decisions.

Workplace Factors : The model is extended to include elements related to the workplace, such as 

organizational culture, policies, and work environment. These factors significantly impact an 

individual's ability to balance work and personal life.

Feedback Loop : Feedback loops between various elements represent the dynamic and iterative nature 

of work-life balance. For example, the impact of individual factors on work-life balance may influence 

one's perception of workplace satisfaction, and vice versa.

Work-life Balance factors and their relationship

Work-life balance is influenced by a variety of factors, some of which are complex and 

interconnected. Here are a few important factors and their relationships:

Effective Time Management and WLB

Effective time management is critical for achieving work-life balance. Poor time management can result 

in longer work hours, increased stress, and less time for personal activities.

Adaptable working arrangements and WLB

Adaptable working conditions, such as teleworking or flexible schedules, can help improve work-life 
balance. It allows people to better manage their time, reduce commuting stress, and focus on 
personal responsibilities.

Optimal Working Conditions and WLB

A welcoming workplace atmosphere encourages work-life balance. Organizations that prioritize 

employee well-being, provide support services, and promote a healthy work culture help to improve 

work-life balance.

Technological innovation and Connections and WLB:

While technology allows for more flexible work arrangements, it can also lead to a blurring of the 
lines between work and personal life. Setting boundaries for work-related communication outside of 
office hours is critical for achieving balance.

Wellness and Health Promotion and WLB

Employee health and wellness programs can help improve work-life balance. Employees who are 

healthy are generally more productive and better able to balance work and personal responsibilities.

SPIJE, Vol.12, No.(1 & 2), January & July 2022 |   21



Job Demands and Pressures

Elevated workloads and inflated expectations can result in extended working hours and increased stress, 

compromising work-life balance. Clear communication about expectations and realistic workload 

allocation is critical.

Individual Concepts and Concerns and WLB

Personal beliefs and objectives play an important role in achieving work-life balance. Understanding 

personal goals and aligning them with career options enables individuals to make decisions that promote 

balance.

Supportive social relationships and WLB

It's critical to have a solid support network in both your personal and professional life. Social support can 

assist people in sharing responsibilities, managing stress, and resolving work-life conflicts.

Task Allocation and Job Structure and WLB

Workloads that are reasonable and well-crafted to align with skills and abilities are factors that promote a 

better work-life balance. Work that is repetitive or overly demanding can cause burnout.

Self-management Habits and WLB

People with better work-life balance are typically those who place a higher priority on self-care 

activities like hobbies, relaxation, and physical activity. Ensuring one's physical and mental health is 

a prerequisite for achieving overall life satisfaction.

A harmonious work-life balance is the result of a confluence of social attitudes, organizational 

policies, and personal decisions. This is a continuous process that calls for flexibility and initiative on the 

part of both employees and employers. Work-life balance (WLB) and the factors that affect it are 

complex and intertwined; different factors shape the equilibrium between work and personal life, and 

the equilibrium between work and personal life shapes various elements. The ability of a woman teacher 

to attain a satisfactory work-life balance is directly impacted by the demanding nature of the profession 

itself, including the workload and emotional labour involved in teaching. Women educators may face 

external pressures to manage their responsibilities at work and at home due to societal factors such as 

cultural expectations and traditional gender roles. Family dynamics are crucial to this interaction 

because they affect how much time and energy are available for work and personal goals. These factors 

include childcare duties, support networks, and the general structure of family life. 

The experience of work-life balance is further influenced by organizational culture, workplace 

policies, and the larger social environment. Workplace policies that are supportive, like parental leave 

and flexible work schedules, can improve work-life balance. Conversely, inflexible or unsupportive 

work environments can make problems worse. In essence, a complex web is formed by the relationships 

and interactions between work-life balance and the factors that influence it. A shift in one component can 

have a domino effect on other elements, highlighting the necessity of an integrated and holistic approach 

to address these factors in their entirety. Achieving a work-life balance and promoting well-being for 

female teachers, and consequently for professionals in other domains, necessitates cooperation between 

individuals, employers, policymakers, and the broader community.
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Conclusion

As the educational landscape evolves, recognizing and addressing these factors becomes 

increasingly important, not only to improve the professional satisfaction and well-being of female 

teachers, but also to ensure that students receive a high-quality education. By unravelling the 

complexities of work-life balance in the context of female secondary school teachers, this study hopes to 

contribute valuable insights that can inform policies, practices, and support mechanisms, fostering an 

environment in which educators can thrive both professionally and personally. Therefore, the complex 

web of variables affecting women teachers' ability to maintain a work-life balance emphasizes the 

necessity of an all-encompassing strategy to address the difficulties they encounter. Developing tactics 

that support a more equitable division of responsibilities requires an understanding of the demanding 

nature of the teaching profession as well as societal norms and traditional gender roles. Reassessing and 

restructuring workplace policies and family dynamics is imperative in order to establish the support 

networks that women educators need, such as flexible work schedules and policies that recognize the 

particular difficulties they confront. Furthermore, it is essential to promote a culture and organizational 

mindset that values and gives priority to the well-being of women teachers by altering attitudes toward 

work and gender roles. It's critical to adopt technology innovations sensibly and use them to improve 

flexibility rather than promoting an always-on workplace culture. 

In the end, developing an ecosystem that enables women educators to successfully manage the 

challenges of their personal and professional lives will require an all-encompassing and cooperative 

effort from educational institutions, legislators, and society at large. Through this exploration, we aim to 

contribute to the ongoing discourse on work-life balance, ultimately advocating for an educational 

landscape that nurtures the well-being and professional fulfilment of secondary school women teachers.
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21st Century Skills of Students of Central University of South Bihar
Aditya, UGC Junior Research Fellow, Faculty of Education (K), Banaras Hindu University

Abstract

21st Century skills are a collection of abilities, and competencies that graduate students need to 
succeed in work and life in the 21st Century. This study determined the 21st Century skills of 
students in Central University of South Bihar in the 2021-22 session. It ascertained the student's 
variable and their 21st Century skill learning and innovation skills, digital literacy skills, and life 
and career skills and relationship among their sub-dimensions. It also ascertained a significant 
correlation between the student's variable and their 21st Century skills. The researcher used a 
descriptive Survey method and 145 respondents under the teacher education program and 
graduate students of Department of Social Science and Science were chosen using random 
sampling. Quantitative data were treated as frequency, mean, t-test, and Pearson -r correlation. 

Findings revealed that 21st Century skills of students are at a high level and female respondents 
are at a more developed level than male respondents. Significant differences were found between 
male and female students with respect to 21st Century skills. No Significant difference was found 
between their educational stream of students with respect to 21st Century skills. A moderate level 
of correlation exists among the sub-dimensions of 21st Century skills. 

Keywords: - 21st Century Skills, Learning and Innovation Skills, Digital Literacy Skills, Life and 
Career Skills

In the time of enhanced technologies, fast pace, and various alternatives, 21st Century skills 
become challenging and different in a way as new information and technologies emerge day by day 
in the 21st century, as it require continuous modifications as computer and internet systems develop 
(Dede, 2009). The abilities and expertise demanded through college students to achieve success in 
the 21st century need better and enhanced skills (Saavedra & Opfer, 2012) as students have to now 
be ready with expertise and abilities to do work that can be executed through machines; which 
suggest the significance of 21st Century skills which represent a new 'Universal literacy' to exist in 
the 21st century.

In higher education, The 21st Century Skills become important and require to include in such a 
way through the curriculum that includes their past knowledge with a new way of knowledge 
formation as Hadiyanto (2021) and Partnership for 21st Century Skills (2015), Internet and new 
emerged technology have provided graduates with the opportunity to simply grab the knowledge of 
any academic subject, but, for the employment, graduates needs to have the broader skill set of 21st 
Century, which requires handling and retrieval of information, communication and presentation, 
planning and problem-solving, with social collaboration and interaction. The 21st century skills are 
not new skills but important and increasingly relevant over time (Silva, 2009; Rotherham & 
Willingham, 2010), while Apple (2008) as cited in (Aguilla, 2015) emphasises on 21st Century skills 
as necessary for ‘students strive in the future’. The rapid change and development in the 21st century 
make it necessary for individuals to equip themselves with certain competencies and skills. 21st 
Century skills are the combination of the knowledge, skills, and expertise that are necessary for 
individuals to be successful in work and daily life. (Tooley & Bornfreund, 2014) called 21st Century 
Skills as 'skills for success' so Teachers and students should utilize the 21st Century Skills 
framework as a self-assessment tool to assess and monitor their performance. 
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Various organizations and frameworks (P21, OECD, enGague, ATCS, APEC etc.) have been 
proposing different competencies and skills for 21st century learners. In India, NEP 2020 encourages 
21st century skills and says 'the aim of education will not only be cognitive development but also 
well rounded individuals equipped with the keys of 21st century skills' (NEP Para 4.4)  CBSE 
released a handbook on 21st century skills on how to integrate 21st century skill into the formal 
education system. In the present study, the concept of 21st century skill taken as per the P21 
framework (Trilling & Fadel, 2009).

(i) Learning and Innovation skills: - It comprises creativity and innovation skills, critical thinking 
and problem-solving skills, communication and collaboration skills. It is also known as 4C.

(ii) Digital literacy skills: - It comprises information literacy, media literacy and ICT literacy.

(iii) Life and Career skills: - It comprises flexibility and adaptability, initiative and self-direction, 
social and cross-cultural skills, productivity and accountability, leadership and responsibility.

Rationale of the Study

In the USA, Turkey, Malaysia, Philippines, Brazil, and other countries, many researches were 
conducted to measure and examine the level of engagement and incorporation of 21st Century Skills 
practices. In India, the National Education Policy (NEP) 2020, shed light upon 21st Century Skills 
required for students and how it would shape the whole education system in the country in terms of 
21st Century Skills to make the Indian education system compete from a global perspective. 

Several researches and studies were conducted to assess the level of 21st Century Skills and it 
found a significant relation among students. Lai (2012) found a significant relationship between 
educational outcomes and integration of 21st Century Skills at every level of schooling and different 
types of education. Sunderburg (2017) found there is a significant relationship between the natures 
of students' required educational level to achieve educational competencies in the 21st Century. 
Derya & Kurt (2017) test the hypothesis that teachers teach the way and the students learn with the 
scope of 21st Century learning skills and teaching skills in different pre-service institutions. Anthony 
(2018) investigated to determine the level of 21st Century Skills available in the university curricula 
from the student's point of view and found there is a significant relationship. At the University level, 
Valtonen et.al (2016) found significant relationships exist between how students and teachers 
perceive 21st Century Skills and what kind of disposition they have among Finnish universities. Al-
Nam & Osman (2016) found a relationship between how to teach students through a constructivist 
approach and through blending methods rather than conventional ways by developing different 
intervention modules and how that would enhance 21st Century Skills of the students. Gonzales 
(2020) found there is a significant difference in the level of 21st Century Skills in higher education 
in the Philippines. Anguilla (2015) found there is a significant relationship in the level of 21st 
Century Skills and no significant difference of the level of 21st Century Skills based on profile 
variables gender and age of students of Nueva Vizcaya State University Bambang Campus, 
Philippines. Bakir (2019) found the use of the learner and teacher skills of the preservice teachers 
differed significantly depending on different variables such as gender, grade level, and department, 
and there was a positive significant correlation between their uses of learner and teacher skills. 
Kundu (2020) investigated the Indian trainee teacher's perception of 21st Century Skills and found 
significant differences in the integration of 21st Century Skills in teacher education 
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programinstitutions.This study was oriented to assess their level of 21st Century skills and level of 
relationship among themselves in Central University of South Bihar, Gaya.

Objectives of the Study

1. To assess the level of 21st Century skills and their sub-dimension skills among students of 
CUSB.

2. To find out the level of difference of 21st Century skills and their sub-dimension skills of 
students of CUSB on the basis of their gender and educational stream.

3. To determine the level of relationship between the dimensions of 21st Century Skills of 
students.

Hypotheses of the Study

·H - There is a significant difference in the level of difference of 21st Century skills and 1

their sub-dimension skills of students of CUSB on the basis of their gender at 0.05 level of 
significance.

·H - There is a significant difference in the level of difference of 21st Century skills and 2

their sub-dimension skills of students of CUSB on the basis of their educational streamat 
0.05 level of significance.

·H - There is an adequate level of relationship between the dimensions of 21st Century 3

skills.

Delimitations of the Study

This study is delimited to only five programs of M.Sc. courses which are Biotechnology, 
Pharmacy, Chemistry, Life Science, and Statistics, and five programs of M.A courses which are 
Sociology, History, English, Psychology, and Social work as a part of the sample.

Methodology of the Study

The present study is based on the descriptive survey method under quantitative approach.

Sample and Sampling Technique

This research comprises all enrolled students in the program B.A. B.Ed., B.Sc. B.Ed. and 
M.Ed. and the students who completed their graduation course and were enrolled in any program of 
post-graduation in CUSB. The researcher used the random sampling technique to collect data from 
students of CUSB, Gaya for the present study. The researcher chose five programs of M.Sc. courses 
which are Biotechnology, Pharmacy, Chemistry, Life Science, and Statistics, and five programs of 
M.A courses which are Sociology, History, English, Psychology, and Social Work as a part of the 
sample. The researcher chose 145 students randomly and collected the data using a questionnaire on 
21st Century skills.

Tool used for the Study

The researcher constructed and standardized the '21st Century scale' of 5 Point Likert type to 
determine the level of 21st Century Skills among prospective teachers and graduate students in the 
university. The researcher used pre-tryout, tryout, and item analysis procedures with the help of 
experts and made the tool consisting of 36 items and each having some alternative answers. Split-



half reliability corrected by the spearman brown formula of the scale was established as 0.92 and the 
scale has undergone a face and content validity process by experts.

A Likert scale ranging from 1 to 5 (1=strongly disagree, 2=disagree, 3=neutral, 4=agree, 
5=strongly agree) was applied in this study the level of 21st Century skills was categorized into three 
levels (high, moderate, low) based on the mean displayed in Table 1.

Table 1: -Level of 21st Century Skills

Data Analysis Procedure 

The responses from graduate students and prospective teachers from questionnaires are 
analyzed using SPSS. In this descriptive statistical study, mean and standard deviation (SD) were 
calculated to assess the level of the 21st Century skills. In this inferential statistics study, a t-test was 
carried out to find out the difference of level of 21st Century skills on gender and educational 
stream. Pearson -r correlation coefficient is used to determine the level of relationship among 21st 
Century skills.

Results and Discussion

The first objective of the study was to identify the level of 21st Century skills among students 
of CUSB. The level of 21st Century skills of students were interpreted according to mean score on 
the scale and sub-dimensions of the scale and these descriptive statistics are presented in Table 2. 

Table 2:- 21st Century Skills of Students (N=145)

As seen in Table 2, the students' level of 21st Century skills is seen to be high as their mean 
score (3.94) is taken into account. Similarly, the student's learning and innovation skills (mean 
score= 4.01), digital literacy skills (mean score=3.8), and life and career skills (mean score= 4.01) 
are seen to be high according to their scores.
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Level  Mean  

High  3.67 -5.00  

Moderate  2.34 -3.66  

Low  1.00 -2.33  

Domain Mean  SD  Level 

21st Century Skills   3.94  0.31  High 

Learning and I nnovation skills  4.01  0.39  High 

Digital literacy skills  3.8  0.39  High 

Life and Career skills  4.01  0.37  High 



Similar result is found in Augilla (2015); kanmaz(2021); kocack & Goksun(2020); Turiman, 
Wooks & Osman(2019) and Varghese(2021) as these also found high levels of 21st century skills 
among school students and university students. Alsana (2021) found availability of 21st Century 
skills in the university courses variables is high. Hadiyanto (2021) even found that 21st Century 
skills and their sub-components were greater in blended mode in comparison to conventional 
learning. All these results match with the result of this study and strengthen this study.

The second objective of the study was to find out the level of difference of 21st century skill 
and their sub- dimensions according to gender investigated through an independent sample t-test.

