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Editorial

The rapid advancement of Artificial Intelligence (AI) has revolutionized
various sectors, including education. In higher education research, Al 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 Al can bridge gaps among various
fields. Advocating for the expansion of digital and Al-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 Al 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.

Al 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 Al 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.

JaiHind

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 (Fernandez-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 (Sdnchez-Garcia, 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 (Garcia-Lazaro & Garcia-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).

© 2023 AAEBHU
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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
(Chenetal., 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 (Garcia-Lazaro & Garcia-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 (Gol, 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 (Fernandez-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; Sanchez-Garcia, 2023). Given this complex landscape where substantial
governmental initiatives coexist with significant implementation problems, there is a pressing need to
understand these issues ata 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

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 36 26.3 5 41.7
Syllabus/Culture
Connect Teaching 26 19.0 1 8.3
Subjects/Networking

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.
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Table 2: Primary Learning Needs

Area Teachers Principals
Freq. % Freq. %
Teaching Methodology 43 31.4 - -
ICT Integration 46 33.6 9 75.0
Classroom Management 20 14.6 - -
'Learner-related Needs 64 46.7 - -
Leadership Functions - - 50.0
Teacher Professional Development - - 50.0
(For colleagues)
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 33 241 - -

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 [CT

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

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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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 33 254 4 63.6

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

Category Teachers Principals

Freq. % Freq. %

Program Type

Workshops 54 43.5 4 333
Webinars 34 27.4 5 41.7
Seminars 62 50.0 9 75.0
MOOCs 25 20.2 4 333

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
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DIET 31 24.6 3 25.0
University 18 14.3 0 0.0
Department

Private Agency 40 31.7 5 41.7
NCTE/NCERT 53 42.1 9 75.0

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 4 333
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

Aspect Teachers Principals

Freq. % Freq. %

Infrastructure Quality

Reliable internet & comfortable 70 64.2 7 77.8
seating

Occasional connectivity & 18 16.5 1 11.1
inadequate seating

Outdated equipment & inadequate 15 13.8 1 11.1
amenities

Significant technical issues 7 6.4 0 0.0

Resources Provided

Modules 41 325 -+ 333
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

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
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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

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 2222
Digital 14 21.2 3 333
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

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.
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Table 8: Self-Directed Professional Development

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 40 333 5 50.0
Once every six months 21 17.5 2 20.0
Once a year 50 41.7 2 20.0

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 &
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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 Al 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 2Ist-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 etal., 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 Found OBE to be easy and Student friendly 70.73%
Perception
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 30.63%
challenges
Expressed mixed feelings about exam stress 10%
Quality and  Believed OBE diminishes the quality and transparency of 61.25%
Transparency assessments
Disagreed and saw potential benefits in the format 28.75%
Reflective Agreed that OBE effectively assesses understanding of 56.88%
Learning concepts
Disagreed, indicating a need for higher-order thinking 35.63%
questions
Question Felt OBE Questions relied too heavily on textbook 51.88%

Content knowledge
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Examination Felt the time allotted was sufficient 55%
Duration
Disagreed, reflecting challenges in time management 30%
Technical Reported technical anxiety before OBE 51.88%
Anxiety
Attention Disagreed that OBE fosters greater attentiveness 51.88%
Levels
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%
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 etal., 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.
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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



32 | SPUE, Vol.13,No.(1 & 2), January & July 2023

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.

References
Allen, R. (2007). Green schools: Thinking outside the schoolroom box. Education Update, 49(11), 4—6.

Aronson, E., & O'Leary, M. (1982—-1983). The relative effectiveness of models and prompts on energy
conservation: A field experiment in a shower room. Journal of Environmental Systems, 12(3),
219-224.

Barr, S. K. (2011). Green schools that teach: Identifying attributes of whole school sustainability
(Master's thesis). Department of Design and Merchandising, Colorado State University, Colorado.

Debrah, J. K., Vidal, D. G., & Dinis, M. A. P. (2021). Raising awareness on solid waste management
through formal education for sustainability: A developing countries evidence. Recycling, 6(1),
Article 6. https://doi.org/10.3390/recycling6010006

Disterheft, A., Caeiro, S., Ramos, M. R., & Azeiteiro, U. M. (2012). Environmental management
systems (EMS) implementation processes and practices in European higher education
institutions—Top down versus participatory approaches. Journal of Cleaner Production, 31,
8-90. https://doi.org/10.1016/j.jclepro.2012.02.034

Earthman, G. 1. (2009). Planning educational facilities (3rd ed.). Maryland: Rowman & Littlefield
Education.

Gordon, D. E. (2010, September). Green schools as high performance learning facilities. National
Clearinghouse for Educational Facilities.

