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The rapid advancement of Artificial Intelligence (AI) has revolutionized 
various sectors, including education. In higher education research, AI offers 
transformative potential—enhancing pedagogy, encouraging research and 
innovation, streamlining administrative processes etc. The National 
Education Policy (NEP) 2020 envisions a future where technology plays a 
pivotal role in making India a global knowledge superpower. NEP 2020 
promotes interdisciplinary learning, where AI can bridge gaps among various 
fields. Advocating for the expansion of digital and AI-powered platforms to 
democratize education, the policy promotes Massive Open Online Courses 
(MOOCs) by providing adaptive learning pathways for diverse educational 
needs of masses.

NEP 2020 and Viksit Bharat 2047 provide a strategic roadmap for integrating AI into India's 
education system. Concurrently, the Viksit Bharat 2047 (Developed India 2047) initiative aims to 
position India as a developed nation by leveraging technological advancements in education. The 
infusion of technology in Indian higher education system will ensure meeting global parameters in smart 
e-governance and global leadership models. Also, the preparation of professional, skilled and educated 
workforce by providing inclusive and equitable education for Indian diaspora will be achieved.

AI is reshaping Indian higher education research, offering unprecedented opportunities for 
innovation, equity, and efficiency. However, successful implementation requires addressing ethical, 
infrastructural, and pedagogical challenges. By fostering a collaborative ecosystem between academia, 
industry, and government, India can leverage AI to achieve its vision of becoming a global education 
leader by 2047.

Under such premise, present volume of the journal aims to discuss various issues of education. 
Here, professional development practices and problems of teachers and principals have been presented 
along with important recommendations. Under NEP 2020, school industry linkages in vocational 
training- its need and implementation has also been discussed thoroughly and Assessment innovation in 
terms of 360- degree approach in ITEP has been detailed with all the features. Paper on Open Book 
Examinations (OBE) adds to the ongoing discourse on assessment reforms in India whereas, another 
paper focuses on National Cadet Core under choice-based credit system under NEP 2020. 

Integrating mindfulness, its benefits, challenges, and future prospects in school curricula for 
sustainable development goals are widely discussed. Origin and development of Women education in 
Indian contexts are addressed in details. Panchpadi teaching methodology and its role in revitalizing 
Indian education and global education; significance of Indian knowledge tradition in modern pedagogy 
also covers major portion of the volume. Paper on Green schools as a catalyst for environmental 
conservation and sustainable development provides great insight to scholars.

I, congratulate all the paper contributors and members of the editorial team for bringing forth this 
volume. Your association has brought SPIJE to this juncture. Hope to have more fruitful collaboration in 
future. 

Jai Hind 

Editorial

Prof. Seema Singh
(Managing Editor)
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 Professional Development Practices in Secondary Schools of Vadodara City
Roopali Sharma, Research Scholar, Central University of Rajasthan

Prof. Sujata Shrivastava, Former Professor, Department of Education, The Maharaja Sayajirao University, Baroda

Abstract

This study investigated professional development needs, practices, and problems faced by 
teachers and principals in secondary schools of Vadodara city. Using a descriptive survey 
design, data was collected through questionnaires from 137 teachers and 12 principals 
fromEnglish-medium schools affiliated to Gujarat Secondary Education Board. Major findings 
revealed distinct professional development needs: teachers prioritized learner-related needs 
(46.7%) and ICT integration (33.6%), while principals emphasized ICT integration (75%) and 
leadership functions (50%). Regarding current practices, although most educators participated 
in professional development programs (55.1% teachers, 83.3% principals), only one-third 
reported that content comprehensively covered relevant topics. Most teachers (67.3%) engaged 
in professional development only once annually, predominantly through seminars (50%) and 
workshops (43.5%), with a clear preference for hybrid learning formats (57% teachers, 72.7% 
principals). While 74.6% of teachers met the NEP-2020 requirement of 50 hours of annual 
professional development, only 36.4% of principals achieved this target. Self-directed activities 
were limited, with educational journal reading being the most common (54.3% of teachers, 
63.6% of principals). Concerning implementation problems, teachers primarily faced timing 
conflicts (51.8%), while principals reported financial constraints (58.3%) as major barriers. 
Both groups experienced inadequate follow-up support, with 55.1% of teachers and 50% of 
principals reporting no learning materials received after programs. The study recommends 
developing flexible, needs-based professional development approaches, establishing systematic 
assessment mechanisms, and creating supportive infrastructure to address these gaps and 
enhance program effectiveness.

Keywords: Professional development needs, Secondary education, Teacher training, 
Pedagogical practices, Implementation problems, Continuous professional development

The contemporary educational landscape demands fostering critical 21st-century competencies 
in learners, including analytical thinking, problem-solving abilities, creative expression, 
collaborative skills, and digital fluency (Fernández-Batanero et al., 2020; Mann & Webb, 2022). This 
evolving educational paradigm requires teachers to continuously update their knowledge and 
pedagogical practices to effectively nurture these competencies in students (Sánchez-García, 2023; 
Rahman et al., 2020). Recognizing this critical need for teacher preparedness, India's National 
Education Policy 2020 mandates a minimum of 50 hours of Continuous Professional Development 
(CPD) annually for educators, emphasizing the role of systematic teacher training in educational 
transformation (National Education Policy, 2020). This policy directive acknowledges that high-
quality professional development is fundamental to achieving improved learning outcomes and 
preparing students for future problems. Within this evolving educational paradigm, teachers and 
school leaders are primary catalysts in creating learning environments that nurture these essential 
skills (García-Lázaro & García-Bilbao, 2023; Rahman et al., 2020). Research indicates that effective 
professional development significantly impacts educators' ability to implement innovative 
pedagogical practices and improve student outcomes (Chen et al., 2020; Williams, 2021). The NEP-
2020's emphasis on comprehensive professional development aligns with international best practices 
that advocate for continuous teacher learning and adaptation to emerging educational problems 
(Brown, 2019; National Education Policy, 2020).
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The concept of professional development has undergone significant evolution, from Webb's (1966) 
initial focus on institutional support mechanisms to Mitchell's (2013) emphasis on skill enhancement 
and Young and Castetter's (2004) broader perspective encompassing productivity-oriented activities. 
Contemporary scholars like Guskey (2012) and Day and Sachs (2004) have highlighted the 
transformative potential of professional development in reshaping teachers' attitudes and professional 
commitment. Avalos (2011) further emphasized the practical application of acquired knowledge for 
enhanced student learning outcomes, while Smith (2021) introduced modern perspectives integrating 
technological innovation and collaborative learning approaches. Professional development's nature can 
be characterized by four fundamental aspects identified through extensive research (Postholm, 2018; 
Rodriguez et al., 2024). First, it continues throughout an educator's career, adapting to evolving 
educational needs and problems (Harris, 2000; Mathur & Thomas, 2021). Second, it demonstrates a 
goal-oriented focus, aligning with broader educational reforms and specific institutional objectives 
(Chen et al., 2020). Third, it operates on a growth-model approach, building upon existing competencies 
rather than emphasizing deficits (Smets &Struyven, 2020). Finally, it aims to enrich the teaching-
learning process through enhanced subject knowledge and refined pedagogical skills (Anderson, 2016; 
Mann & Webb, 2022).Synthesizing these theoretical perspectives with NEP-2020's vision, professional 
development emerges as a strategic process combining institutional support with personal growth 
(Darling-Hammond & Bransford, 2005). This process aims to enhance teaching practices and student 
outcomes through evidence-based, collaborative activities tailored to specific contextual needs 
(Fantinelli et al., 2024; Ramos et al., 2021). The emphasis on needs-based CPD reflects a growing 
recognition that professional development must be responsive to teachers' specific contexts and 
problems rather than following standardized approaches (García-Lázaro & García-Bilbao, 2023; 
Mathur & Thomas, 2021).

Present Scenario: Implementation of Professional Development Program

The current professional development landscape in India is shaped by comprehensive 
government initiatives at both the national and state levels (GoI, 2021). Several key programs have 
been implemented at the national level to support educator growth. The Pandit Madan Mohan 
Malaviya National Mission on Teachers and Teaching (PMMMNMTT), launched in 2014, focuses 
on strengthening institutions and building a robust teacher education system (Varghese et al., 2017). 
Additionally, the Samagra Shiksha Abhiyan (Comprehensive Education Campaign), an integrated 
scheme for school education from pre-school to senior secondary levels, includes comprehensive 
teacher training components. The National Initiative for School Heads' and Teachers' Holistic 
Advancement (NISHTHA) program provides structured training modules for teacher professional 
development, while the Digital Infrastructure for Knowledge Sharing (DIKSHA), a national digital 
platform, offers various online courses and resources for teacher training (Patel, 2007; Mathur & 
Thomas, 2021). Furthermore, the Study Webs of Active Learning for Young Aspiring Minds 
(SWAYAM), a massive open online course platform, provides additional professional development 
opportunities for educators (Fernández-Batanero et al., 2020).

In the state of Gujarat, several initiatives have been implemented to support educator 
professional development. The state government has established the School Leadership Academy to 
enhance leadership capabilities among school administrators (Mankad, 2015). The state's 
commitment to professional development is evident in its 78.11% course-completion rate on the 
DIKSHA platform (National Education Policy, 2020). Additionally, Gujarat has leveraged the 
Bhaskaracharya National Institute for Space Applications and Geo-informatics (BISAG) for 
broadcasting educational content and teacher training programs, demonstrating innovative 
approaches to professional development delivery (Patel, 2007).
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However, recent research reveals significant gaps between theoretical plans and the actual 
implementation of these programs. Studies by Mathur & Thomas (2021) and Harris (2000) indicate 
that training content often fails to address teachers' real classroom problems, while Yisaemina (2008) 
identifies infrastructure limitations and digital literacy gaps as major obstacles to effective program 
delivery. Further research by Khatoon (2022) and Constable (1987) reveals issues with program 
duration, timing, and accessibility. Mankad (2015) points out the lack of robust assessment methods 
to measure program effectiveness and impact, while studies by Flecknoe (2000) and Smets 
&Struyven (2020) indicate a growing demand for personalized, self-paced professional development 
opportunities that current programs inadequately address.
The literature suggests that while the positive impact of Continuous Professional Development (CPD) 
on teacher effectiveness and student outcomes is well-documented, several areas require immediate 
attention. These problems include developing more flexible and tailored approaches to professional 
development, strengthening evaluation frameworks, improving content relevance and practical 
application, addressing technological infrastructure gaps, and creating more opportunities for self-
directed learning (Singh, 2013; Sánchez-García, 2023). Given this complex landscape where substantial 
governmental initiatives coexist with significant implementation problems, there is a pressing need to 
understand these issues at a local level. 

Aim

This research aimed to identify specific needs, current practices, and problems teachers and 
principals of Vadodara city face in their professional development journey.

Method

The study employed a descriptive survey research design to investigate professional 
development needs, practices, and problems faced by secondary school teachers and principals in 
Vadodara. A simple random sampling technique was used to select participants from English-
medium schools affiliated to Gujarat Secondary Education Board. The final sample consisted of 137 
teachers and 12 principals from grant-in-aid secondary schools.

Material 

The study employed two comprehensive questionnaires designed specifically for secondary 
school teachers and principals to examine their professional development needs, current practices, 
and problems. The teachers' questionnaire consisted of three major sections addressing distinct 
aspects of professional development. The first section, comprising 15 questions in both closed-ended 
and open-ended formats, focused on identifying professional development needs across various 
dimensions, including teaching methodology, ICT integration, classroom management, learner-
related needs, guidance and counseling, inclusive education, interpersonal interactions, self-
management skills, understanding of NEP 2020, and 21st-century skills. The second section 
contained 19 questions examining current professional development practices, exploring aspects 
such as participation frequency, adherence to NEP-2020's 50-hour recommendation, types of 
programs attended, conducting agencies, content alignment with personal needs, resource quality, 
and self-directed professional development activities. The final section investigated eight key 
dimensions of problems faced by teachers, including program timing, remuneration issues, access to 
opportunities, resource availability, quality of resource persons, content relevance, institutional 
support, and follow-up activities.

The principals' questionnaire followed a similar structure but was tailored to address 
leadership-specific aspects of professional development. It consisted of 13 closed-ended and 3 open-
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ended questions in the needs assessment section, covering dimensions such as leadership functions, 
teacher professional development, educational technology integration, inclusive education, school 
culture, financial management, parent and community engagement, and professional networking. 
The current practices section included 16 questions examining participation patterns, types of 
programs attended, and engagement in self-directed activities such as educational journal reading, 
professional writing, and MOOC participation, along with their role in providing in-house teacher 
training. The problems section explored nine dimensions of problems faced by principals, including 
program timing, financial constraints, school operation responsibilities, substitute administrator 
availability, awareness of opportunities, resource availability, resource person expertise, follow-up 
activities, and implementation problems.

Data Analysis

The collected data were analyzed using descriptive statistics, primarily frequency distributions 
and percentage analysis, to understand patterns in professional development needs, practices, and 
problems across both teacher and principal groups. This approach allowed for clear comparison and 
interpretation of responses across different aspects of professional development.

Results

The findings of this study are organized into three main categories: professional development 
needs, current practices, and problems. The analysis presents distinct results for teachers and 
principals. For each category, the results are presented through tables that display the response 
frequencies and percentages, enabling clear comparison and interpretation of the data.

Professional Development Needs

Table 1: Learning Needs Identification

The data in Table 1 reveals that a majority of teachers (54%) and principals (41.67%) identified 
upgrading their knowledge as a key learning need. Improving learner achievement was prioritized by 
51.10% of teachers and 83.33% of principals. Keeping up with changing syllabi and school culture 
was also identified as an important learning need by 26.28% of teachers and 41.67% of principals. 
Teachers primarily relied on feedback from students to identify their learning needs, while principals 
mostly engaged in self-assessment.

Category Teachers  Principals 

 Freq. % Freq. % 

Upgrade Knowledge 74 54.00 5 41.67 

Improve Learner Achievement 70 51.10 10 83.33 

Keep up with Changing 
Syllabus/Culture 

36 26.3 5 41.7 

Connect Teaching 
Subjects/Networking 

26 19.0 1 8.3 
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Table 2: Primary Learning Needs

Table 2 shows that the most pressing learning needs for teachers was learner-related needs 
(46.7%), followed by ICT integration (33.6%). For principals, the primary learning needs were ICT 
integration (75%), leadership functions (50%), and teacher professional development (50%).

Teachers expressed a desire to learn about new student-centric methodologies, digital tools for 
teaching, and creating learner-centered classroom environments. Other areas of interest for teachers 
included teaching methodology (31.4%), guidance and counseling (19%), and understanding the 
NEP-2020 (24.1%). Principals also prioritized financial management (41.7%) and school culture 
(25%) as areas for professional development. Inclusive education was identified as a learning need 
by 12.4% of teachers and 8.3% of principals.

Professional Development Practices

Table 3: Participation and Frequency

 

Area Teachers  Principals 
 Freq. % Freq. % 
Teaching Methodology 43 31.4 - - 
ICT Integration 46 33.6 9 75.0 

Classroom Management 20 14.6 - - 
1Learner-related Needs 64 46.7 - - 

Leadership Functions - - 6 50.0 

Teacher Professional Development 
(For colleagues) 

- - 6 50.0 

Financial Management - - 5 41.7 

School Culture
 

- - 3 25.0 

Guidance and Counseling 26 19.0 - - 

Inclusive Education 17 12.4 1 8.3 

Interpersonal Interactions 12 8.8 - - 

NEP-2020 Understanding 33 24.1 - - 

Aspect Teachers  Principals 

 Freq. % Freq. % 

Participation in the Last 2 Years      

Yes  75 55.1 10 83.3 

No 61 44.9 2 16.7 

Frequency of Participation     

Once a month 4 3.7 1 7.7 
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Table 3 shows that a significant proportion of teachers (55.1%) and the vast majority of 
principals (83.3%) participated in professional development programs within the last two years. 
However, the frequency of participation varies between teachers and principals. The majority of 
teachers (67.3%) engaged in professional development programs only once a year, while an equal 
proportion of principals (46.2%) participated either once every six months or once a year. When 
considering the National Education Policy 2020's recommendation of 50 hours of Continuing 
Professional Development (CPD) for teachers, the data reveals that 74.6% of teachers completed this 
milestone. However, only 36.4% of principals achieved the same target.

Table 4: Program type, Format, and Conducting agency

Twice a month 2 1.9 0 0.0 

Once every two months 4 3.7 0 0.0 

Once every six months 13 12.1 6 46.2 

Once a year 72 67.3 6 46.2 

Completion of 50 hours of CPD     

Yes  97 74.6 7 36.4 

No 33 25.4 4 63.6 

Category Teachers  Principals 

 Freq. % Freq. % 

Program Type      

Workshops 54 43.5 4 33.3 

Webinars 34 27.4 5 41.7 

Seminars 62 50.0 9 75.0 

MOOCs 25 20.2 4 33.3 

Preferred Format     

Online 16 12.5 1 9.1 

Offline 39 30.5 2 18.2 

Hybrid 73 57.0 8 72.7 

Conducting Agency     



DIET 31 24.6 3 25.0 

University 
Department 

18 14.3 0 0.0 

Private Agency 40 31.7 5 41.7 

NCTE/NCERT 53 42.1 9 75.0 
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Table 4 shows that program types, formats, and conducting agencies demonstrated varied 
participation patterns among teachers and principals. Seminars emerged as the most attended 
program type, engaging 50% of teachers and 75% of principals. They were followed by workshops, 
with 43.5% of teachers and 33.3% of principals participating. Webinars showed moderate 
engagement, with 27.4% of teachers and 41.7% of principals participating. MOOCs had the lowest 
participation rates, at 20.2% and 33.3%, respectively. In terms of preferred format, a hybrid approach 
was preferred by 57% of teachers and 72.7% of principals. Traditional offline formats were preferred 
by 30.5% of teachers and 18.2% of principals, while purely online formats were least preferred by 
only 12.5% of teachers and 9.1% of principals.NCTE/NCERT emerged as the primary conducting 
agency, organizing programs for 42.1% of teachers and 75% of principals. Private agencies showed 
significant involvement, in conducting programs for 31.7% of teachers and 41.7% of principals. 
DIET maintained consistent engagement across both groups (approximately 25%), while university 
departments showed limited involvement, conducting programs for 14.3% of teachers and notably, 
no principals.

Table 5: Content and Resource Person Effectiveness

Aspect Teachers  Principals 

 Freq. % Freq. % 

Content Relevance     

Covered all relevant topics 44 35.2 4 33.3 

Some topics were useful 44 35.2 6 50.0 

Limited relevance to needs 28 22.4 3 25.0 

Topics were irrelevant 11 8.8 0 0.0 

Resource Person Efficiency     

Yes  102 79.7 11 91.7 

No 26 20.3 1 8.3 

Practical ICT Sessions     

Yes  68 55.7 11 91.7 

No 54 44.3 1 8.3 
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Table 5 shows that 35.2% of teachers and 33.3% of principals reported that the programs 
covered all relevant topics according to their needs. Some topics were found useful by 35.2% of 
teachers and 50% of principals. Limited relevance to needs was reported by 22.4% of teachers and 
25% of principals, while 8.8% of teachers found the topics irrelevant. No principals reported 
complete irrelevance of topics.

Resource person efficiency was positively rated by 79.7% of teachers and 91.7% of principals, 
while 20.3% of teachers and 8.3% of principals provided negative ratings. Regarding practical ICT 
sessions, 55.7% of teachers and 91.7% of principals reported receiving hands-on technology 
training, whereas 44.3% of teachers and 8.3% of principals indicated an absence of such sessions.

Table 6: Infrastructure and Resources

Table 6 shows that 64.2% of teachers and 77.8% of principals reported having reliable internet 
and comfortable seating facilities during their professional development programs. Occasional 
connectivity issues and inadequate seating were reported by 16.5% of teachers and 11.1% of 
principals, while outdated equipment and inadequate amenities were noted by 13.8% of teachers and 
11.1% of principals. Significant technical issues were reported by 6.4% of teachers, while no 
principals reported such issues.

Regarding resources provided during the programs, presentation slides were most commonly 
provided (58.7% teachers and 50% principals), followed by modules (32.5% teachers and 33.3% 
principals). Handouts were received by 7.1% of teachers and 25% of principals, while booklets were 

Aspect  Teachers Principals 

 Freq. % Freq. % 

Infrastructure Quality      

Reliable internet & comfortable 
seating  70 64.2 7 77.8 

Occasional connectivity & 
inadequate seating

 18
 

16.5
 

1
 

11.1
 

Outdated equipment & inadequate 
amenities

 15
 

13.8
 

1
 

11.1
 

Significant technical issues
 

7
 

6.4
 

0
 

0.0
 

Resources Provided
     

Modules
 

41
 

32.5
 

4
 

33.3
 

Handouts

 

9

 

7.1

 

3

 

25.0

 

Presentation slides

 

74

 

58.7

 

6

 

50.0

 

Booklet

 

19

 

15.1

 

2

 

16.7

 

No resources provided

 

14

 

11.1

 

1

 

8.3
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provided to 15.1% of teachers and 16.7% of principals. No resources were provided to 11.1% of 
teachers and 8.3% of principals.

Table 7: Post-Program Support and Implementation

Table 7 shows that 44.9% of teachers and 50% of principals received learning materials after 
their professional development programs, while 55.1% of teachers and 50% of principals did not 
receive any materials. Among those who received materials, 59.1% of teachers received them in 
physical format, compared to 22.2% of principals. Digital materials were provided to 21.2% of 
teachers and 33.3% of principals, while 21.2% of teachers and 44.4% of principals received 
materials in both formats. Regarding follow-up support, 65.4% of teachers and 50% of principals 
reported receiving follow-up, while 34.6% of teachers and 50% of principals indicated no follow-up 
support. In terms of implementing the learning from these programs, 16.1% of teachers and 50% of 
principals reported frequent implementation, while 64.4% of teachers and 50% of principals 
implemented the learning sometimes. Notably, 18.6% of teachers reported never implementing the 
learning, while no principals fell into this category.

Aspect Teachers  Principals 

 Freq. % Freq. % 

Learning Material Received     

Yes  57 44.9 6 50.0 

No 70 55.1 6 50.0 

Format of Learning Material     

Physical 39 59.1 2 22.2 

Digital 14 21.2 3 33.3 

Both 14 21.2 4 44.4 

Follow-up Received     

Yes  44 65.4 6 50.0 

No 83 34.6 6 50.0 

Implementation of Learning     

Frequently 19 16.1 6 50.0 

Sometimes 76 64.4 6 50.0 

Never 22 18.6 0 0.0 
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Table 8: Self-Directed Professional Development

Table 8 shows that reading educational journals was the most common self-directed professional 
development activity, reported by 54.3% of teachers and 63.6% of principals. This was followed by 
participation in Community of Learning activities (31% teachers and 36.4% principals). MOOCs were 
undertaken by 24.1% of teachers and 9.1% of principals, while professional writing was the least 
common activity, with only 4.3% of teachers and 9.1% of principals engaging in it. Regarding the 
frequency of engagement in self-directed professional development, 41.7% of teachers and 20% of 
principals engaged once a year, while 33.3% of teachers and 50% of principals participated monthly. 
Engagement every six months was reported by 17.5% of teachers and 20% of principals, while weekly 
engagement was lowest with 5.8% of teachers and 10% of principals.

Professional Development problems

Professional development problems revealed distinct patterns between teachers and principals. 
Teachers predominantly faced timing conflicts (51.8%) as their primary problem, while principals 
reported financial constraints (58.3%) as their major concern. Resource limitations and follow-up 
problems were more significant for principals (50% each) compared to teachers (27.7% and 26.3% 
respectively). Access to opportunities posed similar problems for both groups (20.4% of teachers and 
25% of principals). Notably, institution support was a unique problem for teachers (15.3%), while 
operational responsibilities were specific to principals (41.7%), highlighting the distinct nature of 
their roles and associated professional development problems.

Discussion

The tendency in policy and reform programs in India is to take a "deficit perspective" of 
teachers in the design and conduct of most in-service teacher professional development (Sayed & 

Aspect Teachers  Principals 

 Freq. % Freq. % 

Type of Activities      

Reading educational journals 63 54.3 7 63.6 

Community of Learning 36 31.0 4 36.4 

Professional writing 5 4.3 1 9.1 

MOOCs 28 24.1 1 9.1 

Frequency of Engagement     

Once a week 7 5.8 1 10.0 

Once a month 40 33.3 5 50.0 

Once every six months 21 17.5 2 20.0 

Once a year 50 41.7 2 20.0 
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Sarangapani, 2021; Singh, 2013). This deficit approach presumes that teachers lack essential 
competencies that need to be remediated through standardized interventions, rather than 
acknowledging their existing strengths and contextual expertise. Such perspective often results in 
top-down professional development models that fail to recognize teachers as active agents in their 
own growth, positioning them instead as passive recipients of predetermined knowledge and skills. 
This approach manifests in centralized training programs designed to "fix" perceived inadequacies 
rather than build upon teachers' professional judgment and classroom experience. The present study's 
findings reflect the consequences of this deficit perspective and highlight several critical areas 
requiring attention. Regarding participation and content relevance, the study revealed significant 
engagement rates (55.1% of teachers, 83.3% of principals) across various formats, including 
seminars, workshops, webinars, and MOOCs. However, only one-third of participants found that 
program content covered all relevant topics. This content misalignment aligns with Balakrishnan's 
(2009) research, which identified similar disconnects between training content and actual classroom 
needs. This gap likely stems from needs not being identified before program implementation and 
from compulsory participation requirements that prioritize attendance over relevance. When teachers 
are mandated to attend programs regardless of their applicability to their specific contexts, 
engagement becomes perfunctory rather than transformative. The diverse range of professional 
development needs identified among Vadodara's teachers corresponds with studies by Constable 
(1987), Mathur & Thomas (2021), Harris (2000), and Yisaemina (2008), which highlighted systemic 
gaps in meeting educators' learning needs. Teachers in the present study expressed strong needs in 
ICT skills (33.6%), learner-centered methodologies, and inclusive practices. The emphasis on ICT 
skills likely reflects teachers' challenging experiences during the pandemic, where many struggled 
with implementing online learning effectively. This pandemic-driven realization of technological 
inadequacy has been compounded by the rising prominence of AI in education, creating urgency for 
teachers to upgrade their technological capabilities. Without appropriate support in developing these 
skills, the digital divide between teachers and students widens, potentially undermining instructional 
effectiveness. The preference for learner-centered methodologies observed in this study aligns with 
the global shifting paradigm from teacher-centered to learner-centered classrooms. This shift 
represents a fundamental reconceptualization of teaching that emphasizes context and need-based 
learning tailored to each student. Similarly, the demand for training in inclusive practices reflects an 
evolving understanding of inclusivity that encompasses not just abilities, but also different learning 
levels, interests, and individual potential of each learner. These needs signal teachers' awareness of 
contemporary educational approaches but highlight the lack of appropriate professional development 
to help them implement these approaches effectively. The delivery format preferences revealed in 
this study demonstrate an interesting trend, with a majority favoring hybrid learning approaches 
(57% of teachers and 72.7% of principals). This preference aligns with innovative practices 
advocated by Beatty (2000) and Groves et al. (2022), who emphasize reflective, collaborative, and 
context-specific approaches to professional development. The popularity of hybrid formats likely 
stems from their ability to combine the convenience and flexibility of online learning with the 
interactive benefits and relationship-building aspects of face-to-face sessions. This finding suggests 
that educators value both accessibility and community in their professional learning experiences, 
challenging the traditional one-size-fits-all workshop model. Significant gaps exist in practical skill 
development, particularly concerning 21st-century competencies emphasized by NEP 2020. The 
striking disparity in practical ICT training between teachers (55.7%) and principals (91.7%) reflects 
Harris's (2000) findings regarding systemic gaps in skill development across different educational 
roles. This disparity suggests that leadership may be prioritized in technology training, potentially 
creating a disconnect between administrators' expectations and teachers' capabilities. The 
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implementation problems identified in this study—including timing constraints (51.8% of teachers), 
resource limitations, and financial barriers (58.3% of principals)—echo research by Flecknoe (2000), 
Patel (2007), and Singh (2013). These structural barriers reveal that even well-designed professional 
development initiatives can fail when the practical realities of school contexts are not adequately 
considered.
The findings suggest that while India has implemented numerous professional development initiatives, 
the deficit perspective underpinning many of these programs limits their effectiveness. Moving beyond 
this perspective would require recognizing teachers as knowledgeable professionals with valid insights 
into their learning needs, designing differentiated programs that build on existing strengths, and 
addressing structural barriers that inhibit meaningful engagement with professional learning 
opportunities.

Implications 

The study's key implications emphasize the critical need for a multifaceted approach to 
professional development in education. For teachers, the findings highlight the importance of 
transitioning towards self-directed learning and enhancing ICT integration skills, suggesting a need 
for proactive engagement in diverse learning opportunities beyond traditional workshops. Principals 
emerge as crucial facilitators who can foster a culture of continuous learning by establishing 
professional learning communities (PLCs), conducting needs assessments, and serving as resource 
persons while empowering teachers to take on leadership roles. For policymakers, particularly the 
Gujarat Education Department and university departments, the implications underscore the necessity 
of developing flexible, well-resourced professional development programs that accommodate 
educators' schedules and needs. The study advocates for establishing mechanisms to collect data on 
educator needs, creating partnerships between schools and higher education institutions, and 
ensuring programs are adequately resourced with technology, materials, and expert facilitators, all 
aimed at fostering a comprehensive system that enhances educator development and improves 
student outcomes.

Conclusion

The study of professional development experiences in Vadodara's secondary schools reveals a 
significant gap between aspirational goals and current implementation. While NEP-2020 
recommends a minimum of 50 hours of Continuous Professional Development annually, the findings 
indicate that actual participation falls considerably short of this benchmark. The research identified 
distinct developmental needs: teachers prioritizing ICT integration, student-centered pedagogies, and 
diverse learner support, while principals emphasizing leadership functions and school culture 
development. This differentiation in needs highlights the importance of tailored professional 
development approaches for different educational stakeholders. Current practices demonstrate 
limited alignment with 21st-century educational demands. Although traditional workshops and 
seminars remain prevalent, the integration of modern approaches like digital learning platforms and 
self-directed professional development opportunities is inadequate. This misalignment is particularly 
concerning given the rapidly evolving educational landscape where technological integration and 
innovative pedagogies are crucial for student success. The partial relevance of program content to 
actual classroom needs further compounds this problem.The study's findings underscore the critical 
role of systematic professional development in fostering a dynamic school culture that supports 
contemporary learning needs. However, significant barriers, including scheduling conflicts, resource 
constraints, and limited follow-up support, hinder the effective implementation of professional 
development initiatives. These problems are particularly pronounced in the context of NEP-2020's 
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ambitious vision for teacher development.To bridge this implementation gap, a strategic realignment 
of professional development programs is essential. This includes addressing logistical barriers, 
developing targeted content aligned with specific educator needs, and establishing robust support 
systems for continuous learning. Such reforms are crucial not only for meeting NEP-2020's 
quantitative targets but also for creating a sustainable professional development ecosystem that 
effectively supports educators in meeting the evolving demands of 21st-century education.
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Abstract

This study explores the perceptions of students at Banaras Hindu University regarding Open 
Book Examinations (OBEs) during the COVID-19 pandemic. As educational institutions 
worldwide adapt to new assessment formats, understanding student experiences is critical for 
shaping future evaluation methods. A descriptive survey method was used to assess the 
perceptions of 328 students selected through stratified random sampling. Data were gathered 
using a 30-item structured questionnaire and analyzed through descriptive statistics and 
thematic analysis. The focus was on general perceptions, stress levels, the quality and 
transparency of assessments, reflective learning, and overall satisfaction with OBEs. The 
findings reveal that 70.73% of respondents found OBEs easy and student-friendly, while 20.33% 
encountered significant technical issues, underscoring the need for improved infrastructure. 
Notably, 59.38% perceived OBEs as stress-free; however, time constraints and technical 
challenges contributed to stress for 30.63%. Regarding assessment quality, 61.25% believed that 
OBEs compromised transparency, raising concerns about academic integrity. Conversely, 
56.88% agreed that OBEs effectively gauge understanding, indicating the potential for reflective 
learning. Additionally, 51.88% felt that exam questions overly relied on textbook knowledge, 
highlighting the need for varied question formats. In terms of exam duration, while 55% felt the 
time was sufficient, 30% disagreed, reflecting time management challenges. Technical anxiety 
was reported by 51.88% before OBEs, emphasizing the importance of adequate technical 
support. The study's implications align with India's National Education Policy (NEP) 2020, 
which advocates for innovative and inclusive assessment methods. As educational institutions 
navigate the post-pandemic landscape, OBEs could play a pivotal role in fostering a more 
equitable and effective evaluation framework. This research contributes to the ongoing 
discourse surrounding assessment reform in India, providing insights for educators and 
policymakers.