Table 3:- level of difference of 21st Century Skills on the basis of the Gender

*Significant at 0.05 level, #Not significant at 0.05 level

As seen from Table 3, it is found that the level of 21st Century skill differed significantly 
according to the gender (t-value>t-critical value) and the same is the case with sub- dimensions 
learning and innovation skill and life and career skill other than digital learning skill. The level of 
21st century skill of female students (mean score=4.01) were determined to be higher than those of 
male students (mean score=3.89). No significant difference was found between male and female 
students in the level of digital learning skill (t-value<t-critical value).

Sumen & Calisici (2017), Bozkurti (2021), Maltepe & Bayrakdar (2021), Kundu (2021) found 
similarity in favor of female students than male students and significant difference found  in the level 
of 21st Century skills but many result such as Varghese (2021), Kanmaz (2021). Alsana(2021) found 
inconsistent with this result as they found no significant difference on the basis of gender. 

To find out the level of difference of 21st Century skill and their sub-dimensions according to 
their educational stream (Science and Art) investigated through an independent sample t-test
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Table 4:-level of difference of 21st Century Skills on the basis of their educational stream

*Significant at 0.05 level, #Not significant at 0.05 level

No significant difference found in the level of 21st Century skill and their sub-dimensions on 
the basis of their educational stream (t-value<t-critical value).

Alhothali(2021) and Varghese(2021) also found no statistical difference between scientific and 
humanities subject specialization in teacher education programs and youth students as specialization 
doesn't affect this 21st Century skill. This study result strengthens this fact too.  

The third objective of the study is to determine the level of relationship between the 
dimensions of 21st Century Skills of students which is investigated through the pearson-r coefficient.

Table 5:-Correlation between the dimensions of 21st Century skills.

According to Best & Kahn (2006), the coefficient value of r below 0.2 defies low; coefficient 
between 0.2 to 0.4 defines low; coefficient between 0.4 to 0.6 defines moderate; coefficient between 
0.6 and 0.8 defines substantial, and coefficient between 0.8 to 1 defines high to very high 
relationship among themselves. When interpreting the correlation coefficient in Table 5. Based on 
these ranges, it has been seen that there was a moderate level correlation between all the dimensions 
of 21st Century skills.
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Ball(2016) found moderate correlation between life and career skills and their variable and 
21st Century skills among middle young school. A similar intermediate correlation exists between 
21st Century learner skill and 21st Century Teacher skills in Kocack(2020).

Conclusion

Most of the respondents are enrolled in 4-year teacher integration program, Master in 
Education, Master in Social work, and Master in Psychology. The respondents have a high level of 
21st Century skills along with creativity and innovation, critical thinking and problem-solving, 
communication and collaboration, information, media andICT literacy, flexibility and adaptability, 
initiative and self-direction, productivity and accountability as well as leadership and responsibility 
and social and cultural skills.The level of 21st Century skills of female respondents is higher than 
those of male respondents. No significant difference found between male and female students in the 
level of digital learning skills. No significant difference found in the level of 21st Century skills on 
the basis of their educational stream.

A moderate correlation exists between learning and innovation skills with life and career skills 
as well as life and career skills with digital literacy skills compared with learning and innovation 
skills with digital literacy skills.

The following recommendations are offered in the light of those conclusions drawn.

• Students should be engaged in group work and discussion while interacting with each other.

• Students need to explore practical skills to enhance their knowledge rather than theoretical 
knowledge.

• Students must be exposed to digital worldwide and media connectivity of their knowledge with 
skills needed to enhance their digital literacy skills.

• Students learn to be flexible and open-minded to accept any innovative ideas and develop 
themselves as self-initiative, productive, and socially responsible individuals.

• Teachers need to promote creativity among students by encouraging intrinsic motivation and 
inculcating a problem-solving attitude.

• Teachers need to encourage and accept the ideas in their learning environment to be creative 
which would lead the studentsto becomeproduct-oriented and potential innovation among 
themselves.

• Teachers need to use project-based learning and innovative methods rather than the conventional 
method of teaching.

• Teachers need to include 21st Century Skills as a tool of assessment and include it as a part of 
formative and summative evaluation.

• The institutions need to provide a collaborative and communicative learning environment to 
learn together as it would develop learning and innovation skills, digital skills, and life and 
career skills among students, which are complementary skills to each other.

• The institutions should foster communication between and among students and teachers to 
provide motivation and direction to students' decisions, actions, and career development.

• Training programs and seminars for students should be conducted regularly to be aware of 
industrial work and intellect with new and enhanced skills.

• The institute needs to provide a better digital environment to connect the students with the global 
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world so the studentscan gather, collect, synthesize, and analyze the information to improve their 
digital literacy skills.

It is essential for 21st Century learners to have 21st century skills and in light of these, our 
policies and education system should reflect those attributes that enhance and effectively teach these 
skills. The curriculum must be designed in that way to develop transformational competencies for 
the future. The result of this study will help to determine the focus area, which should be emphasized 
in different programs in the university courses.
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Abstract

Gender-based violence (GBV) refers to any harmful act directed at an individual based on their 
gender, often perpetuated by societal norms and power differentials. In educational institutions 
worldwide, Although both men and women can be victims as well as perpetrators of violence but 
women are at high risk to face and bear the consequences of violence.GBV is a prevalent issue 
that jeopardizes the safety and well-being of students and staff members. The fear of reporting 
gender-based violence contributes to its continuation, marginalisation and silencing of victims. 
Preventing violence against women and girls requires addressing causes and risk factors, which 
are complex and multiple, dependent on context, and can shift with broader societal changes 
(SVRI, 2014). Educational institutions must take remedial measures including educational 
initiatives, awareness campaigns, and the promotion of critical thinking skills among students to 
challenge harmful norms and behaviour, a holistic approach and collaborative efforts among 
stakeholders to combat GBV and establish safer, more inclusive learning environments that 
prioritize the well-being and rights of all individuals within educational institutions. This paper 
aims to develop an understanding of factors causing Gender-based Violence, its consequences 
and strategies that can be used to empower women in Higher Education by scrutinizing elements 
such as structural inequalities, entrenched societal norms, and the influence of media 
portrayals. The paper highlights the multifaceted nature of GBV, emphasizing that it is not 
attributable to a single cause but rather a complex interplay of factors and also focuses on the 
critical importance of fostering a culture of non-violence and advocating for gender equality 
within academic settings.

Keywords: Gender-based Violence, Educational Institutions, Gender Equality

“Violence is defined as behaviour by people against people liable to cause physical or 
psychological harm” (Gulbenkian Foundation, 1995). Violence tended to be viewed as aberrations, 
perpetrated by individuals, with interventions including behavioural intervention plans for children 
displaying anti-social behaviour (Jimerson and Furlong 2006) or anti-bullying programmes using 
peers to adjudicate between victims and perpetrators (Naylor and Cowie 1999). Gender-based 
Violence (GBV) has been defined as 'the general term used to capture violence that occurs as a result 
of the normative role expectations associated with each gender, along with the unequal power 
relationships between the two genders, within the context of a specific society' (Bloom, 2008).

We approach the issue of GBV as a public health issue. In other words, it is ubiquitous, having 
an impact at population-level, and therefore requires an upstream approach to tackle the problem at 
its routes (World Health Organization, 2019). Women and girls experiencing or surviving GBV 
suffer an array of impacts, ranging from financial and legal to social. However, it has particularly 
devastating and often long-term effects on women's physical and mental health. Women who have 
experienced GBV are significantly more likely to report overall poor health and suffer from chronic 
health co- morbidities than their non-abused counterparts (Garcia-Moreno, Guedes and Knerr, 2012). 
They are also at greater risk of depression, suicide attempts, post-traumatic stress disorder and 
psychosomatic disorders (World Health Organization, 2013a). A UNESCO (2013) report emphasizes 
the importance of raising awareness to guarantee that educational systems promote peace and 
tolerance. This includes incorporating conflict avoidance and peaceful environment-building tactics 



throughout educational systems. This is a significant step forward not just in supporting the 
educational system's study plan, but also in assisting students who are unable to obtain an education 
due to school disputes and violence.

Gendered violence is rooted in the 
structural inequalities between men and 
women. It is both a cause and consequence 
of gender inequality. It incorporates a 
range of crimes and behaviors including 
physical, emotional, sexual, psychological 
and economic abuse, personal and sexual 
violations or material deprivations. 

(Lombard, 2015: 64) 

Objective of the paper

To develop an understanding of factors causing Gender-based Violence, its consequences and 
strategies that can be used to empower women in Higher Education.

Causes of Gender-based Violence

Gender-based violence (GBV) is a complex issue. Various factors can cause Gender-based 
violence. There is no one cause of violence. The ultimate cause of violence is the manifestation of a 
number of elements. They include caste, religion, gender, social norms and patriarchy, lack of 
education, economic inequality as well as the country's political realities

1. Social Norms and Patriarchy: Societal norms that uphold male dominance and control over 
women can perpetuate GBV. These norms dictate expectations about gender roles, power 
dynamics, and acceptable behaviour, often reinforcing inequality and violence. One of the 
major factors causing Gender-based violence is based on hierarchical patterns of dominance. 
Stereotypes socialize males as aggressive and females to be submissive.

2. Economic Inequality: Poverty and economic dependence can exacerbate GBV. Economic 
disparities may limit options for victims to leave abusive situations, while financial control by 
perpetrators can further trap victims in abusive relationships.

3. Cultural and Religious Beliefs: Cultural practices and religious beliefs may condone or 
justify violence against women, perpetuating harmful attitudes and behaviours. These beliefs 
can also discourage victims from seeking help or reporting abuse due to fear of stigma or 
retaliation.

4. Lack of Education and Awareness: Limited access to education and awareness about human 
rights, gender equality, and legal protections can contribute to GBV. Ignorance about what 
constitutes abuse and available support services may prevent victims from seeking assistance.

5. Weak Legal Frameworks and Enforcement: Inadequate laws, lax enforcement, and 
impunity for perpetrators can undermine efforts to address GBV. Legal systems may fail to 
provide adequate protection and justice for victims, allowing perpetrators to continue abusing 
with impunity.
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6. Conflict and Instability: Armed conflict, displacement, and humanitarian crises can 
exacerbate GBV. In such contexts, breakdowns in social order, displacement, and the presence 
of armed groups can increase the prevalence of GBV as a tool of intimidation, control, and 
exploitation.

7. Access to Services and Support: Limited access to healthcare, counselling, legal aid, and 
other support services can hinder victims' ability to escape and recover from GBV. Barriers 
such as geographic isolation, cost, and stigma may prevent victims from accessing essential 
services.

8. Media and Cultural Representation: Media portrayal of gender roles and relationships can 
shape societal attitudes and perceptions of violence. Misrepresentation or glamorization of 
abusive behaviour in media and popular culture can normalize violence and perpetuate harmful 
stereotypes.

9. Substance Abuse: Substance abuse, including alcohol and drug addiction, can increase the 
likelihood of perpetrating GBV. Substance use can impair judgment, lower inhibitions, and 
escalate conflicts, leading to violence within relationships.

10. Individual and Relationship Factors: Factors such as low self-esteem, unresolved trauma, 
and unhealthy relationship dynamics can contribute to GBV. Perpetrators may use violence as 
a means of exerting control, resolving conflicts, or expressing frustration.

Consequences of Gender-based Violence

The severity of an event can be determined by its repercussions. Gender-based Violence 
violence has major consequences for individuals and the community as a whole. The consequences 
can range from small injuries to psychological anguish or the financial burden of victims' treatment. 
Violence can cause both apparent and invisible wounds (Whitaker & Pollard, 2013). Gender-based 
violence (GBV) can have profound and long-lasting effects on the overall personality of a person, 
impacting various aspects of their psychological, emotional, and social well-being.

1. Trauma and Post-Traumatic Stress Disorder (PTSD): Survivors of GBV may experience 
trauma, leading to symptoms of PTSD such as flashbacks, nightmares, hypervigilance, and 
emotional distress. This can significantly affect their ability to function and cope with daily life.

2. Low Self-Esteem and Self-Worth: GBV can undermine a person's sense of self-worth and 
confidence. Constant belittlement, criticism, and abuse can erode self-esteem, making survivors 
feel powerless, inadequate, and unworthy of love and respect.

3. Depression and Anxiety: Survivors of GBV are at increased risk of developing depression, 
anxiety, and other mood disorders. The chronic stress and emotional turmoil resulting from the 
trauma can manifest as persistent sadness, hopelessness, fear, and panic attacks.

4. Difficulty Trusting Others: GBV can shatter trust in others, particularly in intimate 
relationships. Survivors may struggle to trust romantic partners, friends, or authority figures, 
fearing betrayal, abandonment, or further harm. Trust issues, communication difficulties, and 
fear of intimacy may hinder their ability to connect emotionally and romantically with others.

5. Social Isolation and Withdrawal: Survivors of GBV may withdraw from social interactions 
and isolate themselves from others as a coping mechanism. Feelings of shame, guilt, and fear of 
judgment can lead to social withdrawal and loneliness.

6. Self-blame and Guilt: Survivors of GBV often grapple with feelings of self-blame and guilt, 
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even though the responsibility lies solely with the perpetrator. They may internalize blame for the 
abuse, believing they somehow provoked or deserved it. It can disrupt survivors' sense of identity 
and agency, leading to feelings of powerlessness and loss of control over their lives. Reclaiming 
a sense of autonomy and self-determination may be a significant aspect of the healing process.

7. Physical Health Consequences: GBV can result in physical injuries and long-term health 
consequences, including chronic pain, reproductive health issues, and increased risk of sexually 
transmitted infections (STIs) and HIV/AIDS. In another study with 283 respondents conducted 
in Kenya, the authors found that GBV was associated with poor mental health, high-risk sexual 
behaviour and sexually transmitted infections (Hossain, et al., 2021). 

Laws & Regulations to Combat Gender-based Violence

The first international treaties to acknowledge gender-based violence against women as a 
significant worldwide issue were the 1993 Declaration on the Elimination of Violence Against 
Women and the 1979 Convention on the Elimination of All Forms of Discrimination Against 
Women. However, local and national feminist movements have played a major role in drawing 
attention to the problem of violence against women and in promoting social and legal change.[9] For 
instance, in India, feminist action was crucial in bringing about workplace reforms that led to the 
adoption of the Vishakha Guidelines in 1997 and the Sexual Harassment of Women at Workplace 
(Prevention, Prohibition and Redressal) Act in 2013.

While the government has legislation in place such as POSH, and POCSO, and schemes such 
as the Nirbhaya Fund, Beti Bachao, Beti Padhao, and Sukanya Samriddhi, implementation and 
enforcement should be a top priority. The prolonged pandemic has further exacerbated the problem 
of violence against women. Early childhood education and intervention with young boys and girls 
aimed at promoting gender equality and respectful relationships are important first steps in 
prevention. One "best bet" for making quicker, more consistent progress in stopping and eliminating 
gender-based violence is to work with young people. Although this stage of life is frequently ignored 
by public policies and interventions, it is crucial for the formation of values and norms related to 
gender equality (Datta et al., 2018).

Recommendations to Combat Gender-based Violence

1. Peace Education: Peace Education teaches people how we can live in harmony by accepting all 
interpersonal and intrapersonal differences. Implementation of such programs and studies is 
important in our educational institutions due to the increased level of violence and unbearable 
attitudes of young students in institutions (Rizwan & Asim, 2023).

2. Counselling and Emotional Support: GBV requires comprehensive support services, including 
trauma-informed therapy, counselling, social support networks, and empowerment programs 
aimed at rebuilding survivors' sense of self and restoring their well-being.

3. Post-Violence Measures

a) It is important to prevent students who have been victims of violence from becoming 
victims again, especially in cases of harassment or sexual assault.

b) Victims' recovery efforts should be prioritised. Victims should be provided with appropriate 
legal, medical, social, and academic support (Calcasa, n.d.).

4. Infrastructure to ensure the safety of women in public spaces: Infrastructure for women's 
safety in public settings includes street lights, bus stops, pavements, waiting rooms, public 
bathrooms, GPS-enabled public transportation, and CCTV. Furthermore, the One Stop Centres 
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and Local Complaints Committee (LCC) should be operational in all districts. This infrastructure 
will provide much-needed confidence in women's safety.