Gusti, A. (2016). The relationship of knowledge, attitudes, and behavioral intentions of sustainable
waste management on primary school students in city of Padang, Indonesia. International Journal
of Applied Environmental Sciences, 11(5),1323—-1332.



SPUJE, Vol.13,No.(1 & 2), January & July 2023 | 33

Katzev, R. D., & Mishima, H. (1992). The use of posted feedback to promote recycling. Psychological
Reports, 71,259-264.

Kellum, J. A. (2003). Closing the gap on unmeasured anions. Critical Care, 7(3), 219-220.
https://doi.org/10.1186/cc2189

Loubser, C. P. (2014). Environmental education and education for sustainable development (2nd ed.).
Pretoria: University of South Africa.

Meiboudi, H., Lahijanian, A., Shoberi, S. M., Jozi, S. A., & Azizinezhad, R. (2016). Creating an
integrative assessment system for green schools in Iran. Journal of Cleaner Production, 119,
236-246.

Rada, E., Bresciani, C., Girelli, E., Ragazzi, M., Schiavon, M., & Torretta, V. (2016). Analysis and
measures to improve waste management in schools. Sustainability, 8(840), 1-12.

Ramli, N., Masri, M., Taib, M., Taib, H., & Hamid, N. (2012). A comparative study of green school
guidelines. Procedia— Social and Behavioral Sciences, 50,462—471.

Reid, J. M. (1995). Learning styles in the ESL/EFL classroom. Florence, KY: Heinle & Heinle
Publishers.

Sanusi, Z. A., & Doost, K. H. (2008). Regional centre of expertise as transformational platform for
sustainability: A case study of University Sains Malaysia, Penang. International Journal of
Sustainability in Higher Education, 9,487-497.

Simanjuntak, F. N. (2017). Pendidikan untuk pembangunan berkelanjutan. Jurnal Dinamika
Pendidikan, 10,169-195.

Sohn, L. B. (1973). The Stockholm Declaration on the human environment. Harvard International Law
Journal, 14,423.

Sonowal, C. J. (2009). Environmental education in schools: The Indian scenario. Journal of Human
Ecology, 28, Article ID 09709274 https://doi.org/10.1080/09709274.2009.11906215

Tarrant, S. P., & Thiele, L. P. (2016). Practice makes pedagogy—John Dewey and skills-based
sustainability education. International Journal of Sustainability in Higher Education, 17(1),
54-67.

UNESCO. (1990). The Talloires Declaration. http://www.ulsf.org/programs_ tallories.html

United Nations. (1993). Agenda 21: The United Nations Programme of Action from Rio. New York, NY:
United Nations.

Velazquez, L., Munguia, N., Platt, A., & Taddei, J. (2006). Sustainable university: What can be the
matter? Journal of Cleaner Production, 14,810-819.

World Commission on Environment and Development. (1987). Our common future. Oxford: Oxford
University Press.

Zhao, D. X., He, B. J., & Meng, F. Q. (2015). The green school project: A means of speeding up
sustainable development? Geoforum, 65,310-313.




Shaikshik Parisamvad (An International Journal of Education)
SPIJE, ISSN 2231-2323 (Print), 2231-2404 (Online)
Vol.13. (1 &2),January & July 2023, pp -34-38

A study of National Cadet Corps Open Elective Course with Respect to
National Educational Policy 2020

Lt. (Dr.) Hitesh Sharma, Assistant Professor and Associate NCC Officer, Department of Education, Tezpur University
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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SAMPLE TABLE : Gender wise and Place of Residence/ Locality wise number of NCC Cadets
Total
Male Female

Place of Rural 103 65 168

Residence/ Urban 106 48 154

Locality

Total 209 113 322

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,
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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

Group Mean Standard Coefficient of
Deviation Variation
Reaction of 243.05 2541 10.45%
NCC Cadets

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

@ Excellent
@ Good
@ Above Average

el

Average
@ Below Average
@ Poor
QO 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

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 : Selfreliant, 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.

India’s Demographic Advantage
365 Million of India’s Young Population

Age 20-24 Age 10-14
111 Million”™ *133 Million
With 365 million young people,
India is the youngest nation in the }
world. Youth comprise 30 per cent of
the country’s population.
Age 16:19
121 Million
100 Labour For‘(::;;::;l::;ogo’:;le' of Youlh Source: Census of India, 2011, ORGH, New Deihi
80
63
80 60
Harnessing the demographic
40 g ! T
‘ dividend will require improved work
20 18 16 participation, especially of young
0 women,
Male mRural Urban Female
Source: Youth in lndi, SS0. Ministry of Statistics and Programme Imphementation, 2017, New Delhi

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.