Keywords: Open Book Examinations, Students' Perceptions, COVID-19, Banaras Hindu 
University, Educational Assessment, National Education Policy 2020, Reflective Learning.

The COVID-19 pandemic led to a swift transition to "emergency remote teaching" (Hodges et al., 
2020), which in turn necessitated what could be described as "emergency remote assessment." Due to 
physical distancing measures, many conventional summative assessments, particularly in-person 
proctored exams, became unfeasible. While some educators abandoned the use of summative exams 
altogether, a significant number transitioned to conducting these assessments online during the 
pandemic (Selwyn et al., 2023). In certain settings, this shift towards online examinations appears to be a 
lasting change.

Examinations have been used in education for almost 2,000 years (O'Sullivan and Cheng, 2022). 
Although many have argued against their use, particularly within the "assessment for learning" 
framework, exams are criticized for encouraging poor study habits and negatively affecting students 
beyond the immediate testing experience (Sambell et al., 1997). Nevertheless, exams continue to be 
widely used for various reasons. Higher education often prefers traditional methods over newer ones 
(Carless, 2009), and exams represent one of the oldest forms of assessment. They are also commonly 
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believed to reduce cheating, though this perception may be exaggerated (Harper et al., 2021). 
Additionally, practical considerations like reduced feedback workload contribute to the continued use of 
exams (Bearman et al., 2017; Scoles et al., 2013). Despite ongoing debates, exams appear to remain a 
fundamental part of educational assessment.

Background of the Study

The COVID-19 pandemic has been a pivotal moment for educational systems globally, forcing 
institutions to adapt to unprecedented challenges rapidly. As face-to-face learning and traditional 
examination systems became untenable due to social distancing measures and lockdowns, 
universities were compelled to embrace digital education and alternative evaluation methods. Among 
these, the Open Book Examination (OBE) emerged as a popular assessment strategy. OBEs allow 
students to consult their course materials while answering exam questions, shifting the focus from 
rote memorization to the application of knowledge and problem-solving skills. This system, although 
not new, was thrust into the spotlight as a feasible solution during the pandemic, with many higher 
education institutions worldwide, including those in India, adopting it as a stopgap or even 
permanent measure (McAllister & Dunn, 2020; Gupta & Singh, 2021).

The rationale behind OBEs is grounded in the belief that they promote higher-order thinking, 
encourage students to develop a more profound understanding of the subject, and potentially reduce 
exam-related anxiety by allowing access to reference materials (Fitzgerald et al., 2021). Unlike 
traditional closed-book exams, OBEs align with the pedagogical goal of fostering critical thinking 
and reflective learning. Studies have suggested that this format can lead to more meaningful 
engagement with learning content, as students are encouraged to apply, analyze, and synthesize 
information rather than merely recall facts (Sridharan et al., 2022).

However, despite its theoretical benefits, the OBE system has not been without criticism. 
Concerns have been raised about the potential for academic dishonesty, as students may misuse their 
access to materials or collaborate with peers during the examination process (Deverell et al., 2022). 
Additionally, the lack of standardized guidelines and inconsistent implementation across institutions 
has led to questions regarding the reliability and fairness of OBEs. Some scholars argue that the 
format may disadvantage certain groups of students, particularly those who need reliable access to 
technology or a conducive study environment at home (Sharma & Aggarwal, 2021). Furthermore, 
the nature of OBE questions, often perceived as being too reliant on factual recall from textbooks 
rather than promoting genuine critical inquiry, has been another point of contention (Kumar & 
Ghosh, 2021).

The adoption of OBE in Indian higher education, particularly at prominent institutions like 
Banaras Hindu University (BHU), has sparked significant debate. As one of India's leading 
universities, BHU's decision to implement OBE during the pandemic represented a major shift in its 
traditional assessment practices. With the Indian government's push for educational reforms through 
the National Education Policy (NEP) 2020, which advocates for holistic and multidisciplinary 
education, the integration of OBEs could align with the broader goals of fostering critical thinking 
and reducing the emphasis on rote learning (Ministry of Education,2020). Nevertheless, the practical 
realities of such implementation, especially in the context of large public universities like BHU, 
demand careful examination.

This research investigates student perceptions of the OBE system at Banaras Hindu University. 
The study explores key dimensions such as student satisfaction, perceived ease of use, stress levels, 
and concerns regarding academic integrity. Furthermore, it seeks to identify the challenges faced by 
students, including technical difficulties and their overall experiences with the OBE format. By 
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analyzing these perceptions, the research aims to highlight the strengths and weaknesses of the OBE 
system and suggest potential areas for improvement. Given the ongoing relevance of alternative 
assessment methods in the post-pandemic educational landscape, particularly under the NEP 2020 
framework, this study contributes to the broader discourse on how best to structure and implement 
evaluations in higher education to benefit students (Das et al., 2022).

Literature Review

The literature on Open Book Examinations (OBEs) reveals a complex interplay of benefits and 
challenges, especially when implemented on a large scale during the COVID-19 pandemic. As noted 
by Bengtsson (2019), OBEs aim to shift the focus from rote memorization to the development of 
higher-order cognitive skills such as critical thinking, problem-solving, and analysis. However, 
Miller (2020) highlights that the success of OBEs depends heavily on the design of the exam 
questions. If they are not structured to challenge students' analytical skills, OBEs may fail to 
promote deeper learning.

Studies on student perceptions, such as Fitzgerald et al. (2021), show that many students 
appreciated OBEs for reducing exam pressure, while Gupta and Singh (2021) found concerns related 
to time management and technical issues, especially for students from disadvantaged backgrounds. 
In India, Sridharan et al. (2022) argue that OBEs could reduce rote learning and align well with the 
objectives of India's National Education Policy (NEP) 2020, which emphasizes critical thinking and 
holistic education. However, they caution that poorly designed OBEs may not fully achieve these 
goals.

The challenges of OBEs include risks to academic integrity (Deverell et al., 2022) and 
technical infrastructure (Kumar & Ghosh, 2021), where inadequate resources and connectivity issues 
disproportionately affect economically disadvantaged students. McAllister and Dunn (2020) stress 
that poorly constructed questions can result in superficial learning.

OBE's Influence on Higher Education in the Post-Pandemic Landscape

The post-pandemic relevance of Open Book Examinations (OBEs) in higher education remains 
a key topic of discussion. Sharma and Aggarwal (2021) propose that OBEs be integrated into a 
hybrid assessment model, combining both open- and closed-book exams depending on course 
objectives. This approach aligns with the goals of India's National Education Policy (NEP) 2020, 
which advocates for more flexible and competency-based assessments focusing on higher-order 
skills. However, for OBEs to be fully effective, Sharma and Aggarwal emphasize the need for 
improvements in question design, faculty training, and technical infrastructure. Das et al. (2022) 
further highlight the necessity of training both faculty and students to navigate OBEs effectively. 
They suggest that well-constructed questions, mock tests, and orientation sessions could help reduce 
technical anxiety and enhance student performance.

In the Indian context, the NEP 2020 promotes a shift from exam-centric approaches to 
assessments that evaluate the application of knowledge rather than rote memorization (Ministry of 
Education, 2020). OBEs align with these goals, and Singh and Gopalakrishnan (2020) argue that 
OBEs could foster a more inquiry-based learning environment. However, they caution that systemic 
challenges, such as digital literacy, internet accessibility, and teacher preparedness, must be 
addressed to prevent exacerbating existing inequalities.

In conclusion, the literature presents a mixed but evolving understanding of OBEs. While they 
hold potential for fostering critical thinking and aligning with educational reforms like NEP 2020, 
challenges such as ensuring academic integrity, designing effective questions, and addressing the 
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digital divide persist. The research on student perceptions at Banaras HinduUniversity provides a 
microcosmic view of these broader debates, offering insights into the future role of OBEs in 
promoting a more equitable and effective assessment framework in India.

Need and Significance of the Study

The COVID-19 pandemic has fundamentally altered educational landscapes worldwide, 
necessitating the adoption of alternative assessment methods like Open Book Examinations (OBE). 
While the immediate urgency of the pandemic has diminished, the implications of these changes 
persist, making it crucial to evaluate the effectiveness and appropriateness of OBE in the current 
educational context.

• Evolving Educational Paradigms: The transition to OBE during the pandemic has prompted 
a revaluation of traditional assessment methods. As institutions seek to adopt practices that 
foster critical thinking and reflective learning, understanding student perceptions of OBE is 
vital for shaping future evaluation strategies (Fitzgerald et al., 2021).

• Long-term Educational Reform: The National Education Policy (NEP) 2020 emphasizes the 
need for a holistic and student-centric approach to education. It advocates for assessment 
methods that enhance learning outcomes, promote critical thinking, and prepare students for 
real-world challenges (Ministry of Education, 2020). Conducting this study aligns with NEP 
2020's goals by providing insights into how OBE can be optimized to meet the evolving 
educational needs of students.

• Post-Pandemic Assessment Landscape: Although the pandemic has passed, the shift toward 
digital learning and assessment remains significant. Institutions are tasked with reconciling 
traditional methods with innovative approaches. By examining student responses to OBE, this 
study can inform policies that balance these methodologies effectively, ensuring that 
assessments are fair, relevant, and conducive to meaningful learning experiences.

• Addressing Challenges of OBE: This study highlights ongoing concerns regarding OBE, 
including technical challenges, academic integrity, and perceptions of learning quality. By 
identifying these issues, the research can inform strategies to enhance the implementation of 
OBE, ultimately leading to a more robust and effective evaluation process.

• Facilitating Institutional Support and Training: NEP 2020 stresses the importance of 
continuous professional development for educators and support structures for students. 
Understanding student perceptions of OBE can guide institutions in designing better support 
systems and training programs for both faculty and students, fostering an environment that 
enhances educational quality.

Significance of the Study

• Informing Policy and Practice: The findings from this study can provide valuable insights for 
educational policymakers and practitioners as they navigate the complexities of assessment in 
higher education. This relevance is underscored by the NEP 2020 call for a more integrated 
and flexible approach to evaluation.

• Enhancing Student Engagement: By exploring the student experience with OBE, the study 
can contribute to developing more engaging and effective assessment methods that align with 
students' learning needs and preferences. This focus is crucial for improving educational 
outcomes in the context of NEP 2020's vision for learner-centric education.

• Contributing to Academic Discourse: As educational institutions continue to adapt to post-
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pandemic realities, this research adds to the ongoing discourse around innovative assessment 
practices. It provides empirical data that can serve as a reference for future studies and 
initiatives aimed at improving educational practices in India and beyond.

Research Question

How do students at Banaras Hindu University (BHU) perceive the effectiveness of the Open 
Book Examination (OBE) system?

Objectives

1. To study the BHU students' perceptions towards the OBE system.

2. To identify the major challenges faced by students during the Open Book Examination.

Assumptions

This study is based on several core assumptions. First, it assumes that students have a basic 
understanding of the Open Book Examination (OBE) system and its goal of encouraging higher-
order thinking rather than mere memorization. It also presumes that technical difficulties, such as 
unreliable internet access, are common, particularly among economically disadvantaged students. 
Additionally, the study assumes that socio-economic factors shape students' perceptions of the OBE 
system. Lastly, it is expected that concerns about academic integrity, including issues of cheating and 
plagiarism, are prevalent in the context of OBE.

Methodology

This study utilized a descriptive survey method to investigate students' perceptions of the Open 
Book Examination (OBE) system at Banaras Hindu University (BHU). A total of 328 students were 
selected as the sample through stratified random sampling. Data collection was conducted using a 
Likert scale instrument, named the Open Book Exam Perception Scale (OBEPS). The OBEPS 
consists of 15 items, rated on three anchors (Agree, Disagree, Undecided), designed to assess student 
perceptions across various dimensions of OBE, including general perceptions of OBE, stress levels, 
quality and transparency, reflective learning, and technical challenges. In addition, three open-ended 
questions were included to identify the major challenges faced by students during the Open Book 
Examination. Data were gathered through Google Forms and analyzed using descriptive statistics to 
determine trends in student responses. A thematic analysis was performed on the responses to the 
open-ended questions, allowing for the extraction of qualitative insights into student experiences and 
suggestions for improving the OBE system.

Findings and Result of The Study

Objective 1:

The findings from Objective 1 indicate that a majority of respondents (70.73%) perceived the 
Open Book Examination (OBE) format as easy and student-friendly, particularly during the 
pandemic. However, 20.33% of students reported significant technical difficulties, such as website 
crashes and submission issues, highlighting the need for improved infrastructure to support the OBE 
system. While 59.38% of students found OBE to be a stress-free method of assessment, 30.63% 
disagreed, frequently citing time constraints and technical challenges as stress-inducing factors. A 
neutral group of 10% reported mixed feelings regarding the stress associated with OBE.

Regarding the quality and transparency of assessments, 61.25% of students expressed concerns 
that OBE reduces the overall quality and transparency, with issues related to cheating and evaluation 
standards being particularly prominent. On the other hand, 28.75% of respondents disagreed, 
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acknowledging the potential benefits of the format. When it comes to reflective learning, 56.88% of 
students agreed that OBE effectively evaluates their conceptual understanding. Conversely, 35.63% 
felt that the examination format lacked higher-order thinking questions, pointing to the need for 
questions that encourage deeper critical engagement with the material.

Concerning the nature of exam questions, 51.88% of respondents felt that the OBE relied too 
heavily on textbook knowledge, suggesting a need for more varied question formats to promote 
deeper learning. In terms of time management, 55% of students felt the time allocated for OBE was 
sufficient, while 30% disagreed, reflecting the challenges some students faced in managing the exam 
duration. Additionally, 51.88% of respondents reported experiencing technical anxiety before the 
examination, underscoring the importance of providing better technical support and preparation for 
future assessments.

The findings also reveal that 51.88% of students disagreed that OBE fosters greater 
attentiveness, suggesting potential areas for enhancing student engagement during assessments. 
Faculty support was perceived positively by 40% of students, while 33.13% expressed 
dissatisfaction, indicating varying levels of engagement from the faculty. A notable 72.5% of 
students found mock tests to help prepare for OBE, emphasizing their role in familiarizing students 
with the exam format. Despite these advantages, 60% of students expressed overall dissatisfaction 
with the OBE system, pointing to areas requiring improvement, particularly in exam structure and 
technical support.

Category Findings Percentage 

General 
Perception 

Found OBE to be easy and Student friendly 70.73% 

 Reported significant technical issues 20.33% 

Stress Levels Viewed OBE as a stress-free examination method 59.38% 

 Disagreed due to time constraints and technical 
challenges 

30.63% 

 Expressed mixed feelings about exam stress 10% 

Quality and 
Transparency 

Believed OBE diminishes the quality and transparency of 
assessments 

61.25% 

 Disagreed and saw potential benefits in the format 28.75% 

Reflective 
Learning 

Agreed that OBE effectively assesses understanding of 
concepts 

56.88% 

 Disagreed, indicating a need for higher-order thinking 
questions 

35.63% 

Question 
Content 

Felt OBE Questions relied too heavily on textbook 
knowledge 

51.88% 



Examination 
Duration 

Felt the time allotted was sufficient 55% 

 Disagreed, reflecting challenges in time management 30% 

Technical 
Anxiety 

Reported technical anxiety before OBE 51.88% 

Attention 
Levels 

Disagreed that OBE fosters greater attentiveness 51.88% 

 Felt adequately supported by faculty 40% 

 Expressed dissatisfaction with faculty support 33.13% 

Mock Tests Found mock tests helpful in preparing for OBE 72.5% 

 Expressed dissatisfaction with OBE Overall 60% 
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Objective 2:

For Objective 2, the researchers employed thematic analysis, which yielded several key 
suggestions from students regarding the Open Book Examination (OBE) system. Students identified 
multiple recurring themes in their feedback, offering valuable insights into potential improvements 
for the OBE format.

Challenges of Open Book Examination (OBE)

1. Readily Accessible Answers

A significant challenge is that OBE may become ineffective if exam questions are designed in 
such a way that answers can be easily extracted directly from textbooks or reference materials. This 
undermines the intended focus on critical thinking and the application of knowledge.

2. Misconceptions about Exam Difficulty

Students may develop a false perception that open-book exams are inherently easier, leading to 
insufficient preparation. This misconception can result in poor performance, as students rely too 
heavily on the availability of reference materials during the test.

3. Reduced Study Effort

There is a risk that students may reduce their study efforts, assuming they can simply copy 
answers from the materials provided during the exam. This not only diminishes their engagement 
with the subject matter but also affects the overall learning process.

4. Teacher Training and Preparation

Higher Education Institutions (HEIs) face significant challenges in orienting, training, and 
preparing teachers for the effective administration of Open Book Examinations. Ensuring that 
faculty are well-equipped to conduct OBEs requires comprehensive training and adaptation to this 
assessment format.

5. Complexity in Designing Assessments

Crafting question papers for OBEs poses difficulties, as it demands the development of 
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questions that not only test students' factual recall but also assess higher-order skills such as 
inference, application of knowledge, comprehension, and critical thinking. This process can be time-
consuming and requires careful consideration.

6. Mindset Shift

Implementing effective OBEs necessitates a shift in the mindset of educators, moving away 
from traditional examination formats to one that fosters deeper engagement with content. Adapting 
to this change can be challenging, particularly in aligning teaching practices with the goals of open-
book assessments.

7. Inequitable Access to Resources

A significant challenge in the implementation of OBEs is the socio-economic disparity 
between rural and urban students. Unequal access to the internet, reference books, and other learning 
materials can create an inequitable assessment environment. High-cost textbooks and limited 
availability of resources particularly disadvantage students from lower socio-economic backgrounds, 
compromising the fairness of the examination.

8. Resource-Intensive Infrastructure Requirements

Conducting an effective open-book examination requires adequate physical infrastructure, 
including spacious examination halls that allow students to comfortably organize and access their 
materials. Additionally, the availability of space for students to consult with instructors during the 
exam, though rare, may be required, further increasing the logistical demands.

9. Demographic Sensitivity

The demographic characteristics of students, including their socio-economic backgrounds, 
must be considered with empathy to ensure that the OBE format does not exacerbate existing 
inequalities. A one-size-fits-all approach may not be suitable for diverse student populations, 
requiring careful adaptation to address these challenges.

10. Curriculum Design and Course Suitability

Implementing an Open Book Examination requires extensive planning, beginning with the 
design and development of the curriculum. The challenge lies in ensuring that the curriculum is well-
suited to the OBE format, aligning with the nature and objectives of the courses being taught. 
Adapting courses to emphasize higher-order thinking over simple knowledge recall presents a key 
difficulty.

11. Logistical and Infrastructure Demands

The logistical complexities of administering OBEs, such as re-arranging examination halls and 
seating arrangements, pose significant challenges. Providing adequate space and a conducive 
environment for students to access and organize their reference materials during the exam is 
essential, but difficult to achieve on a large scale.

12. Overcoming Institutional and Cultural Biases

The successful implementation of OBEs depends on the willingness of administrators, 
teachers, and students to shift away from traditional exam formats and overcome entrenched biases. 
This requires unlearning outdated practices and embracing the OBE's potential to develop higher-
order thinking skills rather than focusing solely on knowledge recall. Collaboration and 
understanding among all stakeholders are critical to mitigating these challenges and realizing the 
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true benefits of the OBE format.

13. Over-Reliance on Materials

Open-book exams pose challenges such as students' over-reliance on reference materials, 
which can hinder the development of independent problem-solving skills and lead to shallow 
learning. The abundance of resources may overwhelm students, causing confusion and reducing 
comprehension. Additionally, open-book exams may not be suitable for disciplines that require 
memorization and recall, with closed-book formats being better suited for assessing critical thinking. 
Insufficient preparation and guidance can also result in students merely copying content, 
undermining the effectiveness of the exam.

14. Time Management

Effective time management is a significant challenge in open-book examinations, as students 
must navigate reference materials while answering questions. Excessive time spent searching for 
information can impede problem-solving and hinder the timely completion of the exam. This 
requires careful preparation to anticipate questions and organize resources, but it may lead to 
information overload and difficulty in filtering relevant details. Such challenges can affect critical 
thinking and ultimately prevent students from completing all tasks within the allotted time, 
highlighting the need for strategies to enhance resource utilization during open-book assessments.

15. Complexity

Open-book examinations pose challenges related to academic integrity, as accessible resources 
may tempt students to engage in dishonest practices, complicating monitoring efforts. Designing 
effective questions that assess understanding and problem-solving skills while discouraging simple 
look-ups is essential for fairness. Additionally, the traditional motivation to study may diminish, 
leading to decreased preparation. In regions with a shortage of quality instructors, implementing 
innovative pedagogical methods can exacerbate learning disparities and encourage dishonesty. 
Grading open-book exams requires careful question formulation to reduce anxiety, and strong 
writing skills are necessary for students to articulate knowledge effectively, making equitable access 
to resources crucial.

16. Technical Challenges 

Technical difficulties, such as website crashes and submission issues, were common 
complaints among respondents. These challenges adversely impacted student performance and 
heightened anxiety, suggesting the necessity for robust technical support systems (Baker et al., 
2020).

17. Psychological Impact 

The OBE system heightened anxiety among students, indicating a need for more comprehensive 

support structures. Institutions should consider implementing mental health resources and counselling 

services to help students navigate the pressures of new assessment formats (Fitzgerald et al., 2021).

18. Desire for Traditional Methods 

A significant number of students expressed a preference for traditional examination formats, 
citing reliability and reduced opportunities for academic dishonesty. This finding underscores the 
importance of maintaining a diverse array of assessment methods to accommodate varying student 
preferences (Baker et al., 2020).
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Discussion

The findings of this study highlight both the advantages and challenges of the Open Book 
Examination (OBE) system as perceived by students, particularly in the context of the COVID-19 
pandemic. While a significant majority of respondents (70.73%) found OBE to be easy and student-
friendly, its implementation was marred by technical difficulties, as noted by 20.33% of students, 
reflecting the need for better infrastructure to support such assessments. The mixed feelings 
surrounding OBE's impact on stress levels also emphasize the system's dual nature: although 59.38% 
viewed it as stress-free, time constraints and technical challenges led to anxiety for 30.63%. 
Moreover, concerns about the quality and transparency of assessments were prevalent, with 61.25% 
of students feeling that OBE reduced assessment integrity, particularly due to cheating and 
inconsistent evaluation standards. This perception is compounded by the fact that over half of the 
respondents felt that OBE questions relied too heavily on textbook knowledge, suggesting a lack of 
higher-order thinking questions that promote critical engagement with the material.

Reflective learning was another area of concern. While 56.88% of students felt that OBE 
effectively evaluated their conceptual understanding, a substantial number (35.63%) believed the 
format fell short in promoting deeper critical thinking. Time management also emerged as a key 
issue, with 30% of students struggling to manage the time allocated for OBE, exacerbated by the 
need to navigate reference materials during the exam. Furthermore, technical anxiety was reported 
by 51.88% of students, underscoring the emotional and psychological challenges posed by this exam 
format. Faculty support played a crucial role, though opinions varied; 40% of students were satisfied 
with faculty assistance, while 33.13% expressed dissatisfaction, suggesting inconsistent levels of 
engagement.

The challenges identified through thematic analysis reinforced these findings, particularly in 
terms of readily accessible answers, which diminished the intended focus on critical thinking. 
Misconceptions about the ease of open-book exams led some students to underprepare, resulting in 
poor performance. There were also concerns that OBE encourages reduced study effort, as students 
might overly rely on materials during the exam. Additionally, the complexity of designing OBE 
assessments that evaluate higher-order thinking skills presents a challenge for educators. Socio-
economic disparities, particularly between rural and urban students, further complicated the fairness 
of the OBE format. Technical challenges, logistical demands, and issues related to infrastructure 
added to these concerns, while psychological impacts such as heightened anxiety were frequently 
mentioned.

Overall, while the OBE format provided flexibility and a certain degree of relief for students 
during the pandemic, it also introduced significant challenges that impacted both academic 
performance and well-being. The findings suggest a need for institutions to invest in stronger 
technical infrastructure, improve faculty training, design more effective assessment questions, and 
provide greater support to students, both academically and emotionally. Without these 
improvements, the overall dissatisfaction with OBE, expressed by 60% of respondents, will likely 
persist, limiting the effectiveness of the system as a modern assessment method.

Conclusion

This study provides a nuanced understanding of the Open Book Examination (OBE) system at 
Banaras Hindu University (BHU), recognizing its adaptability during the pandemic while 
acknowledging significant challenges in its effectiveness as a learning and assessment tool. A 
majority of students appreciated the flexibility and reflective learning opportunities offered by 
OBEs, but substantial concerns emerged, including technical issues, question design, and the risk of 
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superficial learning. These findings align with the educational reforms outlined in India's National 
Education Policy (NEP) 2020, which advocate for assessments that prioritize critical thinking and 
the application of knowledge over rote memorization. However, challenges related to infrastructure, 
faculty training, and equitable access to resources must be addressed to fully harness the potential of 
OBEs.

The research also highlights the need for improvements in assessment formats, faculty 
engagement, and technical support. While OBEs offer an opportunity to enhance learning outcomes 
and prepare students for real-world challenges, issues such as time management, academic integrity, 
and the possibility of superficial learning remain concerns. Educational institutions should adopt a 
balanced approach, aligning OBE implementation with their educational philosophy, objectives, and 
core values. Thoughtful design and execution of OBEs can deepen learning, reduce stress, and foster 
critical thinking, but must also include explicit guidelines for resource use to prevent cheating and 
mismanagement of time.

Overall, OBEs hold great promise for higher education in fostering essential skills like critical 
thinking and creative application. While not always suitable for primary education, open-book 
exams can contribute to a reformed education system better equipped to prepare students for 
academic and professional success. This research underscores the importance of ongoing dialogue 
and development in assessment practices, particularly as institutions work towards the goals set by 
NEP 2020 and adapt to the evolving realities of learning and evaluation.

Educational Implications

The present study on student perceptions of Open Book Examinations (OBE) at Banaras Hindu 
University (BHU) has significant educational implications, particularly in light of the identified 
research objectives and questions. Firstly, by revealing students' preferences for assessment methods 
that emphasize higher-order thinking and reduce stress, the findings advocate for a shift from 
traditional rote learning to more reflective and analytical approaches in evaluation. This aligns with 
the National Education Policy (NEP) 2020, promoting competency-based learning.

Secondly, the challenges highlighted—such as technical issues and the need for improved 
question design—underscore the necessity for enhanced infrastructure and faculty training. 
Educational institutions must prioritize the development of supportive environments that facilitate 
effective OBE implementation.

Furthermore, the study's insights on mixed perceptions of OBE inform curriculum designers 
and educators about the importance of engaging students in assessment methods that enhance their 
learning experiences. By addressing these implications, educational stakeholders can better align 
assessment practices with contemporary pedagogical goals, ultimately fostering a more equitable and 
effective higher education system.
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Abstract

This study explores the vital role of green schools in promoting environmental conservation and 
sustainable development. Through a systematic literature review, it examines the evolution of 
environmental education and the integration of green schools into educational frameworks. It 
highlights key components, benefits, and sustainable practices such as waste management, 
energy efficiency, and water conservation. The paper underscores the importance of education 
for sustainable development (ESD) in fostering environmental awareness and responsible 
behaviour among students. Ultimately, it aims to enhance understanding of green schools' 
significance and inform educational strategies to address environmental challenges through 
sustainability initiatives in schools.

Keywords: Sustainable Development, Environmental Education, Green School, Environmental 
Conservation, Waste Management

The rapid expansion of the global population over the past three decades has exacerbated 
urban-rural disparities and placed immense strain on natural resources. Industrialization and 
modernization have significantly increased food production and consumption, driven by improved 
literacy rates and rising purchasing power. However, these advancements have also contributed to 
unsustainable lifestyles, escalating pollution levels, and widespread environmental degradation 
(Reid, 1995). The growing recognition of these environmental threats has prompted both developed 
and developing nations to implement policies aimed at mitigating biodiversity loss and ecological 
decline. Failure to address these issues could result in severe, irreversible consequences for future 
generations.

The concept of sustainable development gained international prominence following the 
Brundtland Commission's 1987 report, Our Common Future, which defined it as development that 
meets present needs without compromising the ability of future generations to meet their own 
(WCED, 1987). This laid the foundation for sustainability-oriented policies worldwide, culminating 
in the 1992 Rio Earth Summit, where global leaders acknowledged the urgent need for integrating 
sustainability into national and international agendas. However, the practical implementation of 
sustainable development remains challenging, as economic priorities often overshadow long-term 
environmental concerns.

Education for Sustainable Development (ESD) has been recognized as a key strategy to bridge 
this gap by fostering environmental consciousness and sustainable practices. The United Nations 
Decade of Education for Sustainable Development (UNDESD), (2005–2014), initiated by UNESCO, 
sought to embed sustainability principles into formal and informal education systems worldwide. 
ESD aims to equip individuals with the knowledge, skills, and attitudes necessary for addressing 
complex environmental challenges (Sonowal, 2009). While the formal period of UNDESD 
concluded in 2014, its objectives continue to influence global education policies. However, critics 
argue that many ESD initiatives remain theoretical rather than action-oriented, limiting their 
transformative potential.
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In response to these challenges, green schools have emerged as an innovative educational 
model that integrates sustainable development principles with ecological conservation. Unlike 
traditional education, green schools provide a holistic approach to sustainability by fostering 
interconnected learning between human societies and the environment. They emphasize critical 
thinking, problem-solving, and reflexivity—key competencies for addressing sustainability 
challenges (Tarrant & Thiele, 2016). By incorporating environmental education into mainstream 
curricula, green schools aim to nurture environmentally conscious individuals capable of making 
informed, responsible decisions.

The effectiveness of green schools in fostering sustainability remains debated due to policy 
gaps, resource constraints, and institutional challenges. This study examines their role in 
environmental conservation, impact on awareness, and contributions through eco-friendly practices. 
It also evaluates policy support, implementation barriers, and opportunities for broader adoption and 
long-term sustainability.

Research Methodology

Present paper employed a literature review approach, analyzing academic books, scholarly 
journals, and research findings on environmental education, green schools, Education for Sustainable 
Development (ESD), and their role in environmental conservation. Through an in-depth analysis, 
diverse insights and perspectives were gathered, forming the foundation for future research on the 
practical implementation of green schools and ESD-based environmental education.