5. Promote Women safety awareness and empowerment: Sustained multi-year programs that 
teach self-defence, leadership skills, and legal choices for women's protection and empowerment 
are crucial. This must be a continuing agenda. Communication with men is just as crucial for 
women's protection. Gender equality and sensitivity must be communicated in all campaigns and 
communications, both urban and rural. Women should be viewed as powerful and equal.

6. Campaigning through Education: Preventing GBV through mass 'Information-Education-
Communication' (IEC) campaigns is worth considering for mitigating this scourge in India. 
These campaigns can supplement and complement the existing legal provisions such as the 
Protection of Women from Domestic Violence Act, 2005, the Sexual Harassment of Women at 
Workplace (Prevention, Prohibition and Redressal) Act, 2013. Similarly, to spread awareness 
about GBV, Vogue India came up with the 'ladke rulate nahi' (boys don't make anyone cry) 
campaign, while the 'bell bajao' (ring the bell) campaign against domestic violence released by 
'Breakthrough,' a global human rights organisation, are both brilliant endeavours by private 
entities that address gender-based violence.

7. Workshop and Storytelling: Another innovative effort is the 'Kishor Varta' by the Centre for 
Health and Social Justice (CHSJ) which has developed a series of audio-visual stories around 
issues of body literacy, sexuality, gender discrimination, masculinity, menstruation, night 
ejaculation, girl's mobility consent and age at marriage, etc. One can get connected with these 
audio stories through a basic mobile phone by dialling a toll-free number.

8. Sensitising Men: Engaging boys also impacts gender stereotypes and power dynamics at the 
community level. Tactically, positioning boys as role models in preventing, stopping and 
ultimately ending harmful practices can have positive outcomes. To change the situation, a lot of 
NGOs have started putting in serious efforts. “I don't really want to beat women or harass them 
but we can't say it because then I am teased a lot,” said a young boy during a training workshop 
on gender equality organised by 'Jagriti Youth'. Their discourse through these workshops 
revolves around breaking the generalisation of describing boys as wicked perpetrators and girls 
as victims.

Conclusion

Addressing GBV requires comprehensive approaches that tackle these interrelated factors, 
including legal reforms, education and awareness campaigns, economic empowerment initiatives, 
and the provision of support services for survivors. Gender-based violence has severe consequences 
for both victims and society as a whole. Victims are often women and minorities who lack power 
and rights. The violence leaves lasting effects on students, affecting their self-esteem, trust, and 
sense of security. Students are crucial for the future of the country and actively express their opinions 
on national and international issues. If the government violates the law or policy, they have the right 
to peacefully protest or object to the decision. However, these rights are often violated when 
incidents of Gender-based violence occur.

Violence against both men and women occurred in universities. This reveals that there is no 
gender difference in the likelihood of encountering violence at university. Institutions should change 
their strategic plans if they seek a peaceful environment, as violence-reduction efforts have had no 
effect. Violence based on religious, political, gender, or ethnic origin is also a significant issue, as 
emphasised in several studies and corroborated by Bryson and Childs' (2018) research. Thus, 
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colleges and universities must do more to deconstruct and oppose violent training. Our academic 
institutions may help by highlighting their most valuable contribution: the development of critical 
thinking, which can serve as an antidote to the mindless violence encouraged by addiction pushers.

Men and boys will be encouraged to change their behaviour by national campaigns that are 
pushed in line with the mentioned government schemes and are carried out by the Centre, State, and 
local self-government bodies working together. It's high time for us as a country to start discussing 
what a true "GBV mukt Bharat" looks like. A good way to begin would be to start nationwide, 
sustained and hi-impact IEC campaigns.
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Abstract

There are many reasons and factors behind the student's educational exclusion. These are 
related to their context like home related (poverty, homeless child, orphans, single parent child, 
migrants, first generation learners, lack of motivation, learning disabilities, social customs and 
traditions etc.), school environment and a time/ period situation of country and locality. 
Educational inclusions are also of different types and levels like show of inclusion, momentary 
inclusion, infrequent inclusion and sustainable inclusion. In this paper researcher focuses upon 
sustainable student's happiness and its relationship with sustainable student's inclusion. What 
are its characteristics and how is it achieved? Researcher experienced sustainable inclusion is 
achieved mostly by sustainable student's happiness. Sustainable happiness comes from active 
involvement in experiential learning. When new and difficult concepts are known and 
understood, It is constructive and awareness towards external worlds and inner-self, the students 
feel pleased and come in the state of sustainable happiness. Sustainable happiness is what we 
experience when we solve a problem, knowing something new, understands any concept or some 
ideas that are retained for a long time and usable in our real life. Sustainable happiness involves 
clarity of thought, deeper understanding of self, being able to focus, being mindfulness, finding 
cause and purpose. The happy students want to remain in the school and educational activities by 
his/ her owns inner will and by self- motivation. Therefore every person associated with school 
and education should keep student's sustainable happiness at the centre of school activities from 
the point of view of sustainable educational inclusion.

Keywords: Sustainable Happiness, Sustainable Inclusion, Educational Inclusion, School 
Environment, Experiential Learning, School Activities 

Exclusion is a typical term which is used to describe the reasons when a student is completely 
out of school or from education. There are many reasons and factors behind the students' educational 
exclusion, which are related with the student's context ( habitat, home situation, birth order, siblings, 
family occupations, parents' education poverty, homeless child, orphans, single parent child, 
migrants, first generation learner, lack of motivation, physical disability, learning disability, language 
difficulty, dwellers of remote areas, unavailability of school, gender social cultures customs and 
traditions etc.), school environment ( accessibility, school infrastructure, basic facilities like drinking 
water, clean and usable separate toilet and bath-rooms for boys and girls, common rooms, play 
ground, greening, attractive building and classroom, facilities for Divyang students, nature of student 
supportive services supportive behaviour of teaching and non teaching staff and administration, use 
of appropriate and conducive pedagogy and evaluation practices) and time/ periodical situation of 
country and locality  (peace and war, riots, civil unrest crime, natural hazards etc.). In the inclusive 
education literature, exclusion is used to describe the process that occurs when a student is denied 
access to participation at school. The inclusive practices  includes things such as access to 
curriculum, access to friendship groups, access to teacher time and so forth (Booth, 1996). In another 
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scene a student may be in school, but still experiencing exclusion if they are not able to access 
curriculum, friendship and other experiences considered as ordinary ( Kearney, 2008). Finally, 
exclusion can be both obvious and hidden. For example, a student may be experiencing exclusion at 
school, but those factors that are actually acting to exclude the student may be so ingrained in the 
structure and culture of a school that they go unnoticed and unquestioned (Slee& Allan, 2005). In 
Asian countries the lack of educational quality, inexperience and the different interpretation of 
inclusion are counted as the major obstacles in implementing inclusive education (Forlin, 2004; Slee, 
2001; Ainscow, et. al., 2004).

Historical Background of Inclusive Education 

The emphasis upon inclusive education came into force after Salamanca Conference, Spain 
(1994).The Salamanca Conference agrees with their participants: " School's should accommodate all 
children regardless of their physical, intellectual, emotional, social, linguistic or other 
conditions."(article 3, Salamanca Framework for Action). The conference statement reaffirms the 
right to education of every individual, as stated in Universal Declaration of Human Right (1948) and 
the pledge made by World Conference on Education for All (EFA),Jomtien, Thailand (1990). After 
ten years in World Education Forum Summit, Dakar, Senegal (2000) six goals are accepted as and 
obtain up to 2015 are expand early childhood care and education, provide free and compulsory 
education for all, promote learning and life skills for young people and adult, increase adult literacy 
rate by 50 percent, achieve gender parity by 2005, gender equality by 2015 and improve the quality 
of education. Incheon Declaration and Frameworkfor Action, South Korea (2015), highlights 
inclusive and equitable quality education and lifelong learning for all, in accordance with 
Sustainable Development Goal, (SDG- 4, 2015). We committed to promote quality lifelong learning 
opportunities for all, in all settings and at all levels of education. Inclusive education means 
“ensuring effective equal access to quality inclusive education for all learners, including those of 
migrant origins, those from disadvantaged socio economic background, those with special needs and 
those with disabilities- in line with convention on the right of person with disabilities – is 
indispensable for achieving more cohesive societies”.  (Council of the European Union, 2018, clause 
16, p. 3) In many developing countries, the pursuit of inclusion remains focused on providing 
students with disabilities the most basic access to public education.  (United Nation, 2019) 

The Provision of Happiness and Inclusive Education in N E P- 2020

NEP- 2020 start with the word, Education is fundamental for achieving full human potential, 
developing an equitable and just society, and promoting national development. Providing universal 
access to quality education is key to India's continued ascent. This policy must provide quality 
education to all students, irrespective of their place of residence, and focus on historically 
marginalized, disadvantaged and under represented groups. The successive government policies, 
programs and implementation of the recommendations of different commissions made continuous 
progress towards inclusive education to bridge the gender gap and social category gap in all stages of 
school education. There are many factors including lack of access to school, poverty, social 
problems, customs and traditions, language have a detrimental effect on rates of enrolment and 
retention among the socially deprived group.
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Happiness 

Mahatma Gandhi said ' Happiness is when what you think, what you say and what you do in 
harmony'.  Aristotle said ' Happiness is the meaning and purpose of life, the whole aim and end of 
human existence' and ' Happiness is the only self- sufficient achievement of learning.' (Crisp, 2000) 
It is widely believed that happiness has an important and essential role in the well-being and 
motivation of school children.(Datu et. al., 2017; Frey, P. S. & Stutzer, A., 2000; Moos et. al., 2005; 
Oreopoulos, P., 2007; Soleimani and Tebyanian, 2011).Thus we see, here all human activities go in 
the search for happiness. Happiness is seen as something that is based on positive friendship and 
strong relationships. Dorothy Bolte (1998) says, 'Children learn what they live' and it seems to agree 
with theory, concept and logical wisdom. The lack of Happiness and joyfulness has a significant 
influence on student's personality growth and might affect their intelligence, thinking skills, 
creativity and educational achievements. (Yasin, 2001).

The lack of happiness in school is a major problem of many education systems which israrely 
considered in a careful manner.(Guilherme and de- Freitas 2017; Sala vera et. al., 2017). Shocking 
revelations were made during the surveys conducted by NCERT, which showed that only 20 percent 
of children were happy in their lives. Now the question arises what are schools doing? Attention to 
happiness should be stressed as early in childhood as possible but definitely no later than 
adolescence, giving importance to the cognitive, emotional, personality and social development 
features and the skills that occur during this time period (Nahin et. al. 2010; Parker and Asher, 
1989).As early changes create a strong basis for positive happiness throughout life, most 
intervention programs tend to stress that educators can be influential in building positive resources 
for the children if the changes are sought earlier. Hence, the role of family, home and friends become 
vital(Kocayoruk and Telefoon, 2015; Robert et. al. 2005).Happiness depends on ourselves, more 
than anybody else.

Happiness has now become a part of the global agenda. In 2011, the United Nation General 
Assembly recognized happiness as a fundamental human goal in resolution 65/ 309 entitled 
':Happiness: Towards a Holistic Approach to Development'. According to the World Happiness 
Report, 2015 schools that prioritize learner well-being have the potential to be more effective, with 
better learning outcomes and greater achievements in learner's lives. (Helliwell, et. al., 2015, Layard 
and Haveli, 2015).  When the school act as a ' personally supportive community' student felt more 
satisfied and their possibility of school completion increased.(Baker et.al. 2003; Chafouleas and 
Bray, 2004).      

Student's Happiness to Sustainable Happiness and Student's Inclusion to Sustainable Inclusion

The subjects that make student's happy are most likely to be 'enjoying being with other people', 
'having self- confidence',  'having fun', 'feeling school as a safe place'. The students could be happier 
and more successful if there is a healthy environment for them to have fun besides learning and 
spending nice time with their friends. (MunevverMertoglu, 2020). The factors influencing student's 
happiness are learning skills, attitude and knowledge can lead to the satisfaction towards the 
happiness of learning among the students (Somtop K. 2014). Socialization is one way of achieving 
happiness; the more social activities, the happier the individuals in school. The academic factors are 
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important in creating happiness. There is a positive and direct relationship between academic 
achievements and happiness. Physical factors, participative and supportive leadership style were 
important in creating happiness in school. There is a strong and positive relationship between 
happiness and self-esteem. (Fatemeh Talebzadeh, 2011). Curriculum will not only affect student's 
attitudes towards school and learning environment, but will also affect student's happiness. 
Happiness will make positive attitudes among students and may lead to higher academic 
achievements and eventually more active and regular citizens (Tenney, Jodiann, K. 2011). An 
important criterion for happy school is positive teacher's attitudes and attributes such as kindness, 
enthusiasm, fairness and the role in serving as inspiring, creative and happy role models for learners. 
(Lee and Lee, 2014). The affectionate behavior of the teacher towards students, not only gives 
motivation to the students but makes good achievements and happiness as shown in the movie Taare 
Zameen Par (2008). Happy students learn more actively, more creative and spend more quality time 
for their school related activities, thus learn better when they are happier(Adler, A.,2016) 5.The 
children who were asked to think happy thoughts before starting the task did learn better than the 
others and completed it faster and with few errors. All human activities are ultimately for obtaining 
happiness. Happiness lies in the outer environment or within us. According to Nagraj (1999), 'a state 
of no- conflict, synergy, or a state of being in acceptance is Happiness'. The inner state of happiness 
promotes factors that allow individuals to flourish with high acceptance and greater extent. 
According to O'Brien (2008) 'happiness that contributes to individual, community and global well-
being without exploiting other people, the environment or future generations.' Thus happiness is the 
result of interaction between the inner self and the external environment. Happiness is seen in the 
fulfilment of our desires. Many of our desires are fulfilled with our five senses by eating a tasty 
meal, listening to pleasant music, smelling our favorite perfume, seeing our favorite scenario and 
softly touching. Besides the fulfilment of sensory pleasures, we experience happiness in feelings 
such as security, love, affection and care in our relationship. At the time of late childhood and 
adolescence when students enter middle stage school, class six to eight develops a strong desire 
towards seeking knowledge, to clarify the concepts, to be aware about the inner self and outer world, 
their meaning and purpose in life. A. Nagraj (1999) proposed a model of happiness, in this model he 
took four dimensions human senses in integrated form of the material, behavioral, intellectual and 
experiential aspects. These are related to our senses, feeling, learning and awareness. Put together, 
these form a 'happiness triad'. Students seek fulfilment from all the aspects of their lives, which bring 
happiness, satisfaction, enthusiasm, positive motivation, peace etc. together constitute 'student 
happiness'.

The momentary happiness comes due to fulfilment of our desire for the senses. The 
ornamentation and decoration of the school building and classroom, physical facilities (furniture, for 
seating, light and fan, greening of school campus, drinking water, neat and clean toilets, playground 
etc.), benefits and proper implementation of the government schemes like mid-day meal, obtaining 
free books, uniform and shoes, playing kits etc. provides momentary happiness to the students and 
creates a pressure and greed for enrolment in school. This type of enrolment or inclusion for only 
little benefit is taken as the 'show of inclusion' is considered as only for the formality of enrolment 
noticed, but not any will about learn or understand some- thing new or any new concept. This type of 
inclusion happens by the pressure of the other person or by the grid of government schemes. Such 
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enrolment or inclusion have a much chance to drop- out or be excluded after some time. 

The deeper happiness comes due to internal desires, feelings like affection, care, gratitude, 
respect, belongingness, from the persons in our relationship in school like teachers, classmates and 
non- teaching staff. Behavior like carefulness, reliance, trust and a positive attitude make a value of 
relationship, which provides a deeper happiness than momentary happiness. The impact of such 
happiness is longer and any beneficiary or student wants to be in. This deeper happiness of students 
makes long time or sustainable inclusion and motivates students for better learning.