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.

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

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.

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.

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

SCHOOL-INDUSTRY LINKAGES
POR_DEVELOPMENT OF TRAINED MANPOWER

_I DENTIFICATION OF L

( SCHOOL INDUSTRYq

PRACTICAL/ON THE :
JOB TRAINING
: EVALUATION OF 2
STUDENTS &
2 PLACEMENT S

TRAINED MANPOWER

WAGE EMPLOYMENT SELF EMPLOYMENT |

Source: Guidelines for Developing School-Industry
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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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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 (Giinay, 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 (Ozmoné& 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.
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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
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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

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

o 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.
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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. Kriakouset 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
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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:

e 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.

e 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.

e 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.

e 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.

e 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.

e 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.

e 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.
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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.
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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
alacunaein 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 canhelp studentsto internalize mindfulness and its benefits.
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e 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.

e 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.

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

e 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 SDGS5, 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.

Keywords: 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 (HEISs).
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 2 1st-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
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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 & Schon, 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 2 1st-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).
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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.

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

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

e 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, Al-based analytics, and e-portfolios to create
personalized and scalable evaluation systems.

ITEP integrates digital proficiency by training teacher candidates to:

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

o Develop interactive feedback systems like dashboards and discussion forums.
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e 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
o Reflective journals and lesson critiques during field experiences.
o Mentor observations, peer feedback, and self-evaluation exercises.
e 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
e Apply Universal Design for Learning (UDL) principles in assessment design.
e Use multilingual and multimodal evaluation strategies.

o 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
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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,



SPUJE, Vol.13,No.(1 & 2), January & July 2023 | 69

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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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.
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2. Ul HHS (d1€)

9 RO ¥ [AVT B ol JqUROMBIT Bl W HUY W UK [HIT ST ©, difs fqemedi |9
TERTS W HS W | 3 WO ;:

fRI1eT0T T gg—Hdal (multi & sensory) ST ST ©, fordd faemefl  daer g+ db AT =
Re, gfod q@H, B AR J0T dR A AT A |

fR1erepl T geg—fey e, WA, 1S, NG, vd qrifies fAferl &1 SudnT SR =Ry |
Rrenfefat &1 JrauRumel BT MU v H @k B B fore IR fahar e 7|

3. YT (3rRITY)
TE TROT STRTH BT GGG B & [Ty 31N Ve GrRIGRT TR Bige BIar 2 |

faenferat o1 fafr= fafafSat & a9y 9 JEURRT Bl S Ud S JICHATd BR &l
IR fear e 2 |

g, gheicy, Aideve, IR AR FHH Tfafafedt g el €|
Rreres faemfefRi @1 gell aafell & wraw | e faR @ & forw aRa a=d 2|
4. IUANT (UF1T)
9 =R ¥ Il &I WRI Y S Pl AEEIRG Siad § AR & & a9 AT S ¢ |
Rrefiat o1 fafi=r aRASmRel, FMIfSTe srgHa, a1 FaRAT—aerRa TfafdferR § 9rT o
& forg ureAiza v Smar 2 |

RS SiaT I e IRV SR URIMNeG HrAl & AgH 9 ARG AR Af¥d gl
TR ST 2

T8 RV faenfil #§ srcfdRar iR XEFTcHGAT BT QAT ST © |
5. fawR (YER)
39 3ifo =xor # el o1 iR dAewl &R IS=id sraeRomett 9 uRfd wRmm SI1ar © |
faenfeial erRa—s=yor U4 FareR @ forg uRd fdar Sirar 21
g AR TS SRR BT I fAvdl Ud AragiRe SiiaT W Sed) AIEd ¢ |
9 TR H Rierdl B el & dRaw & 9ihar & Jedidh W AT a1y |

uguel fRemr ugid v 9yul, are—afad, Ud gHdcAs I giedIv Je™ d=adl ©, Sl
fb dadt ST B FAIRH 99 TP AT el 8, dfed [qenial § ==rHan, e |,
3R STAMRAT f[ABRIT BT H 9 W™D & | I8 UG Bl A& o Uifd d W ol SR,
I SaT | Sl &1 BRI BT 2 | IS Ureaad] wuReT 2022 § Y 59 werffe frem & ve
gqrd) fRreror WY & ¥ WeR fear w2

yaudl Rreror ugfa: wmer Riervr 4 e AasiRa giesion

AT9T R1eror H ueuel R Ughd &7 AJUANT U FEayul 3R FHTdr ng%a—crﬁw €| U8 UGl
HWWﬁW&WwﬁﬁWﬁWW%‘ qfcs I8 WU It
(G, dret, ueHr, forae) @l e &+ & oy U WRfEa SR rvarcsis giam 1 U&T
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P 2 |