Green School- Concept and Significance

The concept of a 'green school' is multifaceted, with scholars interpreting it in varying ways, 
though all converge on the principle of sustainability (Loubser, 2014). The Center for Green Schools 
defines green schools as institutions fostering healthy learning environments while promoting energy 
efficiency and resource conservation (Meiboudi et al., 2016). Earthman (2009) narrows this 
definition to energy and water-efficient buildings made from eco-friendly materials, overlooking the 
broader socio-educational dimensions. Scholars employ diverse terminology—"high-performance 
schools" (Earthman, 2009), "sustainable schools" (Peacock, 2004), and "eco-schools" (Meiboudi et 
al., 2016)—each emphasizing distinct aspects of sustainability. Gough highlights the global variation 
in green school movements across 20+ countries. Bailey, in dialogue with Olson and Kellum (2003), 
asserts that sustainable school designs enhance learning quality. Ultimately, a green school integrates 
sustainability into infrastructure and daily practices, serving as both a model and tool for 
environmental education and action.

Green school guidelines aim to create sustainable learning environments by integrating eco-
friendly practices into school infrastructure and education. The Leadership in Energy and 
Environmental Design (LEED) framework, developed by the U.S. Green Building Council 
(USGBC), originally covered all building types but later adapted for educational institutions. LEED 
identifies seven key sustainability categories, including energy efficiency, water conservation, and 
indoor air quality (Gordon, 2010).The Collaborative for High Performance Schools (CHPS), 
established in 1999, introduced 13 attributes specifically for green schools, emphasizing health, 
comfort, and energy conservation. CHPS guidelines focus on leadership, education, sustainable 
spaces, energy efficiency, climate impact, waste management, and indoor air quality.The U.S. 
National Academy of Sciences (NRC, 2006) further highlights practical measures for green schools, 
such as locating schools near public transport to reduce pollution, using sustainable sites with natural 
lighting, and optimizing energy and water systems. Eco-friendly materials and high indoor 
environmental quality ensure healthier learning spaces. Green schools also foster student-centered 
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learning, critical thinking, and environmental responsibility. By incorporating these guidelines, 
schools enhance sustainability, reduce environmental impact, and create healthier, more effective 
educational environments.

Green schools provide significant financial, environmental, and societal benefits, with cost 
savings estimated to be twenty times greater than conventional institutions (Kats, 2005). They reduce 
energy use by 33%, lower emissions, and enhance indoor air quality, improving student performance 
and teacher effectiveness (Ramli et al., 2010). Turner Construction's 2005 survey found that 
misconceptions about green building hinder its adoption despite its affordability. Green schools also 
lower operational costs, minimize pollution, and improve health through better acoustics and air 
quality, reducing absenteeism (Douglas, 2010). Additionally, they serve as educational tools, 
fostering sustainability awareness and addressing climate challenges.

Green Schools and Environmental Conservation

Human survival and environmental sustainability are inherently interconnected, making 
ecological concerns a global priority (Suryani et al., 2019). Balanced ecosystems, biodiversity 
preservation, and resource conservation are essential for long-term sustainability. The “naturally 
green” indicator aligns with the Gross National Happiness (GNH) pillar of environmental 
conservation, promoting responsible resource use, ecological harmony, and sustainability education 
(Drakpa et al., 2013). Schools play a crucial role in fostering environmental awareness by integrating 
sustainability principles into education and infrastructure.

Empirical studies demonstrate behavioural shifts through environmental cues; for instance, 
signage promoting water conservation led to reduced consumption in shower facilities (Aronson & 
O'Leary, 1982-1983), and campus-wide energy-efficiency initiatives were reinforced through 
reminders on electronic devices (Aesotte et al., 2006). Green schools apply these principles through 
Leadership in Energy and Environmental Design (LEED) strategies, prioritizing energy-efficient 
architecture, resource conservation, and on-site renewable energy integration (Zhao, He & Meng, 
2015). Key measures include optimizing natural lighting, installing high-performance insulation, and 
employing geo-exchange systems for heating and cooling.

Water conservation remains a critical challenge amid growing global demand. Green schools 
implement advanced strategies such as rainwater harvesting and greywater recycling to reduce 
freshwater dependency. Rainwater harvesting collects and stores precipitation for irrigation and toilet 
flushing, while greywater recycling treats wastewater from sinks and showers for non-potable reuse. 
These methods enhance sustainability while mitigating pressure on freshwater supplies (Gordon, 
2010).

Beyond ecological benefits, green schools generate economic savings by reducing energy and 
water costs, minimizing waste, and improving air quality. The adoption of net-zero energy 
construction—where buildings produce as much energy as they consume—further advances 
sustainability goals. By fostering environmental stewardship through education and infrastructure, 
green schools serve as vital models for sustainable development.

Green Schools and their Sustainable Practices: An Approach to Sustainable Development

Sustainable development is a critical global agenda, first defined in the Brundtland Report 
(1987) as meeting present needs without compromising future generations' ability to meet theirs. 
Education plays a vital role in addressing ecological and social challenges by fostering sustainability 
practices within academic institutions (Simanjuntak, 2017). A "sustainable university," as described 
by Velaquez et al. (2006), minimizes negative environmental, economic, and social impacts, while 
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Education for Sustainable Development enhances knowledge, values, and skills for long-term well-
being (Sanusi & Doost, 2008).

Green schools align with sustainability principles, reducing resource consumption while 
improving indoor environmental quality. Loubser (2014) emphasizes that, despite varying 
interpretations, all green schools share a commitment to sustainability. Gordon (2010) highlights 
green schools as a product of collaborative planning, design, and construction aimed at reducing 
environmental footprints. Strategies such as optimizing natural light, conserving water and energy, 
and integrating eco-friendly materials contribute to efficient and long-lasting infrastructure (Allen, 
2007).

Aligned with the United Nations Sustainable Development Goals (SDGs), green schools 
promote environmental awareness and social responsibility. These initiatives foster collaboration 
among students, educators, and administrators, encouraging proactive engagement in sustainability 
efforts such as waste reduction, energy conservation, water preservation, and healthy living practices 
(Barr, 2011). Through hands-on participation, students develop a strong environmental ethos, 
preparing them to become responsible stewards of sustainability. Ultimately, green schools serve as 
catalysts for long-term ecological and societal transformation, embedding sustainable values within 
the education system.

Green Schools and Waste Management

Green school initiatives adopt a holistic approach to waste management by integrating 
reduction, reuse, recycling, and energy recovery practices. Inadequate waste disposal remains a 
major sustainability challenge, particularly in developing nations, as highlighted in the 1992 
UNCED. Sustainable waste management (SWM) is essential for mitigating environmental 
degradation, reducing costs related to waste collection and processing, and preserving ecological 
balance (Gusti, 2016). A key component of this approach is waste-to-energy (WTE) technology, 
which converts non-recyclable waste into renewable energy, offering a sustainable alternative to 
landfill accumulation.

The escalating global waste crisis poses significant threats to air, water, soil, and public health. 
With rapid urbanization, particularly in developing regions, SWM has become a fundamental human 
right, aligning with at least 12 of the 17 Sustainable Development Goals (SDGs). Addressing landfill 
shortages, rising management costs, and pollution, the circular economy and sustainable waste 
practices are central to achieving the 2030 Agenda (Debrah, et al., 2021). Research shows that 
behavioural interventions, such as recycling signage, can significantly increase participation in waste 
reduction programs (Katzev & Mishima, 1992).

Schools play a critical role in fostering sustainability by assessing waste generation and 
implementing targeted waste reduction strategies. Integrating environmental education into curricula, 
hands-on activities, and awareness campaigns empowers students to become sustainability 
advocates. These efforts extend beyond school grounds, influencing family and community 
behaviours, thus reinforcing a culture of responsible waste management and long-term 
environmental stewardship (Rada et al., 2016).

Conclusion

This study underscores the essential role of green schools in promoting environmental 
conservation and sustainable development through education, infrastructure, and institutional 
practices. The systematic review highlights that green schools serve as catalysts for sustainability by 
fostering environmental awareness, reducing resource consumption, and implementing eco-friendly 
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measures such as energy efficiency, water conservation, and waste management. The integration of 
Education for Sustainable Development (ESD) within green school curricula enables students to 
develop critical thinking and problem-solving skills necessary for addressing contemporary 
environmental challenges. Furthermore, sustainable school designs contribute to improved indoor 
environmental quality, enhanced student learning outcomes, and long-term economic benefits.

Despite their numerous advantages, the widespread adoption of green schools faces several 
limitations. Institutional barriers, financial constraints, and inadequate policy frameworks hinder 
their effective implementation, particularly in developing nations. Additionally, while green school 
initiatives promote sustainable behaviours, the lack of rigorous monitoring and long-term impact 
assessments raises concerns about their effectiveness in driving large-scale environmental change. 
Moreover, disparities in educational policies and resource availability across regions limit the 
uniform integration of sustainability principles in schools.

The study opens avenues for further research on the long-term impact of green schools in 
different socio-economic contexts. Future studies should explore comparative analyses of green 
school models worldwide, assessing their effectiveness in fostering environmental stewardship and 
community engagement. Additionally, empirical investigations into policy interventions, funding 
mechanisms, and technological advancements can enhance the scalability of green schools. 
Strengthening interdisciplinary collaboration between policymakers, educators, and environmental 
experts is essential to maximize the transformative potential of green schools in achieving 
sustainable development goals.
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Abstract

The present Research paper aims to study the policy review of NCC general elective credit course 
in universities under choice-based credit system to align with national education policy 2020 in 
terms reaction of NCC Cadets towards the implementation of NCC as an open elective course 
and overall NCC training. Due to the availability of very few researches on this topic and 
Challenges of implementation of the scheme, to know the attitude of NCC Cadets this study was 
need to uptake. The research design of this study is descriptive survey research design. The 
sample of the present study comprised of 322 NCC cadets who were randomly selected from 
different states. The reaction scale used for the data collection was developed by the investigator. 
The major findings of the study are that most of the NCC Cadets given positive and favorable 
reaction towards the implementation of NCC open elective course in the universities and 
Colleges, NCC Cadets and ANOs given favorable and positive reaction towards the different 
aspects of the NCC training and overall NCC Education as a whole. 
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NCC as a Credit Course is designed with an intent to transform NCC training into a curricular 
activity from an extra-curricular thereby providing academic credits to students undergoing NCC 
training along with other attended advantages to the cadets in the college/ university.

The policy of introducing NCC as an academic credit course is a welcoming step to earn 
academic credits from NCC. The National Cadet Corps (NCC) is a youth development movement. It 
exposes cadets to a regimented way of life which is essential for inculcating the values of discipline, 
dutifulness, punctuality, orderliness, smartness, respect for rightful authority, good and correct work 
ethos and self-confidence. It has enormous potential for nation building. The NCC provides 
opportunities to the youth of the country for their all-round development with a sense of Duty, 
Commitment, Dedication, Discipline and Moral Values so that they become able leaders and useful 
citizens of India. The NCC provides exposure to the cadets in a wide range of activities, with a 
distinct emphasis on Social Services, Discipline and Adventure Training. Introduction of NCC as 
Credit Course can facilitate partial realization of the felt need to expose a larger community of 
student population of India to minimal military training and security consciousness. 

Paradigm shift in NCC's positioning from extra-curricular to mainstream activity, finds favor 
with large majority of student population and cadets. NEP-2020 Sec 4.9 proposed to remove “hard 
separation between extra-curricular & co-curricular in Higher Education Institutes (HEIs)” & offer 
all such activities as credit courses under Choice Based Credit System (CBCS) and may be included 
as skill based course (SEC) or Value added Course (VAC) as per new FYUGP and UGC Curriculum 
and Credit framework for undergraduate programs, In section 5.4 of CCFUG it is mentioned that 
“Students may be encouraged to enroll in activities such as NSS / NCC” and in section 5.1.9 it is 
also stated that “participation in activities related to National Service Scheme (NCC), National Cadet 
Corps (NCC), adult education/literacy initiatives, mentoring school students, and other similar 
activities” should be ensured. Sec 11.8 of NEP 2020 mandates all HEIs to include credit-based 
courses & projects in the field of community engagement and service. The existing UGC policy 
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permits offering NCC as elective course on voluntary basis by HEIs. The UGC guidelines on CBCS 
extend requisite academic freedom to universities to offer NCC as a credit course. 

Social impact of the study

Present study has wide social impact as NCC cadets are the students of universities and 
colleges. These students represent the community and school; colleges are the miniature of the 
society. Therefore, the present study deals with the quality of NCC training hence it has a wide social 
impact. The NCC is a responsive, learning and continuously evolving organization. Its activity is 
guided by certain Core Values that NCC endeavors to instill among all ranks of the NCC. These 
include a sense of patriotic commitment to encourage cadets to contribute to national development, 
Respect for diversities in religion, language, culture, ethnicity, life style and habitat to instill a sense 
of National unity and social cohesion, abiding commitment to learn and adhere to the norms and 
values enshrined in the Indian Constitution. Understanding the value of a just and impartial exercise 
of authority, Ability to participate in community development and other social program, A healthy 
life style free of substance abuse and other unhealthy practices, Sensitivity to the needs of poor and 
socially disadvantaged fellow citizens, Inculcating habits of restraint and self-awareness, 
Understanding the values of honesty, truthfulness, self-sacrifice, perseverance and hard work and 
Respect for knowledge, wisdom and the power of ideas.

Rationale

Due to the availability of very few researches on this topic and challenges of Job Satisfaction 
of Associated NCC Officers, Challenges of implementation, to know the attitude of students/ NCC 
Cadets, Associated teachers, educational administrators and Associated Army Officers this study 
needs to uptake. The present study intends to review the expected learning outcomes in terms of 
reaction of different stake holders. Introduction of NCC as Credit Course can facilitate partial 
realization of the felt need to expose a larger community of student population of India to minimal 
military training and security consciousness, recommendations of NEP 2020, UGC Curriculum and 
Credit framework for Under Graduate Programs this study need to uptake.

Objective

To study the reaction of NCC Cadets towards NCC CBCS open elective course and overall 
NCC training.

Methodology

Research Design

The research design of the present study was descriptive survey research design

Population and Sample

The total population of NCC cadets in the India is approx 13 lakh Cadets. The sample of the 
present study comprised of 322 NCC cadets who were randomly selected from different states of 
India the cadets were from Assam, West Bengal, Arunachal Pradesh, Maharashtra, Haryana, 
Telangana, Odisha, Jharkhand, Andhra Pradesh, New Delhi, Tamilnadu, Uttar Pradesh, Kerala, 
Madhya Pradesh, Mizoram and Nagaland. The subjects of sample are belonging to different location, 
different Gender, different Academic streams, different Socio-Economic Status, different 
Educational Qualifications and from rural and urban residence area. The Language and Culture of 
different state peoples are different. The Qualitative data were collected through a semi structured 
interview from 10 Army officers and 10 College Principals who were selected with purposive 
sampling technique.
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Tools

In the present Study data were collected in respect of feedback and attitude and Reactions 
towards NCC Open Elective Course and overall NCC training from NCC Cadets with the help of a 
reaction scales developed by the investigator. Reaction of NCC Cadets towards NCC Elective course 
was assessed by reaction scale developed by the investigator through 61 statements which were 
divided in three sections following Likert Scale i.e strongly Agree (SA), Agree (A), Undecided (U), 
Disagree (D), strongly Disagree. The first section contain 16 statements covers dimension of 
Reaction on NCC as an CBCS open elective Course. In section 2 there are 24 statements covers 
dimension of Reaction on NCC training. In section III there are 21 statements covers future 
prospects of NCC. Equal no. of positive and negative statements have been included in the reaction 
Scale.

Reaction scale of NCC Cadets

Reaction of NCC Cadets towards NCC Elective course was assessed by reaction scale 
developed by the investigator. The aspects to which statements belonged were feasibility of course, 
accommodation of credits, willingness of administrators, financial constraints, Career avenues after 
NCC, Overall Reaction towards NCC as open elective, Large Credit compared to other open 
electives, Fulfillment NEP 2020 objectives, SSCD support, academic continuity, B & C exam help, 
Institutional training improvement, credit earn, infrastructure institute support, same academic value, 
syllabus design, camp credits, SSCD  extra burden, Weapon training, Scholarships does not 
motivating, NCC help in good CGP, Credits earn with physical training, Drill, map reading, FC & 
BC, Infantry weapons and infantry battalions, motivates to join the Armed Forces, New carrier 
avenues, SSCD participation, Enhance national integration, SSCD extra burden, Not interested in 
drill and physical, Firing exp  with .22 Rifle, Fire Fighting training, Bonding cadets from diversified 
cultural background, Respect and Tolerance for gender, race, ethnicity, culture, religion diversity, 
acquaint cadets with navigation and map reading, boost confidence in public speaking, Not boost the 
spirit of courage and endurance among the cadets, Enhance the skills of time management, Imbibes 
self-discipline, secular ideas, camaraderie and selfless service, Steadfastly engaged in nation 
building by promoting a nationalism, keep physically fit, Gives experience of regimental life, 
Enormous potential for nation building, Exposure for Social Services, Discipline and Adventure 
Training, Open to all students on a voluntary basis, motivate the youth to take up a career in the 
Armed Forces, Making better and responsible citizens of our country, Promotes feeling of selfless 
service for the nation and society, Improves punctuality among the cadets, boosting the feeling of 
nationalism and patriotism among the cadets, teaches proper health and hygiene in line area or living 
area, promotion of diversified cultural understanding among NCC cadets, teach the mutual respect to 
diversity, Enhance tolerance among diversified groups, Participation in social service and 
community development activities, Good habits like early to bed and early to rise, Shaping 
personality of the youth through multifarious training, adventure and cultural activities, Making an 
able leader and useful citizens of the Country, Development character, commandership, discipline, 

SAMPLE TABLE : Gender wise and Place of Residence/ Locality wise number of NCC Cadets
  Total 

Male Female 
Place of 
Residence/ 
Locality 

Rural 103 65 168 
Urban 106 48 154 

Total 209 113 322 
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leadership, secular outlook, spirit of adventure and the ideals of selfless service, Organized, trained 
and motivate youth to provide leadership in all walks of life, production of  matured, disciplined and 
responsible citizens in the country, Helping in the development of personality and leadership, 
Produce citizens who are always available for the service of the nation, Inculcating the values of 
discipline, dutifulness, punctuality, orderliness, smartness, respect for rightful authority, good and 
correct work ethos and self-confidence, Preference in Selection of State Police force and CAPF, 
Overall reaction towards Implementation of NCC overall NCC training etc.

Result and Interpretation

The data related to this objective were analyzed with the help of Mean, Percentage, Standard 
deviation and Coefficient of Variation. The results are given in table 2

Table: Mean, Standard Deviation and Coefficient of Variation values of NCC Cadets 
Reaction towards NCC Open Elective Course and Overall NCC Training

From Table 2, it can be seen that the Mean Score of Reaction towards different aspects of NCC 
Open Elective Course and NCC training was found to be 243.05. The Reaction towards different 
aspects of NCC Open Elective Course and NCC training Scale contained 59 statements related to 
different aspects of different aspects of NCC Open Elective Course and NCC training. Against each 
statement a five-point scale was given on which students were to give their responses. Thus, the 
score of the students could range between 59 and 295. The Mean score of Reaction towards different 
aspects of NCC Open Elective Course and NCC training was towards 295 signifying strong 
favorable Reaction towards different aspects of NCC Open Elective Course and NCC training. The 
Coefficient of Variation for NCC Open Elective Course and NCC training was found to be 10.45% 
which was quite low. It indicates that, as a group, the Reaction towards different aspects of NCC 
Open Elective Course and NCC training were almost invariant and strongly favorable. It may, 
therefore be concluded that the NCC students expressed favorable Reaction towards different aspects 
of different aspects of NCC Open Elective Course and NCC training on the whole. In order to probe 
into Reaction towards different aspects of NCC Open Elective Course and NCC training.

What is your overall reaction towards implementation of NCC as an Open Elective Course and 
towards overall NCC Training

324 responses

Group Mean Standard 
Deviation 

Coefficient of 
Variation 

Reaction of 
NCC Cadets 

243.05 25.41 10.45% 

34.6%

56.8%

Excellent

Good

Above Average

Average

Below Average

Poor

Very Poor
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Findings

The NCC Cadets expressed favorable Reaction towards different aspects of NCC as an open 
elective course and Overall NCC training on the whole.

Conclusion

The present study revealed that NCC cadets have favorable positive attitude towards 
implementation of NCC open elective course and overall NCC training. Thus, this study has 
implications for NCC cadets, Associated NCC Officers, College Principals, Educational Planners, 
Curriculum Developers.NCC cadets are the future citizens of our country the study findings shows 
that majority of NCC cadets have positive and favorable attitude towards NCC military training 
which help them in gaining minimum military training, discipline, personality development, good 
turn out and confidence in presentation, therefore the step of including NCC as an academic course 
is useful step for NCC cadets and students of our country.This study is useful for Educational 
Planners, Curriculum Developers as students and teachers demanded more quality curriculum, 
academic course and academic calendar space for NCC training. Therefore, the educational planners 
and curriculum developers can plan appropriate academic credits and curriculum for the NCC open 
elective and overall NCC training.
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Abstract
nd

India is the country of youth, where not only the world's 2  largest population resides but 
according to the World Bank, 68.03% of India's population lies within the age of 15-64 which is 
popularly known as working age as published by trading economies. Even after the growth in 
GDP the unemployment rate is 8.30% as per data of trading economies. In such case the role of 
vocational education cannot be undermined as it can help the human capital to lead towards 
employment generation and sustainable growth. Through this paper light has been thrown on the 
recommendations and implementations of vocational programme with reference to various 
policies. Researcher has rigorously reviewed various reports and policy documents and has 
presented the crux through this paper. The paper also highlights the need of School industry 
linkages in vocational training linked with the school curriculum and the aspects of NEP 2020 
towards its implementation.

Keywords : Self reliant, skilling, employment, vocational, industry.

In the midst of covid -19 pandemic, while addressing the nation for the fifth time since March, 
2020, the honourable prime minister of India Shri Narendra Modi said, "When the world is in crisis, 
we must pledge - a pledge which is bigger than the crisis itself.  We must strive to make the 21st 
century India's century. And the path to do that is self-reliance.” As quoted in India Today (2020), he 
added saying that a self-reliant India will stand on five pillars: economy, which introduces rapid 
rather than gradual change; "infrastructure"; "system," which is founded on arrangements driven by 
21st century technology; "vibrant demography," which serves as our source of energy for a 
selfsufficent India; and "demand," which calls for the full utilization of our supply chain and 
demand.  

SOURCE: UNPFA
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The fourth pillar of self reliance is vibrant demography.  India has its largest ever adolescent 
and youth population. According to UNFPA projections, India will continue to have one of the 
youngest populations in the world till 2030. India is experiencing a demographic window of 
opportunity, a “youth bulge” that will last till 2025.  India's youth face several development 
challenges, including access to education, gainful employment, gender inequality, child marriage, 
youth- friendly health services and adolescent pregnancy.  Yet, with investments in their participation 
and leadership, young people can transform the social and economic fortunes of the country Young 
People (2016).

India has the unique advantage of having a large demographic dividend. According to United 
Nations Population Fund (UNFPA, 2022), demographic dividend means, "the economic growth 
potential that can result from shifts in a population's age structure, mainly when the share of the 
working-age population (15 to 64) is larger than the non-working-age share of the population (14 
and younger, and 65 and older)". According to UNFPA (2022), the window of demographic dividend 
opportunity in India is available for five decades from 2005-06 to 2055-56, longer than any other 
country in the world. But having a large working population alone is not enough. To reap the 
benefits of a large working population, it is necessary that working population must be skilled and 
productive. Skill development of working population is the perquisite for developing a vibrant and 
productive demography which can bring transformative changes in the society. Failing to do so can 
turn the supposed demographic dividend into demographic disaster. 

Now, the key challenges before India is to create conditions for rapid growth of productive jobs 
outside of agriculture in manufacturing and services and equally improving productivity in 
agriculture. According to an estimate, agriculture accounts for a substantial part of GDP (16 percent) 
and employment (49 percent). Despite declining percentage in GDP, agriculture is still an important 
source of employment for millions of Indians.

Despite over dependence of population over agriculture and the need to shift them out of 
agriculture to more productive manufacturing sector, there is still great scope for employment 
generation in ancillary and allied activities of agriculture and non-agricultural activities. No need to 
mention, it requires skill development of population residing in rural areas.  Hence, there is greater 
demand of skill development for allied and non- agricultural activities in rural areas.

A vibrant demography is one which is skilled and have the power to play an important role in 
making India self reliant economy. The solution of skilling demography lies in generating 
employment opportunities in their native place and commensurate skill development in the people 
for self employment or wage employment so that they do not need to go far away from their 
hometowns or villages.  For Skill development, self employment and creating a self sustaining 
village/urban economy, education system of the nation must develop the manpower for the world of 
work. Here, the vocational education assumes a greater role to play as it enables the citizen for self 
employment or wage employment. A skilled person can start the self employment in his society or 
locality thereby generating employment for others. Employment generation in a village economy 
avoids the local persons going outside for seeking employment from their native place. It reduces the 
undue pressure on resources in urban areas and paves the way for self sustaining rural economy. The 
need of time therefore is to link the education with the vocations/life of citizens. This task of linking 
education with the life of people can be achieved by vocational education.

Status of Vocational Education in Post independent India

Vocationalisation of Education (VEP) implies an organized way of developing job related 
skills. It aims at laying the foundation for employment. UNESCO associates Vocational Education 
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with the upper secondary stage of education and defines it as education designed to prepare skilled 
personnel at lower level of qualifications for one or a group of occupations, trades of jobs. 
Vocational education usually, provided at upper secondary level, includes general education, 
practical training for the development of skills required by the chosen occupation and related theory. 
Vocational education at secondary level aims at reducing the aimless pursuit of higher education and 
thereby reducing pressure from the tertiary education. The Kothari Commission (1964-66) was of 
the view that for a majority of occupations, university degrees were not necessary and these jobs 
could be competently performed by trained higher secondary students. It recommended that there 
should be a relation between education and work. The commission was of the view that 50% of the 
students completing the 10 year of education should be diverted to the vocational streams thereby 
reducing pressure on the universities and preparing students for gainful employment (Ghosh,2000). 

The national policy on education (1986) accorded very high priority to the programme of 
vocationalisation of education. It inter alia states that the introduction of systematic, well planned 
and rigorously implemented programme of vocational education is crucial in the proposed 
educational reorganization. The NPE 1986 stipulates that the main objective of vocational education 
as:

- To provide diversification of educational opportunities;

- To reduce the mismatch between demand and supply of skilled manpower; and

- To provide an alternative for those pursuing higher education.

Thereafter, a detailed framework of the programme of vocationalisation of education to be 
launched in the country was formulated in 1987. In pursuance of this, a centrally sponsored scheme 
of vocationalisation of secondary education was commenced.

The revised policy formulation and the Programme of Action 1992, retains the policy 
framework laid by the NPE-86. The targets for coverage were revised to 10% by 1995 and 25% by 
2000 AD. The basic components of the scheme were-

- Management system: creation of a separate administrative structure at the state, district and 
school level to mange VEP.

- Provision for district vocational surveys to identify the local need based course

- Provision for 2 full time teachers per section and honorarium for part time experts.

- Provision for infrastructure and equipment. 

150 vocational courses were introduced in the following broad areas-

- Agriculture
- Business and commerce
- Engineering and technology
- Health and para medical services
- Home sciences
- Humanities, science and education

National Education Policy 2020 stipulates in its objective of vocational education to integrate 
vocational education into all educational institutions - schools, colleges and universities. Provide 
access to vocational education to at least 50% of all learners by 2025. Policy also states that all 
school students must receive vocational education in at least one vocation during Grades 9-12. 
Students will choose from among a selection of courses that their schools will offer, on the basis of 
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the availability of hands-on training facilities and job opportunities in the region. They will 
specialize to varying degrees in their chosen vocations, through the four years of secondary school, 
depending on their levels of interest (Ministry of Human Resource Development, 2020)

Concept of Developing Linkages

Successful implementation of VEP as a national policy demands a proper cooperation and 
coordination between the schools and industries. In this regard, an industry can be an institution, 
agency or individual which has the means, competencies and potentialities to assist in imparting 
vocational education to the students, providing on the job training, and provide a wage or self 
employment opportunities. Vocational education can be effective only when the employer actively 
participate in the curriculum development, providing teaching-learning experiences in the classroom 
as well as in the real work place. The industry may be a factory, an agriculture farm, a hospital, a 
workshop or a business concern. Vocational Education is an important programme for the student. 
Aim of this programme is to prepare student for world of work through self or wage employment. 
Success of vocational programme depends upon availability of all resources viz. Instruction material, 
equipment, full time teacher, work shop for practical work OJT and school industry linkages. For 
complete training in the course, it is necessary those students are acquainted with real world of work 
by making strong linkage with industries to vocational school. It will create interest in student to 
acquire more knowledge and skill. Hence school industry linkage has been made important 
component in vocational education programme. Linkage will help in development of confidence in 
students. It is necessary that concept of visit to industries, expert lecture, on the job training and 
Production cum training should be properly introduced in the training programme. It has been 
observed that when basic facilities like full time teacher, tools, equipment and raw material facilities 
and effective linkages with industries are available in school then it strengthen vocational education 
programme. Teacher is very important factor, teacher understand the concept of school-industry 
linkage, so that student can be well exposed to world of work through effective linkage (Prakash & 
Saurabh, 2002).

The linkage between the schools, industry should not be partial. They must partner with each 
other keeping in view the common goal of development of manpower for the world of work. For this 
the collaboration must start right from the stage of determination of manpower need within the 
society to the final stage of placement in gainful employment. It is therefore necessary that 
employers must involve themselves in curriculum development, teaching and training, practical, 
evaluation and finally in the placement.

Linkages at different Level

1. Identification of Manpower Needs- partnership for providing vocational education between 
school and industry starts right from determining the need of manpower requirement for 
economic activities keeping in view the present and future requirement of the industry. To 
identify the need of skilled manpower for various economic activities in the economy a joint 
survey can be conducted by both education department and industries . 

2. Curriculum Development- aim of vocational education is to prepare manpower that can meet 
the need of employer. It is therefore necessary that curriculum must develop requisite skills 
within the students as per employers' expectations. In this scenario, it would be right that 
industry must be involved right from the stage of curriculum development. The competence, 
skills desired methodology of teaching and evaluation should be decided with active 
participation of industries. Education department must request the employers to depute their 
specialists to the curriculum committees of the board of education. Practitioners and specialists 
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from the industry/ community must be put on the textbook committees and panel of authors by 
the board of education.

3. Sharing Infrastructure- Skill development of students requires large investment in developing 
workshops, library, tools and other associated infrastructure by the teaching institutions. If the 
same is already maintained by concerned industry for training their employees, institution can 
use the same infrastructure for training their students instead of investing their resources in 
establishing them. Sharing the infrastructure will help establish close collaboration and 
cooperation between school and industry.  

4. Expert Services- the expert of the industries are expected to train the students with appropriate 
theoretical and practical knowledge. For this , they  must be invited by the schools for part 
time teaching 

5. Practical / On the Job Training- On the job training is an important aspect of vocational 
education. It provides hands on experiences to the students to train themselves in acquiring the 
skills for various vocational trades. Generally it is provided in the collaboration institutions. 
But the nature of certain trades such as banking and commerce needs different modalities. So it 
must be determined well in advance as to what would be the nature and method of practical 
training to be given to the students.

6. Evaluation of Students- Employers should be involved in the process of evaluating the 
performance of students. They must be given the opportunity to certify and see themselves the 
quality of outcome as the process of training of students completes.