Joy is a state of extreme happiness when someone achieves what they want and what they 
desire. According to Leonardo da Vinci the noblest pleasure is the joy of understanding, humans are 
seekers, and we seek for experience and this that will fulfil our desires. When a student aware 
towards their life, work, learning, target, thoughts, mindful to action and have no any internal 
conflict and stress, are in the state of noble or sustainable happiness. Such an experience we feel 
when we learn something new, understand and to solve any life related problem by experiential 
learning, grasp a new concept, phenomenon and some meaning and reasons. Understanding of self- 
capabilities, difficulties and achievement gives noble confidence, internal motivation, believe and 
dream for future life, it gives sustainable happiness. According to Nagarjun (1999). Sustainable 
happiness involves clarity of thought, deeper understanding of self, being able to focus, being 
mindful, finding cause, purpose and interconnectedness in our lives etc. Such happiness is remedy 
for many life difficulties and stress comes from unsuccess, illness and from other social and 
contextual problems. When a students find happiness from learning, constructive understanding, 
experiential problem solving by changing their attitudes, behavior to facing the different situation 
and awareness towards his/ her learning and achievement may sustain for a long time or up to find 
their targets be staying in learning process. The enrolment of such student is sustainable and have no 
chance for exclusion or drop- out,this is so called as sustainable inclusion.

Happiness Pedagogy 

Quality education must contribute to the personal fulfilment and happiness of learners as well 
as to individual and societal well-known being. Quality education must be understood from the 
perspective of multiple stakeholders– citizens, learners, teachers, parents and community. It is 
critical to engage in, and sustain, dialogue among the multiple stakeholders on the essential 
knowledge, skills, attitudes, beliefs and competencies required for success in life and society.  There 
is a strong need for some skills which are necessary to survive and well-being in the 21st century. 
These are critical thinking and more holistic, inquiry- based learning, discussion- based and analysis- 
based learning. Teaching and learning needed more interactive practices, questioning will be 
encouraged and classroom sessions contain more fun, pleasure and sympathy. In all stages 
experiential learning is fruitful, hands- on learning, storytelling is best pedagogy for each subject at 
school level teaching and learning.  Pedagogy must evolve to make education more experiential, 
holistic, integrated, inquiry- driven, discovery oriented, learner- centered, discussion- based, flexible 
and of course, enjoyable. The curriculum must include basic arts, crafts, humanities, games, sports 
and fitness, languages, literature, culture and values in addition to science and mathematics to 
develop all aspects and capabilities of learners; and make education more well- rounded and useful 
and fulfilling the needs of learners. Education must build character and enable learners to be ethical, 
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rational, compassionate and caring, while at that time preparing them for gain employment and 
developing critical thinking and problem- solving abilities. Art - integration is a cross- curricular 
pedagogical approach that utilizes various aspects and forms of art and culture as the basis of 
learning of concepts across subject boundaries. When we focus on experiential learning, art-
integration education will be embedded in classrooms creating joyful classrooms. Sport integration 
is another cross-country curricular pedagogical approach that utilizes physical activities including 
indigenous sports it also helps to develop skills such as collaboration, self-initiative, self-esteem 
direction, self- discipline, teamwork, responsibility, citizenship etc.these skills make inner joy state 
within students. Ainscow (1995) emphasized that inclusive education aims to restructure schools in 
order to respond to the learning needs of all children. In joyful learning the behavior, values, 
attitudes, thinking, self-knowledge of the student everything changes, is highly sustainable and 
provides happiness. 

During experiential learning many queries and questions arise in students mind, which are 
resolved through various types of creative work, here students and teachers, students and students 
form closer relationships between society, which leads to the life values and social values of the 
students. Here students are happy in participating in various types of interesting activities. Joyful 
learning means when a student is intellectually and emotionally positive be in a mental state. This is 
possible only when the student happily engages in the learning process, including teachers, fellow 
students and other people of the society make the learning process a lively, large and acceptable 
environment. In which the all-round development of the student is accomplished through enjoyable 
learning. Always keep in mind that learning is a living, social and enjoyable process. Students 
through a variety of sports activities by coordinating knowledge of various subjects with their inner 
enthusiasm and motivation. With the solution of life's problems, they learn easily and naturally 
according to their need. Diverse process of learning is accomplished by integrating the subjects with 
the processes of life, so that the student automatically gets involved. A state of inner happiness 
arises. Social Contextual learning in a social environment, the acquisition of skills, life values and 
emotional skills takes place in a joyful manner. Enjoyable learning It is a process of learning in a 
creative, learner-centered, active and holistic manner. Here's the knowledge of life created under real 
circumstances. Students are motivated by their own hearts with joy to learn collaboratively through 
goods and necessary activities. Thoughts that arise in the mind of the students, reflect in the 
questions while meditating on their knowledge, imagination, logical intelligence, and they analyze, 
use them and examine their impact and usefulness, as well as their own ideas. In the context of 
learning, they are critically evaluated and logically examined all the phenomena related with their 
life. This mode of learning leads students to everlasting happiness. The students construct their 
knowledge within their needs, environmental needs and experiences. It creates, which provides 
everlasting happiness. The acquired knowledge of the past i.e. folklore lies in the basis of new 
knowledge and as an inexhaustible source of knowledge. There are a variety of dramas, roles, 
stories, songs, folk songs, folklore, parables, the learner gets the learning of the subject matter in a 
joyful form through art- music etc. There is talk of joy and happiness, including learning, activity 
and project-based learning,  sports and  learning through which the student can learn some new 
knowledge/ skills/ facts creativity, with enjoy and do something new. Gurudev Rabindranath in this 
regard wrote that- "Creativity and generous joy are the keys to childhood."  GijubhaiBadheka in 

SPIJE, Vol.12, No.(1 & 2), January & July 2022 |    45



DivaSwapna wrote "It has been clarified that in the nature of children, playing, jumping, doing 
enjoyable tasks remain inbuilt. If they are not ready to learn, they cannot be taught." That's why 
students learn, getting into the state of learning is the teacher's first requirement. For this purpose, 
the author gave the most importance to the story and sports. Language, especially the students' 
mother tongue or regional language, along with communication between teacher and student, also 
establishes group spirit and interconnection, which helps in the joyful learning of the student. 

 Implication of Sustainable Inclusion 

Education is a great leveller and is the best tool for achieving economic and social mobility, 
inclusion and equality. Initiative must be taken to ensure that all students from any reasons and 
factors may be sustainably included in the education system. By aiding joyful content in inclusive 
pedagogy we find the target of student's sustainable happiness then we reach a sustainable inclusion 
then quality-full sustainable inclusion.
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Abstract

The present era is witness to the changing scenario of the education system and world economy. 
In this context, teacher education institutions need to be proactive to meet the new demands of the 
changed scenario. Therefore, the performance of stakeholders becomes very crucial for 
establishing a symbiotic relationship with the job world. Hence, many vital issues related to 
teacher education like, organizational commitment, leadership style, working conditions, 
professional efficiency, curriculum, teaching-learning practices, and learning environment, 
need to be reviewed. The organizational commitment is directly related to the performance of the 
teacher educators and is also influenced performance of the teacher education institutions. It is 
universally accepted that the quality of teachers rests primarily on the teacher educators. The 
crucial role of the organizational commitment of teacher educators is now widely emphasized in 
educational sectors. This paper discussed organizational commitment as a vital factor in the 
context of teacher education. The present study is a sincere attempt to review the research on 
different factors and correlated of the organizational commitment. The paper analyses the 
related research work and infers many significant aspects of the organizational commitment of 
teacher educators. The paper came up with the suggestion of research to be carried out in the 
changing scenario of the teacher education system in India.

Keywords: Teacher Education, Organizational Commitment, Organizational Commitment of 
Teachers

India is implementing the National Education Policy, 2020 to integrate Indian knowledge and 
heritage with modern developments in the education system. Teacher education is a sincere process 
that involves a multi disciplinary approach, nurturing of cultural values, and development of habits 
under the supervision of the best gurus. Teacher education institutions and the current teacher 
education programs are not in line with the goals of the National Education Policy, 2020. In this 
context, several issues and concerns related to teacher education institutions and their stakeholders 
are important in achieving the mandate of NEP-2020. Therefore, organizational commitment, 
leadership style, working conditions, professional competencies, curriculum, teaching-learning 
practices learning environment, etc. are subject to re-thinking to ensure the successful 
implementation of the new education policy.

Teacher Education

India has always strived for quantity and equity as well as quality education at every level of 
education. Teacher education refers to a program of education, research, and training of individuals 
to teach at a particular level of education from pre-primary to higher education. In the present 
scenario, many problems are also prevalent in teacher education like poor methods of teaching, 
outdated curriculum, problem of internship and inadequate empirical research etc. Therefore, the gap 
in demand and supply of teachers has also created a big problem. Among the stakeholders, the 
teacher is the key executor of the education institutions. It is understood that teacher trainers are 
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responsible for producing quality teachers. The main responsibility of this mission was given to 
teacher trainers. A teacher is a professional who mentors other people to gain the knowledge, skills, 
and attitudes to become effective teachers (Ali, 2020). Teacher trainers need to contribute to the 
creation of competent future teachers by conducting courses using modern techniques of training. 
But for this, they will have to be provided favorable job-related factors Furthermore, teacher trainers' 
commitment to the institution plays a central role in their professional output. However, the National 
Education Policy, of 2020 revisited this factor and acknowledged it as an important component in 
enhancing the output of teacher education institutions.

Concept of Organizational Commitment

Organizational commitment is a vital factor for the success of any organization. The concept of 
organizational commitment is concerned with the extent to which people are involved with their 
organizations and are interested in being associated. It refers to an individual's desire to remain 
associated with an organization involving a psychological tie-up between employee and 
organization. O'Reilly (1989) defines organizational commitment as the loyalty of employees to the 
organization and its values and engaging in work within the organization. The employees are 
generally willing to give their contributions for better output of the organization. A comprehensive 
explanation of organizational Commitment was given by Allen and Meyer (1990).They defined 
organizational commitment as the psychological relationship of workers to the organization and has 
implications for staying within the organization or vice versa. Lee and Miller (2001) define 
organizational commitment in terms of trust in organizational values, willingness to do their best for 
the benefit of the organization, and the desire to remain with the organization. Luthans (2002) 
defines organizational commitment as an attitude reflecting employees' loyalty to their organization 
and is an ongoing process through which they express their concern for the organization and its 
success and well-being. Mathis and Jackson (2003) define organizational commitment as the level of 
trust and acceptance of the workload for achieving the goals of the organization as well as the desire 
to remain in the organization. Robbins, Timothy, and Sanghi (2008) have defined organizational 
commitment as a state in which an employee identifies with a particular organization and its goal 
and wishes to maintain membership in the organization. In most definitions, organizational 
commitment is defined in terms of an employee's psychological association with, willingness for, 
loyalty towards, and trust in the organization and its values. 

Research on Organizational Commitment of Teachers

 Organizational commitment remains significant in the literature of industrial and 
organizational psychology. Research has been carried out nearly in every field of the job world. 
Recently, studies on the organizational commitment of employees of educational institutions are 
trending in the academic world. Kant and Rangannavar (2013) investigated organizational 
commitment of secondary school teachers. The study reveals that there is a significant difference in 
organizational commitment and administrative behavior of school heads. However, other variables 
like salary and experience do not have any effect on organizational commitment of the teachers. The 
organizational commitment of secondary schoolteachers did not differ concerning gender, types of 
school (aided, unaided, Govt), teaching experience, as well as salary difference. Kishor and 
Suryawanshi (2015) investigated the relationship between job satisfaction and organizational 
commitment of university teachers in Maharashtra state. The study found a significant correlation 
between job satisfaction and the organizational commitment of university teachers. Khan (2015) 
conducteda study on organizational commitment among public and private school teachers.The 
results of the study revealeda significant difference between the organizational commitment of 
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public and private school teachers. It was interpreted that the public sector schools have a very poor 
quality of working life as compared to the private sector. Kaur (2016) studied factor analysis 
including the impact of some of the relevant factors like job satisfaction, quality of work, work 
pressure, and workload. The study reveals that private university teachers are more committed as 
compared to public university teachers. Koul (2016)examined the organizational commitment levels 
among male and female teachers in the Government colleges of Chandigarh. The findings of the 
study showed that the organizational commitment of the college teachers does not differ concerning 
their gender, qualification levels, and years of service. The results also indicated that the continuance 
commitment level of teachers has the least value while normative commitment has the most value. 
Srinivasan and Selvi (2016)tried to find out the level of organizational commitment of secondary 
school teachers. The study found no significant difference in the organizational commitment of 
teachers concerning gender, and marital status of the teachers, but differ concerning locality of the 
school. Polat and I sender (2018) conducted descriptive research investigating the relationship 
between teachers' resilience levels with job satisfaction, organizational commitment, and perception 
of organizational climate. It was found that there is a significant positive relationship between 
resilience and organizational commitment. A significant positive relationship between resilience and 
organizational climate was found as a result of the study. Gupta and Kumari (2018) conducted 
descriptive research investigating the comparative study of organizational commitment among 
secondary school teachers based on occupational stress and experience. It was found that a 
significant interaction effect of occupational stress and experience was reported on the organizational 
commitment of secondary school teachers. Therefore, it may be concluded that there is an urgent 
need forremedial programs to reduce occupational stress to enhance the organizational commitment 
of secondary school teachers. Jaiswal and Agarwal (2019) analyzedthata significant number of 
researchers have endeavored to contemplate organizational commitment, work values, and 
leadership behaviour in connection to specific factors like sex, capability, subject, instructor 
experience, and considered. Tadesse (2019)investigated the level of teachers' organizational 
commitment and correlated the level with their individual characteristics. The study inferred that 
affective and normative commitments of secondary teachers are low, but their continuance 
commitment was better. However, educational background, and gender do not have significant 
relationship with teachers' organizational commitment. Bano, Ishrat, and Mishra (2019)attempted to 
identify some of the factors that affect the organizational commitment of teachers in the case of 
public and private universities of Lucknow city. Over all organizational commitment of the private 
university teachers is greater than that of the public universities because of a better opportunity for 
growth, quality of work-life, promotion, and healthy working conditions. Sharma (2019) attempted 
to explore the level of job satisfaction and professional commitment of teacher educators and also to 
study the relationship between teacher educators' job satisfaction and professional commitment. The 
findings of the study revealed that more than sixty percent of teacher educators showed average and 
below-average levels of job satisfaction. Similarly, 50 percent of the teacher educators possessed 
average and less-than-average levels of professional commitment. No significant differences have 
been found in job satisfaction and the professional commitment of teacher educators based on 
teaching experience and stream (arts and science). Bashir and Gani (2020) investigated the 
organizational commitment of university teachers concerning selected demographic variables. The 
study concluded that the majority of teachers possess continuance commitment, as they weigh the 
costs and risks associated with leaving the university, and when given better alternatives, they may 
leave their institutions. Among the demographic variables, only the level of education was found to 
be significantly affecting the commitment of university teachers. Habib (2020) investigated the 
relationship between organizational commitment and job burnout of secondary school teachers as 
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well as the factors contributing to job burnout. The findings of the study revealed that there is no 
significant difference in the organizational commitment of male and female secondary school 
teachers. It was also announced that there is a significant correlation between the organizational 
commitment and job burnout of secondary school teachers, which means that the higher the 
organizational commitment, the higher the job burnout and vice versa. Hasanah, Putrawan, and 
Vivant (2020) studied impact of teacher leadership and trust on the school teachers' organizational 
commitment. Research findings showed that teachers' leadership and trust were found to be 
significant and directly affect teachers' organizational commitment. Therefore, teacher leadership 
and trust cannot be ignored when the performance of organizational commitment can be improved 
and developed by the school. Manzoor and Basu (2023) explored the organizational commitment of 
secondary school teachers in Kashmir. The findings revealed that organizational commitment of 
secondary school teachers varied significantly concerning work experience and gender. Therefore, 
the organizational environment needs to be conducive for the teachers to foster increased 
organizational commitment from all members of staff. 