afFa (srefifar): wror fRreror @7 gl goei @ oty faenfial @ s ok frsimar &1 Srd
BT AMALIS ¢ | Bl gAML, o 9o, iR o Wt SN fAfafeRlt 9 daa wem & "
BT IS TR 8, dfcd AT ARG BT IROM Al Fonl © | SRRV Wy, Afe Al a1 ua
o feEray SU @R S8 31U+ ¥sgi H SHGl g dRd & foru Hieaed fear oig, ar s
S IqATD & IR HiRgd Afeafth BRI H Ieeka+ FuR BT & |

HHegdT FHSl (J1€): 39 RO H ARG RN B TR, Jad AR ATGRIRG IS8R0
P HEIH 3 FHSAT ST | s Iec[aeil &l URTT Th) Yo+ Td ol I [Abfid dRe R
fRy &= fear Sirer 21 SeERY & foy, @eR R & foy R ol & Slies ¥ 9
H eryar fied g

JXTH (J+ATH) : AIWIRIETOT H R Ueb Hecayul =RoT ®, foread fqemieiat @1 g, qrer,
Ue SR foras il fAfAferl H el fdhar S © | GHE a4, Aeauk]fcrl, HBHl o, 3R
HATe AT Sl TR 19T & @MagiRes SUART &I Jge dRdl & | I&eR0 & oy, Uh
oI Wiy & el @1 el deumr efierdr &1 yaT dRd gY BIc e a1 weifl foes
& fog URa fvar S \Addre, S 96T 99T R UHs Asidd Bl & |

I (JANRT) : ARG TS A B aR<Add Silad W OWART a)d | fdenfi @
JATCAMIAT FgdT © | I8 =RYT faenfefal &1 afus 19T diered &l fafi=1 |evl # ] &- & oy
URT AT 2 | SIEXvl Wy, e & te uf3iel dIR &)+, Fdlgead, a1 AlchHaT ol
Tfafaferal & 9rr o9 @ forw uRd fhar S Adhdr 81 399 I W9 Bl dddl Uh AT & wud 8,
gfed STa= &1 ¥~ 3T AT 7T 2 |

fawR (T9R) : 9 SR | 9191 BI APATD gREHIT W @ W gl AT S
g | Aifefcad sraad, o Wl 9§ o, iR fafr=T AMifsTe—aiRgpias dedl H T &1 9T
fenfol & A P! WHE BRA1 § | SeRvl & foy, fGenfEl e = geR & |t
(GfaaTy, TgHAY, IU) UgH 3R ITdh! ARAT I & forg URT far o1 |abar 2, o 9
HIYT P MBS AR GadT Bl FH3T G |

ATIRIRG AT

9 UG DI AEH P ReAor iR Rt ufrerr wRimAl § Ahadydd or) fear
AHdT & | Rerd glemr & SRE, afegel o daudl Ugfd & Ue oRU IR BRIRARI 3R
HichaelTl © HIEgH 3 GRIed fbar S |ebdl © | e Rieror |, 39 9re rorrell H el Brd

Tfafaf—smenRa et &1 ggrar faar S AT B 1 59 UeR, daual fRrerer ggfo AT fRefer @r
Jferes gHTdY, b 3R T8RS g9 § Ferdd g 8l 2 |

gdc YIoAT 9411 daud) Rreror ugfa

9 B9 Ugual Rrer ugfa @ o S99 BRd ©, O WK BT § f$ ARy e ugfa |
Ugdl ¥ B 39 GIMId WRI B FaRed w9 | A fhar ar or|

geusr fRreor ugfa Stefifa, dle, ndmE, WA SR TR & Aedd | SARAH Bl difdhds A H
i &l 2, S A f[aa & S WRI Bl |AIRd dRal 2 | IfQ SHSH! o1 il
Rreror ygforl, 99 6 g Ao &R < CaaEMl | @I Y, A1 I8 W BT © IR
RIS H 91 MY JAERISAT I Hel Ugel & R B d=1i-h woRer f[aaad 8l gal ol |
gAC AT IR o caaml Ml R @ TRvEg w9 H IRa dedl 8, fhg I8 dad
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TS e 96 Wfid JEd € 99 & deud) R ugfa s @ A Sfdar,
d@efierdT iR AHIfe ITREIRIE & |l A8 <dl @ (Sharma, 2004) | 9@ 31faR, IR
R yomel # SrgHasg A iR difde famel @1 Wt urhH @ ¥ & feme <@ g
Rraa Renfefl & 9 dad o9 U A dfed SHD AMRIRG SUANT 3R TR dRA BT
3aER THATT 2T | BT JISHT TAT [ CaaFMI, ST & wY A R RIemRms wR miid <,