7. Placement- After the successful completion of training, the pass out students would be 
employed by the local industries/trade or will be recommended to be placed in other suitable 
organisations.

Linkages  as suggested by NCERT between 
school and industry can be shown in the following 
diagram: 

National Education Policy 2020 again re-
emphasizes the close collaboration between 
educational institutions and industries for successful 
implementation of Vocational it states that 
integrating vocational education poses additional 
challenges for academia. They will also have to 
work closely with standards bodies within industry 
and with potential employers, so that the graduates 
from schools and colleges have adequate 
employment opportunities at the end of their 
education. Educational institutions will therefore 
have to develop considerable expertise to be able to 
deliver on these expectations from them. Some of 
the expertise that they will need to develop is 
capacity among the management, administration, 
and teachers of all educational institutions to do the 
following: Collaborate with ITIs, polytechnics, local 
industries and businesses, farms, hospitals, NGOs 

Source: Guidelines for Developing School-Industry 
linkages for Vocational Education Programme- 

1987, NCERT.
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and all other such facilities where students can receive practical skills training, to build vocational 
education programmes that can supplement this practical training with the associated theoretical 
knowledge, integrated into mainstream education. The programmes must include critically important 
courses in life skills such as communication skills, digital and financial literacy, entrepreneurship, 
and so on.

Conclusion

Vocationalisation of education has always been a key priority of Govt. while policy 
formulation. Various commissions since the India got independence has recommended the 
vocationalisation of education to catering the need of Indian society. India being second largest 
country with a demographic dividend has the largest workforce. Such a large workforce can be 
skilled for wage employment or self employment with successful implementation of vocational 
education programme at secondary school level. Such successful implementation of VEP at 
secondary level of education will divert the aimless pursuit of higher education towards meaningful 
pursuit of world of work- a source of livelihood. For this the close collaboration between the 
stakeholders of vocational education – schools and industry is the prerequisite for implementing 
VEP in letter and spirit.
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 Essence of National Education Policy 2020: A Philosophical Prospective
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Abstract

Thoughts are gained in an assortment of ways, and they might be ambiguous and confounded. 
Reasoning is a guide for living; because the issues it addresses are essential and unavoidable, 
deciding the course we take throughout everyday life. Henceforth we can say that all the parts of 
human life are affected and administered by philosophical thought. The education also enables 
preservation, transfer and development of common human values, continuously, from 
generation to generation, thusly humanizing every human being and transmitting and 
developing human culture and civilization based on common humane principles of humanity. 
The education system in India is broadly classified as school education and higher education. 
The school education system is governed by directorate or board of school education and higher 
education system is governed by Ministry of human resource development (MHRD), University 
grants commission (UGC), statutory professional councils like All India Council for Technical 
Education (AICTE) and state governments. The National Education Policy in India has been 
revised three times firstly in 1968, secondly 1986(revised in 1992) and thirdly in 2020. This paper 
is focused to understand the philosophical essence of NEP 2020 with reference to philosophical 
prospective.

Keywords: NEP 2020, Philosophy of education, Curriculum

Today is being conceived in the womb of yesterday, and the obstacles of the future are born 
with the birth of today. Thus, there is consistency between historical, contemporary, and prospective 
extensively every scholarly control (say history, legislative issues, financial matters and even 
sciences) have their own way of thinking or general core values and hypothetical edge works. 
Instruction as human sciences subjects is no special cases. There is a rich philosophical convention 
identifying with instruction in both east and west. Many countries have a large or partial educational 
system exclusively within institutions of higher education. All educationists and policy makers 
understudies of training should be acquainted with the hypotheses and reasoning of training. 
Instructive practices and arranging altogether portions of the world are affected by speculations and 
reasoning of training and qualities the state and society wants to advance through instruction.

Philosophy of education is the philosophical study of education, often understood as a field of 
applied philosophy (Günay, 2019) that benefits from established branches of philosophy in 
metaphysics, epistemology and axiology. Metaphysics deals with the ultimate reality of life and 
education gives chances to live that reality with prosperity. Epistemology allocates knowledge about 
life. Education teaches us how knowledge is useful in our lives. Axiology passes values into our 
lives. Education serves to involve that value in our lives to make our lives more stable and stronger. 
Theory from an overall perspective is imagined as an individual's "aggregate of his basic convictions 
and feelings". We have a few thoughts concerning physical items, our kindred people, the 
importance of life, demise, God, good and bad, excellence and grotesqueness, and such. Obviously, 
these thoughts are gained in an assortment of ways, and they might be ambiguous and confounded. 
Philosophical thought makes it clear and approachable.

Reasoning is a guide for living because the issues it addresses are essential and unavoidable, 
deciding the course we take throughout everyday life. Henceforth we can say that all the parts of 
human life are affected and administered by philosophical thought. Reasoning is an arrangement of 
convictions about the real world. It is a coordinated perspective on the world. It incorporates a 
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comprehension of the idea of presence, mankind, and its job on the planet. Theory is the 
establishment of information. It gives premises by which man can find truth and utilizations his 
psyche to help his life. Taking everything into account we can say that way of thinking is a basic 
assessment of reality described by sane request that focuses on the truth for achieving insight. 
Reasoning arrangements with the most fundamental issues looked at by people. The substance of 
theory is better observed as posing inquiries instead of giving answers. It can even be said that way 
of thinking is the investigation of inquiries.

The way of thinking of training is a reasonable philosophical control that investigates, 
considers and advances the fundamental standards of training. It sees and studies training in its 
completeness and meticulousness. Thus, the essential standards of training are pervaded also, 
adapted to the fundamental standards of morals, feel, human studies, theory of culture, reasoning of 
history and axiology. Theory of training sees in solidarity with the essential standards of mankind 
and presence by and large. In its situation as a study of the fundamental standards of instruction, 
reasoning of instruction has had a major effect on foundation and advancement of various social 
positive sciences and controls that review training. In such manner, a considerable number of ideas, 
what's more, a great part of the information established inside the way of thinking of training speak 
to the beginning purpose of current multidisciplinary research on instructive issues. With the 
advancement of human development and culture, instructive action is progressed as well, and 
simultaneously its social job and obligation are expanded. Appropriately, the way of thinking of 
training, as a science that researches and sets the essential proposes of the hypothesis of instruction, 
like never before in mankind's history, is confronted with the commitment of considering, 
characterize and give academic significance to the fundamental principles of development of society, 
the panhuman cultural existence, basic guidelines for the development of civilization, and above all, 
the fundamental principles of humanity as the essence of human identity. Education also enables 
preservation, transfer and   development of common human values, continuously, from generation to 
generation, thus humanizing every human being and transmitting and developing human culture and 
civilization based on common humane principles of humanity. The education system in India is 
broadly classified as school education and higher education. The school education system is 
governed by directorate or board of school education and higher education system is governed by 
Ministry of human resource development (MHRD), University grants commission (UGC), statutory 
professional councils like All India Council for Technical Education (AICTE) and state 
governments.

Historical prospective of Indian education policy

The National Education Policy was confined in 1986 and adjusted in 1992. Over thirty years 
have gone by since the past policy. During this period critical changes have occurred in our nation, 
society's economy, and the world on the loose. It is in this setting the training part needs to equip 
itself towards the requests of the 21st Century and the requirements of individuals and the nation. 
Quality, development and examination will be the columns on which India will turn into an 
information super force. Plainly, another Education Policy was required. The Government had 
started the way toward defining a New Education Policy through the counsel cycle for a 
comprehensive, participatory and all-encompassing methodology, which thinks about master 
suppositions, field encounters, observational exploration, partner input, just as exercises gained from 
best practices. The Committee for arrangement of the draft National Education Policy presented its 
report to the Ministry on 31.05.2019. The Draft National Education Policy 2019 (DNEP2019) was 
transferred on MoE site and furthermore at My Gov Innovate entrance evoking 
sees/recommendations/remarks of partners, including open. The draft NEP depends on the 
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fundamental columns access, moderateness, value, quality and responsibility.

The National Education Policy (NEP) 2020 is a forward-looking and comprehensive strategy 
aimed at enhancing educational opportunities for children by addressing existing gaps in the 
education system. Recognizing the importance of foundational learning, the policy proposes a shift 
from the traditional 10+2 structure to a new 5+3+3+4 system, which includes foundational, 
preparatory, middle, and secondary stages. This structural transformation focuses on the holistic 
development of children at every stage of their education. NEP 2020 emphasizes essential skills such 
as inquiry, critical thinking, conceptual clarity, and integrates co-curricular and vocational subjects 
into the curriculum to promote broader learning outcomes. Additionally, the policy guarantees 
universal access to education at all levels and aims to reintegrate the approximately two crore 
children who have dropped out of the school system (Ministry of Education, 2020).

Under the dynamic leadership of Prime Minister Narendra Modi, this well-thought and 
forward- looking document will be an important milestone in India's journey towards becoming a 
global knowledge superpower. The return of the Ministry of Human Resource Development to its 
earlier name, Ministry of Education, has provided a more focused and fresh perspective on the 
education ecosystem. NEP 2020 has been well received, and farmer Education Minister Ramesh 
Pokhriyal Nishank and dedicated teams are leaving no stone unturned to ensure its implementation 
in letter and spirit. On the very outset it must be understood that the philosophy of education 
examines and evaluates the goals, forms, methods and meaning of education. It illustrates both the 
fundamental philosophical analysis of these themes as well as the analysis of pedagogical 
approaches. It also entails how the profession relates to broader philosophical or socio cultural 
contexts.

Education and philosophy share a profound and interdependent relationship. Philosophy serves 
as both a lens and a guide for life, ultimately shaping the aims and practices of education. Dewey 
(1916) emphasized that societal change is constant and inevitable, and because education is deeply 
embedded within society, it too must continually evolve. Education can thus be seen as a vehicle for 
cultural development, enabling individuals to think rationally, solve problems, and achieve personal 
and collective goals. As such, education becomes a fundamental tool for humanizing individuals, 
with its direction shaped by varying philosophical orientations (Ozmon& Craver, 2011).

In this context, the approach of Philosophy for Children (P4C) plays a critical role. Developed 
by Matthew Lipman, P4C encourages children to engage in philosophical inquiry from an early age, 
fostering critical, creative, and caring thinking (Lipman, 2003). Through dialogue and reflective 
discussion, children become more sensitive to diverse perspectives, learn to uphold ethical values, 
and take responsibility for their personal development and social interactions. P4C thus contributes 
significantly to forming empathetic, thoughtful individuals who can participate in a democratic 
society (Murris, 2000).

Thus, education we can say is a necessity and takes place in a natural way. It also functions 
socially because it occurs within the community itself and has got values and meaning of guidance 
because the life habits of the old generation are different from the new generation and is a sign of 
development of civilization of society. To be very precise the education is an effort to maintain the 
sustainability of the community itself.

The primary purpose of our educational system is to prepare and acclimatize the next new 
generation to intermingle with society and to impart ideas, values and beliefs that will shape young 
people's thinking process and behavior for the rest of their lives.



48 | SPIJE, Vol.13, No.(1 & 2), January & July 2023

Thus, it is only the responsibility of the teachers and school administrators but also of parents to think 
deeply about the type of educational system they want and need for their children. Consideration must be 
given to the issue that our present system is basically focused religiously on the accumulation of 
specialized knowledge in fields from mathematics and physics to history and geography. Although the 
knowledge in the above-mentioned areas is not useless but a good education teaches us to live well by 
teaching us as to how deal to deal with our emotions and to build relationships as well.

In this context it must be emphasized that there are not any pre-packaged answers to these big 
decisions which we need to inculcate in our life and henceforth education should help us to realize 
this and get us prepared for these moments.

Irrespective of the fact, whether the school is private or public, urban or rural, large or small, 
there are three interdependent systems working at place viz., the classroom, the school and the 
community (including parents). Thus, it is to be borne into the mind that all these systems keep on 
interacting with each other but it is not visible from outside, but they ultimately shape the priorities 
of the educational system. 

It is an established fact that every educational system has got some goals, aims or objectives 
which act like the guide for the educator while educating the child we know that we cannot even 
think of any process of education without specific aims and objectives. Education and Philosophy 
are both related to life of the man. Attitude of man toward life is called philosophy and aim of 
education is determined on this basis. Different people have different views of life so their 
philosophical thoughts too differ. (Chaube,1994.p48). Therefore, these aims of education in various 
countries are determined by the philosophy of time. 

Basically, it has been observed that aims and ideals of education vary with the different 
philosophies and therefore this philosophy of time determines whether the aim of education should 
be moral, vocational-intellectual, liberal or spiritual. Thus, it is being affirmed that the ultimate 
values as formulated by the philosopher become the aims of education for that community. They also 
choose and select the relevant material for instruction and determine the methods and procedures for 
the attainment of those aims. Thus, in this way the entire educational program proceeds on strong 
foundations backed up by sound philosophy.

Philosophy and Curriculum: Philosophical views influence curriculum development by 
determining what knowledge is valuable (Chaube & Chaube, 1994). NEP 2020 supports a broad-
based curriculum incorporating vocational and life skills. It must be understood that the curriculum 
is via media through which we realize and attain the aims of education so naturally our educational 
aims determine the curriculum of studies. But finally, the aim of education is being determined by 
philosophy as we have noted above so ultimately this philosophy is the key which determines the 
aims of education and course of study as well. Predominately this philosophy also decides regarding 
the inclusion of a particular subject and discipline in the curriculum.

Philosophy makes significant contributions in the construction of curriculum by evaluating 
human experiences. It also has knowledge of what is worth teaching and what is not. Also, one must 
understand that the curriculum is not fixed for all the times and as such it keeps on changing in 
accordance with the aims of education, determined by philosophy. This curriculum also differs from 
school to school in respect to own beliefs. Therefore, naturalists advocate the selection of various 
subjects according to the present needs, interests and activities of the child. Thus, we ultimately 
conclude that philosophy not only influences the curriculum, but it also determines the subjects' 
study that meets its requirements. 
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Philosophy and Textbooks: The choice of textbooks and teaching methods is influenced by 
prevailing philosophies. For instance, naturalists advocate experiential learning, while pragmatists 
prefer logical sequencing (Sable, 2007) The textbooks are important elements and play a vital role 
through which the aims of education are realized. Therefore, textbooks should be selected which 
contain ideals and principles as in the choice of the selection of textbooks. It inevitably needs the 
standard of judgment which should enable them to select the right type of books which can only be 
supplied by philosophy. The selection of textbooks should reflect the prevailing values of life, 
supplemented by philosophy. There is also a difference of opinion among the different schools of 
philosophy. In this context naturalists believe and are in favor of illustrating pictures and diagrams 
for capturing the interest and attention of children where as the pragmatists are satisfied only with 
the objective statement of generalization in a logical order and way.

Philosophy and Methods: A lot of prominence has been given to the methods of teaching 
because it realizes the aims of education. As we are fully aware that the aims of education are subject 
to the philosophy of life. Therefore, it is very true and an established fact that there exists a close 
relationship between philosophy and methodology of teaching.

Philosophy and Discipline: Ancient Indian education emphasized strict discipline aimed at 
spiritual goals, while modern education promotes democratic discipline rooted in self-governance 
(Dragor&Zarevski, 2015). It is to be emphasized that discipline too reflects the philosophy of life 
just like the curriculum, textbooks and methods and is also governed by the aim of education. 
Historically in an ancient India the salvation was the main aim of education, and the stress was laid 
down on a strict type of discipline. Also, the students were expected to lead a life of an authority and 
self-denial whereas in the medieval period, a very harsh and strict discipline was advocated and 
practiced. At that time, “to spare the rod and spoil the child”, was the maxim for the guidance of 
teachers. However, in the present age of democracy the concept of discipline is entirely different. As 
we know, in the past, perfect order and silence use to prevail in the educational institutions but now 
we insist and follow the norms of self-governance and free discipline from the students. Therefore, it 
is being inferred that different schools of philosophy also differ in their concept of discipline. 

Philosophy and Teachers: Teachers are seen as the linchpin of the educational process. Their 
philosophical alignment with educational aims ensures coherence and effectiveness in teaching 
(Lipman, 2003). The teachers are virtually the backbone of the entire process of education. It is 
therefore imperative that the teacher's philosophy of life should be in perfect consonance with the 
philosophy on which the educational system is based. We know apparently a successful teacher 
should be fully aware of his subject, his pupil, the society and the philosophy of education. The 
naturalists believe that a teacher should never interfere with the free activities of children rather than 
he should simply set an amicable environment which is all expected from him. Lastly, we can say 
that the teacher's role should be like the head of the family so that the pupils get inspired by his 
personality and develop full faith in him.

Philosophy and Evaluation: evaluation is the main wheel of the education system. 
Incidentally the goals or aims are just like the decorative flowers which decorate the reports of the 
Education Commission. Similarly, the curriculum also remains confined to bookletsor syllabus. 
Thus, it is only evaluation which provides the exact idea as to what has been achieved at the end of a 
particular period or academic session because of teaching learning experiences provided in the 
classroom. Thus, evaluation is the only process of decorating the extent to which the aims and 
objectives are being attained. Therefore, we conclude that there exists a close relationship between 
objectives, learning experiences and evaluation. Therefore, it has been said that philosophy happens 



to be contemplative will education represents the dynamic side.

General impact of modern philosophies on education: We all are aware that the nineteenth 
and twentieth century's have witnessed a great radical change in the educational practices which 
ultimately resulted in the form of common elements in all modern philosophies. Firstly, education 
has become psychological in nature or child-centered rather than book centered. Secondly, the 
principle of activities has acquired ground and learning by doing has become the common watch 
word. Thirdly, social discipline has been recognized as a key factor of educational development and 
the child is to be trained for community life. Fourthly, democracy has been recognized as a pivotal 
and key factor in most of the developed or developing countries as a guiding force for educational 
practices. Finally, there has been a complete exchange of the trend and pattern in the social structure 
of each country as evident in the form of a major swift rather emphasis from rural to urban, joint 
family to individualism, capitalism to socialism and spiritualism to materialism and thus new 
concepts of citizenship, social and political life have been emerged.

Philosophy and Education: Education is deeply intertwined with philosophy, as philosophical 
principles guide the aims, values, and methodologies of the educational system. Thus, we conclude 
that Role of NEP 2020: The National Education Policy (NEP) 2020 is a forward-thinking initiative 
that aims to transform India's educational system to meet the demands of the 21st century, with a 
focus on critical thinking, problem-solving, and a holistic approach to education. Curriculum 
Restructuring: NEP 2020 introduces a new 5+3+3+4 curricular structure aimed at inclusive 
development and skill enhancement, moving away from the traditional 10+2 system. Emphasis on 
Skills and Values: The policy highlights the importance of foundational skills, critical thinking, 
conceptual clarity, and the inclusion of co-curricular and vocational subjects. Access and Inclusivity: 
NEP 2020 ensures universal accessto education, aiming to bring back over two crore drop-out 
children into the education system. Global Knowledge Superpower: It seeks to position India as a 
global knowledge superpower by fostering research, innovation, and a knowledge-based economy. 

Philosophical Impact on Educational Elements: Philosophy impacts various elements of 
education such as curriculum, textbooks, teaching methods, discipline, and teacher roles. It shapes 
the objectives and the overall direction of the educational system. Philosophical Influence on 
Modern Education: The paper discusses the influence of modern philosophies on education, focusing 
on child-centered learning, learning by doing, social discipline, and democratic principles. Teachers' 
Role: Teachers are crucial in shaping education, with their philosophy of life needing to align with 
the educational system's philosophical foundation. Evaluation: Evaluation is seen as the core of the 
education system, measuring the attainment of educational aims and objectives. Assessment 
strategies reflect educational philosophy. Evaluation, therefore, must align with the objectives 
defined by philosophical principles, measuring not just academic knowledge but holistic 
development.

Conclusion

In summary, NEP 2020 aims to reform the educational landscape in India by embedding 
philosophical insights into its structure, ensuring inclusivity, enhancing skill development, and 
fostering a globally competitive knowledge society. We can now say while concluding things in the 
light of so many parameters that philosophy, life and education are intimately linked with one 
another. Obviously, it can be said that for harnessing education for the purpose of good life, 
individual and society always stand in the need of direction which is being exclusively provided by 
philosophy as being mother of all sciences by which the education is intimately related. In fact, 
philosophy and education are two sides of the same coin.
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Abstract

Mindfulness is a practice focusing on present-moment awareness and emotional regulation that 
gained prominence in educational settings as a tool for enhancing students' cognitive abilities, 
emotional well-being, and social-emotional learning (SEL).The integration of mindfulness 
practices in education and their alignment with the United Nations Sustainable Development 
Goals (SDGs), specifically in the areas lie under improving general health (SDG 3: Good Health 
and Well-being) and (SDG 4:Quality Education).. The aim of this paper is to focus on the impact 
of integration of mindfulness practices into curricula contributes to the holistic development of 
students, fostering inclusive and equitable education, as envisioned by Sustainable Development 
Goal (SDGs). Additionally, the focus is on positive impact of mindfulness on mental health, stress 
reduction, and emotional resilience, aligning with SDG 3. Through a review of relevant 
literature, this paper identifies the benefits, challenges, and future prospects of implementing 
mindfulness in schools. The findings suggest that mindfulness promotes sustainable educational 
practices by addressing the mental and emotional needs of students and teachers, thereby 
creating healthier, more inclusive learning environments. The paper concludes with 
recommendations for policymakers and educators on integrating mindfulness into curricula to 
support sustainable human development and overall well-being.

Keywords: Mindfulness, Sustainable Development Goals 3, SDG 4, Challenges and future 
prospects

Sustainable development conserves resources to ensure their availability for future generations. 
This concept has become increasingly significant in modern society, highlighting the necessity of 
maintaining a balanced and sustainable lifestyle (UNESCO, 2017). Originally, the definition of 
sustainable development was presented in 1987 report by the UN World Commission on 
Environment and Development (Brundtland Commission, 1987) but should be revised to state that 
“development that meets the needs of the present while safeguarding Earth's life-support system, on 
which the welfare of current and future generations depends” (Griggs, 2013). This concept addresses 
global challenges and aims to build a future that is sustainable, peaceful, and prosperous, ensuring 
that both current and future generations can coexist in harmony. The Sustainable Development Goals 
(SDGs) serve as a global framework comprising 17 interconnected goals and 169 specific targets, 
established by the United Nations in 2015 as part of the 2030 Agenda, with progress tracked through 
231 unique indicators (DGC, 2023). Unlike previous initiatives, the SDGs designed to address three 
key global challenges: promoting social, economic, and environmental sustainability for limited time 
duration. Adopted by all UN member states, these goals aim to eradicate poverty, protect the 
environment, and foster global peace and prosperity by 2030. Therefore, education systems must set 
the major learning objectives and content so that both students and different institutions act in 
accordance with the SDGs (UNESCO, 2017).

The SDGs build upon and expand the scope of the Millennium Development Goals (MDGs), 
which were in effect from 2000 to 2015. MDGs primarily focus on developing nations while SDGs 
are universal, requiring collective efforts from all countries to drive global progress (Almudena, 
2022). A core principle of the SDGs is ensuring no one is left behind in the journey toward global 
prosperity and sustainability. By tackling the root causes of poverty, advocating for human rights, 
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and integrating economic growth, social inclusion, and environmental protection, the SDGs create 
pathways for long-term well-being for both people and the planet (UNESCO, 2017). Their broad 
scope emphasizes the necessity of global partnerships involving governments, private enterprises, 
civil society, and international organizations. The key attributes of the SDGs include their universal 
nature, interconnectedness, sustainability, and inclusivity, ensuring that the benefits reach all 
individuals without any discrimination. 

Relevance of SDG 3 and SDG 4 

·SDG 3: Good Health and Well-being directly relates to enhance mental health, reduce stress, and 
foster emotional well-being in educational settings.

·SDG 4: Quality Education is essential for creating inclusive, equitable, and supportive learning 
environments, improving students' learning outcomes, emotional intelligence, and cognitive 
skills.

Both the goals are interconnected, as good health (SDG 3) plays a vital role in fostering a 
positive environment, which can be achieved through quality education (SDG 4). This relationship 
forms the foundation of this paper, exploring how integrating mindfulness into education can support 
sustainable development. Mindfulness is the practice of maintaining full awareness of the present 
moment with openness, curiosity, and without judgment. It involves consciously observing one's 
thoughts, emotions, bodily sensations, and surroundings through techniques such as meditation, deep 
breathing, and focused attention (Kabat-Zinn, 2003).By promoting present-moment awareness and 
emotional regulation, mindfulness helps individuals remain engaged in the "here and now" rather 
than dwelling on past experiences or worrying about the future (Meiklejohn et al., 2012). 

Relevance of Mindfulness in Educational Settings

In recent years, outbreak of COVID-19 brings changes in the life style of every single person 
especially students. Rapid use of electronic gadgets aggravated serious impact on their mental, 
physical and emotional well-being cause severe anxiety, depression, weaker concentration, poor 
academic achievement, social challenges, shorter attention span etc. According to Bishop et al. 
(2004), if mind wanders from the point of focus, then mindfulness involves acknowledging the 
thought or feeling that arises, inhibiting rumination, and switching attention back to the point of 
focus. Therefore, mindfulness has gained increasing recognition as a valuable tool in educational 
settings.Educators and researchers are exploring its potential to enhance students' academic 
performance, mental health, and social-emotional learning. Mindfulness is being introduced as a 
means to mitigate these challenges by fostering an environment that promotes emotional well-being 
and cognitive focus. Mindfulness programs are increasingly being integrated into schools to help 
students and educators navigate these pressures. Researcher has demonstrated the positive effects of 
mindfulness on focus, behavior, emotional regulation, and resilience. By teaching students to 
manage stress and distractions more effectively, mindfulness can contribute to a more productive and 
supportive learning environment.

Integration of mindfulness practices into educational systems aligns with the goals of 
sustainable development foster students' cognitive and emotional well-being, enhancing focus and 
social-emotional learning, and promoting inclusive, equitable, and supportive learning environments. 
By contributing to improved mental health (SDG 3: Good Health and Well-being) and quality 
education (SDG 4: Quality Education) mindfulness helps to cultivate a generation of learners who 
are not only academically successful but also emotionally resilient, empathetic, and equipped to 
contribute to a more peaceful and sustainable future.



Mindfulness and Education

In recent years, the integration of mindfulness practices into educational settings has become a 
subject of significant research interest. Numerous studies have examined the impact of mindfulness 
on student performance, emotional intelligence, and mental health. Amel et al, (2009) found in a 
survey on 100 persons that awareness was positively correlated with self- reported sustainable 
behavior while Barbaro et al. (2016); Jacob et al. (2009) reported that pro-environmental behaviors 
is significantly associated with mindfulness which are particularly important for observing, non-
reactivity, and connectedness traits of mindfulness and subjective well-being. Zenner et.al, (2014) 
found that mindfulness-based interventions in school settings improved cognitive performance, 
particularly attention and executive functioning, which were crucial for better working memory, 
academic success and critical thinking.According to Bishop et al.,(2004), mindfulness practices can 
promote the development of inhibitory control with improvement in executive functions are the 
critical factors for children's social and emotional development and positive mental health. 
Additionally, Meiklejohn et al. (2012); Black & Fernando,(2014)reported that students who 
participated in mindfulness programs demonstrated improved classroom engagement and behavioral 
regulation and increase emotional stability which positively influencedtheir learning  and tasks 
management. The structured nature of mindfulness helps students develop the self-discipline needed 
for academic achievement. et al.(2021) conducted a study on mindfulness-based stress 
reduction (MBSR) in schools, finding that students who engaged in mindfulness practices reported 
significantly lower levels of anxiety, stress, and depressive symptoms while Zoogman et 
al.(2015)conducted a meta-analysis of mindfulness interventions on youth and found that these 
programs were effective in reducing negative affect and stress-related symptoms. These evidences 
prove that mindfulness helps students to cope up with academic pressures, social stress, and personal 
challenges, thereby promoting mental health resilience.

Inclusive, Equitable educational environment and Mindful practices

Mindfulness practices in education have gained attraction not only for their benefits to 
individual students but also for their potential to create supportive, inclusive, and equitable learning 
environment. Roeser et al. (2015); Huppert and Johnson (2010) found that mindfulness programs in 
schools significantly improved social skills, empathy, and compassion among students and create an 
inclusive environment where students from different backgrounds and abilities feel valued and 
understood. 
Flook et al. (2015) conducted a study that demonstrated how mindfulness training helped students with 
ADHD to improve their attention and emotional regulation, leading to better academic engagement and 
reduced behavioral issues while Goleman (2010) indicates that mindfulness enhances emotional 
awareness, enabling students to better understand their own feelings and those of others.
Kemeny et al, (2012); Huppert and Johnson (2010) found that when teachers engage in mindfulness 
practices, they experience lower stress levels, greater emotional regulation, and improved classroom 
management skills.
Semple et al. (2010) showed that children participating in mindfulness programs demonstrated 
increased pro-social behavior, contributing to a more harmonious and inclusive school 
environment.Research has shown that inclusive educational practices, such as mindfulness, can help 
close achievement gaps and support marginalized students. Patel et al. (2019) indicated that schools 
implementing mindfulness programs experienced a reduction in disciplinary actions and improved 
academic performance among historically disadvantaged groups. By promoting equity and inclusion 
through mindfulness, schools can help ensure that all students have access to quality education and the 

Kriakous
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opportunity to thrive.

Benefits of Intersection of various Sustainable Development Goals with Mindfulness Practices 

Mindfulness and Sustainable Development Goal 4 (SDG 4): Quality Education

Sustainable Development Goal 4 (SDG 4) aims to ensure inclusive and equitable quality education and 
promote lifelong learning opportunities for all. This goal encompasses a broad range of targets, ensuring 
that all youth and a substantial proportion of adults achieve literacy and numeracy, providing access to 
affordable technical, vocational, and higher education, and fostering education that promotes 
sustainable development, human rights, and gender equality.Mindfulness practices in education have 
gained recognition for their potential to enhance the quality of education by promoting not only 
academic success but also emotional, social, and mental well-being. The ways in which mindfulness 
intersects with SDG 4:

·Promotion of Emotional Intelligence: Mindfulness practices encourage students to develop 
self-awareness and emotional intelligence indicates better academic performance, social 
interactions, and mental health outcomes.

·Fostering Social Learning: Mindfulness enhances empathy and compassion among students 
helps to create a collaborative and supportive learning environmenthelp to maintain a positive 
classroom culture. 

·Supporting Mental Health and Well-Being: Zenner et al. (2014) found that mindfulness 
interventions led to significant reductions in stress and emotional difficulties, which are crucial 
for maintaining focus and engagement in learning and promoting a healthier learning 
environment.

·Better Learning Outcomes: Carek et al. (2011) reported that Student who practice 
mindfulness, have higher levels of concentration, reduced test anxiety, and improved grades. 
These outcomes align with SDG 4's focus on ensuring that all learners achieve relevant and 
effective learning outcomes.

·Creating Inclusive Learning Environments: Mindfulness practices can promote inclusivity 
by addressing the diverse needs of students, including those with learning disabilities, emotional 
difficulties, and behavioral issues. Programs tailored to these students can create equitable 
opportunities for all learners to succeed.

·Encouraging Lifelong Learning: Mindfulness fosters critical thinking, self-reflection, and a 
growth mindset, which are essential for lifelong learning. By cultivating these skills, students are 
better prepared to navigate the complexities of the modern world and continue learning beyond 
formal education.