Analysis of Findings

From the critical review of the literature related to organizational commitment, the following 
conclusions can be inferred:

i. The researches on organizational commitment are mostly conducted in the job world. The 
studies are most common in the Western world, but a good number are also conducted in India.

ii. In the educational field, studies on organizational commitment are also conducted in sufficient 
numbers. However, most of the studies are confined to the school level. 

iii. Research studies on organizational commitment at the higher education level are 
comparatively less frequent in India. While very few studies were conducted in the field of 
teacher education. 

iv. In most of the research organizational commitment is studied to find out the correlation with 
related variables like, job satisfaction, organizational climate, employee performance, burnout, 
stress, leadership, self-efficacy, and resilience.

v. In the reviewed research, organizational commitment is studied with demographic variables 
like gender, age, work experience, locality, marital status, family size, salary, qualification, 
post/ position, types of institution (government/ private), and stream of teaching.

vi. It was inferred that type of institution (government/ private; aided/ unaided) has influence on 
the organizational commitment of employees (Khan, 2015; Kaur, 2016; Bano, Ishrat, & 
Mishra, 2019). In many cases the type of institution has no influence on the organizational 
commitment of employees (Kant & Rangannavar, 2013). 

vii. The studies also reported marital status as non-influencing factor for organizational 
commitment (Srinivasan & Selvi, 2016; Bashir & Gani, 2020). However, Tadesse (2019) found 
marital status as a deciding factor fororganizational commitment.

viii. In some studies, locality of the institution has influence on organizational commitment of the 
employee (Srinivasan & Selvi, 2016), while other study reported no influence of locality 
(Bashir & Gani, 2020).

ix. About leadership behaviour, studies reported as deciding factor for organizational commitment 
(Jaiswal and Agarwal, 2019; Hasanah, Putrawan, & Vivant, 2020).
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x. Among the correlational aspects, job satisfaction (Kishor & Suryawanshi, 2015; Polat and 
Isender, 2018; Sharma, 2019), burnout (Habib, 2020), trust of employee (Hasanah, Putrawan, 
& Vivant, 2020), occupational stress (Gupta and Kumari 2018) are found significantly 
correlated with organizational commitment. 

Reflections from Review

i. The researchers conducted on organizational commitment are correlational studies. Most of the 
researches adopted the cross-sectional design. Very researches followed the longitudinal study 
design. However, the controlled condition design is rare in the study of organizational 
commitment. 

ii. The variables like, job satisfaction, trust, organizational climate, occupational commitment, 
motivation, job performance, Leadership, self-efficacy are positively correlated. While, 
burnout, stress, absenteeism, conflict, and withdrawal behavior are somehow negatively 
correlated.

iii. The demographic variables like gender, age, family size, salary, and stream of study are non-
deciding factors for organizational commitment. While the nature of a few variables like, work 
experience, marital status, locality, and educational qualification is not decided from the 
research.

iv. The reviewed research used mostly self-reported tools for studying organizational 
commitment. The tools for measuring organizational commitment are mostly based on 
Organizational Commitment Questionnaire of Allen and Mayer frequently used in the studies. 
However, an adaptation of the tool is also reported based on the nature of the job world, and 
social and cultural variations. The majority of tools used are based on the Likert rating scale 
model.

v. From the literature, it is found that both descriptive and inferential analysis is utilized in the 
data analysis. Among the statistical techniques, Correlation, t-tests, ANOVA, Regression 
Analysis, Path Analysis as well Factor Analysis are most frequently used in the studies.

Insight for Research Gap

The review of literature, critical analysis of findings, and reflections on studies can be 
implicated for determining the research gap and further research issues in educational settings. 
Furthermore, following researches can be taken into account in education as well as in teacher 
education:

i. In the field of teacher education, longitudinal design can also be used beside cross-sectional 
design. In teacher education action research can also be carried out considering organizational 
commitment as an aspect. 

ii. Research can be carried out on organizational commitment of teacher education institutions 
using correlates like organizational climate, motivation, performance, leadership style, stress, 
and professional attitude. 

iii. The study can consider background variables like gender, educational qualification, stream of 
study, institutional management, nature of the job, service experience, marital status, and job 
position, etc.

iv. In teacher education a comparative study may also be carried out involving teacher-educators, 
and administrators of all levels of teacher education institutions like DIET, College of Teacher 
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Education, and University Department of Education.

v. A study may also be taken to determine the factors affecting organizational commitment of 
teacher-educators. 

vi. A study may be carried out to investigate the relationship between organizational commitment 
of the teacher educators and students' performance. 

Concluding Remarks

Teacher education in India is being reformed in the light of NEP-2020. Teacher education is 
now having to collaborate with the job world by improving their organizational performance. In this 
scenario, the organizational commitment of the teacher educators is again a matter of revisit in 
teacher education. The research on the organizational commitment of teacher educators considering 
different correlates and factors will provide vital input to enhance the quality and performance of 
teacher education institutions. 
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dksfoM&19 egkekjh ds nkSjku ch-,M- fo|kfFkZ;ksa dh v‚uykbu f'k{kk 
,oa 'kS{kf.kd ruko dk vè;;u

M‚- ve`rk dkR;k;uh] 
fladh pkSjfl;k] ,e-,M- Nk=k] f'k{kk foHkkx]olar efgyk egkfo|ky; jkt?kkV] okjk.klh

Abstract

Natural Disasters have always occured from  time to time and have played a significant role in 
the development of human civilization. Currently, the COVID-19 pandemic, caused by a virus, 
has once again challenged the entire world. Due to the lockdown, educational activities were 
conducted online, which had both long-term and multifaceted effects on students. The present 
study aims to understand the level of educational stress experienced by B.Ed. students during 
online learning. For this purpose, 50 B.Ed. students from central and state universities were 
selected. The sample was chosen using stratified random sampling, and the descriptive survey 
method was used for the study. A self-constructed online educational stress questionnaire was 
used to collect data. Statistical methods such as mean, standard deviation, and chi-square were 
employed to analyze the data. The results indicated that the educational stress level among B.Ed. 
students during online learning was high. Significant differences were found in the educational 
stress levels of B.Ed. students based on their gender and educational institutions.

Keywords: Disability Rights, National Education Policy 2020

vkèkqfud nqfu;k 'kk;n gh dHkh bruh vyx vkSj çfrcfUèkr jgh gksA dksfoM&19 ok;jl ds çlkj dks 
jksdus ds fy, lkoZtfud vkoktkgh ij dbZ çfrcUèk yxk, x,A yksx ?kjksa esa jgus ds fy, etcwj gks x, 
vkSj DokjaVkbu ds cks> rys nc x,A Hkkjr esa Hkh blls dbZ çdkj dh leL;k,¡ ns[kus dks feyh gSA 
dksfoM&19 us çR;sd {ks= dks cqjh rjg ls çHkkfor fd;k gS] f'k{kk Hkh muesa ls ,d gSA Ldwy] d‚yst] 
foÜofo|ky; lHkh NksVh&cM+h f'k{k.k laLFkkuksa esa 'kS{kf.kd dk;Z vo#) gks x;kA bl ifjfLFkfr ls fuiVus 
ds fy, v‚uykbu ekè;eksa dk lgkjk fy;k x;k] ijUrq v‚uykbu f'k{kk ls Hkh dbZ çdkj ds 'kkjhfjd ,oa 
ekufld LokLF; lEcUèkh nq"çHkko lkeus vk,] lkFk gh dbZ 'kS{kf.kd pqukSfr;ksa dk lkeuk Hkh djuk iM+kA

gsUl 'kSyh ¼1997½& Þruko ls rkRi;Z 'kjhj }kjk vko';drkuqlkj fd, x, vof'k"V vuqfØ;k ls gksrk 
gSAÞ

 ruko ds cxSj ftUnxh dh dYiuk ugha dh tk ldrh] ,d gn rd euksoSKkfud ruko gekjs thou 
dk ,d fgLlk gS] tks lkekU; O;fäRo ds fodkl ds fy, vko';d lkfcr gks ldrk gS] gkykafd ;fn ;g 
ruko vfèkd ek=k esa mRiUu gks tk, rc euksfpfdRlk dh vko';drk iM+ ldrh gSA

'kS{kf.kd ruko] 'kS{kf.kd xfrfofèk;ksa esa fdlh ds çn'kZu ij fpark ;k vk'kadk dh Hkkouk gSA ;g Nk=ksa 
dks ijh{kkvksa esa viuh {kerkvksa ds loZJs"B çn'kZu esa vleFkZ gksus dk dkj.k cu ldrh gSA

blh çdkj ch-,M- fo|kfFkZ;ksa esa Hkh v‚uykbu f'k{k.k ds nkSjku vusd 'kS{kf.kd ruko ns[kus dks feykA 
ch-,M- f'k{kd&çf'k{k.k ls lEcfUèkr ,d O;kolkf;d ikBîØe gS] ftlesa nks o"kÊ; ch-,M- fMxzh ds nkSjku 
fo|kfFkZ;ksa dh N% ekg dk baVuZf'ki] 'kSf{kd Hkze.k ,oa vusd xfrfofèk;k¡ 'kkfey gksrh gSaA nks o"kksZa ls dksjksuk 
ds dkj.k Ldwy cUn Fks] ftlds pyrs baVuZf'ki v‚Qykbu ekè;e ij ugha gks ikbZA ch-,M- fo|kfFkZ;ksa dh 
d{kk,¡ rFkk baVuZf'ki v‚uykbu ekè;e esa gksus ds dkj.k dkQh fnDdrksa dk lkeuk djuk iM+k] ftlds 
dkj.k muesa 'kS{kf.kd ruko  mRiUu gksuk LokHkkfod gSA

lg&vkpk;kZ] {¨«kh; f'k{kk laLFkku] vtesj] jktLFkku

Shaikshik Parisamvad (An International Journal of Education)
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lEcfUèkr  lkfgR; dk vè;;u

fdlh Hkh fu;ksftr vuqlaèkku dk;Z dk lcls igyk lokZfèkd egRoiw.kZ dk;Z lEcfUèkr lkfgR; dk 
iqujkoyksdu djvuqlUèkku dk;Z dh lS)kfUrd ,oa O;kogkfjd i`"BHkwfe rS;kj djuk gksrk gSA vuqlUèkkudÙkkZ 
vius vè;;u ls lEcfUèkr çdj.k ij ;g tkuus dh dksf'k'k djrk gS fd vc rd D;k fd;k tk pqdk gS 
vkSj D;k djuk ckdh gSA v‚uykbu f'k{k.k ,oa 'kS{kf.kd ruko pj ls lEcfUèkr le;&le; ij fujUrj 
'kksèk dk;Z ,oa vè;;u Hkh fd, x, gSa tSls&

paæk ¼2020½ us ÞCovid&19 egkekjh ds nkSjku v‚uykbu f'k{kk: d‚yst ds Nk=ksa ds chp vdknfed 
ruko vkSj HkkoukRed cqf)eÙkk dk eqdkcyk djus dh j.kuhfr;ksa dh èkkj.kkß dk vè;;u dj ;g fu"d"kZ 
Kkr fd;k fd nqfu;k Hkj ds Nk= dbZ 'kS{kf.kd vkSj xSj&'kSf{kd igyqvksa tSls i;kZoj.k] lkekftd] 
lkaL—frd vkSj euksoSKkfud dkjdksa ls mRiUu ruko dk vuqHko djrs gSaA

'kekZ ¼2020½  us ßdksfoM&19 ds nkSjku f'k{kk ds {ks= esa pqukSfr;k¡ ,oa lekèkkuß dk vè;;u dj ;g 
fu"d"kZ Kkr fd;k fd dksfoM&19 us f'k{kk esa rduhdh dks viukus dk lcd fn;k gS rFkk xk¡o esa cSBdj Hkh 
gkoZMZ dh i<+kbZ lEHko gSA vr% vkus okys le; esa f'k{kk odZ Ý‚e gkse dh rjg yuZ Ý‚e gkse gks x;k gSA

uSd ¼2021½ us ÞdksfoM&19 vkikrdkyhu y‚dMkmu ds nkSjku Hkkjr esa mPp f'k{kk dk v‚uykbu 
f'k{k.k vkSj vfèkxeß dk vè;;u dj ;g fu"d"kZ fudkyk fd 60% ls vfèkd Nk= rduhdh vkèkkjHkwr lajpuk 
vkSj mPp xfr baVjusV dh deh vkSj v‚uykbu d{kk ds fy, çfrc) lhfer MsVk dh vkiwfrZ ds dkj.k 
rS;kj ugha FksA

;ax ¼2021½ us ÞdksfoM&19 egkekjh esa d‚yst ds Nk=ksa dk ruko vkSj LokLF; 'kS{kf.kd dk;ZHkkj dh 
Hkwfedk] Ldwy ls vyxko] laØe.k dh vk'kadkß dk vè;;u dj ;g fu"d"kZ fudkyk fd 'kSf{kd dk;ZHkkj 
Ldwy ls vyxko vkSj laØe.k ds Mj dk dfFkr ruko ds ekè;e ls d‚yst ds Nk=ksa ds LokLF; ij 
udkjkRed çHkko iM+kA

bl çdkj lEcfUèkr lkfgR; ds vè;;uksa ls ;g Kkr gqvk fd v‚uykbu f'k{k.k ,oa blls lEcfUèkr 
'kS{kf.kd ruko ij dbZ vè;;u gks pqds gSa fdUrq ch-,M-fo|kfFkZ;ksa ds v‚uykbu f'k{k.k ds nkSjku 'kS{kf.kd 
ruko Lrj dk vè;;u ugha gqvk gS] vr% ;g 'kksèk dk;Z ch-,M- fo|kfFkZ;ksa ij djuk T;knk mi;qä yxk] 
ftlls fd Nk=&f'k{kdksa ds v‚uykbu f'k{k.k ds nkSjku muds 'kS{kf.kd ruko Lrj ds ckjs esa tkuk tk lds 
vkSj bl {ks= esa vfèkd ls vfèkd lqèkkj gsrq lq>ko fn;k tk ldsA

vè;;u ds mís'; 

çLrqr vè;;u ds fuEufyf[kr mís'; fuèkkZfjr fd;s x;s gSa&

 1- v‚uykbu f'k{k.k ds nkSjku ch-,M- fo|kfFkZ;ksa ds 'kS{kf.kd ruko ds Lrj dk irk yxkukA

2- dsUæh; vkSj jkT; foÜofo|ky; ds ch-,M- fo|kfFkZ;ksa ds 'kS{kf.kd ruko dh rqyuk djukA

3- iq#"k rFkk efgyk ch-,M- fo|kfFkZ;ksa ds 'kS{kf.kd ruko dh rqyuk djukA

vè;;u dh 'kksèk ifjdYiuk,¡

vè;;u ds mís'; ds vkèkkj ij vè;;u dh fuEufyf[kr 'kksèk ifjdYiuk fufeZr dh xbZ gS&

H : dsUæh; o jkT; foÜofo|ky; ds ch-,M- fo|kfFkZ;ksa ds 'kS{kf.kd ruko esa vUrj gksrk gSA2 

H : iq#"k rFkk efgyk ch-,M- fo|kfFkZ;ksa ds 'kS{kf.kd ruko esa vUrj gksrk gSA3
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vè;;u fofèk

çLrqr 'kksèk esa o.kZukRed loZs{k.k fofèk dk ç;ksx fd;k x;k gSA

lexz

bl y?kq 'kksèk esa okjk.klh 'kgj ds nks o"kÊ; ch-,M- ikBîØe esa vè;;ujr~ ch-,M- fo|kfFkZ;ksa 
¼l=&2020&2022½ lfEefyr gSaA

çfrn'kZ ,oa çfrn'kZ p;u rduhd

çLrqr vè;;u esa y?kq&'kksèkd=Ê us çfrn'kZ Lo:i okjk.klh esa fLFkr dsUæh; foÜofo|ky; ¼cukjl 
fgUnw foÜofo|ky;½ rFkk jkT; foÜofo|ky; ¼egkRek xk¡èkh dk'kh fo|kihB½ ds ch-,M- fo|kfFkZ;ksa ¼'kS{kf.kd 
l=: 2020&22½ ls 50 ch-,M- fo|kfFkZ;ksa dks Lrjh—r ;k–fPNd çfrn'kZ fofèk }kjk lfEefyr fd;k x;k gSA

midj.k

'kS{kf.kd ruko ç'kkoyh* fladh pkSjfl;k ,oaM‚- ve`rk dkR;k;uh }kjk rS;kj fd;k x;k gS] ftlesa dqy 
ç'uksa dh la[;k 20 gSA ftlds mÙkj lger] vlger ,oa vfuf'pr rhu fodYiksa esa fd;k tkuk gSA bl 
ç'ukoyh dh foÜoluh;rk fLIyV v‚Q fofèk }kjk fudkyk x;k ftlesa le vkSj fo"ke vkbVEl ds eè; 
Lih;jeSu czkmu Q‚eZwyk }kjk 0-78 lg&lEcaèk çkIr gqvkA bl çdkj  ç'ukoyh dh foÜoluh;rk 0-78 çkIr 
gqbZA ç'ukoyh dh oSèkrk gsrq :i oSèkrk (Face Validity) dk ç;ksx fd;k x;k gS ftlds fy, rS;kj 
ç'ukoyh dks ik¡p fo'ks"kKksa dks fn;k x;k] ftudh lykg ds vkèkkj ij :i oSèkrk LFkkfir dh x;hA