e gomelt § g9l 2 fhg @ A A W € J AEAred, Afad IR ATagiRe
R &1 T B Haed TE R Unll | 39 [quiia, deuar Rerr ugfd ge wEas giteaor
3O ®, Sfal RIefv] ddel T &I SRR 7 Blbx 39d, &= 3R rcdier & ufshar o
SITdT 81 S99 W BIdT & & YR 9 Uil dad U= A8l dfed deifvd, FafRkerd 3R
Mg fRIem @1 JoT MR 2, O Mo Y7 Ugam 3R 3UA &I AeIHT & | §oe Bl
fRreqo7 AT IR AUl Rreror gl & 99 IR iR I8 7 b gdC Bl Ao Mfde SR &Rk
RUEg e R SR <Al ®, o9 6 ua g ugfa Remff & srefrRar sk dsmers
@ @1 If® e <l 2|

IR Ureead] BT iR goud) fRrror ugfa @ 9= dey Rda Rrm ugfa @ g
IR AT BT <2ar 8 | NCF fa9iy wu & uyrerfie fRrem # doady fRrrr ugfa of = @
AT BRA & HRifh Ig RIET0T Bl dael FaAT Y& B ddb AT T8l g, dfch $9 T
Y SR Wa O Ufshar # uRafdd wx <l 2| d=mar fRuevr gl i, a, enmd, wanT
R TR & WRIH | A $Had M @ 3o R o <l 2, dfed I8 ghEa axar § f& s
SaH difdbddr, Afdadr iR FaER & 9 S 96 |

NCF 2005 31X Fd=dq NCF 2023 SHI & BE—oed T IR g oo 8, S G=ue) ggid
o RIgidi 9 Ao @IaT 2| I8 fafy g § R SO~ -+, c—iaRh T gerdal o+ iR
SHPT AN g YATHS Ard fAbRId B § H8™Id Bl & | Sarexvl & oy, NCF 2005 § WX
e wrar o fRieror srqva—atmenRa 81, fSTad Bl &I (U AU B AT Bl FHSH 3R I
SIS BT qAR el | U=udl Ugid 59 giedvr &1 §Hd Fxall §, difd I8 Rietd b1 dad
SF—WId & AMGR, UH ARTGed & 4HaT § 3@l 81 NCF 2022 # waudl fRremr ugfa o
I 1 TS © Rifh I§ AR e WRT iR A RIefor sawaadial & ad © |

frrspst

Ugud] e ugfa AR R gomell § ue |k Ud 9Tl gftedlvr uee Rl 2| I8 A
Hae URURS WRAR A el @ @gfg &1 il 8, afed myfe frem & smavasddmil &

ITHT W & | T UG DI fAenerdl # AN wR dedl b difgd, AHISID, 3R AEIRG DI
&1 AT faer feam ST daoar 2 |

NEGEG L
TSI FR1eT e (NEP) 2020
TS UTG=adT wuReT (NCF) 2023

YT, AR (2023). “OaqT {R1eror gl W R0 Joredl § TaraR”. 2 Uz, YR fR1et srg|er
RS |

R8T, THET (2022). “WIRATT A9 URURT 3R ATelfTep fRreror fafert . e fowg faeafaene |
AR 2ifere Igaem ulRye (NCERT) §RT UaTRd fafi=1 Rurcd va 2iferes faem e |
Y1, 3R, TH. (2004). IR FR1EAT 24 | Seifed ufeeTerd Us [SieeH |
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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.

Keywords — Women's education, Committee, Commission, History of education
F forelt AT St 3 H TW MUR W AW § 5 39 wA H i & s e g2 @)
— 1.3 TR

fepelt off sz o foreprer  fever wecarqut sgfiveet frrameht @ =1 38 TSAfoes, Siepfs a1 i, anffes s
211 U 2T Sl FEdfass &9 § quff forfera foram S wemar @ St wfeen vd gy B gue w9 forem we g 21 forew b
g fay & afgenedl o GeRh S T4 3% FHASR] % Seert § = H Gad WRAITC 76 A1 ST 2 |
9 o M 1 Hiferes Sifereer & oft & W T @ 1% o v 29§ Afgensi i e W saner S}
T A 2011 P SIUEN F STER 9§ A WA W 64.46 BEL 2, Sk TEF TARA R 82.14
B & | Seora i & o WA 3 Afee Wl & 5 % e 79.7 e ¥ Bt B9 € (SFUET, 2011))1
T AT HLEI0T ST 517 2018 H S U Rdie & gl 72 o1 o6 39.4 Sfoerd Asfonat i 31 @ 15-
18 9 ¢ Tl foren 3 fonedt oft S § s et € S1R g7 § Siferebat a1 o 778 el § Ter et & ar fwen
e <9 w7 (3fe, 2019) | o9 Grfors uRawr § wfgensti it Rafe fa-t weeqel erfl, 98 9are i amn
% TG TATel I et e @ fefy zaig @ wmayol ik ek g