·Empowerment for Future Challenges: As students learn to manage stress and develop 
resilience through mindfulness, they become more equipped to face future challenges in both 
their personal and professional lives. This empowerment aligns with the broader objectives of 
SDG 4, which emphasizes the need for education that prepares learners for the future.

·Teacher Well-Being and Professional Development: Mindfulness practices support teachers 
by reducing their stress and pressure which affects the quality of education and induce their 
mental health and wellbeing for the betterment of the students. This professional development 
aligns with SDG 4's focus on improving the quality of education and teaching.



Mindfulness and Sustainable Development Goal 3 (SDG 3): Good Health and Well-Being

Sustainable Development Goal 3 (SDG 3) aims to ensure healthy lives and promote well-being 
for all individuals at all ages. This goal encompasses a wide range of targets focused on reducing 
mortality rates, combating communicable diseases, addressing mental health issues, and promoting 
universal health coverage. Mental health and well-being, in particular, have become increasingly 
recognized as essential components of overall health.Mindfulness practices have gained recognition 
for their profound impact on mental and physical health. There are some points supported 
mindfulness practices with SDG 3:

·Reduction of Anxiety and Depression: A meta-analysis by Khoury et al. (2015) demonstrated 
that mindfulness-based interventions led to moderate to large reductions in anxiety and 
depression across various populations. This reduction is critical for achieving SDG 3's target of 
promoting mental health and well-being.

·Stress Management: According to Cohen et al, (2012), mindfulness practices, such as 
meditation and deep breathing, helps individualto manage stress more effectively. By cultivating 
present-moment awareness, mindfulness encourages individuals to respond to stressors with 
greater resilience. 

·Improvement in Mental Health: “Mindfulness practice can influence the brain, the autonomic 
nervous system, stress hormones, the immune system, and health behaviors, including eating, 
sleeping, and substance use, in salutary ways” (Greeson, 2009)

·Enhancement of Physical Well-Being: Mindfulness has been linked to various physical health 
benefits, including improved cardiovascular health, reduced chronic pain, and better immune 
function. 

·Promotion of Healthy Lifestyles: Mindfulness encourages individuals to develop healthier 
habits, including improved nutrition, regular exercise, and better sleep hygiene. By fostering 
greater awareness of one's body and health, mindfulness can support healthier lifestyle choices 
that contribute to overall well-being.

·Accessibility of Mental Health Resources: Mindfulness practices can be implemented in 
diverse settings, making them accessible to various populations. Programs that integrate 
mindfulness into schools, workplaces, and community centers can help address disparities in 
mental health care access, aligning with SDG 3's focus on universal health coverage.

·Supporting Preventive Health Strategies:Teaching students about mindfulness can empower 
them to manage stress, build resilience, and develop coping strategies, ultimately contributing to 
better mental and physical health outcomes.

·Building Resilience for Future Challenges: COVID-19 pandemic highlighted the importance 
of mental health and well-being in the face of global health challenges. Mindfulness can serve as 
a valuable tool for coping with uncertainty and stress during crises, providing individual with 
strategies to navigate difficult situations.

Mindfulness and Sustainable Development Goal 5 (SDG 5): Gender Equality

·Empowering Women and Girls: Mindfulness practices works on enhancing self- esteem, self-
awareness and emotional regulation foster resilience and confidence among female participants 
helping them to navigate gender-related challenges and discrimination.
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·Create Supportive Environment:Mindfulness promotes emotional well-being and empathy, 
facilitate open discussions about gender issues create safe and supportive environments for 
women and girls, leading to increased awareness and advocacy for gender equality.

·Reducing Gender-Based Violence: Training individuals in mindfulness can lead to more 
constructive communication and conflict resolution strategies, promoting healthier 
relationships and reduce gender- based violence.

Mindfulness and Sustainable Development Goal 10 (SDG 10): Reduced Inequalities

·Promoting Social Inclusion: Mindfulness practices can foster a sense of belonging and 
acceptance attitude towards community among diverse groups, helping to reduce social 
inequalities and promote social cohesion that contributes to more inclusive societies.

·Accessibility of Resources:Integrating mindfulness into community programs, schools, and 
public health initiatives can improve access to mental health resources for underserved 
populations. 

·Empowering Vulnerable Populations: Mindfulness programs acts as a powerful tool for 
individuals belongs to marginalized section, low- income families, CWDs to provide essential 
support and develop coping strategies and resilience.

·Reducing Economic Inequalities:Organizations that prioritize mindfulness practices can 
create more equitable and productive working environments that promote employee satisfaction 
and retention and reduce economic inequalities. 

Mindfulness and Sustainable Development Goals16 (SDG 16): Peace, Justice, and Strong 
Institutions

·Conflict Resolution and Peacebuilding: Programs that promotes mindfulness practices in 
conflict- affected areas can help individual to develop various skills to navigate tensions and 
foster empathy, compassion, and active listening, which are essential for social stability. 

·Strengthening Institutional Resilience: Mindfulness enhance the well-being and effectiveness 
of individuals working in institutions, including law enforcement, social services, and 
education. By prioritizing mental health and emotional regulation, institutions can become more 
resilient and better equipped to serve their communities.

·Promoting Human Rights: Mindfulness practices that focus on empathy and compassion can 
lead to increased awareness of human rights issues. Educating individuals about mindfulness 
can help cultivate a culture of respect and understanding, contributing to stronger advocacy for 
social justice.

·Building Trust in Communities: Mindfulness practices strengthen the relationships within 
communities and between citizens and institutions. By promoting constructive communication 
and collaboration, mindfulness can help build trust, leading to more effective governance and 
social cohesion. 

Mindfulness practices offer valuable contributions to multiple Sustainable Development Goals 
beyond health and education. By empowering women and girls (SDG 5), promoting social inclusion 
and reducing inequalities (SDG 10), and fostering peace and justice (SDG 16), mindfulness serves as 
a versatile tool for creating more equitable, just, and resilient societies and help to address the 
interconnected challenges outlined in the SDGs. 



Challenges and Barriers to Integrating Mindfulness in Education

 The integration of mindfulness into educational settings holds significant promise for 
enhancing student well-being and academic performance, several challenges and barriers can impede 
its implementation. Understanding these obstacles is essential for developing effective strategies to 
promote mindfulness practices in schools. Here are some key challenges and barriers:

·Lack of Awareness and Understanding: Many educators, administrators, and parents may 
have limited knowledge of mindfulness leads skepticism about its effectiveness and relevancy in 
educational context. 

·Insufficient Training and Resources: Lack of training programs and limited resources creates 
a lacunae in  effectively implementation of mindfulness practices  in classrooms 

·Curriculum Overload: Teachers face a lot of pressure to cover extensive curricula in a limited 
time constraints. The integration of mindfulness practices in an existing curriculumviewed as a 
competing demand for limited instructional time, leading to resistance to implementation.

·Sustainability and Consistency: Many mindfulness programs in schools are implemented as 
short-term interventions, lacking sustainability. The reason is that,high rates of appointment of 
newteachers in schools who have not trained in existing mindfulnessprograms can disrupt the 
continuity of these practices.  

·Assessment and Evaluation Challenges: There is a lack of standardized measures to assess the 
effectiveness of mindfulness programs in educational settings. It can make difficult to evaluate 
outcomes and demonstrate the impact of mindfulness on student well-being and academic 
performance 

·Challenges in Measuring Impact: Measuring the intangible benefits of mindfulness, such as 
improved emotional regulation or resilience, can be challenging. Educators may struggle to 
quantify these benefits, making it difficult to justify the integration of mindfulness into curricula.

·Parental Support: Some parents may be skeptical of mindfulness practices or may not see their 
relevance to academic success. This resistance attitude creates barrier in integration of 
mindfulness in schools. 

·Community Engagement: Mindfulness programs often require community involvement and 
support to thrive. Engaging community members and stakeholders can be challenging, 
especially in communities where mindfulness is not widely recognized.

Recommendations for Implementing Mindfulness in Education

Successfully integrating mindfulness practices into educational settings requires a thoughtful 
and strategic approach. Here are several recommendations for effective implementation:

·Training and Professional Development programs: It conducted a comprehensive 
training program on mindfulness practices, including techniques, benefits, and classroom 
integration strategies with ongoing support system helps educators to  share experiences, 
troubleshoot challenges, and refine their approaches.

·Curriculum Integration: It embed mindfulness into existing curriculum and allocate 
dedicated time for mindfulness practices such as morning mindfulness sessions or quiet 
reflection periods  can help students to  internalize mindfulness and its benefits.
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·Community and Parental Engagement: In this various seminars and workshops will 
organized for  parents to create a supportive home environment for mindfulness to their ward 
and Community involvement can enhance the sustainability and reach of mindfulness 
initiatives.

·Assessment and Evaluation: It develop a standardized tools to assess the effectiveness of 
mindfulness programs based on student well-being, emotional regulation, and academic 
performance and implement feedback mechanism for students and teachers to evaluate 
mindfulness practices.

·Adaptability and Cultural Sensitivity Tailor Programs: Reflect the cultural background and 
values to fit within a contexts and recognize Individual Difference

·Foster Collaboration and Sharing Best Practices: Encourage teachers to form learning 
communities focused on mindfulness and share resources and best practices

Conclusion

The growing body of research on mindfulness in education undergoes its transformative 
potential for improving students' academic performance, emotional intelligence, and mental health. 
Studies consistently show that mindfulness enhances students' ability to focus, regulates their 
emotions, and reduces stress, all of which contribute to better learning outcomes and overall well-
being.As educational systems increasingly prioritize holistic development and social-emotional 
learning, the integration of mindfulness-based practices presents a promising approach to fostering 
resilient, emotionally intelligent, and academically successful students. The findings in this study 
support the argument that mindfulness not only benefits individuals but also contributes to the 
broader goals of inclusive and quality education, aligning with the United Nations Sustainable 
Development Goals (SDGs), particularly SDG 3 (Good Health and Well-being) and SDG 4 (Quality 
Education) with that of SDG5, SDG10 and SDG 16. By exploring the intersections of mindfulness 
with various SDGs and expanding its application in diverse contexts, educators and researchers can 
create more inclusive and supportive learning environments that are benefitted to all 
students.Addressing of some challenges in this study is crucial for advancing the integration of 
mindfulness practices in educational settings, ultimately contributing to more holistic and supportive 
learning experiences for all students. To overcome these challenges some recommendations include 
in this study helps to create supportive environments where mindfulness practices thrive, ultimately 
benefiting students' emotional, social, and academic development. A well-implemented mindfulness 
program can lead to healthier, more resilient students and a positive school culture that aligns with 
the goals of holistic education.
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Abstract

The Integrated Teacher Education Programme (ITEP) in India has introduced a 360-degree 
assessment system, as part of its effort to improve teacher education quality. This system, aligned 
with the National Education Policy (NEP) 2020, emphasizes holistic and continuous assessment 
of student-teachers, addressing not only academic learning but also professional and personal 
growth. It focuses on multiple dimensions such as cognitive, affective, and psychomotor skills, 
encouraging all-around development goes beyond just academic performance to include 
classroom practices, lesson planning, and implementation. Evaluates student-teachers based on 
feedback from peers, mentors, students, and the community, giving a more rounded picture of 
their effectiveness. This allows teachers to reflect on their teaching styles, interactions, and 
classroom management moves away from traditional, end-of-term exams to continuous 
assessments through practical assignments, classroom observations, and self-assessments. 
Which encourage regular feedback loop that promote constant improvement. Digital tools are 
integrated for tracking student progress, enabling teachers to analyze their teaching methods 
and outcomes in real time. Online platforms may also be used for peer feedback and 
collaborative learning. A significant part of the assessment is based on student-teachers' 
classroom teaching experience, where they are judged on their ability to manage students, 
deliver lessons effectively, and adapt to real-world challenges. Includes assessments on 
teachers' communication skills, empathy, social responsibility, and leadership capabilities, 
ensuring they can act as role models. The 360-degree assessment approach ensures that future 
teachers are not only well-prepared in terms of content knowledge but also possess the necessary 
pedagogical, social, and emotional skills required for effective teaching. This system aligns with 
the NEP 2020's vision of creating well-rounded educators who can contribute to the holistic 
development of students.

Key words: Integrated Teacher Education Programme, Holistic Assessment, NEP 2020.

The ITEP stands as a cornerstone reform initiative under the National Education Policy (NEP) 
2020, aimed at redefining the quality and structure of teacher education in India. NEP 2020 
recognizes that the foundation of an effective education system lies in the preparation of capable, 
reflective, and committed teachers. To address long-standing gaps in teacher training, the policy calls 
for a comprehensive overhaul, advocating for integrated and multidisciplinary programmes that can 
meet the demands of 21st-century classrooms (Ministry of Education, 2020). In alignment with this 
vision, the National Council for Teacher Education (NCTE) officially notified the launch of ITEP on 
26 October 2021, introducing a four-year dual-major degree that seamlessly blends subject-specific 
undergraduate education (in disciplines such as Science, Arts, or Commerce) with rigorous 
professional preparation in pedagogy, assessment, and inclusive education. This integrated format 
replaces the traditional two-step model-where teacher education was pursued only after completing 
an undergraduate degree with a more cohesive, time-efficient, and pedagogically sound approach.

To ensure quality implementation, ITEP is being introduced in a phased manner, beginning 
with select multidisciplinary universities and teacher education institutions. These institutions serve 
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as pilot centers for refining curriculum delivery, developing institutional capacity, and setting 
benchmarks for best practices. Moreover, NEP 2020 mandates that by 2030, all standalone teacher 
education institutions will be integrated into multidisciplinary higher education institutions (HEIs). 
This structural transformation aims to foster academic diversity, research-driven pedagogy, and 
holistic learning environments that are better aligned with contemporary educational needs (Ministry 
of Education, 2020).

Overall, ITEP is poised to play a critical role in shaping a new generation of educators who are 
not only content experts but also empathetic, innovative, and socially responsible professionals.

What will be integrated and what will be produced in ITEP?

The Integrated Teacher Education Programme (ITEP) is a flagship initiative under the National 
Education Policy (NEP) 2020, designed to revolutionize the teacher education system in India. It 
aims to integrate general undergraduate education with professional teacher training in a seamless 
and coherent four-year degree programme offered immediately after senior secondary education. 
ITEP combines subject-specific academic study—in disciplines such as Science, Arts, or 
Commerce—with comprehensive training in pedagogical theories, teaching methodologies, 
classroom management, assessment, and inclusive education. This multidisciplinary integration 
ensures that prospective teachers not only develop deep subject knowledge but also acquire the 
practical and theoretical skills necessary for effective teaching. Upon successful completion of the 
programme, candidates are awarded a dual-degree qualification: a Bachelor's degree in Education 
(B.Ed.) and a Bachelor's degree in a relevant discipline B.A., B.Sc. and B.Com. This structure 
eliminates the need for a separate postgraduate teacher training programme, thus streamlining the 
pathway into the teaching profession. ITEP is designed to produce professionally competent, 
reflective, and socially responsive educators who align with the demands of 21st-century classrooms. 
It emphasizes multidisciplinary learning, critical thinking, inclusivity, and ethical values, preparing 
graduates to be both subject experts and pedagogical leaders. By aligning with NEP 2020's vision, 
the ITEP aims to attract motivated and talented individuals to teaching, raise the status and quality of 
the profession, and ultimately improve learning outcomes across India's education system.

What is Assessment?

Assessment in teaching and learning is a systematic process of collecting, analyzing, and 
utilizing information to understand and support student learning and development. It encompasses a 
wide range of tools and strategies designed to evaluate learners' knowledge, skills, attitudes, and 
progress across cognitive, affective, and psychomotor domains. As defined by Black and Wiliam 
(1998), assessment serves multiple functions: diagnosing learning needs, informing instructional 
decisions, and providing actionable feedback that guides both teaching and learning. Assessment is 
typically categorized into two major types: formative and summative. Formative assessment is 
conducted during the instructional process and is primarily intended to monitor learning in real-time, 
allowing teachers to adapt their strategies and students to reflect on their understanding. It promotes 
a feedback loop that enhances learning outcomes and engagement (Sadler, 1989). In contrast, 
summative assessment occurs at the conclusion of a learning unit or course and is used to evaluate 
student achievement against predetermined standards or benchmarks. 

For assessment to be effective, it must align closely with instructional goals, demonstrate 
validity and reliability, and be responsive to the diverse backgrounds, needs, and abilities of students 
(Popham, 2009). Moreover, assessment practices should not only measure learning but also motivate 
learners, foster self-regulation, and support equitable educational outcomes. As Brookhart (2013) 
emphasizes, well-designed assessment contributes directly to improving instruction and increasing 



student motivation, confidence, and achievement.

Outcome Based Learning

The Integrated Teacher Education Program (ITEP) adopts an outcomes-based approach, 
emphasizing the Graduate Attributes that student-teachers must demonstrate. These attributes 
encompass the knowledge, skills, values, and dispositions expected of ITEP graduates. They 
facilitate the broadening of knowledge, the acquisition of new competencies, and effective teaching 
practices, while also promoting responsible citizenship. Graduate attributes reflect specific learning 
outcomes for each curricular component and generic outcomes applicable to all ITEP stages. These 
attributes are developed incrementally through diverse learning experiences, fostering critical and 
reflective thinking throughout the educational journey.

Heutagogy a new Approach to Learning 

Heutagogy, or self-determined learning, is an educational approach where the learner takes full 
control of their own learning process. Unlike traditional pedagogy (teacher-directed learning) or 
andragogy (adult learning, which is more learner-centered), heutagogy focuses on the learner 
deciding what, how, and why to learn, emphasizing autonomy and self-directed learning. 

Key features of heutagogy include

Heutagogy, often referred to as self-determined learning, places the learner at the center of the 
educational process by promoting independence, critical thinking, and adaptability. One of its core 
features is learner autonomy, where individuals are empowered to take charge of their own learning 
journey. Instead of relying solely on structured instruction, learners are encouraged to identify what 
they need to learn, set their personal goals, and select the methods and resources that best suit their 
style and pace (Blaschke, 2012). This autonomy not only fosters motivation but also builds a deeper 
connection between the learner and the subject matter.

Another essential aspect of heutagogy is self-reflection. Learners are guided to consistently 
reflect on their progress, evaluate the effectiveness of their strategies, and make necessary 
adjustments. This reflective process strengthens their metacognitive skills-thinking about their 
thinking-and enables them to become more aware of how they learn best (Canning, 2010). Through 
this ongoing reflection, students develop the capacity to independently overcome challenges and 
continuously improve their learning practices.

Flexibility is also a defining characteristic of heutagogy learning. The learning environment 
and pathways are designed to be adaptive, allowing learners to explore topics in ways that are 
personally meaningful. A central concept here is "double-loop learning," where students not only 
solve problems but also question the assumptions and frameworks behind their problem-solving 
approaches (Argyris & Schön, 1978). This level of flexibility prepares learners to apply their 
knowledge across different contexts, fostering creativity, resilience, and lifelong learning skills.

Non-linear learning: Unlike structured or linear forms of education, heutagogy allows 
learners to explore topics in ways that suit their individual learning paths, without strictly following 
a prescribed curriculum. It's particularly suited to complex, real-world problem-solving and lifelong 
learning contexts, encouraging learners to be active participants in their own knowledge 
development.

“The purpose of the education system is to develop good human beings capable of rational 
thought and action, possessing compassion and empathy, courage and resilience, scientific temper 
and creative imagination, with sound ethical moorings and values. It aims at producing engaged, 
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productive, and contributing citizens for building an equitable, inclusive, and plural society as 
envisaged by our Constitution” (NEP 2020).

Approach to Assessment and Evaluation in ITEP

The transformation of assessment practices under NEP 2020 is essential to achieving a more 
holistic, inclusive, and learner-centered education system in India. The ITEP plays a pivotal role in 
actualizing this vision by preparing educators who are proficient in modern, reflective, and inclusive 
assessment methodologies. Through its focus on competency-based learning, technological 
integration, reflective practice, and equity in assessment, ITEP empowers future teachers to create 
dynamic learning environments that are engaging, fair, and future-ready. In doing so, it not only 
fulfills the objectives of NEP 2020 but also empowers future teachers to be agents of educational 
transformation in a rapidly evolving 21st-century learning landscape.

The NEP 2020 represents a landmark shift in India's educational landscape. As the first 
comprehensive education reform in over three decades, it envisions a systemic overhaul grounded in 
the principles of quality, equity, inclusivity, and holistic development. A cornerstone of this 
transformation is the reform of assessment practices, moving away from high-stakes, summative 
examinations and rote memorization, toward competency-based, formative, and multidimensional 
assessments that better reflect real learning and learner progress (Ministry of Education, 2020). 
Aligned with this vision, the ITEP a four-year dual-major undergraduate degree designed by the 
NCTE aims to prepare a new generation of teachers capable of implementing innovative and learner-
centered assessment practices. 

Paradigm Shift: From Rote Learning to Competency-Based Assessment

NEP 2020 advocates for a fundamental shift in how student learning is evaluated, moving from 
rote memorization to competency-based assessment focused on conceptual clarity, critical thinking, 
creativity, and the application of knowledge (MoE, 2020). Traditional examinations often fail to 
capture these deeper dimensions of learning.

ITEP operationalizes this vision by equipping pre-service teachers to:

·Formulate learning outcomes aligned with national and global competency frameworks.
·Design authentic assessments that emphasize higher-order thinking skills such as 

application, analysis, and synthesis.
·Employ assessment tools like rubrics, case studies, and performance tasks, which promote 

objectivity and relevance (NCTE, 2021).

This approach helps future educators use assessment not as a tool of judgment, but as a vehicle 
for promoting student growth and engagement.

Understanding of 360-degree Assessment and NEP 2020

A 360-degree feedback system, highlighted in NEP 2020, integrates assessments from peers, 
teachers, supervisors, and self-evaluations to provide a comprehensive view of student development 
(NEP, 2020). This method emphasizes regular and formative assessments that are competency-based 
and promote higher-order skills like critical thinking and analysis (NEP, 2020, 4.34). The 
multidimensional report card reflects progress across cognitive, affective, socio-emotional, and 
psychomotor domains, thus minimizing bias by gathering diverse perspectives (Kirkpatrick & 
Kirkpatrick, 2006). This iterative approach fosters a holistic understanding of each learner's abilities 
and development, enhancing educational equity (Hattie & Timperley, 2007).



The NEP 2020 presents a refreshing approach to assessments, addressing systemic weaknesses 
and providing a comprehensive roadmap for improvement. By implementing a 360-degree holistic 
assessment framework, the policy allows not only teachers but also peers and parents to contribute to 
evaluating student performance (NEP, 2020). This multi-source feedback mechanism gathers 
insights from various stakeholders, fostering a richer understanding of each learner's strengths and 
areas for growth.

360-degree feedback emphasizes continuous learning by promoting self-awareness and 
encouraging openness to feedback. Effective implementation requires accurate data from multiple 
perspectives, helping students to unfreeze their self-view and embrace personal development 
(International Journal of Reflective Research, 2020). The redesigned report cards will capture 
progress across cognitive, affective, socio-emotional, and psychomotor domains, including diverse 
assessment methods like project-based learning and peer assessments (NEP, 2020). This holistic 
approach not only reflects a learner's current abilities but also tracks their growth over time, 
ultimately supporting a clear action plan for individual development.

In this regard, ITEP emphasizes Diverse Assessment Tools

A variety of assessment methods will be used to evaluate students, going beyond just 
traditional written exams. These will include open-book tests, portfolios, assignments, projects, 
presentations, and self-assessments. Written tests will feature different types of questions, such as 
short answers and multiple-choice questions that may have more than one correct option. Teachers 
will also offer students regular chances to improve their performance through ongoing assessments, 
encouraging continuous learning and growth.
Emphasis on Formative Assessment

Formative assessments are prioritized, focusing on meaningful feedback that enhances the 
teaching-learning process. These assessments encompass all learning domains, ensuring that student-
teachers are evaluated not just on rote recall but also on their ability to analyze and synthesize 
information.

Some important multidimensional tools help teacher trainees foster classroom cultures that 
value individual learner journeys and developmental progress.

·Formative strategies such as diagnostic feedback, reflective journals, and observation 
checklists.

·Summative evaluations through project-based learning, lesson demonstrations, and internships.

·Peer and self-assessment methods to nurture meta-cognitive awareness and collaborative 
learning (NCTE, 2021).

Technology-Enabled Assessment Systems

NEP 2020 recognizes the critical role of digital technologies in transforming assessment. The 
policy recommends using adaptive assessment tools, AI-based analytics, and e-portfolios to create 
personalized and scalable evaluation systems.

ITEP integrates digital proficiency by training teacher candidates to:

·Use Learning Management Systems (LMS), mobile applications, and digital quizzes for real-
time classroom assessment.

·Develop interactive feedback systems like dashboards and discussion forums.
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·Apply data-driven insights to inform instructional planning and support differentiated learning 
(NCTE, 2021).

This digital integration helps future teachers leverage technology to provide continuous, 
meaningful, and individualized feedback.

Assessment as a Tool for Reflective Practice and Professional Growth

NEP 2020 also emphasizes assessment as a reflective practice that supports continuous teacher 
development. Educators are expected to be lifelong learners who evaluate and refine their 
instructional strategies through ongoing self-assessment.

ITEP fosters reflective capacity by including

·Reflective journals and lesson critiques during field experiences.

·Mentor observations, peer feedback, and self-evaluation exercises.

·Action research projects that engage student-teachers in solving real classroom challenges 
through empirical inquiry (NCTE, 2021).

Through these methods, ITEP encourages teacher candidates to view assessment as a tool for 
both student and professional growth.

Equity and Inclusion in Assessment

Equity and inclusion are foundational to NEP 2020's vision. The policy mandates that 
assessments should be fair, culturally responsive, and accessible to all learners, regardless of 
language, background, or ability.

ITEP promotes inclusive assessment by preparing teachers to

·Apply Universal Design for Learning (UDL) principles in assessment design.

·Use multilingual and multimodal evaluation strategies.

·Implement context-sensitive assessment practices that accommodate varied learning needs 
(NCTE, 2021).

Such inclusive approaches ensure that all learners are given equitable opportunities to 
demonstrate their capabilities without bias or disadvantage.

Semester System and Credit Hours in ITEP

The Stage-Specific Integrated Teacher Education Programme (ITEP) follows a semester-based 
academic structure, comprising two semesters per academic year. Each semester typically spans 15 
to 16 weeks, including a minimum of 96 working days exclusively dedicated to teaching and 
learning activities, not including final examinations (NCTE, 2021). To ensure meaningful 
engagement and in-depth learning, students are required to participate in at least 40 
instructional/contact hours per week. Under this system, one credit for classroom-based courses is 
equivalent to a minimum of 15 hours of direct instruction per semester. In contrast, practical 
components—such as seminars, laboratory sessions, internships, workshops, field projects, and 
community engagement activities—require at least 30 hours of active student participation per credit 
(NCTE, 2021).

This structured approach promotes a holistic balance between theoretical learning and practical 
experience, thereby equipping future educators with essential academic grounding, pedagogical 



skills, and hands-on teaching competencies aligned with the demands of 21st-century classrooms. 
The design of this system is in keeping with the broader goals of the National Education Policy 
2020, which emphasizes multidisciplinary learning, experiential education, and teacher preparedness 
(NEP, 2020).

Grading for Credit and Non-Credit Courses in ITEP

The Integrated Teacher Education Programme (ITEP) adopts a structured and differentiated 
assessment approach to ensure comprehensive evaluation of teacher trainees. Non-credit courses are 
assessed on a qualitative scale, with outcomes designated as either “Satisfactory” or 
“Unsatisfactory,” focusing primarily on participation, engagement, and skill development rather than 
academic grading (NCTE, 2021). In contrast, credit-bearing courses are evaluated using a 
quantitative system, with student performance measured through the Semester Grade Point Average 
(SGPA) and the Cumulative Grade Point Average (CGPA). These grading metrics capture both term-
wise and overall academic performance. The minimum passing criteria and grading thresholds are 
determined by individual universities, but must adhere to guidelines issued by standard-setting 
bodies such as the National Council for Teacher Education (NCTE) and the University Grants 
Commission (UGC) to ensure consistency, fairness, and academic rigor across institutions. This dual 
evaluation framework promotes a transparent and equitable assessment system, balancing academic 
excellence with the practical and holistic goals of teacher preparation under NEP 2020.

Conclusion

The Integrated Teacher Education Programme (ITEP), as envisioned under the National 
Education Policy (NEP) 2020, signifies a groundbreaking shift in how we prepare future educators. 
By embedding a 360-degree assessment approach, the programme redefines the evaluation process 
focusing not only on what student-teachers know but also on how they apply their knowledge, reflect 
on their experiences, and grow both personally and professionally. This system promotes a more 
holistic perspective by assessing cognitive abilities, emotional intelligence, and practical teaching 
skills. It draws insights from a wide range of sources—peer feedback, mentor evaluations, 
community interactions, and self-assessments—thus offering a well-rounded understanding of a 
teacher's development. Moving beyond the limitations of traditional exams, ITEP embraces 
continuous and formative assessments through real-life classroom engagements, reflective journals, 
digital tools, and collaborative learning experiences.

Finally, this approach supports the growth of teachers who are not just content experts, but 
empathetic, adaptive, and socially responsible individuals capable of nurturing well-rounded 
learners.

In summary, assessment in teaching and learning involves continuous evaluation to support 
and enhance student progress and achievement, ensuring that educational goals are met effectively. 
The 360-degree assessment system in ITEP, aligned with the NEP 2020, marks a transformative 
approach in teacher education by fostering continuous and holistic evaluation of prospective 
teachers. By assessing multiple dimensions of their development-cognitive, affective, and 
psychomotor-this system goes beyond academic performance to emphasize practical teaching skills, 
personal growth, and professional effectiveness. Through peer, mentor, and community feedback, 
continuous assessment, and the integration of digital tools, this method promotes reflective practice 
and constant improvement. Ultimately, it ensures that future teachers are well-equipped with the 
knowledge, skills, and emotional intelligence needed to drive the holistic development of their 
students. By aligning teacher education with 21st-century expectations, the ITEP prepares educators 
to meet the complex challenges of today's diverse classrooms while fostering critical thinking, 
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creativity, and lifelong learning in their students. Ultimately, the transformation of assessment under 
ITEP is not just a change in methodology-it is a step toward creating empowered, reflective, and 
future-ready educators who can truly shape the next generation
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Kku dh iapinh% Hkkjrh; Kku ç.kkyh esa ikap&pj.kh; f'k{k.k –f"Vdks.k 
vkSj bldh ledkyhu çklafxdrk

Dr. Trishala Bhaskar, Assistant Professor,  Delhi Teachers University

Abstract

This research paper delves into the Panchapadi teaching methodology embedded in the Indian 
Knowledge System, an ancient five-step pedagogical approach. This method comprising Adhiti 
(Learning), Bodh (Understanding), Abhyas (Practice), Prayog (Application), and Prasar 
(Dissemination) reflects the foundational principles of ancient Indian education. The study 
analyses the origin, principles, and contemporary relevance of this methodology, especially in 
the context of the National Curriculum Framework 2022. It also explores the practical 
application of the Panchapadi approach in various disciplines such as language teaching and 
compares it with Western pedagogical models like Herbartian steps. The paper concludes that 
the Panchapadi method not only enhances cognitive development in learners but also cultivates 
life-enriching qualities such as critical thinking, creativity, and self-reliance. It highlights the 
potential of this methodology in revitalizing Indian education and contributing meaningfully to 
global education, thereby reaffirming the contemporary significance of the Indian knowledge 
tradition in modern pedagogy.