çnÙk fo'ys"k.k ,oa O;k[;k

çLrqr vè;;u esa mís';ksa ds vkèkkj ij çnÙk fo'ys"k.k fd;k x;k gS tks fuEuor gSa&

mís'; 1& v‚uykbu f'k{k.k ds nkSjku ch-,M- fo|kfFkZ;ksa ds 'kS{kf.kd ruko ds Lrj dk irk yxkukA

LofufeZr v‚uykbu ç'ukoyh dh enn ls ch-,M- fo|kfFkZ;ksa dh 'kS{kf.kd ruko ls çkIr vk¡dM+ksa dk 
vko`fÙk forj.k fudkyk x;k gSA ftls rkfydk&1 esa çnf'kZr fd;k x;k gS&

rkfydk&1 LofufeZr v‚uykbu 'kS{kf.kd ruko ç'ukoyh ds ekè;e ls ch-,M- fo|kfFkZ;ksa ds 
çkIrkadksa dk vko`fÙk forj.k ¼N¾50½

'kS{kf.kd ruko Lrj dk oxkZUrj ch-,M-fo|kfFkZ;ksa dh la[;k

0&5 0

5&10 3

10&15 0

15&20 1

20&25 4

25&30 6

30&35 26

35&40 10

mijksä vko`fÙk forj.k dks vkjs[k&1 }kjk çnf'kZr fd;k x;k gS&
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vkjs[k&1 % 'kS{kf.kd ruko Lrj ds vuqlkj ch-,M- fo|kfFkZ;ksa dk vkjs[k çn'kZu 

mijksä rkfydk&1 vkSj vkjs[k&1 ls Kkr gksrk gS fd 50 ch-,M- fo|kfFkZ;ksa ds çkIrkadksa dks fofHkUu 
'kS{kf.kd ruko Lrj dks oxkZUrj esa foHkkftr fd;k x;k gS rFkk muds lEeq[k ch-,M- fo|kfFkZ;ksa dh la[;k 
vafdr dh xbZ gSA rkfydk ls Li"V gksrk gS fd lokZfèkd 26 ch-,M fo|kFkÊ] 'kS{kf.kd ruko Lrj ds oxkZUrj 
¼30&35½ ds chp esa gSa] tks mPp 'kS{kf.kd ruko Lrj esa vkrk gSA vr% vfèkdka'k ch-,M- fo|kfFkZ;ksa dk 
v‚uykbu f'k{k.k ds nkSjku 'kS{kf.kd ruko Lrj vfèkd gSA

ch-,M-fo|kfFkZ;ksa ds 'kS{kf.kd ruko ds vk¡dM+ksa dk lkaf[;dh; eku tSls& ekè;] ekfè;dk] cgqyd] 
çlkj vkSj ekud fopyu bR;kfn fudkyk x;k gS] tks rkfydk&2 esa n'kkZ;k x;k gS&

rkfydk&2 % ch-,M-fo|kfFkZ;ksa ds 'kS{kf.kd ruko Lrj ls çkIr çnÙkksa dk lkaf[;dh forj.k

Descriptive Data Value Obtained

Mean 30.46

Median 32

Mode 31

Standard Error 1.07

Standard deviations 7.57

Skewness –1.62

Kurtosis 3.14

Range 34

Minimum 6

Maximum 40

N 50
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mijksä rkfydk&2 ls Kkr gksrk gS fd ch-,M-fo|kfFkZ;ksa ds çkIrkadksa dk çlkj 34 gSA budk ekè; ,oa 
ekud fopyu Øe'k% 30-46 ,oa 7-57 gSA blls Li"V gksrk gS fd dksfoM&19 esa ch-,M- fo|kfFkZ;ksa esa 
v‚uykbu f'k{k.k dks ysdj 'kS{kf.kd ruko eglwl fd;k x;kA foojk.kkRed fo'ys"k.k ls ;g Hkh Kkr gksrk 
gS fd çkIrkdksa dk fo"kerk xq.kkad&1-62 vFkkZr~ _.kkRed fo"kerk rFkk ddqnrk 3-14 vFkkZr~ èkukRed gS] tks 
forj.k dks ysIVhddqnrk dh vksj bafxr djrk gSA vr% çkIrkadksa dk eè;eku] fo"kerk ,oa ddqnrk ls irk 
pyrk gSa fd çnÙkksa dk forj.k lkekU; ugha gSA

mís';&2 % dsUæh; vkSj jkT; foÜofo|ky; ds ch-,M- fo|kfFkZ;ksa ds v‚uykbu f'k{k.k ds nkSjku 
'kS{kf.kd ruko dh rqyuk djukA

H : dsUæh; o jkT; foÜofo|ky; ds ch-,M-fo|kfFkZ;ksa ds v‚uykbu f'k{k.k ds nkSjku 'kS{kf.kd ruko 0 

esa lkFkZd vUrj ugha gSA

bl mís'; dks çkIr djus ds fy, 'kwU; ifjdYiuk cuk;k x;k blds ckn dkbZ&oxZ dk eku fudkyk 
x;k] ftls rkfydk&3 esa n'kkZ;k x;k gS&

rkfydk&3 % dsUæh; vkSj jkT; foÜofo|ky; ds ch-,M- fo|kfFkZ;ksa ls çkIrdkbZ&oxZ dk eku&

* 0-05 ij lkFkZd gSA

mijksä rkfydk&3 }kjk çkIr dkbZ&oxZ dk eku 27-76 rFkk p dk eku 0-048 gS tksfd 0-05 ls de 
gSA vr% nksuksa ds eè; lkFkZd vUrj gSaA bldk rkRi;Z gS fd dsUæh; o jkT; foÜofo|ky; ds ch-,M- 
fo|kfFkZ;ksa ds 'kS{kf.kd ruko esa lkFkZd vUrj gSA

vr% 'kwU; ifjdYiuk ¼H ½ ÞdsUæh; o jkT; foÜofo|ky; ds ch-,M- Nk=ksa ds 'kS{kf.kd ruko esa dksbZ 0

vUrj ugha gSß dks vLohdkj fd;k tkrk gS rFkk oSdfYid ifjdYiuk ¼H ½ ÞdsUæh; o jkT; foÜofo|ky; ds 1

ch-,M- Nk=ksa ds 'kS{kf.kd ruko esa vUrj gSß dks Lohdkj fd;k tkrk gSA vr% ge dg ldrs gSa fd dsUæh; 
o jkT; foÜofo|ky; ds ch-,M- fo|kfFkZ;ksa ds 'kS{kf.kd ruko esa  lkFkZd vUrj gSA

mís'; 3 % iq#"k rFkk efgyk ch-,M- fo|kfFkZ;ksa dk v‚uykbu f'k{k.k ds nkSjku 'kS{kf.kd ruko dh 
rqyuk djukA

H  : iq#"k rFkk efgyk ch-,M- fo|kfFkZ;ksa dk v‚uykbu f'k{k.k ds nkSjku 'kS{kf.kd ruko esa lkFkZd 0

vUrj ugha gSA

bl mís'; dks çkIr djus ds fy, 'kwU; ifjdYiuk cuk;k x;k ,oa iq#"k vkSj efgyk ch-,M- fo|kfFkZ;ksa 
ds çkIrkadksa ds vUrj dk dkbZ& oxZ eku fudkyk x;kA

University Observed Expected df Chi-square  Asymp. sig. 0.05 level of 

N N Value p-value significant

BHU (Central) 23 25 17 27.76 0.048 Significant 

MGKVP (State) 27 25
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rkfydk&4 ch-,M-fo|kfFkZ;ksa ds iq#"k rFkk efgyk ls çkIr dkbZ oxZ dk eku&

*0-05 ij lkFkZd gSA

mijksä rkfydk&4 esa çkIr dkbZ&oxZ dk eku 27-7 rFkk p dk eku 0-042 gS] tksfd 0-05 ls de gSA 
vr% iq#"k rFkk efgyk ch-,M- fo|kfFkZ;ksa ds 'kS{kf.kd ruko esa lkFkZd vUrj gSA

vr% 'kwU; ifjdYiuk ¼H ½ Þiq#"k rFkk efgyk ds 'kSf{kd ruko esa lkFkZd vUrj ugha gSß dks vLohdkj 0

fd;k tkrk gS rFkk oSdfYid ifjdYiuk ¼H ½ Þiq#"k rFkk efgyk ch-,M- fo|kfFkZ;ksa ds 'kS{kf.kd ruko esa 1

lkFkZd vUrj gksrk gSß dks Lohdkj fd;k tkrk gSA blfy, ge dg ldrs gSa fd iq#"k rFkk efgyk ch-,M- 
fo|kfFkZ;ksa ds v‚uykbu f'k{k.k ds nkSjku 'kS{kf.kd ruko esa lkFkZd vUrj gSA

ifj.kke ,oa foospuk

çLrqr vè;;u ds mís';ksa] fufeZr ifjdYiukvksa ,oa ch-,M- fo|kfFkZ;ksa ls çkIr çnÙkksa ds vkèkkj ij 
muds v‚uykbu f'k{k.k ds nkSjku 'kS{kf.kd ruko Lrj dk fo'ys"k.k djus ds i'pkr~ ;g ifj.kke çkIr gqvk 
fd ch-,M- fo|kfFkZ;ksa dks v‚uykbu f'k{k.k dks ysdj 'kS{kf.kd ruko eglwl fd;k x;kA dsUæh; o jkT; 
foÜofo|ky; ds ch-,M- fo|kfFkZ;ksa ds }kjk 'kS{kf.kd ruko eglwl fd;k x;kA bldk dkj.k ;g Hkh gks 
ldrk gS fd v‚uykbu f'k{k.k ç.kkyh dk bLrseky dj jgs fo|kfFkZ;ksa dks laLFkk }kjk lg;ksx esa deh rFkk 
v‚uykbu f'k{k.k ,Il tSls& xwxy ehV ¼Google Meet½]twe (Zoom)] ekbØksl‚¶V ehV ¼Microsoft meet½ 
dks le>us esa dfBukbZ gks ldrh gSaA tsaMj ds vkèkkj ij v‚uykbu f'k{k.k ds nkSjku ch-,M- fo|kfFkZ;ksa ds 
'kS{kf.kd ruko Lrj esa vUrj gSA bldk dkj.k ;g Hkh gks ldrk gS fd iq#"kksa dh rqyuk esa efgykvksa dks 
bysDVª‚fud ;a= ¼Electronic gadgets½ pykus ds volj ?kjksa esa de feyrs gSa rFkk usV MkVk de miyCèk 
gksrk gS ftlds dkj.k mUgsa v‚uykbu f'k{kk ysus esa dfBukbZ gksrh gSA 

fu"d"kZ ,oa lq>ko

dksfoM&19 ds dkj.k 'kS{kf.kd laLFkkuksa esa ch-,M- ds ikBîØe dks v‚uykbu f'k{kk ds }kjk lapkfyr 
fd;k x;kA pw¡fd f'k{k.k dk;Z vpkud ls v‚uykbu d{kk esa ifjofrZr gks x;kA ftlds fy, u gh f'k{kd 
ghrS;kj Fks vkSj u gh fo|kFkÊA v‚uykbu f'k{k.k ds fy, vkèkkjHkwr lajpuk ,oa lalkèku dh Hkh deh FkhA 
vr% f'k{kd rFkk fo|kFkÊ nksuksa gh v‚uykbu f'k{k.k ds fy, ekufld :i ls rS;kj ugha Fks ftlds dkj.k 
f'k{kk esa mPp 'kS{kf.kd ruko eglwl fd;k x;kA v‚uykbu f'k{k.k ds nkSjku dsUæh; o jkT; foÜofo|ky; 
ds ch-,M- fo|kfFkZ;ksa ds 'kS{kf.kd ruko esa vUrj ns[kk x;k rFkk lkFk gh tsaMj ds vkèkkj ij Hkh ch-,M- 
fo|kfFkZ;ksa ds 'kS{kf.kd ruko esa vUrj ik;k x;kA v‚uykbu f'k{k.k ds nkSjku fo|kfFkZ;ksa dh thou 'kSyh esa 
cnyko gksus ds dkj.k bldk vlj muds LokLF; ij Hkh iM+k gS] ftlds fy, fo|kfFkZ;ksa dks viuh fnup;kZ 
esa è;ku ¼Meditation½] O;k;ke ¼Exercise½] ;ksx ¼Yoga½ vkfn dks Hkh 'kkfey djuk pkfg,A v‚uykbu d{kk 
esa O;k[;ku nsrs le; f'k{kd dks pkfg, fd ohfM;ks vkSj v‚fM;ks nksuksa v‚u j[ksa tks Nk=ksa dk è;ku vkdf"kZr 
djus esa fo'ks"k :i ls çHkkoh gksxkA v‚uykbu d{kk esa fo|kfFkZ;ksa dh #fp cuk, j[kus ds fy, lh[kus ds 
dbZ rjhds tSls& ikBî&iqLrd] ihihVh] ohfM;ks] i‚MdkLV vkfn dh enn ys ldrs gSaA f'k{kd viuh 

Gender Observed Expected Df Chi-square Asymp.sig. 0.05 level of
N N Value p-value  significant

Female 23 25 17 27.7 0.042 Significant

Male 27 25
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v‚uykbu d{kk esa lIrkg ds vUr esa ,d ckj fo"k; oLrq ls lEcfUèkr v‚uykbu ppkZ dj ldrs gSa] ftlds 
ekè;e ls cPps viuh ckrksa dks O;ä dj ldsaxs vkSj viuh leL;k dks nwj djus esa lQy gks ldsaxsA 
y‚dMkmu esa lHkh O;fä dks ruko dk lkeuk djuk iM+k] ijUrq fo|kfFkZ;ksa esa v‚uykbu f'k{k.k ds nkSjku 
'kS{kf.kd ruko dkQh c<+ x;k] ftlls vfHkHkkod dks Hkh pkfg, fd vius cPpksa ls ckrphr dj mudh 
leL;kvksa dks le>s rFkk mUgsa nwj djus dk ç;kl djsaA
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jk"Vªh; f'k{kk uhfr 2020 rFkk fnO;kaxrk vfèkdkj
vpyk] 'kksèk Nk=k] f'k{kk ladk;] dk'kh fgUnw foÜofo|ky;] 

M‚- fç;adk JhokLro] lgk;d vkpk;kZ] f'k{kk ladk;] dk'kh fgUnw foÜofo|ky;

Abstract

The latest provision in the New Education Policy 2020 by the Union Cabinet of India in July 
2020, encourages and promotes “barrier-free access to education for children with 
disabilities”.India's first education policy was initially established in 1986 and last revised in 
1992, since then India needed a change in its entire education policy. The New Education Policy 
describes the much-awaited new reforms that India was looking for.These accommodations are 
designed with particular consideration for children with disabilities and children from low-
income families. The focus of the implementation of this new rule is on 2 things – imparting 
knowledge and knowing how to teach the faculties and how to teach children with disabilities. 
These are the essential things keeping in mind the Rights of Persons with Disabilities Act-2016 
was came to provide barrier-free education to children with disabilities. Disability is the most 
common barrier to children's access to preschool and primary education. It has been noticed 
that less than 40% of school buildings have ramps and only 17% of schools have toilets. As per 
NEP 2020, children with disabilities should be able to participate equally in all aspects of the 
educational system. This article focuses on the provisions given in the New Education Policy 
2020 for Persons with Disabilities through document analysis to show how education should be 
barrier-free for them.