T SFE § e e ot s e e € 1 gR S # ey oIk wfgenst S g SR fu
T E | ARgensl F F Fuensl 7 o1 forbs § %9 @ @ R W HH & o fsd g9 96t § #E T S
QIR U & ST AfEersii b 37 pyrensii 3k Hfael o qob B o o | Fafy et gore & T aga © 9w @
ST T AT Td o i W 6 F BT QI 8 | ST, SR, el e, @y i, vftes
BRI I STICEAT Aigel TH T8 1 T &9 § e BT 9l & | <, It SareT, 9uT ge, R &,
foy] g, Jeea onfE $o Telt THEATT § ST haet ARSI HHAT HLAT U 2 | IH YR I8 Sa W AT
W3 1 R B &1 AR F TG FA 1210854977 H TEW 623724568 U ARGl 586469294 7

© 2023 AAEBHU
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T STHT ST AT WA 1 & (SHUMT, 2011) | S b Higelrs 79 eHRT o1 40 @ T ALl a9
e 31! ¥ e o Sfeeil & T T8 et Hebell T RIS ISt 33 e e Heball | TR THIT § A9
QISR Ud Wihfereh Sferarer 378 379 f3ehre 3 for fiyer aret eraedl @ dferd wad €|

219 & N T T 2001 H IR TG Z0 AfGA BT T BT S & g gai | Afger
HIRAHTOT T AT 374 AECsH i 6 I I € o F 319 a7, St ue o glensi wf yRifa
F Hoh 3T 370 37X AR 31l ol Tg= e e, S99 3 w1 S # Sl & wre-Tre 9 it %
T% & H -3 gR HeEIerd o Hah | Aigensh @ 37ae SR & 9 ST S 7 el 8 afed 3% 98
Flaemd, SR, Wes e TF o1el JIMEwT SUes HU- 9 8 o/ &t 3 3794 37t e, Sefaem,
TS, e SeAfaiar 1 e X Toh SN g & Fare, ST 3N 3T FW & @ I F fwe
3TETST 33T St AT hl fIh T L Toh |

Afdeh ShTetT THTST § HigeT 1918

ard § 3000 .9, Ry QT o1cid qyes sraen # o g s G5 @ gEiaE wd e g S @
(YUY, 2018) | TR T T B aTett STpfcl H Agar b i feh 34t i FogaT & gt of | ggor & wrad
us gt # S & 7 § weh W 1 o gan famrar wan @ o gedt 3 3 ufd wmn e € (fera, 2022)1
e TS T STARTHHRI = AIGERIs AT AT @ (YT, 2018) | T4 & il Tod H AgHIes TRamies
e e | ¢ R 78 T 3T 8 it T § wfgensit st Raf gest § 9w o)

el TSt # Rt st e ol i & & ¥ Wiehr fpan 7 @ 1 89 g7, el g, oheddt anf o w g #
ST () 4 & | Fevag & 8 =it wfemn & afvfe vefiss STt 0 561 g @it @ et e 71 e e @ (fordy,
2011)1 FT9= T 1 811 8 5 e il FHwnsit i 7o ufet T4 1 qui SHRHR W o7 1 39 g H T
forame <1 srere o1 feen foet i afees Feia guS § qAfdae S oAy 61 faw, T, wwad, sl
s, fer, 3, STaTer onfE = Tpd Heff o fTu o WAl S T @6t off (AR, 9. 2009 ) 13TUTET 7 3T T
e § 931 1 ST Rl UE Frdg o TANEd Yeb H |G HaAl b AT bl a1 SIS A 28 Fehi b T b oA
sufmet # = fofeemslt 1 g & R Surerar et S an) 9Ra § Arerar, Jeonft, A, awef,
RIS, ST 3f% 37eare & &% 9 (334, 2018) | sitex Feff ¥ 91 &iar @ 6 sgebrel garst & ot s
forfera o (qepstt, 2016) 1 3 & e, o, wd 2wia & f o1 Stg s Aiecrst @ ke F w9 §
ey T off | STeh el § 1 g @ % U S e st AR gt 3 aviaere R ae-faas & & o |t a