Keywords- Panchapadi Teaching Methodology, Indian Knowledge System, Adhiti, Bodh, 
Abhyas, Prayog, Prasar

Hkkjrh; Kku ijaijk esa f'k{k.k vkSj vf/kxe dh vusd çHkkoh fof/k;k¡ viukbZ xbZ gSa] ftudk çHkko 
vk/kqfud f'k{kk ç.kkyh esa Hkh Li"V :i ls ns[kk tk ldrk gSA iapinh f'k{k.k i)fr  ,slh gh ,d 
ik¡p&pj.kh; f'k{k.k çfØ;k gS] tks fo|kfFkZ;ksa ds laKkukRed] O;ogkfjd ,oa lexz fodkl esa egRoiw.kZ 
Hkwfedk fuHkkrh gSA ;g i)fr fo'ks"k :i ls çkFkfed Lrj dh f'k{kk ds fy, jk"Vªh; ikBîp;kZ :ijs[kk 
¼2022½ }kjk vuq'kaflr dh xbZ gSA

ckydksa ds lexz fodkl esa f'k{k.k i)fr;k¡ ,d egRoiw.kZ Hkwfedk fuHkkrh gSaA mudh oS;fäd fHkUurkvksa 
dks /;ku esa j[krs gq,] f'k{k.k esa uohu –f"Vdks.k viukuk vko';d gksrk gSA iapinh f'k{k.k i)fr cky 
dsafær gksus ds lkFk&lkFk uokpkj ;qä Hkh gSA ;g dsoy vdknfed mR—"Vrk rd lhfer u jgrs gq, 
vkykspukRed lksp] jpukRedrk vkSj çHkkoh lapkj dkS'ky tSls thouksi;ksxh xq.kksa ds fodkl ij cy nsrh 
gSA

jk"Vªh; ikBîp;kZ :ijs[kk 2022 ds vuqlkj] iapinh –f"Vdks.k fo'ks"k :i ls xzsM K&2 ds fy, mi;qä 
ekuk x;k gSA ;g f'k{kdksa dks çHkkoh ikB ;kstuk cukus] f'k{k.k j.kuhfr;k¡ fodflr djus vkSj ewY;kadu dh 
mi;qä fof/k;k¡ viukus esa lgk;rk djrk gSA bl i)fr dk ewy vk/kkj ;g gS fd vf/kxe çfØ;k dks [ksy 
vkSj xfrfof/k;ksa ds ek/;e ls jkspd vkSj çHkkoh cuk;k tk,] ftlls cPpksa esa rkfdZd lksp] leL;k&lek/kku 
dkS'ky vkSj vkRefuHkZjrk fodflr gks ldsA

jk"Vªh; ikBîp;kZ :ijs[kk  –f"Vdks.k fo'ks"k :i ls xzsM K&2 ds fy, mi;qä ekuk x;k gS vkSj 
f'k{kdksa dks ikB ;kstuk] f'k{k.k j.kuhfr;k¡ ,oa ewY;kadu fof/k;k¡ fodflr djus esa lgk;rk djrk gSA iapinh 
i)fr dk ewy vk/kkj ;g gS fd lh[kus dh çfØ;k dks [ksy ,oa xfrfof/k;ksa ds ek/;e ls jkspd cuk;k tk,] 
ftlls cPpksa esa rkfdZd ,oa leL;k&lek/kku laca/kh dkS'ky fodflr gks ldsaA

vkt ds nkSj esa ^^lexz fodkl^^  dh vo/kkj.kk O;kid :i ls pfpZr gks pqdh gS] ysfdu Hkkjrh; 

Shaikshik Parisamvad (An International Journal of Education)
SPIJE, ISSN 2231 – 2323 (Print), 2231 – 2404 (Online)
Vol. 13. (1 & 2), January & July 2023, pp  - 71-75

© 2023 AAEBHU



oSfnd f'k{kk ç.kkyh lfn;ksa igys ls gh bl fopkj dks viukrh vkbZ gSA ;g ç.kkyh vkthou lh[kus ij cy 
nsrh Fkh vkSj ekufld] laKkukRed] 'kkjhfjd ,oa vk/;kfRed Lrjksa ij larqfyr fodkl dks çksRlkfgr djrh 
FkhA orZeku f'k{kk ç.kkyh esa iapinh f'k{k.k i)fr dh iqu izklafxdrk blh ckr dks n'kkZrh gS fd Hkkjrh; 
Kku ijaijk esa fufgr f'k{k.k fof/k;k¡ vkt Hkh çHkkoh ,oa lkFkZd cuh gqbZ gSaA

iapinh f'k{k.k i)fr dk vFkZ ,oa ifjHkk"kk ^iapinh* 'kCn nks Hkkxksa ls feydj cuk gS —^iap* ftldk 
vFkZ ik¡p gksrk gS] vkSj ^inh* ftldk vFkZ pj.k gksrk gSA vr% iapinh f'k{k.k i)fr ,d ikap&pj.kh; f'k{k.k 
çfØ;k gS] ftlesa ,d fo"k; dks le>kus vkSj lh[kus ds fy, ikapØec) pj.k viuk, tkrs gSaA ;s pj.k 
f'k{kkfFkZ;ksa dks ,d O;ofLFkr ,oa çHkkoh vf/kxe vuqHko çnku djrs gSaA

iapinh dk lzksr ,oa ,sfrgkfld ifjçs{;

iapinh f'k{k.k i)fr dk çfriknu eq[;r% Hkkjrh; U;k; n'kZu vkSj tSu rdZ'kkL= esa feyrk gSA bl 
i)fr ds ik¡p pj.kksa dh vo/kkj.kk çkphu Hkkjrh; nk'kZfud xzaFkks aesa foLr`r :i ls of.kZr gSA

çeq[k lzksr ,oa ;ksxnku drkZ 

oSfnd f'k{kk ç.kkyh esa Hkkjrh; xq#dqy ç.kkyh esa f'k{kk ekSf[kd :i ls vkSj pj.kc) rjhds ls nh 
tkrh FkhA blesa fo"k; dh Hkwfedk] Li"Vhdj.k] vH;kl] ç;ksx] vkSj foLrkj ij /;ku fn;k tkrk Fkk ¼ltekar] 
1934]½A

U;k;lw=  esa egf"kZ xkSre }kjk jfpr U;k; lw= esa rdZ dh ik¡p&pj.kh; çfØ;k dk mYys[k feyrk gS] 
ftls iapko;o dgk tkrk gSA bl esa çfrKk ¼dFku½] gsrq ¼dkj.k½] mnkgj.k ¼–"Vkar½] miu; ¼vuqç;ksx½] vkSj 
fuxeu ¼fu"d"kZ½ 'kkfey gSaA ;g lajpuk rkfdZd fo'ys"k.k vkSj Kku dh ç.kkyhc) çLrqfr dk vk/kkj gSA

tSu rdZ'kkL=% tSu n'kZu esa Hkh rdZ dh ik¡p&pj.kh; çfØ;k dk o.kZu feyrk gS] ftls iapko;o okD; 
dgk tkrk gSA ;g U;k; n'kZu dh iapko;o lajpuk ls esy [kkrh gS vkSj rkfdZd fo'ys"k.k esa egRoiw.kZ gSA

bu lzksrksa ls Li"V gksrk gS fd iapinh f'k{k.k i)fr dh tM+sa çkphu Hkkjrh; nk'kZfud ijaijkvksa esa 
xgjkbZ ls LFkkfir gSa] vkSj vk/kqfud f'k{kk esa bls ,d çHkkoh f'k{k.k i)fr ds :Ik esa viuk;k x;k gSA

bu lzksrksa ls Li"V gksrk gS fd iapinh f'k{k.k i)fr dh tM+sa çkphu Hkkjrh; nk'kZfud ijaijkvksa esa 
xgjkbZ ls LFkkfir gSa] vkSj vk/kqfud f'k{kk esa bls ,d çHkkoh f'k{k.k i)fr ds :I esa viuk;k x;k gSA 
vk/kqfud f'k{kk esa bls ckydsafær f'k{k.k vkSj vuqHkokRed vf/kxe ds :Ik esa iqu% O;k[;kf;r fd;k x;k gSA

iapinh f'k{k.k i)fr ds ik¡p pj.k % ,d laKkukRed f'k{k.k –f"Vdks.k

f'k{k.k ,d lrr vkSj cgqvk;keh çfØ;k gS] ftlesa f'k{kkfFkZ;ksa dh laKkukRed] O;ogkfjd vkSj 
l`tukRed {kerkvksa dk fodkl fd;k tkrk gSA iapinh f'k{k.k i)fr] tks fd çkphu Hkkjrh; U;k; n'kZu 
vkSj tSu rdZ 'kkL= ls çsfjr gS] vk/kqfud f'k{kk'kkL= esa ,d çHkkoh f'k{k.k j.kuhfr ds :Ik esa mHkjdj vkbZ 
gSA bl i)fr esa f'k{k.k dks ik¡p Øec) pj.kksa esa foHkkftr fd;k x;k gS] ftlls vf/kxe çfØ;k dks lqxe] 
jkspd ,oa O;kogkfjd cuk;k tkrk gSA

1- ifjp; ¼v/khfr½

f'k{k.k çfØ;k dk ;g pj.k fo|kfFkZ;ksa esa ftKklk mRiUu djus vkSj fo"k; ds çfr #fp fodflr djus 
ij dsafær gksrk gSA bl pj.k esa%

fo"k;oLrq ls lacaf/kr ç'u iwNdj ;k dksbZ jkspd mnkgj.k nsdj ppkZ vkjaHk dh tkrh gSA

f'k{kkfFkZ;ksa dh iwoZtkudkjh dk vkdyu fd;k tkrk gS] ftlls mudh iwoZKku voLFkk dk irk yxk;k 
tk ldsA

f'k{k.k lkexzh dks laoknkRed ,oa vkd"kZd cuk;k tkrk gS] tSls fd dgkuh lqukuk] –';&JO; ek/;eksa 
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dk mi;ksx] ;k ç'uksÙkjh vk;ksftr djukA

2- ladYiuk le> ¼cks/k½

bl pj.k esa fo"k; dh ewy vo/kkj.kkvksa dks Li"V :i ls çLrqr fd;k tkrk gS] rkfd fo|kFkhZ mls 
xgjkbZ ls le> ldsaA bl pj.k esa%

f'k{k.k dks cgq&laosnh ¼multi & sensory½ cuk;k tkrk gS] ftlls fo|kFkhZ  dsoy lquus rd lhfer u 
jgsa] cfYd ns[kus] djus vkSj vuqHko djus ls Hkh lh[ksaA

f'k{kdksa dks –';&JO; lk/kuksa] ç;ksxksa] pkVZ] vkjs[kksa] ,oa çk;ksfxd fof/k;ksa dk mi;ksx djuk pkfg,A

f'k{kkfFkZ;ksa dks vo/kkj.kkvksa dks vius 'kCnksa esa O;ä djus ds fy, çsfjr fd;k tkrk gSA

3- vH;kl ¼vH;kl½

;g pj.k vf/kxe dks lq–<+ djus ds fy, vH;kl ,oa iqujko`fÙk ij dsafær gksrk gSA

fo|kfFkZ;ksa dk fofHkUu xfrfof/k;ksa ds ek/;e ls vo/kkj.kkvksa dks nksgjkus ,oa mUgsa vkRelkr djus dk 
volj fn;k tkrk gSA

lewgppkZ] odZ'khV~l] e‚dVsLV] vkSj leL;k lek/kku xfrfof/k;k¡ viukbZ tkrh gSaA

f'k{kd fo|kfFkZ;ksa dks [kqyh ppkZvksa ds ek/;e ls vius fopkj j[kus ds fy, çsfjr djrs gSaA

4- vuqç;ksx ¼ç;ksx½

bl pj.k esa fo|kfFkZ;ksa dks lh[ks x, Kku dks O;kogkfjd thou esa ykxw djus ds volj fn, tkrs gSaA

f'k{kkfFkZ;ksa dks fofHkUu ifj;kstukvksa] lkekftd vuqla/kku] ;k leL;k&vk/kkfjr xfrfof/k;ksa esa Hkkx ysus 
ds fy, çksRlkfgr fd;k tkrk gSA

okLrfod thou ls tqM+s mnkgj.kksa vkSj çk;ksfxd dk;ksaZ ds ek/;e ls vf/kxedks vkSj vf/kd çHkkoh 
cuk;k tkrk gSA

;g pj.k fo|kfFkZ;ksa esa vkRefuHkZjrk vkSj jpukRedrk dks c<+kok nsrk gSA

5- foLrkj ¼çlkj½

bl vafre pj.k esa f'k{kkfFkZ;ksa dks vfrfjä lanHkksaZ vkSj mUur vo/kkj.kkvksa ls ifjfpr djk;k tkrk gSA

fo|kfFkZ;ksa dksLo&vUos"k.k  ,oa uokpkj ds fy, çsfjr fd;k tkrk gSA

os lh[kh xbZ vo/kkj.kkvksa dks vU; fo"k;ksa ,oa O;kogkfjd thou ls tksM+dj lh[krs gSaA

bl pj.k esa f'k{kdksa dks fo|kfFkZ;ksa ds lh[kus dh çfØ;k dk ewY;kadu Hkh djuk pkfg,A

iapinh f'k{k.k i)fr ,d laiw.kZ] cky&dsafær] ,oa vuqHkokRed f'k{k.k –f"Vdks.k çnku djrh gS] tks 
fd dsoy vf/kxe dks l'kä cukus rd lhfer ugha gS] cfYd fo|kfFkZ;ksa esa jpukRedrk] vkykspukRed lksp] 
vkSj vkRefuHkZjrk fodflr djus esa Hkh lgk;d gSA ;g i)frf'k{kk dks ek= lwpuk çkfIr ls ijs ys tkdj] 
mls thou ls tksM+us dk dk;Z djrh gSA jk"Vªh; ikBîp;kZ :ijs[kk 2022 esa Hkh bls çkFkfed f'k{kk esa ,d 
çHkkoh f'k{k.k j.kuhfr ds :I esa Lohdkj fd;k x;k gSA

iapinh f'k{k.k i)fr% Hkk"kk f'k{k.k esa ,d O;kogkfjd –f"Vdks.k

Hkk"kk f'k{k.k esa iapinh f'k{k.k i)fr dk vuqç;ksx ,d egRoiw.kZ vkSj çHkkoh –f"Vdks.k gSA ;g i)fr 
u dsoy fo|kfFkZ;ksa dks Hkk"kk ds fofHkUu igyqvksa dks le>us esa enn djrh gS] cfYd mUgsa Hkk"kk dkS'ky 
¼lquuk] cksyuk] i<+uk] fy[kuk½ dks fodflr djus ds fy, ,d lajfpr vkSj vuqHkokRed <kapk Hkh çnku 



djrh gSA

ifjp; ¼v/khfr½% Hkk"kk f'k{k.k dh çHkkoh 'kq#vkr ds fy, fo|kfFkZ;ksa dh #fp vkSj ftKklk dks tkx`r 
djuk vko';d gSA dgkfu;k¡ lqukuk] fp= o.kZu] vkSj 'kCn [ksy tSlh xfrfof/k;k¡ u dsoy d{kk ds ekgkSy 
dks jkspd cukrh gSa] cfYd Hkk"kk lh[kus dh çsj.kk Hkh c<+krh gSaA mnkgj.k Lo:i] ;fn fo|kfFkZ;ksa dks ,d 
fp= fn[kk;k tk, vkSj mUgsa vius 'kCnksa esa mldk o.kZu djus ds fy, çksRlkfgr fd;k tk,] rks blls 
mudh voyksdu {kerk vkSj ekSf[kd vfHkO;fä dkS'ky esa mYys[kuh; lq/kkj gksrk gSA

ladYiuk le> ¼cks/k½% bl pj.k esa O;kdjf.kd fu;eksa dks ljy] jkspd vkSj O;kogkfjd mnkgj.kksa 
ds ek/;e ls le>k;k tkrk gSA ubZ 'kCnkoyh dk ifjp; nsdj iBu ,oa ys[ku dkS'ky fodflr djus ij 
fo'ks"k /;ku fn;k tkrk gSA mnkgj.k ds fy,] O;kdj.k fl[kkus ds fy, f'k{kd jkstejkZ ds thou ls tqM+s 
laoknksa dk mi;ksx dj ldrs gSa] ftlls fo|kfFkZ;ksa dks Hkk"kk ds fu;eksa dks LokHkkfod :i ls vkRelkr djus 
esa lgk;rk feyrh gSA

vH;kl ¼vH;kl½ % Hkk"kkf'k{k.k esa vH;kl ,d egRoiw.kZ pj.k gS] ftlesa fo|kfFkZ;ksa dks lquus] cksyus] 
i<+us vkSj fy[kus tSlh xfrfof/k;ksa esa layXu fd;k tkrk gSA lewg ppkZ] ukVîçLrqfr;k¡] dgkuh ys[ku] vkSj 
laokn vH;kl tSlh xfrfof/k;k¡ Hkk"kk ds O;kogkfjd mi;ksx dks lq–<+ djrh gSaA mnkgj.k ds fy,] ,d 
ys[ku xfrfof/k esa fo|kfFkZ;ksa dks viuh dYiuk 'khyrk dk ç;ksx djrs gq, NksVs fuca/k ;k dgkfu;k¡ fy[kus 
ds fy, çsfjr fd;k tk ldrkgS] ftlls mudh Hkk"kk ij idM+ etcwr gksrh gSA

vuqç;ksx ¼ç;ksx½ % lh[kh xbZ Hkk"kk dks okLrfod thou esa ç;ksx djus ls fo|kfFkZ;ksa dk 
vkRefo'okl c<+rk gSA ;g pj.k fo|kfFkZ;ksa dks vius Hkk"kk dkS'ky dks fofHkUu lanHkksaZ esa ykxw djus ds fy, 
çsfjr djrk gSA mnkgj.k Lo:i] fo|kfFkZ;ksa dks ,d if=dk rS;kj djus] laoknys[ku] ;k ukVdeapu tSlh 
xfrfof/k;ksa esa Hkkx ysus ds fy, çsfjr fd;k tk ldrk gSA blls os Hkk"kk dks dsoy ,d fo"k; ds :iesa ugha] 
cfYd thou dk vfHkUu vax ekuus yxrs gSaA

foLrkj ¼çlkj½ % bl vafrepj.k esa Hkk"kk dks vf/kdO;kid –f"Vdks.k ls ns[kus ij cy fn;k tkrk 
gSA lkfgfR;d v/;;u] vU; Hkk"kkvksa ls rqyuk] vkSj fofHkUu lkekftd&lkaL—frd lanHkksaZ esa Hkk"kk dk ç;ksx 
fo|kfFkZ;ksa ds Hkk"kk Kkudks le`) djrk gSA mnkgj.k ds fy,] fo|kfFkZ;ksa dks fofHkUu çdkj ds lkfgR; 
¼dfork,¡] y?kqdFkk,¡] miU;kl½ i<+us vkSj mudh O;k[;k djus ds fy, çsfjr fd;k tk ldrk gS] ftlls os 
Hkk"kk dh xgjkbZ vkSj lqanjrk dks le> ldsaA

O;kogkfjd vuqç;ksx

bl i)fr dks vk/kqfud d{kk f'k{k.k vkSj f'k{kd çf'k{k.k dk;ZØeksa esa lQyrkiwoZd ykxw fd;k tk 
ldrk gSA f'k{kd çf'k{k.k ds nkSjku] çf'k{kqvksa dks iapinh i)fr ds çR;sd pj.k ij dk;Z'kkykvksa vkSj 
e‚dDykl ds ek/;e ls çf'kf{kr fd;k tk ldrk gSA d{kk f'k{k.k esa] bls ikB ;kstukvksa esa 'kkfey djds 
xfrfof/k&vk/kkfjr f'k{k.k dks c<+kok fn;k tk ldrk gSA bl çdkj] iapinh f'k{k.k i)fr Hkk"kk f'k{k.k dks 
vf/kd çHkkoh] jkspd vkSj O;kogkfjd cukus esa lgk;d fl) gksrh gSA

gcZVZ ;kstuk cuke iapinh f'k{k.k i)fr

tc ge iapinh f'k{k.k i)fr dh rqyuk blls djrs gSa] rks Li"V gksrk gS fd Hkkjrh; f'k{kk i)fr esa 
igys ls gh bu laKkukRed Lrjksa dks O;ofLFkr :i ls 'kkfey fd;k x;k FkkA

iapinh f'k{k.k i)fr v/khfr] cks/k] vH;kl] ç;ksx vkSj çlkj ds ek/;e ls vf/kxe dks rkfdZd  Øe esa 
foHkkftr djrh gS] tks laKkukRed fodkl ds lHkh Lrjks adks lekfgr djrh gSA ;fn bldh rqyuk if'peh 
f'k{k.k i)fr;ksa] tSls fd gcZVZ ;kstuk vkSj CywEl VSDlksu‚eh  ls dh tk,] rks ;g Li"V gksrk gS fd Hkkjrh; 
f'k{kk'kkL= esa bu vk/kqfud vo/kkj.kkvksa ls dgha igys gh f'k{k.k dh oSKkfud :ijs[kk fodflr gks pqdh FkhA 
gcZVZ ;kstuk vkSj CywEl VSDlksu‚eh Hkh f'k{k.k dks pj.kc) :Ik esa çLrqr djrh gSa] fdarq ;g dsoy 
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laKkukRed fodkl rd lhfer jgrh gSa] tc fd iapinh f'k{k.k i)fr Kku ds lkFk&lkFk uSfrdrk] 
rdZ'khyrk vkSj lkekftd mÙkjnkf;Ro dks Hkh egRo nsrh gS ¼Sharma] 2004½A blds vfrfjä] Hkkjrh; 
f'k{kk ç.kkyh esa vuqHkotU; vf/kxe vkSj rkfdZd foe'kZ dh ijaijk çkphu dky ls gh fo|eku jgh gS] 
ftlls f'k{kkfFkZ;ksa dks u dsoy Kku çkIr djus cfYd mlds O;kogkfjd mi;ksx vkSj uokpkj djus dk 
volj feyrk FkkA gcZVZ ;kstuk rFkk CywEl VSDlksu‚eh] tks eq[; :i ls ;wjksih; f'k{kk'kkL= ij vk/kkfjr gSa] 
vk/kqfud f'k{kk ç.kkyh esa çHkkoh gSa] fdarq budh lhek,¡ Hkh Li"V gSa ;s HkkoukRed] uSfrd vkSj O;kogkfjd 
f'k{kk dh lexzrk dks lacksf/kr ugha dj ikrhaA blds foijhr] iapinh f'k{k.k i)fr ,d lekos'kh –f"Vdks.k 
viukrh gS] tgk¡ f'k{k.k dsoy lwpuk dk gLrkarj.k u gksdj vuqHko] fparu vkSj vkRecks/k dh çfØ;k cu 
tkrk gSA blls Li"V gksrk gS fd Hkkjrh; Kku ç.kkyh dsoy çkphu ugha] cfYd oSKkfud] O;ofLFkr vkSj 
vk/kqfud f'k{kk dh ewy vk/kkjf'kyk gS] ftls vkt iqu% igpkuus vkSj viukus dh vko';drk gSA gcZVZ dh 
f'k{k.k ;kstuk vkSj iapinh f'k{k.k i)fr ds chp eq[; varj ;g gS fd gcZVZ dh ;kstuk vf/kd lajfpr vkSj 
pj.kc) f'k{k.k ij tksj nsrh gS] tc fd iap inhf'k{k.k i)fr f'k{kkFkhZ ds vkRefuHkZjrk vkSj laKkukRed 
fodkl dks vf/kd egRo nsrh gSA

jk"Vªh; ikBîp;kZ :ijs[kk vkSj iapinh f'k{k.k i)fr ds chp laca/k Hkkjrh; f'k{kk i)fr dh lexzrk 
vkSj oSKkfudrk dks n'kkZrk gSA NCF fo'ks"k :i ls çkFkfed f'k{kk esa iapinh f'k{k.k i)fr dks viukus dh 
vuq'kalk djrh gS D;ksafd ;g f'k{k.k dks dsoy lwpuk çnku djus rd lhfer ugha j[krh] cfYd bls ,d 
lexz vkSj vuqHko tU; çfØ;k esa ifjofrZr dj nsrh gSA iapinh f'k{k.k i)fr v/khfr] cks/k] vH;kl] ç;ksx 
vkSj çlkj ds ek/;e ls u dsoy Kku ds vtZu ij cy nsrh gS] cfYd ;g lqfuf'pr djrh gS fd Nk= 
mlesa rkfdZdrk] uSfrdrk vkSj uokpkj dks Hkh tksM+ ldsaA

NCF 2005 vkSj uohure NCF 2023 nksuksa gh Nk=&dsafær vf/kxe ij cy nsrs gSa] tks iapinh i)fr 
ds fl)karksa ls esy [kkrk gSA ;g fof/k cPpksa esa ftKklk mRiUu djus] vkRe&vfHkO;fä dks c<+kok nsus vkSj 
mudk rkfdZd o jpukRed lksp fodflr djus esa lgk;d gksrh gSA mnkgj.k ds fy,] NCF 2005 esa tksj 
fn;k x;k fd f'k{k.k vuqHko&vk/kkfjr gks] ftlls Nk=ksa dks vius vklikl dh nqfu;k dks le>us vkSj mlls 
tqM+us dk volj feysA iapinh i)fr bl –f"Vdks.k dk leFkZu djrh gS] D;ksafd ;g f'k{kd dks dsoy 
Kku&lzksr u ekudj] ,d ekxZn'kZd dh Hkwfedk esa j[krh gSA NCF 2022 esa iapinh f'k{k.k i)fr dks 
çkFkfedrk nh xbZ gS D;ksafd ;g Hkkjrh; f'k{k.k ijaijk vkSj vk/kqfud f'k{k.k vko';drkvksa ds vuqdwy gSA
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iapinh f'k{k.k i)fr Hkkjrh; f'k{kk ç.kkyh esa ,d l'kä ,oa çHkkoh –f"Vdks.k çnku djrh gSA ;g u 
dsoy ikjaifjd Hkkjrh; Kku ç.kkyh dh le`f) dks n'kkZrh gS] cfYd vk/kqfud f'k{kk dh vko';drkvksa ds 
vuq:Ik Hkh gSA bl i)fr dks fo|ky;ksa esa ykxw djds cPpksa ds ckSf)d] lkekftd] vkSj O;kogkfjd dkS'kyksa 
dk lokaZxh.k fodkl fd;k tk ldrk gSA
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Abstract

Education plays an important role in the development of any nation. Be it political, cultural or 
social, economic etc. A country can be truly educated only when men and women are equally 
educated. Visht (2016) has written in his article – “If a man is educated then only one man is 
educated but when a woman is educated then a generation is educated.” Many provisions, rules 
and committees have been formed at different times to educate women in India since pre-
independence. In our Constitution, efforts have been made to educate and promote women by 
giving them the right to equality. The Government of India has declared the 21st century as the 
year of women empowerment. In the presented research paper, an attempt has been made to shed 
light on the emergence and development of women's education and to explain how much change 
has taken place in the level of education and status of women from the Vedic era till now and what 
has been the contribution of various committees.
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efkeâmeer Yeer je<š^ kesâ efkekeâeme ceW efMe#ee cenlkehetCe& Yetefcekeâe efveYeeleer nw Ûeens ken jepeefveeflekeâ, meebmke=âeflekeâ Ùee meeceeefpekeâ, DeeefLe&keâ Deeefo 
nes~ Skeâ osMe keâes kemleefkekeâ ™he ceW leYeer efMeef#ele efkeâÙee pee mekeâlee nw peye ceefnuee Skeb heg®<e keâes meceeve ™he ceW efMe#ee Øeehle nesleer nw~ efMe#ee kesâ 
Éeje efkeÕe ceW ceefnueeDeeW keâes meMeòeâ yeveeves leLee Gvekesâ ceevekeeefOekeâejeW kesâ GuuebIeve mes yeÛeeves keâe meyemes MeefòeâMeeueer Dem$e ceevee peelee nw~ 
Yeejle ceW efMe#ee keâes ceewefuekeâ DeefOekeâej keâer ßesCeer ceW jKee ieÙee nw~mkeleb$elee kesâ heMÛeeled osMe ceW ceefnueeDeeW keâer efMe#ee hej pÙeeoe peesj efoÙee 
ieÙee~ ke<e& 2011 keâer peveieCevee kesâ Devegmeej osMe ceW ceefnuee mee#ejlee oj 64.46 heâermeoer nw, peyeefkeâ heg®<e mee#eejlee oj  82.14 
heâermeoer nw~ GuuesKeveerÙe nw efkeâ Yeejle keâer ceefnuee mee#ejlee oj efkeÕe kesâ Deewmele 79.7 ØeefleMele mes keâeheâer keâce nw (peveieCevee, 2011)~ 
je<š^erÙe yeeue mebj#eCe DeeÙeesie Éeje 2018 ceW peejer Skeâ efjheesš& ceW keâne ieÙee Lee efkeâ 39.4 ØeefleMele ueÌ[efkeâÙeeb efpevekeâer DeeÙeg ueieYeie 15-
18 ke<e& nw mkeâtueer efMe#ee nsleg efkeâmeer Yeer mebmLeeve ceW hebpeerke=âle veneR nQ Deewj FveceW mes DeefOekeâlej Ùee lees ie=n keâeÙeeX ceW mebueive nesleer nQ Ùee efYe#ee 
ke=efòe pewmes keâeÙee&s ceW (Âef<š, 2019)~ efpeme meeceeefpekeâ heefjkesMe ceW ceefnueeDeeW keâer efmLeefle efpeleveer cenlkehetCe& nesieer, ken meceepe DeefOekeâ cee$ee 
ceW ogmejs meceepe mes peneB ceefnueeDeeW keâer efmLeefle oÙeveerÙe nw ØeYeekehetCe& Deewj efkekeâefmele nesiee~

YeejleerÙe mebefkeOeeve ceW ueQefiekeâ YesoYeeke keâes efveef<eæ efkeâÙee ieÙee nw~ nceejs mebefkeOeeve ceW heg®<e Deewj ceefnueeDeeW keâes meeceeve DeefOekeâej efoS 
ieS nQ~ ceefnueeDeeW keâes kegâÚ kegâØeLeeDeeW ves Deheves efMekeâbpes ceW keâme jKee nw efpevekeâes otj keâjves kesâ efueS efheÚues kegâÚ ke<eeX ceW keâF& Ssmes keâevetve 
heeefjle ngS nw pees ceefnueeDeeW keâes Fve kegâØeLeeDeeW Deewj kegâjerefleÙeeW mes cegòeâ keâjves kesâ efueS nw~ ÙeÅeefhe YeejleerÙe meceepe ceW Ssmes yengle meer mecemÙeeS nw 
efpevekeâe meecevee ceefnuee Skeb heg®<e keâes meeceeve ™he mes keâjvee neslee nw~ DeefMe#ee, yesjespeieejer, efveOe&velee, mkeemLÙe, mkemLe heÙee&kejCe, heewef<škeâ 
DeenejeW keâer DevegheueyOelee ceefnuee Skeb heg®<e keâes meeceeve ™he mes menve keâjvee heÌ[lee nw~ onsÌpe, Ùeewve ØeleeÌ[vee, YeÇtCe nlÙee, Iejsuet efnbmee, 
efMeMeg nlÙee, kewOeyÙe Deeefo kegâÚ Ssmeer mecemÙeeSb nw pees kesâkeue ceefnueeDeeW keâes meecevee keâjvee heÌ[lee nw~ Fme Øekeâej ken peerkeve Yej ueQefiekeâ 
YesoYeeke keâe efMekeâej nesleer nQ~ Yeejle keâer pevemeBKÙee kegâue 1210854977 ceW heg®<e 623724568 Skeb ceefnuee 586469294 nw 