Keywords : Disability Rights, National Education Policy 2020.

fnO;kaxrk ,d ,slh fLFkfr gS tks ,d O;fä dks vU; ;ksX; O;fä dh rjg dq'kyrkiwoZd dk;Z djus ls 
jksdrh gSA os lkekftd :i ls gkf'k;s ij gSa vkSj mUgsa lekt ds çR;sd lnL; ij fo'ks"k è;ku nsus dh 
vko';drk gSA muds vfèkdkjksa dh j{kk lokZsifj gSA gkyk¡fd] fnO;kaxrk vfèkdkjksa ds ckjs esa T;knk ckr ugha 
dh tkrh gSA Hkkjr dk lafoèkku vius ekSfyd vfèkdkjksa] jkT; ds uhfr funs'kd fl)kUrksa vkSj çLrkouk ds 
ekè;e ls fnO;kaxksa dks dbZ vfèkdkjksa dk vkÜoklu nsrk gSA os mUgsa lkekftd U;k;] lkekftd ;kruk vkSj 
lHkh çdkj ds HksnHkkoksa ls lqj{kk dk oknk djus okys çkoèkku crkrs gSaAubZ f'k{kk uhfr 2020 ds Hkkjr esa 
fo'ks"k f'k{kk ij blds çHkko dks ysdj dkQh cgl gqbZ gSA ;g uhfr fnO;kax Nk=ksa ds f'k{kk vfèkdkjksa ds 
lkFk vPNh rjg ls tqM+h gqbZ gS vkSj bl uhfr esa ,sls ljkguh; cnyko yk;s x, gSa] tks fiNyh f'k{kk uhfr 
esa ugha FksA gkykafd dqN ,sls eqís gSa] ftu ij è;ku ugha fn;k x;k gS vkSj uhfr&fuekZrkvksa rFkk 
dk;kZUo;udrkZvksa dks rRdky è;ku nsus dh vko';drk gSA

,ubZih 2020 dk vè;k; 6 ^lerkewyd ,oa lekos'kh f'k{kk* ij dsfUær gSA ;g eq[; :i ls lekos'kh 
f'k{kk ç.kkyh dh vko';drk ij cy nsrk gS] ftlesa lekos'kh Ldwy 'kkfey gksa] tgk¡ fnO;kax rFkk 
xSj&fnO;kax Nk=@Nk=k,¡ ,d lkFk lh[krs gSa vkSj tgk¡ fnO;kax Nk=ksa dh vko';drkvksa ij mfpr è;ku 
fn;k tkrk gSA bl y{; dks çkIr djus ds fy, jk"Vªh; f'k{kk uhfr ¼,ubZih 2020½ ,d cgqr gh egRokdka{kh 
;kstuk fuèkkZfjr djrk gS] ftlesa ns'k Hkj ds lHkh Ldwyksa esa fnO;kaxrk&vuqdwy cqfu;knh <k¡pk vkSj 'kSf{kd 
lalkèku miyCèk djkuk 'kkfey gSA fnO;kax Nk=ksa ds fy, igq¡p lqfuf'pr djus ds fy, eqä fo|ky;] 
mi;qä cqfu;knh <k¡ps] rduhdh gLr{ksi ds mi;qä mi;ksx ij è;ku dsfUær fd;k x;k gSA ,ubZih dk 
eq[; dsUæ fcUnq çkjfEHkd cpiu dh ns[kHkky vkSj f'k{kk ¼ECCE½ gS] vkSj ECCE esa fnO;kax cPpksa dks 
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'kkfey djus dh ckr dks çkFkfedrk nsus dh vko';drk ij tksj fn;k x;k gSA fnO;kax Nk=ksa dh lqj{kk] 
Ø‚l&fnO;kaxrk çf'k{k.k ds lkFk f'k{kdksa dh HkrÊ] cM+s fçaV o czsy esa ikBî iqLrdksa dh miyCèkrk ij tksj] 
ij[k ¼PARAKH½ vkfn dh ifjdYiuk dh xbZ gSA blds vykok SEDG (Socio-Economically 

Disadvantaged Group) dh ubZ 'kCnkoyh esa fnO;kax O;fä Hkh 'kkfey gSaA ,ubZih 2020 lh[kus dh v{kerk 
okys Nk=ksa dh t+:jrksa dks iwjk djus ds fy, mi;qä ewY;kadu fd;s x,çfØ;kvksa vkSj çks|ksfxdh ds mi;ksx 
ij Hkjkslk djds cqfu;knh Lrj ls lh[kus dh v{kerk okys Nk=ksa ds fy, fo'ks"k è;ku nsus dh Hkh odkyr 
djrk gSA

fnO;kaxrk& fnO;kaxrk 'kjhj ;k efLr"d dh dksbZ Hkh fLFkfr ¼{kfr½ gS] tks bl fLFkfr okys O;fä ds 
fy, dqN xfrfofèk;k¡ ¼xfrfofèk lhek½ djuk vkSj muds vklikl dh nqfu;k ds lkFk ckrphr djus 
¼Hkkxhnkjh çfrcUèk½ dks vkSj vfèkd tfVy cuk nsrh gSA ¼CDCP, 2023½

fnO;kax O;fä;ksa ds vfèkdkj

fnO;kax O;fä;ksa ds vfèkdkjksa dh ?kks"k.kk 9 fnlEcj 1975 dks la;qä jk"Vª egklHkk esa dh xbZ FkhA ;g 
lHkk }kjk cuk;k x;k 3447oka çLrko gSA

1- fnO;kax O;fä fcuk fdlh HksnHkko ds la;qä jk"Vª egklHkk dh ?kks"k.kk esa fufgr lHkh vfèkdkjksa dk mi;ksx 
djsaxsA

2- fnO;kax O;fä;ksa dks viuh ekuoh; xfjek dk lEeku djus dk vUrfuZfgr vfèkdkj gS vkSj mudh 
fnO;kaxrkvksa vkSj fnO;kaxrkvksa dh mRifÙk] ç—fr vkSj xEHkhjrk ds ckotwn] muds ikl leku ekSfyd vfèkdkj 
gSaA

3- fnO;kax O;fä;ksa dks vU; euq";ksa ds leku gh ukxfjd vkSj jktuhfrd vfèkdkj çkIr gSaA

4- fnO;kax O;fä mu mik;ksa ds gdnkj gSa tks mUgsa ;FkklEHko vkRefuHkZj cuus esa l{ke cukrs gSaA

5- fnO;kax O;fä;ksa dks vkfFkZd vkSj lkekftd lqj{kk dk vfèkdkj gS] ftlesa mudh {kerkvksa ds vuqlkj jkstxkj 
lqjf{kr j[kus vkSj cuk, j[kus ;k mi;ksxh] mRiknd vkSj ikfjJfed O;olk; esa layXu gksus vkSj VªsM ;wfu;uksa 
esa 'kkfey gksus dk vfèkdkj 'kkfey gSA

6- fnO;kax O;fä;ksa dks vius ifjokj ;k ikyd ekrk&firk ds lkFk jgus vkSj lHkh lkekftd] jpukRed ;k 
euksjatd xfrfofèk;ksa esa Hkkx ysus dk vfèkdkj gSA

7- fnO;kax O;fä;ksa dks HksnHkkoiw.kZ] viekutud ;k viekutud ç—fr ds lHkh 'kks"k.k vkSj O;ogkj ls cpk;k 
tk,xkA (Legal Service India, 2023)

2011 dh tux.kuk ds vuqlkj foÙkh; vkoaVu

gky gh ds o"kksZa esa] Hkkjr us f'k{kk esa mYys[kuh; o`f) ns[kh gS] fo'ks"k :i ls f'k{kk ds cqfu;knh <k¡ps 
vkSj Nk= ukekadu ekeys esaA 2009 dk f'k{kk dk vfèkdkj vfèkfu;e] fo'ks"k :i ls] mPp çkFkfed fo|ky;ksa 
¼d{kk 6-8½ esa ukekadu c<+kus esa ykHknk;d jgk gSA 2009 ls 2016 ds chp] ns'k Hkj esa mPp çkFkfed 
fo|ky;ksa esa fo|kfFkZ;ksa dh la[;k esa 19.4% dh o`f) gqbZA LoPNrk vkSj lqj{kk ç.kkfy;ksa ds dk;kZUo;u us Hkh 
ns'k ds ukekadu esa lgk;rk dh gSA 2011 dh tux.kuk ds vuqlkj] efgykvksa dh lk{kjrk nj 65.5%] 
eqlyekuksa dh lk{kjrk nj 68.5% rFkk vuqlwfpr tkfr ds yksxksa dh lk{kjrk nj yxHkx 66% FkhA dbZ 
{ks=ksa esa tcjnLr çxfr ds ckotwn] Hkkjr dh f'k{kk ç.kkyh dks vHkh Hkh vU;k; vkSj cfg"dj.k lEcUèkh 
dfBukb;ksa dk lkeuk djuk iM+ jgk gSA vfèkdka'k xzkeh.k fuokfl;ksa ds lkFk&lkFk oafpr rFkk gkf'k;s ij 
jgus okys lewgksa ds fy, vPNh f'k{kk rd igq¡p ,d liuk gh cuk gqvk gSA
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fnO;kaxrk vfèkdkj vkSj f'k{kk: ,d fo'ys"k.k

,ubZih 2020 esa fnO;kaxrk vfèkdkjksa ds fy, lcls cM+h miyfCèk 2016 ds fnO;kax dkuwuksa dh ekU;rk 
gSA ;g vfèkfu;e fnO;kax O;fä;ksa ds vfèkdkjksa dks etcwrh çnku djrk gSA vfèkfu;e dk vè;k; 3 f'k{kk 
ls lEcfUèkr gS vkSj fo'ks"k f'k{kk y{;ksa dks çkIr djus ds fy, fofHkUu rjhdksa vkSj lkèkuksa dh :ijs[kk rS;kj 
djrk gSA ;g vfèkfu;e lqfuf'pr djrk gS fd lUnfHkZr çR;sd fnO;kax ckyd dks 6 ls 18 o"kZ dh vk;q 
çkIr gksus rd leqfpr okrkoj.k esa fu%'kqYd f'k{kk dh igq¡p gks ¼RPWD Act, 2016 vè;k;6½A mPp f'k{kk 
dh lHkh ljdkjh laLFkk,¡ vkSj ljdkj ls lgk;rk çkIr dj jgh vU; f'k{kk laLFkk,¡ lUnfHkZr fnO;kaxtuksa ds 
fy, 5% LFkkuksa dks vkjf{kr j[ksxhA ços'k ds fy, vk;q esa Hkh 5 o"kZ dh NwV çnku dh xbZ gSA ¼RPWD 
Act, 2016 vè;k;&6½

jk"Vªh; f'k{kk uhfr& u;h jk"Vªh; f'k{kk uhfr ¼NEP 2020½ dks dsaæh; dSfcusV us 29 tqykbZ 2020 
dks eatwjh nh FkhA ;g 34 o"kksZa ds ckn Hkkjr dk lcls cM+k 'kSf{kd lqèkkj gSA u;h jk"Vªh; f'k{kk uhfr ds- 
dLrwjhjaxu ¼K. Kasturirangan½ dh vè;{krk esa cuh gSA jk"Vªh; f'k{kk uhfr ¼NEP½ 1986 esa Mªk¶V gqbZ Fkh 
vkSj 1992 esa blesa la'kksèku gqvk FkkA vc djhc 34 lky ckn] 2020 esa blesa dbZ vge o egRoiw.kZ cnyko 
fd, x, gSaA ftls blds 108 istksa ds Mªk¶V esa 21oha 'krkCnh dh igyh f'k{kk uhfr crk;k x;k gSA u;h 
jk"Vªh; f'k{kk uhfr ns'k fodkl ds fy, vfuok;Z f'k{kk vko';drk dks iwjk djus ds fy, cuk;h x;h gSA

jk"Vªh; f'k{kk uhfr 2020 ds eq[; fcUnq

1- çh&çkbejh Ldwy ls d{kk&12 rd Ldwyh f'k{kk ds lHkh Lrjksa ij lkoZHkkSfed igq¡p lqfuf'pr djukA

2- 3&6 o"kZ ds chp ds lHkh cPpksa ds fy, xq.koÙkkiw.kZ çkjfEHkd cpiu ns[kHkky vkSj f'k{kk lqfuf'pr djukA

3- ubZ ikBîp;kZ vkSj 'kS{kf.kd lajpuk ¼5$3$3$4½A

4- dyk vkSj foKku ds chp] ikBîp;kZ vkSj ikBîsrj xfrfofèk;ksa ds chp] O;kolkf;d vkSj 'kS{kf.kd èkkjkvksa ds 
chp dksbZ l[r vyxko ughaA

5- ewyHkwr lk{kjrk vkSj la[;kRedrk ij jk"Vªh; fe'ku dh LFkkiukA

6- cgqHkk"kkokn vkSj Hkkjrh; Hkk"kkvksa dks c<+kok nsus ij tksj( de ls de xzsM 5 rd] ysfdu vfèkekur% xzsM 8 vkSj 
mlls vkxs rd f'k{kk dk ekè;e ?kjsyw Hkk"kk@ekr`Hkk"kk@LFkkuh; Hkk"kk@{ks=h; Hkk"kk gksxhA

7. ewY;kadu lqèkkj & fdlh Hkh Ldwy o"kZ ds nkSjku nks voljksa ij cksMZ ijh{kk] ,d eq[; ijh{kk vkSj ,d lqèkkj ds 
fy,] ;fn okafNr gksA

8- ,d u, jk"Vªh; ewY;kadu dsaæ] ij[k ¼lexz fodkl ds fy, çn'kZu ewY;kadu] leh{kk vkSj Kku dk fo'ys"k.k½ 
dh LFkkiukA

9- lerkewyd vkSj lekos'kh f'k{kk & lkekftd vkSj vkfFkZd :i ls oafpr lewgksa ¼,lbZMhth½ ij fo'ks"k tksj 
fn;k x;kA

10- oafpr {ks=ksa vkSj lewgksa ds fy, ,d vyx fyax lekos'ku fufèk vkSj fo'ks"k f'k{kk {ks=A

11- f'k{kdksa dh HkrÊ vkSj ;ksX;rk vkèkkfjr çn'kZu ds fy, etcwr vkSj ikjn'kÊ çfØ;k,¡A

12- Ldwy ifjljksa vkSj lewgksa ds ekè;e ls lHkh lalkèkuksa dh miyCèkrk lqfuf'pr djukA

13- mPp f'k{kk esa thbZvkj ¼GER½ dks 50% rd c<+kukA

a) ,dkfèkd ços'k@fudkl fodYiksa ds lkFk lexz vkSj cgqfo"k;d f'k{kkA

14- ,uVh, ¼NTA½] ,pbZvkbZ ¼HEIs½ esa ços'k ds fy, lkekU; ços'k ijh{kk dh is'kd'k djsxkA
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15- vdknfed cSad v‚Q ØsfMV dh LFkkiukA

16- jk"Vªh; vuqlaèkku laLFkku ¼,uvkj,Q½ dh LFkkiukA

17- f'k{kd f'k{kk lfgr vkSj fpfdRlk vkSj dkuwuh f'k{kk dks NksM+dj mPp f'k{kk {ks= dks c<+kok nsus ds fy, ,dy 
loZO;kih N= fudk; &Hkkjrh; mPp f'k{kk vk;ksx ¼HECI½& 
ekud fuèkkZj.k ds fy, LorU= fudk;ksa ds lkFk &lkekU; f'k{kk ifj"kn( foÙk iks"k.k&mPp f'k{kk vuqnku 
ifj"kn ¼,pbZthlh½( ekU;rk&jk"Vªh; çR;k;u ifj"kn ¼,u,lh½( vkSj fofu;eu&jk"Vªh; mPp f'k{kk fu;ked 
ifj"kn ¼,u,pbZvkjlh½A

18- ldy ukekadu vuqikr ¼thbZvkj½ c<+kus ds fy, eqä vkSj nwjLFk f'k{kk dk foLrkjA

19- f'k{kk dk varjkZ"Vªh;dj.kA

20- O;kolkf;d f'k{kk mPp f'k{kk ç.kkyh dk vfHkUu vax gksxhA LVSaM&vyksu rduhdh foÜofo|ky;] LokLF; 
foKku foÜofo|ky;] dkuwuh vkSj —f"k foÜofo|ky;] ;k vU; {ks=ksa ds laLFkku] cgq&fo"k;d laLFkku cuus dk 
y{; j[ksaxsA