A & o
farfest shrefi wra o wige e

A § WA § qd Afge T i T S 9 9ge 4fSdT WeTs A e se g wi ffad o
& T Tefsrer foramer st Torae o o sfeanfad o foxrg i T8+ Fid gu R &1 & S @i €. &, &4 =
WA § Aigersll sl Fferd i o 7T Hewew ARd § Afeel faafaemed sl S 1916 | aw@s § {6 adae o
15000 ¥ 3Tk BATT AT & (FAN, 2014) 1 ST, TH e 7 2194 Freifthere Traredt & Aresm § qReft
Hfgemet &1 R wd Srees s | T iU gere T F 219w U gReehus 31 H <97 &f fer & qrg-9ry
wfger el T 3fieahivT h Fid gU T &gl 91 foh Tl a1 HeIh &1 S fob 370 9 &t off 7 gl H Heprd 7 i
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(TS, 2023) | et ISt Tl {7 T R ¥ 319 e =5k foham on) F. offee sreee | ue § g
Fie foret T o forem wfgel Td 9%y o 92 i HHIed fohar T 7o FH TR & & fow S @ famtor
fovar T (g, 2018)1 WY & =7 14,15,16,23,39,42,51 3R 243 & s YEuH § Afgen
THTAAT, L& 31fe ATRRT ht sHaee &l (97, 2018) |

39 G H T ek SIfeT The A 1821 H IfRI0T XA o feeTerett H T foRam TR o1 | WhifesT 7=
TraTgdt J9 1840 T RIT 9RA H M 6 Tt TieR & NH 200 T 31 AfRal T T BT T o
(3fe, 2019)1 q0T H 1848 ¥ AT TR e & farw, frgaren § Tod whe it IH3TT H aret SAlfaT Bel
TR STt Tt Tferfted ot wfverdt e & wieen fwen % &= § smoht & (R, 2023) ohet S @ Aifefien g
e T o 1T 379 51§ fehetdt off & v | Wb Wt oo STl oY, 39 THY SIarel AN 3 FIL HIEe Hehd
9 ST #7131 TS 22 ST 31 95 FRrequr shref = b | TR g I T8 W1 ST Afgens 1 e et s bref
S T | oot @ 756 1850 A% A § e 3 et § 8000 T 31 SHETST o THih HIT 97| $
e w0l 7 1854 g fewt # s 35t S foren &1 dvreTet et S @ (AR, S AR, 2014)1 98
fewte & wfgemsit i fven 3R 37 Sia a9 o o ISR i STavaehar i iR fobar mar) a9 1879 €. &
TeIfye foha T e it SoAE qua § U S 9o Wi g Hieis 81 9Rd § Yo frafid S
1882 o THY AfE TR & 0.2 H aeH a¥ 1947 H 6 Wfaera 8 7 of | Afgensii T Lt v geemnsi & forg
frafafed sfufrm aRda gore gare! = sl TR 8 TR w3, ot yor fwy stfefam (1829), e
faerar qafdar sifafrem (1856), a1e faam foRiee sifafem (IR W, 1929), fowg Rl @1 dufa W aifaar
sl (1937), faem faams sffam (1837,1926,1934), 31 faare denfaesor st (1937), gvem
faare foes fefram (1939), fog faare Jurfeswor sfufem (1949), 3f (IR, . ToT. 3R He, ©
2014)1

TFASAT o YT WA | Afge forem

AT (1947) T o qvem Afgensti i Wiftwen, qfses, aar TsHfas Rafq § sfae ofedT gul
Tt # feri & uf S gfeanioT & ST aRad ST @ | T, S, T6T ST & afsal/a=t ¥ 95 gl
T et T | Ush GrTee St Sff W8 | Tet qo et & e Siaem § qurr o & ad g o
& TR R 5 {37 711 & | A i & A # ST arel snensii @t gge a7 ST Y H3 % o7 Wear
% IYT 3T ST a1 Wil 1 134 foha T | gfars <vnE 9, g9 Hedn 9iAfd, S @, T84
T fRveq A (1986), 72 e Afer (2020) 7 Afear feven i wefed F @ faen § swif-aewrt wRad 5
ST o g% e fpan T |

T 9T Aifa (1958 )

I THR A 1958 H AfGan 7ef sl Feeansii 21 3eh JHEH Hi & 39l W & 799 o & o
T JerqE i Sregera § U wiecr Gt S Te fhar 76 wfufy i g Jera g & A @ o g
ST 2 | gaTE e it o g sl Afger o 8 st it gaensl s s stk e g
TR 7| FAfa 3 3197 Sfidas R TR % T Sl 1959 H YR foha (T, 3R e, 2023) 1 wfufa
& 5N B T frfafad geme fa e o -
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1. G SR H Fo H=a T & fore afeen R & v e w9 & &9 § @R w1 9|