‘ceQ efkeâmeer meceepe keâer GVeefle keâes Fme DeeOeej hej ceehelee ntB efkeâ Gme meceepe ceW efm$eÙeeW keâer Øeieefle efkeâleveer ngF& nw’~ 

—[e@.keer.Deej.Decyes[keâj
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DeLee&le ueieYeie DeeOee Yeeie ceefnueeDeeW keâe nw (peveieCevee,2011)~ peye lekeâ ceefnueeÙeW Deheves DeefOekeâejeW keâe ØeÙeesie mkeÙeb veneR keâjleer leye 
lekeâ Gvekeâes efkeefYeVe lejn kesâ ØeefleyebOeeW mes mkeleb$elee veneR efceue mekeâleer Skeb YeejleerÙe meceepe GVeefle veneR keâj mekeâlee~ YeejleerÙe meceepe ceW ceewpeto 
meeceeefpekeâ Skeb meebmke=âeflekeâ ØeefleyevOe GvnW Deheves efkekeâeme kesâ efueS efceueves keeues DekemejeW mes kebefÛele jKeles nQ~

21keeR meoer keâe DeejcYe meved 2001 keâes Yeejle mejkeâej Éeje ceefnuee meMeefòeâkeâjCe ke<e& Ieesef<ele keâjves kesâ meeLe ngDee~ ceefnuee 
meMeefòeâkeâjCe keâe keemleefkekeâ DeLe& ceefnueeDeeW keâes Fme ÙeesiÙe yeveevee nw efkeâ kes Deheveer #ecelee, yegefOeceòee Skeb Deheveer megefkeOeeDeeW keâes ØelÙeejesefhele 
keâj mekesâ Deewj Deheves Devoj efveefnle Gpee& keâes henÛeeveves Skeb efkeÛeej, keâLeve Deewj keâeÙe& keâjves keâer Deepeeoer kesâ meeLe-meeLe Deheveer efpevoieer kesâ 
ØelÙeskeâ #es$e ceW mke-Meefòeâ Éeje mebÛeeefuele keâj mekesâ~ ceefnueeDeeW keâes Deheves DeefOekeâej kesâ Øeefle peeie™keâ keâjvee cee$e veneR nw yeefukeâ GvnW ken 
megefkeOeeSB, Dekemej, mkeÛÚ Deevleefjkeâ Skeb yee¢e keeleekejCe GheueyOe keâjeves mes nw efpememes keâer kes Deheves Devoj Deelceyeue, DeelceefkeÕeeme, 
ceveesmeeceeefpekeâ, DeeefLe&keâ DeelceefveYe&lee keâe efkekeâeme keâj mekesâ Deewj meeLe ner ØeleeÌ[vee, DevÙeeÙe Deewj Deheves Thej nes jns Mees<eCe kesâ efke®Oo 
Deekeepe G"eves keâer ÙeesiÙelee keâes efkekeâefmele keâj mekesâ~

Yeejle ceW 3000 F&.het. efmebOeg meYÙelee DelÙeble mece=Oo DekemLee ceW Leer Ùen kewefokeâ mebmke=âefle mes ØeeÛeervelece Skeb efYeVe ceeveer peeleer nw 
(heeC[sÙe, 2018)~ ÙeneB mes Øeehle nesves keeueer Deeke=âefleÙeeW ceW ceele=oskeer keâer Deeke=âefle Meefòeâ oskeer keâer keâuhevee mes mecyeefvOele Leer~ nÌ[hhee mes Øeehle 
Skeâ cetefle& ceW m$eer kesâ ieYe& mes Skeâ heewOes keâes efvekeâuelee ngDee efoKeeÙee ieÙee nw efpemes he=Lkeer oskeer keâer cetefle& ceevee ieÙee nw (ßeerkeemleke, 2022)~ 
efmebOeg meceepe keâes FeflenemekeâejeW ves ceele=meòeelcekeâ meceepe ceevee nw (Mecee&, 2018)~ kele&ceeve kesâ kesâjue jepÙe ceW ceele=meòeelcekeâ heeefjkeeefjkeâ 
kÙekemLee Deefmlelke ceW nw efpememes Ùen mhe<š neslee nw keâer meceepe ceW ceefnueeDeeW keâer efmLeefle heg®<eeW mes ßes… Leer~

YeejleerÙe meceepe ceW efm$eÙeeW keâes Meefòeâ keâer Øeeflecee kesâ ™he ceW mkeerkeâej efkeâÙee ieÙee nw~ nce ogiee&,keâeueer,mejmkeleer, ue#ceer Deeefo kesâ ™he ceW 
DeejeOevee (hetpee) keâjles nQ~ $e+ikeso ceW veejer keâer ceefncee ceW keefCe&le Mueeskeâ peneb veejer keâer hetpee nesleer nw keneb oskelee keâe efvekeeme neslee nw (eflekeejer, 
2011)~ $e+ikeso mes %eele neslee nw efkeâ  kewefokeâ keâeueerve keâvÙeeDeeW keâes Dehevee heefle Ûegveves keâe hetCe& DeefOekeâej Øeehle Lee~ Fme Ùegie ceW mkeÙebkej 
efkekeen keâe ØeÛeueve Lee~ efkeOekee efm$eÙeeW keâes kewefokeâ keâeueerve meceepe ceW hegveefke&keen keâer Devegceefle Leer~ efkeÕeeje, jescesMee, MeeÕeleer, FvõeCeer, 
ueesheecegõe, jefle, Gke&Meer, Deheeuee Deeefo ves mebmke=âle «ebLeeW kesâ efueS Deveskeâ ceb$eeW keâer jÛevee keâer Leer (yeesnje, ke. 2009)~Deheeuee ves Deheves hegjs 
peerkeve ceW kesoeW keâe DeOÙeÙeve efkeâÙee Skeb $e+ikeso kesâ iÙeejnkeW metòeâ ceW meele ceb$ees keâer jÛevee keâer leLee Iees<ee ves 28 metòeâeW keâer jÛevee keâer Leer~ 
Gheefve<eoeW ceW m$eer efMeef#ekeâeDeeW keâe keCe&ve nw efpevnW ‘GheeOÙeeÙee’ keâne peelee Lee~ Yeejle ceW veeuevoe, keuueYeer, efke›eâceefMeuee, keâeMeer, 
le#eefMeuee, ØeÙeeie Deeefo DeOÙeÙeve kesâ kesâbõ Les (G"keeue, 2018)~ yeewOo «ebLeeW mes %eele neslee nw efkeâ yeewækeâeueerve meceepe ceW efm$eÙeeB ØeeÙeŠ 
efMeef#ele Leer (cegkeâpeer&, 2016)~ Gvekeâer ™efÛe efkeÅee, Oece&,Skeb oMe&ve kesâ Øeefle Leer~ yeewæ DeeieceeW ceW ceefnueeDeeW keâes efMeef#ekeâeDeeW kesâ ™he ceW 
KÙeeefle Øeehle Leer~ peelekeâ «ebLeeW mes %eele neslee nw efkeâ Skeâ pewve efhelee keâer Ûeej hegef$eÙeeW ves oMe&veMeem$e hej keeo-efkekeeo keâjves kesâ efueS ueesiees keâes 
Ûegveewleer oer Leer~

Yeejle ceW mkeleb$elee mes hetke& ceefnuee efMe#ee keâer lejheâ OÙeeve meyemes henues hebef[lee jceeyeeF& ves efoueeÙee Fvnesves ceefnueeDeeW keâes efMeef#ele keâjves 
kesâ efueS meke&ØeLece efkeÅeeueÙe keâer mLeehevee keâer leLee ®efÌ{keeefoÙeeW kesâ efkejesOe keâes menve keâjles ngS efMe#eCe keâe keâeÙe& peejer jKee~ [er. kesâ. keâke&s ves 
Yeejle ceW ceefnueeDeeW keâes efMeef#ele keâjves kesâ efueS meke&ØeLece Yeejle ceW ceefnuee efkeÕeefkeÅeeueÙe keâer mLeehevee 1916 ceW yecyeF& ceW efkeâÙee kele&ceeve ceW 
15000 mes DeefOekeâ Úe$eeSb DeOÙeÙevejle nw (kegâceejer, 2014)~ [e@. Sveer yesmeWš ves Deheves efLeÙeesmeesefheâkeâue meesmeeFšer kesâ ceeOÙece mes YeejleerÙe 
ceefnueeDeeW keâes efMeef#ele Skeb peeie™keâ yeveeÙee~ je<š^efhelee cenelcee ieeBOeer ves Deheves he$e nefjpevekesâSkeâ Debkeâ ceW osMe keâer efMe#ee kesâ meeLe-meeLe 
ceefnuee efMe#ee hej Âef<škeâesCe kÙeòeâ keâjles ngS mhe<š keâne Lee efkeâ m$eer Fleveer meMeòeâ nes peeÙes efkeâ Deheves heefle keâes Yeer ve keânves ceW mebkeâesÛe ve keâjs 

kewefokeâ keâeueerve meceepe ceW ceefnuee efMe#ee 

efyeÇefšMe keâeueerve Yeejle ceW ceefnuee efMe#ee 



(hešsue, 2023)~ keOee& Ùeespevee ceW ceefnuee efMe#ee hej efkemleej mes Dehevee efkeÛeej kÙeòeâ efkeâÙee Lee~ [e@. Yeercejeke Decyes[keâj ves mebmeo ceW efnvot 
keâes[ efyeue Øemlegle efkeâÙee efpemeces ceefnuee Skeb heg®<e kesâ Yeso keâes meceehle efkeâÙee ieÙee leLee meeceeve DeefOekeâej osves kesâ efueS keâevetve keâe efvecee&Ce 
efkeâÙee ieÙee (efmebn, 2018)~ mebefkeOeeve kesâ DevegÛÚso 14,15,16,23,39,42,51 Deewj 243 kesâ Deveskeâ ØeekeOeeveeW ceW ceefnuee 
meceevelee, megj#ee Deeefo DeefOekeâejeW keâer kÙekemLee keâer (yemeg, 2018)~

Fme meceÙe ceW henuee ieume& yeesef[Ëie mkeâtue ke<e& 1821 ceW oef#eCe Yeejle kesâ efle®vesuekesueer ceW mLeeefhele efkeâÙee ieÙee Lee~ mkeâe@efšMe ÛeÛe& 
meesmeeFšer veske<e& 1840 lekeâ oef#eCe Yeejle ceW efveefce&le 6 mkeâtue ceewpeto Les efpeveceW 200 mes DeefOekeâ ueÌ[efkeâÙeeW keâe veeceebkeâve keâjeÙee ieÙee Lee 
(Âef<š, 2019)~ hegCes ceW 1848 ceW leelÙee meensye efYeÌ[s kesâ efvekeeme,  efYeÌ[skeeuee ceW ieume& mkeâtue keâer Meg®Deele keâjves keeues pÙeesefleyee hegâues 
Deewj Gvekeâer helveer meeefke$eeryeeF& hegâues heefMÛeceer Yeejle ceW ceefnuee efMe#ee kesâ #es$e ceW De«eCeer Les (efš^bie, 2023)~keâne peelee nw meeefke$eeryeeF& hegâues 
peye heÌ{ves kesâ efueS Deheves Iej mes efvekeâueleer Leer lees yewie ceW Skeâ meeÌ[er ueskeâj peeleer Leer, Gme meceÙe ™efÌ{keeoer ueesie Gvekesâ Thej keâerÛeÌ[ heâWkeâles 
Les efpememes keâer Gvekeâe ceveesyeue štš peeÙes Deewj ken efMe#eCe keâeÙe& ve keâjW~ hejvleg ken nej veneR ceeveer Deewj ceefnueeDeeW keâes efMeef#ele keâjves keâe keâeÙe& 
peejer jKee~ GuuesKeveerÙe nw efkeâ 1850 lekeâ ceõeme ceW efceMeveefjÙeeW ves mkeâtueeW ceW 8000 mes DeefOekeâ Úe$eeDeeW keâe veeceebkeâve keâjeÙee Lee~ F&mš 
Fbef[Ùee keâbheveer ves 1854 ceW keg[dme ef[mhewÛe keâer Iees<eCee keâer efpemes efMe#ee keâe cewiveekeâeše& keâne peelee nw («eeskej, Deewj cesnlee, 2014)~ keg[ 
ef[mhewÛe ceW ceefnueeDeeW keâer efMe#ee Deewj Gvekesâ peerkeve Ùeeheve kesâ efueS jespeieej keâer DeekeMÙekeâlee keâes mkeerkeâej efkeâÙee ieÙee~ ke<e& 1879 F&. ceW 
mLeeefhele efkeâÙee ieÙee yesLÙetve keâe@uespe kele&ceeve meceÙe ceW SefMeÙee keâe meyemes ØeeÛeerve ceefnuee keâe@uespe nw~ Yeejle ceW ØeLece efveÙeefcele peveieCevee 
1882 kesâ meceÙe ceefnuee mee#ejlee oj 0.2 mes ye{keâj ke<e& 1947 ceW 6 ØeefleMele nes ieF& Leer~ ceefnueeDeeW mes pegÌ[er ØecegKe mecemÙeeDeeW kesâ efueS 
efvecveefueefKele DeefOeefveÙece YeejleerÙe meceepe megOeejkeâeW ves De«espeer mejkeâej mes heeefjle keâjeÙes, meleer ØeLee efve<esOe DeefOeefveÙece (1829), efnvot 
efkeOekee hegveefke&keen DeefOeefveÙece (1856), yeeue efkekeen efvejesOekeâ DeefOeefveÙece (Meejoe Skeäš,1929), efnvot efm$eÙeeW keâe mebheefòe hej DeefOekeâej 
DeefOeefveÙece (1937), efkeMes<e efkekeen DeefOeefveÙece (1837,1926,1934), DeeÙe& efkekeen kewOeeefvekeâjCe DeefOeefveÙece (1937), cegefMuece 
efkekeen efkeÛÚso DeefOeefveÙece (1939), efnvot efkekeen kewOeeveerkeâjCe DeefOeefveÙece (1949), Deeefo («eeskej, yeer. Sue. Deewj cesnlee, S. 
2014)~

mkeleb$elee (1947) Øeeefhle kesâ heMÛeeled ceefnueeDeeW keâer Mewef#ekeâ, meeceeefpekeâ, leLee jepeveweflekeâ efmLeefle ceW ›eâeefvlekeâejer heefjkele&ve ngS~ 
heg®<eeW ceW efm$eÙeeW kesâ Øeefle pees Âef<škeâesCe nw GmeceW heefjkele&ve DeeÙee nw~ hejleb$elee, ™efÌ{keeefolee, leLee De%eevelee kesâ yesefÌ[ÙeeW/yevOeveeW mes cegòeâ neskeâj 
YeejleerÙe efm$eÙeeB kele&ceeve ceW Skeâ mecceevepevekeâ peerkeve peer jner nw~ heg®<eeW leLee efm$eÙeeW kesâ YeejleerÙe mebefkeOeeve ceW meceevelee keâe opee& osles ngS efMe#ee 
kesâ Øemeej hej yeue efoÙee ieÙee nw~ ceefnuee efMe#ee kesâ ceeie& ceW Deeves keeueer yeeOeeDeeW keâes henÛeeveves leLee Gvekeâe meceeOeeve keâjves kesâ efueS mkeleb$elee 
kesâ Ghejevle Deveskeâ DeeÙeesieeW leLee meefceefleÙeeW keâe ie"ve efkeâÙee ieÙee~ ogiee&yeeF& osMecegKe meefceefle, nbmee cesnlee meefceefle, keâes"ejer DeeÙeesie, vekeerve 
je<š^erÙe efMe#ee veerefle (1986), veF& efMe#ee veerefle (2020) ceW ceefnuee efMe#ee keâes Øeeslmeeefnle keâjves keâer efoMee ceW ›eâeefvlekeâejer heefjkele&ve efkeâÙes 
peeves keâe ÂÌ{ efveMÛeÙe efkeâÙee ieÙee nw~

Yeejle mejkeâej ves 1958 ceW ceefnuee efMe#ee keâer mecemÙeeDeeW leLee Gvekeâe meceeOeeve keâjves kesâ GheeÙeeW hej efÛebleve ceveve keâjves kesâ efueS 
ogiee&yeeF& osMecegKe keâer DeOÙe#elee ceW je<š^erÙe ceefnuee meefceefle keâe ie"ve efkeâÙee Fme meefceefle keâes ogiee&yeeF& osMecegKe meefceefle kesâ veece mes Yeer hegkeâeje 
peelee nw~ ogiee&yeeF& osMecegKe meefceefle keâe cegKÙe keâeÙe& ceefnuee efMe#ee mes mecyeefvOele efkeefYeVe mecemÙeeDeeW keâe DeOÙeÙeve keâjkesâ Gvekeâe meceeOeeve 
megPeevee Lee~ meefceefle ves Dehevee Øeeflekesove Yeejle mejkeâej kesâ meccegKe pevekejer 1959 ceW Øemlegle efkeâÙee (ieghlee, Deewj ieghlee, 2023)~ meefceefle 
kesâ Éeje kegâÚ ØecegKe efvecveefueefKele megPeeke efoS ieS Les – 

mkeleb$elee kesâ heMÛeeled Yeejle ceW ceefnuee efMe#ee 

ogiee&yeeF& osMecegKe meefceefle (1958)
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1. Yeejle mejkeâej keâes kegâÚ efveefMÛele meceÙe kesâ efueS ceefnuee efMe#ee keâes Skeâ efkeefMe<š mecemÙee kesâ ™he ceW mkeerkeâej keâjvee ÛeeefnS~

2. Yeejle mejkeâej keâes efveefMÛele Ùeespevee kesâ Deveg™he Skeâ efveefMÛele DekeefOe kesâ Debleie&le ceefnuee efMe#ee keâe efkekeâeme keâjves keâe Yeej 
Deheves Thej uesvee ÛeeefnS~

3. «eeceerCe #es$eeW ceW ceefnuee efMe#ee kesâ efkemleej kesâ efueS efkeMes<e ØeÙeeme efkeâÙes peeves ÛeeefnS~

4. heg®<eeW leLee efm$eÙeeW keâer efMe#ee ceW efkeÅeceeve Devlej keâes ÙeLeeMeerIeÇ meceehle keâjves kesâ ØeÙeeme efkeâÙes peeves ÛeeefnS~

5. ceefnuee efMe#ee kesâ Øemeej nsleg jepÙeeW ceW ueÌ[efkeâÙeeW leLee ceefnueeDeeW keâer efMe#ee keâer jepÙe heefj<eoW ieef"le keâjveer ÛeeefnS~

kesâvõerÙe efMe#ee ceb$eeueÙe ves ogiee&yeeF& osMecegKe meefceefle kesâ megPeeDeeW keâes mkeerkeâej keâjles ngS 1965 ceW je<š^erÙe ceefnuee efMe#ee heefj<eo keâe 
ie"ve efkeâÙee ieÙee~ceefnueeDeeW keâer efMe#ee ceW megOeej Skeb Øemeej nsleg keâeÙe&›eâceeW ke veerefleÙeeW mes mecyebefOele megPeeke osvee Fme heefj<eo keâe ØecegKe keâeÙe& 
Lee~

ßeerceleer nbmee cesnlee keâer DeOÙe#elee ceW 1962 ceW je<š^erÙe ceefnuee efMe#ee heefj<eo ves efkeÅeeueÙeer mlej hej yeeuekeâ leLee yeeefuekeâeDeeW kesâ 
hee"Ÿe›eâce ceW Devlej nesves keâer ØecegKe mecemÙee hej efkeÛeej keâjves kesâ efueS Fme meefceefle keâe ie"ve efkeâÙee Lee~efkeÅeeueÙe mlej hej yeeuekeâ leLee 
yeeefuekeâeDeeW kesâ hee"Ÿe›eâce ceW Devlej veneR nesvee ÛeeefnS Fme meefceefle ves ØecegKe megPeeke efoÙee nw (ieghlee, Deewj ieghlee, 2023)~ efMe#ee keâe 
mecyevOekÙeefòeâ kesâ #eceleeDeeW, ®PeeveeW, leLee  kÙeefòeâiele ®efÛeÙeeW mes nesvee ÛeeefnS ve efkeâ Ùeewve Devlej mes~ueÌ[kesâ leLee ueÌ[efkeâÙeeW kesâ yeerÛe 
efkeÅeceeve Devlej keâes yeÌ{eS, Ssmes keâeÙeeX hej meefceefle ves ØeefleyevOe ueieeÙee~

Yeejle mejkeâej ves [e@. oewuele efmebn keâes"ejer keâer DeOÙe#elee ceW efMe#ee DeeÙeesie keâe ie"ve 1964 ceW efkeâÙee, Fme DeeÙeesie ves ceefnuee efMe#ee 
keâer mecemÙee hej efkeÛeej efkeâÙee leLee Deheves megPeeke Øemlegle keâjles ngS Dehevee Øeeflekesove 1966 ceW mejkeâej kesâ meccegKe Øemlegle efkeâÙee~ keâes"ejer 
DeeÙeesie ves yeeuekeâeW kesâ Ûeefj$e efvecee&Ce ceW ceefnueeDeeW keâer efMe#ee keâes DeefOekeâ cenlkehetCe& mkeerkeâej efkeâÙee leLee efMe#ee kesâ ueieYeie meYeer he#eeW hej 
Dehevee efkeÛeej efoÙee~ ue[efkeâÙeeW keâer DeefvekeeÙe& efMe#ee kesâ efueÙes YeejleerÙe mebefkeOeeve ceW mebkeâefuhele ue#Ùe keâer Øeeefhle kesâ DeefOekeâeefOekeâ ØeÙeeme efkeâÙes 
peeÙeW~ ueÌ[efkeâÙeeW kesâ efueS efve:Megukeâ Úe$eekeemeeW leLee Úe$eke=efòeÙeeW keâer kÙekemLee keâer peeÙes~ ueÌ[efkeâÙeeW kesâ efueS kÙeekemeeefÙekeâ efMe#ee leLee 
Deuhekeâeueerve efMe#ee keâer kÙekemLee keâer peeÙes~ ie=nefke%eeve, efMe#eeMeem$e Deeefo keâeÙe&›eâceeW kesâ hee"Ÿe›eâceeW keâes mecegVele keâjkesâ ueÌ[efkeâÙeeW nsleg 
DeefOekeâ GheÙeesieer yeveevee~ DevegmebOeeve FkeâeF&ÙeeW, DebMekeâeefuekeâ efMe#ee, hetCe&keâeefuekeâ efMe#ee leLee he=Lekeâ keâeuespe keâer mLeehevee keâer kÙekemLee keâer 
peeÙes (ieghlee, Deewj ieghlee, 2023)~

1986 ceW Ieesef<ele veF& je<š^erÙe efMe#ee veerefle leLee 1992 ceW keâeÙee&vkeÙeve keâeÙe&›eâce ceW ceefnuee efMe#ee kesâ efueS kÙeehekeâ heefjkele&ve ueeves 
keâer mebkeâuhevee keâer ieF&~ ceefnueeDeeW kesâ mlej ceW cetueYetle heefjkele&ve ueeves kesâ meeOeve kesâ ™he ceW efMe#ee keâe GheÙeesie keâjves keâes keâne ieÙee (hewje 4.2 
NPE, 1986)~ je<š^erÙe efMe#ee veerefle 1986 leLee keâeÙee&vkeÙeve keâeÙe&›eâce 1992 ceW ceefnueeDeeW keâer efMe#ee mes mecyebefOele ØecegKe yeeleW 
meefcceefuele keâer ieF&~ hegvej&efÛele hee"Ÿe›eâceeW ke hee"ŸehegmlekeâeW veerefle efveOee&jkeâeW ke ØeMeemekeâeW kesâ ØeefMe#eCe keâeÙe&›eâceeW leLee efMe#ee mebmLeeDeeW keâer 
meef›eâÙe menYeeefielee kesâ Éeje veÙes cetuÙeeW kesâ efkekeâeme keâes yeÌ{ekee efoÙee peevee ÛeeefnS~ efMe#ee mebmLeeDeeW keâes m$eer efkekeâeme leLee m$eer DeOÙeÙeve kesâ 
keâeÙe&›eâceeW keâes mebÛeeefuele keâjvee ÛeeefnS~ ceefnueeDeeW keâer efMe#ee ceW Dee jner yeeOeeDeeW kesâ efvejekeâjCe mes mecyebefOele ØeÙeemeeW keâes ØeeLeefcekeâlee osvee~ 
je<š^erÙe efMe#ee veerefle 1986 kesâ ue#ÙeeW kesâ Devegmeej ceefnuee meceeKÙee keâeÙe&›eâce keâer Meg®Deele ke<e& 1989 ceW ceefnueeDeeW keâer efMe#ee ceW megOeej ke 

nbmee cesnlee meefceefle (1962)

keâes"ejer DeeÙeesie (1964-66)

je<š^erÙe efMe#ee veerefle (1986)



Gvekeâes meMeòeâ keâjves kesâ GösMÙe mes keâer ieÙeer Leer (ieghlee, Deewj ieghlee, 2023)~kele&ceeve ceW efkekeâefmele nes jner lekeâveerkeâer ceW ceefnueeDeeW keâes 
yeÌ{ekee leLee iewj hejchejeiele jespeieejeW ceW Dekemej Øeoeve keâjvee~Ùeewve efkeYeso jeskeâves kesâ efueS ueesiees keâes peeie™keâ efkeâÙee peeÙesiee (hewje 4.3 
NPE, 1986)~

34 ke<eeX kesâ uecyes Devlejeue kesâ yeeo nceejer kesâvõerÙe mejkeâej kesâ Øees. kesâ. keâmletefjjbpeve keâer DeOÙe#elee keeueer meefceefle keâer efjheesš& hej 
DeeOeeefjle veF& efMe#ee veerefle mkelev$e Yeejle keâer le=leerÙe efMe#ee veerefle nw~ 21keeR meoer keâer Fme efMe#ee veerefle ves ceefnuee efMe#ee Skeb meMeefòeâkeâjCe kesâ 
efueS kÙeehekeâ heefjkele&ve keâer mebkeâuhevee keâer~ yeeefuekeâe Úe$eekeemeeW lekeâ kÙekeneefjkeâ hengBÛe Øeoeve keâer peeÙesieer~ «eeceerCe #es$eeW leLee otj-ojepe kesâ 
FueekeâeW kesâ efueS efveŠMegukeâ Úe$eekeemeeW keâe efvecee&Ce keâjvee~ meeceeefpekeâ-DeeefLe&keâ mes kebefÛele leLee efpevekeâe ØeefleefveefOelke keâce nw Gvekesâ efueS 
iegCekeòeehetCe& efMe#ee keâer kÙekemLee keâjvee (hewje 6.7 NEP, 2020)~kÙeekemeeefÙekeâ efke<eÙeeW keâe meceeÙeespeve keâjvee, heefjmej ceW YesoYeeke keâe 
efve<esOe leLee GlheerCeve kesâ efveÙeceeW keâes meKleer mes ueeiet keâjvee~ mveelekeâ hee"Ÿe›eâce ceW ceušerheue Sbš^er Sb[ Sefipeš kÙekemLee keâes DeheveeÙee ieÙee 
nw~ Skesâ[efcekeâ ›eâsef[š yeQkeâ keâer mLeehevee (DeOÙeeÙe 14 NEP, 2020) keâe ØeekeOeeve Fmemes ceefnueeDeeW keâes efkeMes<e ueeYe nesiee keäÙeeWefkeâ 
efkekeen, heeefjkeeefjkeâ keâejCe Skeb veewkeâjerDeeefo-Deeefo mes ceefnueeDeeW keâes Deheveer efMe#ee yeerÛe ceW ÚesÌ[veer heÌ[leer nw~

ceefnueeDees keâes kele&ceeve efmLeefle keâes Øeehle keâjves keâe ßesÙe ceefnuee efMe#ee kesâ Øemeej keâes peelee nw~ kewefokeâ keâeueerve meceepe ceW ceefnuee efMe#ee 
kesâkeue meceepe kesâ GÛÛe Skeb Oeveer keie& keâer ceefnueeDeeW keâes Øeehle Leer~ Deb«espeer Meemeve kesâ meg®Deele ceW ceefnuee efMe#ee Ghesef#ele ner jner hejvleg yeeo 
kesâ ke<eeX ceW F&MeeF& efceMeveefjÙeeW leLee efkeefYeVe meeceeefpekeâ mebmLeeDeeW kesâ ØeÙeemeeW mes efMe#ee keâe efkekeâeme ngDee efpemeceW Deebiue mejkeâej leLee meceepe 
megOeejkeâ mebmLeeDeeW ves Yeer cenlkehetke& Ùeesieoeve efoÙee~ ogiee&yeeF& osMecegKe meefceefle (1958), nbmee cesnlee meefceefle (1961), keâes"ejer DeeÙeesie 
(1964-66), vekeerve je<š^erÙe efMe#ee veerefle (1986),keâeÙee&vkeÙeve Ùeespevee (1992) leLee veF& efMe#ee veerefle (2020)Deeefo ÙeespeveeDeeW ves 
ceefnuee efMe#ee ceW megOeej kesâ efueS efkeefYeVe GheeÙe megPeeS~ DeeOegefvekeâ kewefÕekeâ meceepe ceW heg®<e Skeb ceefnueeDeeW keâes ØelÙeskeâ Âef<š mes meceeve ØeefmLeefle 
Øeoeve keâer peeleer nw~ Fme Â<šÙee ceefnueeDeeW keâes meceeve ØeefmLeefle kÙekeneefjkeâ ™he ceW Øeoeve keâjves kesâ efueS Gvekeâer efMe#ee keâer DeekeMÙekeâlee nw 
efpememes kes Deheves DeefOekeâejeW ke keâle&kÙeeW kesâ yeejs ceW peeve mekesâb Skeb GvnW Øeehle keâjves DeLekee Gvekeâe efveke&nve keâjves ÙeesiÙe yeve mekesâ~ meefoÙeeW mes 
ceefnueeDeeW ke heg®<eeW ceW efkeYeso keâjves keâer ceeveefmekeâlee keâes yeoues efyevee Fme ue#Ùe keâer Øeeefhle mecYeke veneR nw~ mkeleb$elee Øeeefhle kesâ yeeo ceefnuee 
efMe#ee hej efkeMes<e OÙeeve efoÙee ieÙee hejvleg DeYeer Yeer ceefnuee efMe#ee keâer kele&ceeve efmLeefle keâes meblees<eØeo veneR ceevee pee mekeâlee nw~ Mewef#ekeâ DekemejeW 
ceW Demeceevelee, hee"Ÿe›eâce keâe oes<ehetCe& nesvee, ceefnuee efMe#ekeâeW keâe DeYeeke, Oeve keâer keâceer, ceefnueeDeeW kesâ efueS GheÙegòeâ keâeÙe&mLeue keâe DeYeeke 
Deeefo ceefnuee efMe#ee keâer ØecegKe mecemÙeeSb nQ DeekeMÙekeâlee nw ceefnuee mee#eejlee ceW ke=efæ, ueÌ[efkeâÙeeW keâer ØeejefcYekeâ efMe#ee keâe meeke&peveerkeâjCe, 
ueÌ[efkeâÙeeW kesâ Meeuee lÙeeie hej jeskeâ, ceefnuee efMe#ee keâes efkeMes<e Øeeslmeenve leLee jespeieej nsleg ØeefMe#eCe Deeefo GheeÙeeW mes ceefnuee efMe#ee kesâ keâeÙe& 
keâes Skeâ veF& ieefle ke efoMee efceue mekeâleer nw~ 
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Hkkjrh; Hkk"kkvksa dk ,sfrgkfld flagkoyksdu % Lora=rk vkUnksyu ds lUnHkZ esa
Vishwas Sharma, Research Scholar, Faculty of Education (K) Banaras Hindu University

Abstract

Language is such a powerful medium through which significant transformation can be brought 
about. However, in social revolutions, literature"s role has often been minimized or overlooked. 
Yet history provides numerous written and oral examples, where without weapons, literature has 
worked to uprooting a tyrannical and anti-social regime. The Indian freedom movement is also a 
remarkable example of this type. Indian languages increased nationalist enthusiasm and 
sentiments among Indians and brought unity among different communities. This conscious and 
vibrant work not only connected people with the freedom movement but also encouraged them to 
discover and connect their cultural roots. The creations of native languages- stories, novels, 
dramas, poems, folk songs, idioms, folklore, etc. formed such a powerful hole in the British ship 
that the entire empire of 3 centuries sank until independence in 1947. Indian native languages 
means the 22 languages listed in the 8th Schedule of the present Indian Constitution. This 
research paper focused on such those pure regional literature and their litterateurs of these 
native languages, who have directly or indirectly played an important role in the Indian Freedom 
Movement. 