21- f'k{kd f'k{kk & 4 o"kÊ; ,dh—r pj.k&fof'k"V] fo"k;&fof'k"V f'k{kk LukrdA

22- ijke'kZ ds fy, ,d jk"Vªh; fe'ku dh LFkkiukA

23- lh[kus] ewY;kadu] ;kstuk] ç'kklu dks c<+kus ds fy, çkS|ksfxdh ds mi;ksx ij fopkjksa ds eqä vknku&çnku 
ds fy, ,d eap çnku djus ds fy, ,d Lok;Ùkfudk;] jk"Vªh; 'kSf{kd çkS|ksfxdh Qksje ¼,ubZVh,Q½ dk 
fuekZ.kA f'k{kk ds lHkh Lrjksa esa çkS|ksfxdh dk mfpr ,dhdj.kA

24- 100% ;qok vkSj o;Ld lk{kjrk gkfly djukA

25- fu;U=.k vkSj lUrqyu ds lkFk dbZ rU= mPp f'k{kk ds O;kolk;hdj.k dk eqdkcyk djsaxs vkSj mls jksdsaxsA

26- lHkh f'k{kk laLFkkuksa dks 'ykHk ds fy, ugha' bdkbZ ds :i esa v‚fMV vkSj çdVhdj.k ds leku 
ekudksa ij j[kk tk,xkA

27- dsaæ vkSj jkT; f'k{kk {ks= esa lkoZtfud fuos'k dks tYn ls tYn thMhih ds 6% rd c<+kus ds fy, feydj 
dke djsaxsA

28- xq.koÙkkiw.kZ f'k{kk ij lexz è;ku dsafær djus ds fy, leUo; lqfuf'pr djus ds fy, dsaæh; f'k{kk lykgdkj 
cksMZ dks etcwr djukA

jk"Vªh; f'k{kk uhfr 2020 esa f'k{kk dh vlekurk dh [kkbZ dks ikVuk

jk"Vªh; f'k{kk uhfr 2020 dk mís'; ns'k dh f'k{kk ç.kkyh dh c<+rh vlekurk rFkk vU;k; dks nwj 
djuk gSA ,ubZih 2020 vU; ckrksa ds vykok] lkekftd&vkfFkZd rcds vkSj oafpr vYila[;dksa ds chp 
egRoiw.kZ Mª‚ivkmV njksa dks igpkurk gSA vfèkd egRoiw.kZ :i ls vi;kZIr lalkèku vkoaVu esa ;ksxnku nsus 
okyh ckèkkvksa] tSls& NksVs Ldwy ifjljksa vkSj xzkeh.k {ks=ksa esa ckfydkvksa dh de Hkkxhnkjh ds dkj.kksa dks 
igpkuk tk jgk gSA ;g eqf'dy ls igq¡p okys {ks=ksa esa jgus okys cPpksa dh vèkwjh 'kSf{kd vko';drkvksa ij 
Hkh çdk'k Mkyrk gSA

2011 dh tux.kuk ds vuqlkj] Hkkjr esa 2.68 vjc yksx ^fnO;kax* gSa ]tks dqy vkcknh dk 2.21% gSA 
bl vofèk esa tgk¡ ^lekos'kh fodkl* dks lrr fodkl ds fy, mfpr ekxZ ds :i esa js[kkafdr fd;k tk jgk 
gS] ogha ,ubZih 2020 dk y{; fnO;kax yksxksa ds 'kSf{kd iquokZl ds fy, egRoiw.kZ dneksa dks mBkus ij 
dsfUær gS] tSls&

(Single Overarching Umbrella Body)

(not for profit)
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•
¼Disability Friendly½ gksA

• fnO;kax O;fä;ksa ds fy, ,d lsy ¼Cell½ dh LFkkiuk dh tk,] ftlesa ç'kklu] çf'k{kdksa vkSj Nk=ksa ds 
çfrfufèk 'kkfey gksaxsA

• Hkk"kk dh ckèkkvksa dks nwj djus vkSj fnO;kax Nk=ksa ds fy, vfèkd volj çnku djus ds fy, f'k{k.k rFkk 
vfèkxe esa çks|ksfxdh dk O;kid mi;ksxA

• fnO;kax yksxksa dh vko';drkvksa vkSj fgrksa ds vuq:i iqLrdksa vkSj l‚¶Vos;j dh i;kZIr O;oLFkk çnku djus 
ds fy, foÜofo|ky; ds iqLrdky; dks lq–<+ vkSj vkèkqfud cukukA

• fnO;kax vè;;u dsUæ çkjEHk djukA

• fnO;kax yksxksa ds fy, ,d laosnu'khy ikfjfLFkdh rU= dk fodkl djukA

fnO;kax O;fä;ksa dh igpku

;g uhfr fo'ks"k vko';drk okys cPpksa dh vko';drkvksa dks Lohdkj djrh gS vkSj fu;fer f'k{kk 
ç.kkfy;ksa esa muds lekos'ku dh odkyr djrh gSA ;g dkQh gn rd fnO;kax O;fä;ksa ds vfèkdkj 
vfèkfu;e 2016 ¼RPWD½ ds y{;ksa ds vuq:i gSA ;g j.kuhfr lHkh fo|ky;ksa esa fo'ks"k f'k{kdksa dh fu;qfä 
djus dh Hkh flQkfj'k djrk gS] rkfd fo'ks"k vko';drk okys cPpksa ds çfr fn, tkus okys funZs'k vfèkd 
lekos'kh o laosnu'khy gksA RPWD vfèkfu;e 2016 ds vuqlkj] fo'ks"k vko';drk okys cPpksa ds iquokZl o 
f'k{kk ls lEcfUèkr vko';drkvksa dks iwjk djus esa enn djsaxs ,oa lkFk gh mPprj xq.koÙkk dh f'k{kk ?kj esa 
gh miyCèk djkus ¼gkse Ldwfyax½ o dkS'ky fodflr djus dh fn'kk esa muds vfHkHkkod dh Hkh enn djsaxsA 
f'k{kdksa dks Hkh lh[kus dh dfBukb;ksa dks tYnh igpkuus vkSj 'kSf{kd lQyrk çkIr djus esa lh[kus dh 
pqukSfr;ksa ds lkFk cPpksa dh lgk;rk djus ds lkFk&lkFk muds HkkoukRed LokLF; dh ns[kHkky djus ds 
fy, Hkh f'kf{kr fd;k tk,xkA ij[k] jk"Vªh; ewY;kadu dsUæ] ,sls cPpksa ds fy, leku ewY;kadu çfØ;kvksa dks 
fodflr djus ds fy, LFkkfir fd;k x;k gS] ftudks le;&le; ij vfèkxe esa dfBukbZ vkrh gSA bl 
y{; dks çkIr djus ds fy, oSdfYid Ldwyh f'k{kk ds rjhdksa dh flQkfj'k dh tkrh gSA

gkykafd] bl ekspZs ij ,ubZih vR;fèkd egRokdka{kh vkSj vkn'kZiw.kZ fn[krh gS] ysfdu ;g bl 
okLrfodrk dks utjvankt djrk gS fd u dsoy vfèkdka'k çf'k{kd ,sls drZO;ksa ds fy, rS;kj ugha gSa] cfYd 
;g fd vfèkdka'k Hkkjrh; fo|ky;ksa esa deZpkfj;ksa dh Hkkjh deh gSA dk;Zuhfr esa ;g Hkh mYys[k ugha fd;k 
x;k gS fd ;g O;fäxr lqyHk oSdfYid gkse Ldwfyax O;oLFkk ds fopkj dks fdl çdkj j[krk gSA fnYyh 
cky vfèkdkj vk;ksx }kjk gky gh ds ewY;kadu esa 60% fo|ky;ksa us nkok fd;k fd fnO;kax cPps ugha gSa] 
tcfd vU; 28% us 1% ls de gksus dh lwpuk nhA ;g tksj nsrk gS fd fnO;kax yksxksa dh 
lkekftd&vkfFkZd fLFkfr l{ke yksxksa dh rqyuk esa vfèkd n;uh; gksrh gSA ubZ f'k{kk uhfr esa bl ckr dk 
mYys[k Hkh ugha gS fd bu yksxksa rd f'k{kk dh igq¡p dks fdl çdkj lqfuf'pr fd;k tk ldrk gSA bl 
uhfr esa ;g Hkh ugha crk;k x;k gS fd ikBîØe esa D;k cnyko fd;s tk,¡] ftlls ;g lqfuf'pr fd;k tk 
lds fd vfèkxe lEcUèkh leL;k okys Nk= vkt dh vR;fèkd çfrLièkÊ Hkkjrh; 'kSf{kd ç.kkfy;ksa esa NwVs 
ugha gSaA

fo'ks"k f'k{kk ds {ks=ksa dk fuekZ.k

,ubZih 2020 ds vuqlkj ;g flQkfj'k dh xbZ gS fd ,sls HkkSxksfyd LFkku ftudh igpku egRokdka{kh 
ftyksa ds :i esa dh xbZ gS vkSj ftUgsa vius 'kSf{kd fodkl dks c<+kok nsus ds fy,fo'ks"k gLr{ksi dh 
vko';drk gS] mUgsa ns'k ds 'kSf{kd :i ls oafpr SEDG (Socio-Economically Disadvantage Group) dh 
cM+h vkcknh okys dqN {ks=ksa dks fo'ks"k f'k{kk {ks= (Special Education Zones) ?kksf"kr fd;k tkuk pkfg,A 

;g lqfuf'pr djuk fd lHkh lajpuk,¡ rFkk lqfoèkk,¡ Oghyps;j dh igq¡p ;ksX; rFkk v{kerk ds vuqdwy 
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bl uhfr esa vkxs dgk x;k gS fd dsUæ ,oa jkT;ksa ds }kjk lgh ek;us esa bu {ks=ksa ds 'kSf{kd ifj–'; dks 
cnyus ds fy, vfrfjä ç;klksa ds ekè;e ls lHkh ;kstukvksa ,oa uhfr;ksa dks iwjh rjg ls ykxw fd;k tkuk 
pkfg,A bl uhfr dk eq[; y{; Hkkjr ds lcls nwj&njkt ds LFkkuksa esa f'k{kk dks c<+kok nsuk gSA

dk;kZUo;u ds fy, dne

fnO;kaxtuksa ds l'kfädj.k ds fy, laLFkkuksa esa fo'ks"k lsy dh LFkkiuk dh ckr dgh xbZ gSA laLFkku 
ekuo vfLrRo ds ,d rÙo ds :i esa fofoèkrk ds ckjs esa tkx:drk vkSj Loh—fr c<+kus ds fy, igy dk 
vk;kstu djrs gSaA ;g ,d lEekutud okrkoj.k dks Hkh c<+kok nsrk gS vkSj fnO;kaxtu fo|kfFkZ;ksa ds 
igpku dh j{kk djrk gSA laLFkkuksa dks fofHkUu çdkj ds v{ke fo|kfFkZ;ksa dh vko';drkvksa dks iwjk djus ds 
fy, fofHkUu çdkj ds midj.kksa rFkk bu midj.kksa ds mi;ksx ds fy, çf'k{kdksa dh fu;qfä djuk pkfg,A 
;g f'k{k.k dks vfèkd lekos'kh vkSj fnO;kaxtu fo|kfFkZ;ksa dh t:jrksa ds çfr tkx:d cukrk gSA fo'ks"k 
vko';drk okys Nk=ksa ds fy, HkkSfrd lajpuk vkSj lalkèku dh miyCèkrk lqfuf'pr djuk pkfg,] tSls&

• fnO;kax Nk=ksa ds fy, ços'k çfØ;k dks ;FkklEHko ljy cukukA

• tkx:drk c<+kuk rFkk f'k{kdksa vkSj Nk=ksa dks fnO;kax Nk=ksa dh fofHkUu vko';drkvksa ls ifjfpr djkukA

• fo'ks"k vko';drk okys cPpksa ds lh[kus ds vuqHko dks c<+kus ds fy, lekos'kh j.kuhfr;ksa dk mi;ksx djukA

• mudh O;fäxr t:jrksa ds vuqlkj lykg o ijke'kZ nsukA

foÜo fnO;kaxrk fnol tSls egRoiw.kZ fnuksa dks eukus ds fy, fnO;kaxtu dh {kerk ds ckjs esa turk 
dks f'kf{kr o tkx:d djus ds fy, dk;Z'kkykvksa dk vk;kstu djukA

2016 ds PwD vfèkfu;e ds vuqikyu esa ,ubZih 2020 ds rgr fnO;kaxtu ds lgwfy;r o lqfoèkkvksa 
ds fy, lgk;rk çnku djukA

fnO;kax Nk=ksa dks vkRefuHkZj vkSj jkstxkj çkIr djus esa lgk;rk djukA

fnO;kaxtuksa ds fy, lgk;d {ks=ksa dk è;ku j[kuk

1. Hkouksa rd vklkuh ls igq¡pus ds fy, jSEi dh lqfoèkk gksukA

2- fy¶V dk gksuk] ftlls Hkouksa esa Åij o uhps vkus&tkus esa lqfoèkk gksA

3- lhf<+;ksa ij jsfyax dk gksuk tks pyus esa lgk;rk djsxhA

4- ifjlj ds Hkhrj lqfoèkkiw.kZ vkokxeu ds fy, Oghyps;j dh O;oLFkkA

5- fodykaxksa ds fy, lqfoèkkiw.kZ 'kkSpky; dh O;oLFkkA

6- iqLrdky; esa czsy lEcUèkh iqLrd miyCèk gksukA

7- ijke'kZnkrk] tks Nk=ksa dk ekxZn'kZu vkSj lgk;rk djrs gSaA

8- vfèkxe fu%'kä Nk=ksa ds fy, fo|ky;h ijh{kkvksa esa vfrfjä le; dk vkoaVuA

9- vfèkxe v{ke Nk=ksa ds fy, mipkjkRed f'k{k.kA

10- fnO;kaxtuksa dh vko';drkvksa dks laosnu'khy cukus okyh dk;Z'kkykvksa dk vk;kstuA

milagkj

,ubZih 2020 us efgykvksa] vYila[;dksa vkSj fo'ks"k vko';drk okys cPpksa ds lkeus vkus okys 
eqíksa@leL;kvksa dks gy djus dk vPNk dke fd;k gSA nqxZe {ks=ksa esa fo'ks"k vko';drk okys cPpksa rd 
fo|ky;h f'k{kk dh igq¡p ls lEcfUèkr lajpukRed eqíksa dks gy djus ds fy, dbZ ljkguh; mik;ksa dk 
lq>ko nsdj Hkh blus vPNk dke fd;k gSA tSls& SEDG ds cM+h vkcknh okys dqN {ks=ksa dks fo'ks"k f'k{kk 
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{ks= (SEZs) ?kksf"kr fd;k tkukA cjgky ubZ j.kuhfr dbZ Lrjksa ij =qfViw.kZ gks ldrh gS D;ksafd tc 
dk;kZUo;u dh ckr vkrh gS rks fo'ks"k lewgksa ds fy, ldkjkRed fØ;k'khyrk ij bl uhfr dk ekSu gksuk 
dbZ leL;k,¡ iSnk dj ldrk gSA

eSdkys ds ^Hkkjrh; f'k{kk ij feuV* ls ,ubZih rd] Hkkjr vkSj fnO;kax f'k{kk us ,d yEck lQ+j r; 
fd;k gSA ,ubZih vk'kk dh vkSj fdj.ksa çnku djrk gS vkSj tSlk fd ge ,ubZih ds dk;kZUo;u dh ckr djsa] 
rks gesa vius lkekftd –f"Vdks.k ds ifjorZu dks Hkh lqfuf'pr djus dh vko';drk gSA cgqr yEcs le; ls 
v{kerk okys yksxksa dh leL;kvksa dks fnO;kax lekt }kjk tfVy cuk fn;k x;k gS] ftlus mudh {kerk ds 
ctk;] mudh dfe;ksa ij è;ku dsfUær fd;k gSA
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