Keywords: Indian languages, historical overview, freedom movement. 

Hkk"kkvksa ds bfrgkl ds vksj n`f"V Mkyus ij ge ikrs gS fd ekuo ds mRifŸk ds lkFk&lkFk Hkk"kk dk 
Hkh vkxeu gks x;k Fkk] ;g ckr vyx gS fd lUns”k nsus dk rjhdk “kkfCnd] v”kkfCnd o fpf=r vkfn FksA 
mu Hkk"kkvksa esa ls dqN fyfi;ksa dks i<+k tk ldk gS vkSj dqN vkt Hkh viBuh; gSaA ^Hkk"kk* “kCn laLÑr ds 
^Hkk"k~* /kkrq ls cuk gS] ftldk vFkZ& cksyuk ;k dguk gSA Hkk"kk ekuo lalxZ dk ,d vR;ar egRoiw.kZ lk/ku 
gSA

Hkkjrh; lafo/kku ds ewy izfr ds 8oha vuqlwph esa 14 Hkk"kkvksa dks txg nh xbZ FkhA dkykUrj esa flU/kh] 
dksad.kh] usikyh] ef.kiqjh] eSfFkyh] Mksaxjh] cksMks vkSj lUFkkyh dks tksM+k x;k] ftlls budh la[;k 22 gks xbZ gSA 
Hkkjr esa LFkkuh; o ekr`Hkk"kkvksa dh la[;k 234 gS ¼lkaf[;dh o dk;kZUo;u ea=ky;] 2011½A

;s Hkk"kk,a pkj izeq[k ifjokjksa ls lEcU/k j[krs gSa& vk;Z] nzfoM+] phuh&frCcrh; ¼eaxksfy;k½ vkSj vkfLVªdA 
buesa ls 11 Hkk"kk,a Hkkjksih; ifjokj] 4 Hkk"kk,a nzfoM+ ifjokj] vaxzsth vkSj 6 vU; Hkkjrh; Hkk"kkvksa ¼dksad.kh] 
usikyh] ef.kiqjh] eSfFkyh] Mksaxjh vkSj jktLFkkuh½ dks lkfgR; vdkneh us viuh LohÑfr iznku dh gSA Hkk"kk,a 
O;fDr dks O;fDr] leqnk; o lekt ls tksM+rk gSA ifj.kker% Lora=rk laxzke esa Hkh Hkk"kk us yksxksa dks tksM+us dk 
dk;Z fd;kA lHkh Hkk"kkvksa ds lkfgR; ls ?kcjkdj vaxzstksa us mu jpukvksa ij izfrcU/k yxkuk vkjEHk dj fn;k 
ftuesa FkksM+h lh Hkh jk"Vªoknh Hkkouk FkhA oukZD;wyj izsl ,DV] 1878 ykdj ns”kh Hkk"kk ds izdk”ku dh lkexzh dks 
tkap ds mijkUr izdkf”kr djus dk dkuwu cuk;k x;kA ftlls ns”kHkfDr dk lans”k vke turk rd u iagqp 
ik,A

1857 ds izFke laxzke esa Hkys gh Hkkjr dks ijkt; dk eq[k ns[kuk iM+k ijUrq mlds QyLo:i feyh 
O;kid jk"Vªh;rk dh Hkkouk us lEiw.kZ Hkkjrh;ksa ds fnyksa esa tks ns”kHkfDr tkx`r dh og ,d egku miyfC/k 
lkfcr gqbZA Lkekftd vkUnksyuksa esa lkfgR; dh Hkwfedk dks vf/kdka”kr% de djds vkadk tkrk gSA ijUrq bfrgkl 
ds iUuksa dks [kaxkyrs gS rks ,sls vufxur mnkgj.k izkIr gks tkrs gSa] tc lkfgR; us ekSf[kd ;k fyf[kr :i ls 
vkUnksyu esa mRizsjd dk dk;Z fd;k gSA Hkkjr esa u dsoy dbZ laLÑfr;ka Fkha] vfirq fofo/k vfHkO;fDr dh Hkh 
laLÑfr;ka FkhaA ;g vuks[kh fo”ks"krk vaxzstksa ds fy, pqukSfr;ka ysdj vkbZa] bu vfHkO;fDr;ksa us vius&vius Hkk"kk 
ds ek/;e ls ,sls&,sls lkfgR;ksa dh jpuk dh] ftudk ,dek= y{; fczfV”k “kklu dks ekr`Hkwfe ls m[kkM+ Qsduk 
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FkkA Lora=rk vkUnksyu ds le; Hkkjr dbZ jkT;ksa vkSj leqnk;ksa esa foHkkftr FkkA Hkkjrh; Hkk"kkvksa us yksxksa esa 
jk"Vªoknh mRlkg dks c<+k;k vkSj Hkkjr ds fofHkUu leqnkvksa esa ,drk yk;kA

vlfe;k

izkP; ex/kh viHkza”k ls mRiUu vk;Z Hkk"kk ifjokj dh Hkk"kk gSA bl ij LFkkuh; Hkk"kk jokfl;k] cM+ks] vgkse] 
laFkkyh ds lkFk&lkFk frCcrh vkSj ceZu Hkk"kkvksa dk izHkko gSA 7oha “krkCnh ls bldh “kq:vkr ,d cksyh ds :i 
esa gqbZA bldk lkfgfR;d fodkl pkj pj.kksa esa gS& 8oha ls 12oha “krkCnh] 1201 bZ- ls 1650 bZ-] 1650 bZ- ls 1850 
bZ- rFkk 1851 bZ- ls vkt rdA

ckjgoha “krkCnh rd vle esa izkphu fgUnw jkT; dk var gks x;kA dkerk jktoa”k dk vkxeu gqvkA bl 
dky ds njckjh dfo gse ljLorh] gfjgj foiz vkSj nqyZHk ukjk;.k FksA ianzgoh “krkCnh esa Hkkxorh /keZ ds izpkjd 
“kadjnso th Fks] ftUgksaus ^:De.kh gj.k*] ^dkfy;k neu* tSls ukVd dh jpuk dhA ^?kks"kk* ds jpukdkj oS".ko 
dfo ek/konso th dk uke lEeku ls ;kn fd;k tkrk gSA rhljk pj.k ,sfrgkfld lkfgR; jpuk dk dky Fkk] 
ftls vlfe;k Hkk"kk esa ̂ cqjath* dgk tkrk gSA pØorhZ] “ks[kj HkÎkpk;Z vkfn bl pj.k ds izeq[k jpukdkj FksA

1826 dh ;kaMkcw laf/k ds i”pkr vaxzstks us jkT; ij dCtk djuk vkjEHk dj fn;k Fkk] 1854 rd vaxzstks 
dk iw.kkZf/kdkj vle ij gks x;kA 1857 ds izFke laxzke ds i”pkr gsepUnz c#vk us vlfe;k Hkk"kk dk O;kdj.k 
1859 esa fy[kkA jktk jke eksgu jk; ds led{k vkuanjke QqYdu dh dkO; jpukvksa ls u;s ;qx dk lw=ikr 
gqvk] fdUrq y{ehukFk cstc:vk us ^tksukdh*¼1889½ if=dk ds ek/;e ls u;s ;qx dks vlfe;k lkfgR; esa 
lqn`<+rk iznku dhA caxky izslhMsUlh ds vUrxZr vkus ds dkj.k vlfe;k Hkk"kk ij ckaXyk lkfgR; dk izHkko 
fn[kkbZ nsrk gSA layXu caaxky ds lekt lq/kkjdksa o ØkfUrdkfj;ksa dks vle ds yksxksa us viuk vkn”kZ Hkh cuk;kA 
jk"Vªh; o ØkfUrdkjh dfo;ksa esa lcls igyk uke deykdkar HkÎkpk;Z dk gSA bl lwph ds vU; lkfgR;dkj 
vfEcdkfxfj pkS/kjh i=dkj ¼^rqfe^]1915½] j?kqukFk pkS/kjh] ufyuh ckyk] ;rhUnzukFk nqcjk] fgrs”oj cjc:vk] 
nsodkUr c:vk] vCnqy efyd] vewY; c:vk] nospUnz rkyqdknkj vkfn gSaA 

mfM+;k

izkphu mRdy jkT; ij tSu o ckS) izHkko ds dkj.k ikfy o izkÑr] ejkBks ds vkf/kiR; ds dkj.k ejkBh 
vkSj laLÑr ds vf/kdka”k “kCn ik, tkrs gSaA ewyr% ;g Hkk"kk iwohZ ekx/kh dh viHkza”k ls fudyh gSA mfM+;k Hkk"kk 
dk fodkl rhu pj.kksa ;Fkk] 10oha ls 14oha lnh vkfndky] 15oha ls 18oha lnh e/;dky o 19oha lnh ls 
vk/kqfuddky esa gqvkA ^dylk pmfr”kk*] ^#nz lq/kkfuf/k* ¼ukjk;.kkuan vo/kwr½] mfM+;k esa igyh jkek;.k fy[kus 
okys cyjke nkl vkfndky ds izeq[k lkfgR;dkjksa esa ls ,d gSaA

e/;dky esa t;nso ds ^xhr xksfoUn* dk izHkko mfM+;k lkfgR; ij fn[kkbZ nsrk gSA o`Unkounkl us xhr 
xksfoUn dk vuqokn mfM+;k Hkk"kk esa fd;kA jkuh fu”kad jk; bl dky dh ,dek= dfo;=h gSaA fgUnw&eqfLye 
,drk ij 16 ^ikyk* xzaFkksa dh jpuk dh xbZA vaxzstks us ejkBksa ds vkf/kiR; ls vksfMlk dks 1803 esa vius 
vf/kdkj esa ys fy;kA ijUrq :f<+okfnrk o jkT;izse ds dkj.k mUgsa lEiw.kZ jkT; ij vf/kdkj djus esa dfBukbZ 
gqbZA ykMZ MygkSth ds gM+i uhfr dk f”kdkj lacyiqj Hkh gqvk FkkA 1857 dh ØkfUr ds i”pkr vksfMlk esa bZlkbZ 
/keZizpkjdks us vaxzsth f”k{kk dh “kq#vkr dhA ^cq)korkj* dkO;xzaFk ds jpukdkj ,oa lekt lq/kkjd Qdhj eksgu 
lsukifr us ik”pkR; f”k{kk dk fojks/k fd;kA izkP; o ik”pkR; lkfgR; ds lw{e v/;;u ds i”pkr bUgksaus ,d 
uohu “kSyh dks tUe fn;k] blh dkj.k bUgsa vk/kqfud mfM+;k lkfgR; dk tud Hkh ekuk tkrk gSA ^Mkd eqa”kh*] 
^mRdy Hkze.k*] ^iq"iekyk migkj*] ^vkRethou pfj=* vkfn budh dkyt;h jpuk,a gSaA buds bl iz;kl dks 
e/kqlwnu jko ,oa jk/kkukFk jk; us vkxs c<+k;kA

1930 ds i”pkr lkfgR;dkjksa esa uohu psruk ds :i esa lR;oknh ;qx dk vkxeu gqvkA ̂mRdy ef.k* uke 
ls izfl) xksica/kq nkl] uhyd.B nkl] xksnkojh”k feJ ¼^rksydU;k*] ^iqvf.k?kj*] ^ijnkulhu*] ^vUnh*] ^vUuN=*] 
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^fuokZflr*½] dqaryk dqekjh nsoh ¼^Hkzkafr*] ^dkyhcksgq*] ^ij”kef.k*½] xksnkojh”k egkik= ¼^uhy ek"Vjk.kh*] ^,acs e/; 
oafpfN*] ^jktnzksgh*] ^jDrikr*½] vuUr iVuk;d] jk/kkeksgu vkfn bl uohu psruk ds lEokgd gSaA xksica/kq nkl 
rks vlg;ksx vkUnksyu esa cUnh Hkh cuk, x,A dkjkokl esa gh bUgksaus ^cUnh&,&vkRedFkk* o ^Hkkjr&ekrk* 
dfork dh jpuk dhA :l dh ØkfUr ls izHkkfor gksdj ̂ ^lqcqt ;qx** ds ikap ;qok dfo;ksa us 1919 esa jpukvksa ds 
ek/;e ls lkE;okn dks mfM+lk esa izpkfjr fd;kA y{ehdkUr dh ^vf/kdkj*( dkfyUnhpj.k ikf.kxzgh dh ^eks 
dFkkfV lfj ukfg*] ^lkxfjdk*] ^ekalj fcyki*] ^iaxq*] ^vej fpUrk*( Hkxorh izlkn ikf.kxzgh dh ^f”kdkj*( 
lfPpnkuUn jkmrjk; dh ^vU/kk#vk*] ^ekfVj rkt*( fuR;kuUn egkik= dh ^ekadM+*] ^fneklh*] ^lkSnkxj*] ^ekM.kZ 
lkfo=h*( jkepUnz vkpk;Z dh ^if|euh*] ^ojk¡xuk*( MkW0 gjsÑ".k esgrkc dh ^uwru /keZ*] ^vR;kpkj* dk eq[; fcUnq 
lkekftd dq#fr;ksa dks n”kkZuk o vaxzsth “kklu ds fo:) tu ekul dks tkx:d djuk FkkA

mnwZ

“kkSjlsuh viHkza”k ls tUeh bl Hkk"kk dk vkjfEHkd uke *tckus lsuk* Fkk] “kkgtgka us bls orZeku uke 
fn;kA bl lkfgR; dk fodkl pkj pj.kksa esa gksrk gS& eqxy iwoZ] eqxy dkyhu] eqxy lkezkT; mrjk)Z vkSj 
chloha “krkCnh ls vkt rdA izFke pj.k esa bl Hkk"kk esa vjch o Qkjlh “kCn lekfgr gq,A lwQh larks ,oa HkfDr 
dkyhu larksa us bldk iz;ksx vius jpukvksa esa fd;kA jktk VksMjey dks blds O;kid fodkl dk Js; tkrk gSA 
1857 ds i”pkr mnZw vius lkekftd lksÌs”; dh vksj :>ku fd;kA

ekSyoh eksgEen ckdj dk ^fnYyh v[kckj*] ^i;kesa vktknh*¼cgknqj “kkgtQj dk ,sfrgkfld ?kks"k.kk o 
vtheqYykg dk >.Mk xhr blh esa Nik½] ^georu*] ^lkfndqy v[kckj*] ^vo/k v[k+ckj*¼uoy fd”kksj] 1859] 
y[kuÅ½] ^vo/k iap*¼lTtkn gqlSu½] ^vkcsg;kr&,&fgUn*¼oa”kh/kj]1865] vkxjk½] ^fgUnqLrkuh*¼1883] y[kuÅ½] 
^flrkjs&,&fgUn*¼lwQh vEck izlkn] 1890] eqjknkckn½] ^jgcj*¼1896] eqjknkckn½] ^Lojkt*¼“kkfUr ukjk;.k 
HkVukxj] 1907] bykgkckn½] ̂ vy fgyky*¼vcqy dyke vktkn] 1912] dydŸkk½] ̂ pkan*¼eqa”kh dUgS;kyky] 1930] 
bykgkckn½] oans ekrje¼ykyk yktir jk;½] ^jksfgy[k.M v[kckj*¼rsxcgknqj flUgk] 1940] cjsyh½] ^dkSeh 
vkokt*¼tokgjyky usg:]1945] y[kuÅ½ vkfn us vktknh dh egklej esa vke tu dks tksM+kA

xkfyc ¼1869½] bdcky ¼1873&1938½] pdcLr ¼1882&1926½] izsepUnz ¼1880&1936½] ekSykuk vktkn 
tSls lkfgR;dkjksa us vius dye ls ØkfUr esa fyf[kr ;ksxnku fn;kA

dUuM+

vf/kdka”k dkyh feÎh ds {ks= esa cksyh tkus okyh nzfoM+ ifjokj dh ,oa rsyqxq fyfi ls feyrh gqbZ dUuM+ 
Hkk"kk izkphure~ Hkk"kk gSA bl Hkk"kk ds izkphu o lcls izfl) dfo iEi th gSaA 1857 dh xnj dk vlj dukZVd 
rd QSyk Fkk ijUrq dukZVd dbZ Hkkxksa esa foHkDr Fkk] dqN Hkkx enzkl] eqEcbZ o gSnjkckn ds futke ds vUrxZr 
FkkA ^xs;* dkO; jk"Vªh;rk dh Hkkouk tkx`fr dk l”kDr ek/;e FkkA fcn:j ekns xkSM+ ,oa xqŸky ds ukfMxsj 
xk;d ds lkFk&lkFk ØkfUrdkjh Hkh FksA

lkyh jkepanzjko dh ^gEcyq*¼1916½] ekfLr osadVs;k dh ^Hkkjr o"kZn v..kj dqfjrq*] xksfoUn oS dh ^gksys;uq 
;k:* ¼vNwr dkSu½ ,oa ^Hkkjr NksM+ks*( nŸkk=s; jkepUnz csnzs dh ^ujcfy* ,oa ^vkgkgk Lokra=nsoh* ¼1918½] 
^fcMqxaMs*] ^ukMxqfM*¼1923½] ^r#.k riLoh*¼1923½] ^ujcfy* ds fy, bUgsa tsy Hkh tkuk iM+k Fkk( oh- lhrkjkeS;k 
dh ^Hkkjr txnEcs*] ^nqanqfHk* ¼1931½] ^ukMrk;;s* ¼ns”kekrk½] ^usYdyq&osydq* ¼va/kdkj&izdk”k½( vkaundan csVxjh 
Ñ".k”kekZ dh ^Hkkjr ekrk dh xfjek* o ^fuE; iwtk*( dqosaiq dh ^ikaptU;*¼1933½] ^Hkkjr rikfLouh*( ukVddkj 
x#M+ lnkf”kojko dh ^jkPpeUuk;d*] ^ujxqan ckck lkgsc*] ^c/k foekspus*( ukVddkj ckypUnz ?kk.ksdj dh ^xka/kh 
Vksih*] ̂ jSrj HkkX;ksn;* ¼fdlkuksa dk HkkX;ksn;½] ̂ vLi`”; nso*] ̂ Hkkjrksn;*( vuqoknd ch- osadVkpk;Z dh ̂ vkuaneB* 
o ^bZ”ojh lw=*( xks:j jkeLokeh v;~;axkj ¼^uo thou* o ^;ax bf.M;k* dk lEiknu Hkh fd;k½ dh miU;kl 
^esjokf.kxs*¼twywl½ vkfn jk"Vªh;rkoknh jpuk,a gSaA
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d'ehjh

^nbg* ifjokj ds bl Hkk"kk dk tUe ^iS”kkph viHkza”k* ls gqvk gSA bl ij Qkjlh o laLÑr Hkk"kk dk izHkko 
fn[kkbZ nsrk gSA bfrgkl ds iUuksa dks iyVus ij ikrs gSa fd izkphu Hkk"kk laLÑr gh Fkh] D;ksafd pjd ls ysdj 
dYg.k rd lHkh us laLÑr esa jpuk dh gSA rsjgoha “krkCnh ls iwoZ dksbZ d”ehjh lkfgR; miyC/k ugha gSA 
f”kfrd.B jfpr ^egku; izdk”k* igyh miyC/k xzaFk gSA 1857 ls 11 o"kZ iwoZ 16 ekpZ] 1846 dks Mksxjk ds 
egkjktk xqykc flag us 75 yk[k #i;s esa d”ehj dks vaxzstksa ls [kjhnk Fkk] ftls ^c;ukek ve`rlj* dgk tkrk 
gSA ifj.kker% d”ehj dk tkxhj Hkkjr ls vyx gks x;kA ia0 usg: us bls ̂ vkoke ds xqykeh dk nLrkost* dgk 
rks xka/kh th us ^fcØh i=* dk uke fn;kA lkfgR;dkj ekSykuk xqyke jlwy us fy[kk & ^^1846 esa vaxzstks us 
d”ehj dks bl rjg Qjks[r fd;k fd vejhdh vkckndkjh ds izkjfEHkd nkSj esa gC”kh xqyke Hkh “kk;n bl rjg 
fcds gksaA**

1851 ds i”pkr d”ehjh lkfgR; dk vk/kqfud dky vkjEHk gksrk gSA yksxksa dks yksd lkfgR; ls tksM+us dk 
dk;Z vthtqYykgk gDdkuh] dyanj”kkg] vCnqy vgen uthe] eksfg;qÌhu] [oktk vdje] jgeku nj] Ñ".k 
jktnku vkSj ukfte us fd;kA edcwy djtkokjh] ifjtknk xqyke vgen egtwj¼^xzhfLrdwj* o ^dkf”kj tuku*½] 
vCnqy vgn vktkn] nhukukFk ukfne] ia0 n;kjke] ftUgk dkSy] fetkZ xqyke glu csx vkfn ,sls d”ehjh 
jpukdkj gSa] ftudh Ñfr jk"Vªh; Hkkouk ls vksr&izksr FkhaA

xqtjkrh

viHkza”k ls mfnr bl Hkk"kk dk izFke xzaFk “kkfyHknz lwjh }kjk jfpr ^Hkkjrs”oj ckgqcyh jklk* gSA ^izcU/k 
fpUrkef.k* vkfndky¼1185&1400½ dh izfl) jpuk gSA e/;dky¼1400&1600½ esa xqtjkrh HkfDrdkyhu 
lkfgR;dkjksa dk opZLo jgk] ;Fkk& ujflag¼ujlh½ esgrk] ehjk] eky.k] ukdj] fo".kqnklA xqtjkrh dk vk/kqfud 
dky 1851 ls vkjEHk gksrk gSA bldk izFke pj.k 1914 rd pyk] 1915 ls ^xka/kh ;qx* dk pj.k vkjEHk gqvkA 
ykteh Hkh Fkk] ftuds uke ls Lora=rk vkUnksyu dk ,d ;qx pyk gks vkSj oks O;fDr Lo;a xqtjkr dk fuoklh 
Hkh gksA nkeksnjnkl [kq”kkynkl ds”ko lsB] panzonu fpeuyky] eulq[kyky >osjh] mek”kadj 
tks”kh¼xaxk=h]1934½ vkfn bl ;qx ds lkfgR;dkj FksA

xka/kh th us yxHkx 40 lkfgfR;d dk;Z fd, ftuesa ^fgUnLojkt*] ^nf{k.k vfÝdkuk lR;kxzguks bfrgkl*] 
^vuklfDr ;ksx*¼xhrk ekrk½] ^lR;uk iz;ksxks*] ^uothou* ¼i=½] ^gfjtu cU/kq*¼i=½ vkSj ^vUVw fnl 
ykLV*¼vuqokn½ xqtjkrh Hkk"kk dh fo”kq) jpuk,a gSaA dkdk dkysydj] fd”kksjyky e”k:okyk] ukukHkkbZ HkÍ] 
fxtqHkkbZ c/ksdk¼fnokLoIu½ o tqxrjke nos }kjk fy[kk x;k f”k{kk lEcU/kh lkfgR;A /kwedsrq] es?kk.kh] iUukyky 
iVs] bZ”oj isVyhdj] pwuhyky efM+;k ¼^ikod Tokyk* vkSj ^bZa/ku vksNka iM;ka*½ }kjk xzkeh.k ;FkkFkZ lkfgR;] 
ve`ryky “ksB dh ̂lkSjk"Vª* ¼if=dk½] je.kyky olaryky nslkbZ dk ̂ f}O;p{kq*] ta;rh nyky dk ̂ iknjuk rhjFk^ 
vkSj ̂ /kheq vus foHkkx*] xtkuu ekM[ksydj dk ̂ ize}jk*] eksguyky esgrk dk ̂ 9 vxLr* ¼fczfV”k ljdkj us tCr 
djds tyk fn;k½] dUgS;kyky eqa”kh dk ^czãp;kZJe* vkfn xqtjkrh Hkk"kk dh os jpuk,a gSa ftUgksaus dkRdkfyd 
lkekftd&jktuhfrd ifjn`”; dks mtkxj fd;kA

fgUnh

Hkkjrh;ksa ds Hkhrj Hkk"kk dh oks izk.k/kkjk tks izR;sd voLFkkvksa esa cgrh jgh gS] oks gS fgUnhA pkj dky 
[k.Mksa esa foHkkftr bl Hkk"kk dk bfrgkl xkSjo”kkyh jgk gSA vkfndky ls ysdj orZeku dky rd lkfgR; ds 
Qwyksa dh ,d yEch iafDr gS tks vkt rd lqxU/k fc[ksj jgh gSA ohjxkFkk dky esa jklks dkO;] HkfDrdky dk 
mRlo/kehZ dkO;] vk/kqfud dky lkfgR; Hkkjrh;ksa esa xqykeh ds fo:) jk"Vªoknh psruk txkus dk dk;Z fd;kA 
vk/kqfud dky esa HkkjrsUnq gfj”pUnz us ^dfo opu lq/kk*¼1868½] ^gfj”pUnz eSaxthu^¼1873½] ^ckyk cks/kuh*¼1874½] 
^va/ksj uxjh*] ̂ Hkkjr nqnZ”kk* fy[kdj vaxzsth gqdwer ds fojks/k dh “kq:vkr dj nhA ckyÑ".k HkÎ] izrki ukjk;.k 
feJ] Bkdqj txeksgu] vfEcdknŸk O;kl bR;kfn us viuh jpukvksa dks ns”k dks lefiZr fd;kA
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f}osnh ;qx ¼1900&1920½ esa HkkjrsUnq ;qx ds cks, x, cht] Qly cu x, FksA fpUrkef.k ?kks"k 
¼ljLorh]1900½] ukFkqjke “kekZ] Jh/kj ikBd] gfjvkS/k] jk;nsoh izlkn] Lusgh¼^^tks Hkjk ugha------Lons”k dk I;kj 
ugha**½] eSfFkyh”kj.k xqIr ¼Hkkjr Hkkjrh]1912½] jkeujs”k f=ikBh] :iukjk;.k ik.Ms;] ckyeqdqUn xqIr¼^f”ko”kEHkw ds 
fpV~Bs*½ vkfn us bl Qly dks flafpr fd;kA Nk;kokn] gkykokn o jk"Vªh; dkO;/kkjk ,d lkFk vxzlj gks jgk 
FkkA ns”k esa xka/khokn dh vka/kh py jgh FkhA ek[kuyky prqosZnh ¼^dSnh vkSj dksfdyk*] ^iq"i dh vfHkyk"kk*½] 
jkeujs”k f=ikBh] ckyÑ".k “kekZ uohu] lqHknzk dqekjh pkSgku ¼>kalh dh jkuh½ ,sls uke gS] ftUgksaus u dsoy 
jk"VªHkfDr dh jpuk,a fd vfirq Lo;a vktknh ds lej esa izfrHkkx Hkh fd;kA Nk;kokn ds izorZd t;”kadj izlkn 
th us dbZ ukVdksa dh jpuk dhA ftuesa Hkkjrh; bfrgkl dk xkSjo”kkyh >kadh ns[kus dks feyrk gSA ^LdUnxqIr* 
o ̂pUnzxqIr* lcls fo”ks"k gSaA ̂ pUnzxqIr* dh iafDr & 

^^fgeknzh rqax J`ax ls izcq) “kq) HkkjrhA

Lo;a izHkk leqToyk Lora=rk iqdkjrhAA**

eqa”kh izsepUnz ¼^izsekJe*] ̂ jaxHkwfe*] ̂ xcu*] ̂ deZHkwfe*½ us vius miU;klksa esa lR;kxzg o vkUnksyuksa dk fp=.k 
djrs gSaA jk"Vªoknh lkfgR;dkjksa esa jke/kkjh flag fnudj th dk uke Hkh lEeku ds lkFk fy;k tkrk gSA

Hkkjrh; Lora=rk laxzke esa ns”k dh gj Hkk"kk esa fy[kh xbZ dgkfu;ksa] dforkvksa] xhrksa vkSj ukVdksa us] ftuesa 
ls dbZ vkt Hkh ekSf[kd o vfyf[kr gSa] le`) vkSj thoar fo"k;&oLrq ds :i esa ;ksxnku fn;k] ftlus u dsoy 
yk[kksa yksxksa dks ns”k dh Lora=rk ds fy, izsfjr fd;k] vfirq mUgsa viuh lkaLÑfrd tM+ksa dks fQj ls [kkstus esa 
l{ke cuk;kA layXu vkf/kiR; dk eqdkcyk djus ds fy, l”kDr Hkh cuk;kA ftlds ifj.kkeLo:i lkekftd 
ØkfUr gqbZA “kCnksa dh fu/kkZj.k ds lEeku esa dqN pqfuUnk Hkk"kkvksa dks gh bl vkys[k esa “kkfey dj ik;k gw¡A 

vUrr%] Hkkjrh; Hkk"kkvksa us Lora=rk vkUnksyu esa vizfre ;ksxnku nsdj loZnk fot; dk >.Mk cqyUn 
fd;k] lglk gh ugha Jh “;keyky xqIr ̂ ik"kZn* th us ̂>.Mk xhr* esa fy[kk&

^^fot;h fo”o frjaxk I;kjk] >.Mk Åapk jgs gekjkA**

lanHkZ lwph

ik.Ms] ,l0 ds0 ¼2010½] e/;dkyhu Hkkjr] iz;kx ,dsMeh] iz;kxjktA

Fkkij] jksfeyk ¼2008½] Hkkjr dk Lora=rk bfrgkl] jktdey izdk”ku] iz;kxjktA

flag] eqjyh euksgj izlkn ¼2007½] 1857 bfrgkl dyk lkfgR;] jktdey izdk”ku] iz;kxjktA

“kaHkqukFk ¼2008½] 1857 uotkxj.k vkSj Hkkjrh; Hkk"kk,¡] dsUnzh; fgUnh laLFkku] vkxjkA

MkW- ukxsUnz] MkW- gjn;ky ¼2022½] fgUnh lkfgR; dk bfrgkl] us”kuy ifCyf”kax dEiuh] bafnjkiqje] ubZ fnYyhA

euksjek ¼2009½] dksÎ;e] dsjyA

euksjek ¼2012½] dksÎ;e] dsjyA

pk.kD; ¼vizSy] 2014½] flfoy lfoZlst VqMs ifCyds”kal] uks,MkA

;kstuk ¼vxLr]2024½] if=dk] lwpuk ,oa izlkj.k ea=ky;] Hkkjr ljdkjA

ijh{kk eaFku¼2012½] if=dk] eaFku izdk”ku] iz;kxjktA
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