2. ART THR FI M= A1 & TR T F¥=q o1afy & Aaia Afean R & fawd e H 9]
3T YL AT AT

3. 7o &t H A fren & forar & fere fagi ware fove e =)
4. e oo et & v 7 foreme o= 1 ey ST i & YT R S =fe
5. Hfear el & TR 8q USA1 § ASiohal a1 Afgensii & fre & Tsa ufios 1 ST aifeu |

3 T Harera = grfaTs ST WiHfd o gEnsti Sl WieR S g 1965 H U Higern ey okue &
e fera T (AfgesT St e R U6 TOR 8] HEHA! a il 9 T g o1 59 IREE & 7@ H
o

T RgaT it (1962 )

sfrorclt g HeT St STeRIaT H 1962 § U Afgen e uftug | el TR W ares 9 stfesiei &
TSR H TR 8 3 T TS W faR & & fau 39 |fufa &1 a4 fhan o1 o w1 ) aees adn
SfereRrsll o ISR H ST TE BT =S $H WA J T YE A 8 (T, SR A, 2023) 1 R
qe-eAfch & eraredi, T, 991 SARRT Bl § 81 AT 7 6 AN R ¥ e d91 dgfhdl & s
T 37 1 91T, TY Al o G 3 sfaw oo

HIBR AT ( 1964-66 )

TRT THR A <. et g FISHY it STererar # e ST 1 137 1964 F fora, 39 3w = wfean fren
F TR T AR fohar T 219 I ST B gU STIA1 Tfdad 1966 H TR o 9@ T a1 | HISH
ST 3 arrhi o A famfor § wfgensit @t foren @1 e1fere ARyl Wier o dor e % e ot gelf W
7T foram feam | eferal st sifard feven o for arefter Sfqem § Sefoad e & wiftd & st yare ford
ST | ARl o fU e SEmEl a91 SEaiEl i AT Hi S | AShdl o fu e e a9
TR Y18 ! e &l S | Tefom, Rt a7fe FEsHHi & TIwAl Sl FAT Hich AShAl o]
3Tk ST ST | STHE SHTeal, STerehifcren e, quichiicran fITe T Yoieh hieisT ol TATqAT bl e
ST (T, 3R, 2023)1

T e Htfa (1986 )

1986 W =N 7€ Ut fnen i dor 1992 # Hraf=a srisa & ufgen Ren & faw s9s afads o
T Hehea T ot TS | Afgereil & T H Gy UReE o & Qe % §9 § 7877 5B ST s b shel 7T (I 4.2
NPE, 1986)| T finenr Fifd 1986 don wr@ft=a= sriwd 1992 # wfganedi &t Ren 9 ww=ifyd yq@
TR &l T8 | TR TSkl 3 TISTqEahl = ERe! a T o STeTor Hreishar agr fre seanst &
Tfha HRHTAT o ST 73 al o I bl S@TaT fedm ST A | e weensii 6t & o qor S o1ee &
HTIHAT hT Genfeld HiAT TNET | HigeraT o frem o 21 Wi anenadi o fFresor T greife Y2l sl refiehar 2|
Tt R7eqT i 1986 o el o STIHR Higel HHRET SHTRIshH b Y3 a9 1989 H Afgarai i fre § gurR a
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3! IRH B o 3299 T 1 T off (T, S @I, 2023 ) 1FGHH § G & W deb-Aeh | afgensit wi
FEET TG I TR YSTIRT § STEEL Y& ST (919 98 Yeohed & fIT Al ol STTeeh foham ST (97 4.3
NPE, 1986)|

T2 Pramfifer (2020)

34 Ff & A STA b oG TR Ha1d THR b A, . HERLSH I STETAT arelt gfifey & g w
et % fYren =iy e g 5t geiv e Hifq 21 215 9 ¥ 39 fven Aifa T afgon fven we guiihRT H
foTT =myeh Rade 3 Hehed T 3 | J1fciehT SETETE! 7o SHaTeh Tgd Y& i ST | 0T & q9T -84 o
T & T freTess SEmEmEl 1 fFmio e | grasies-anfie & dfad qen e sfafafm s7 8 33 fog
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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.

IR & 38N & IR gfe STe R 8H UKl & & AFMG & IART & AII—A1T |19 BT
Al AINTHA BT AT AT, T I Mo & b T3 Q7 BT aNIbT Wlleadh, AeMiasd g =T afa o |
I ARIT H W o (AU BT UG S FHI & 3R §{B M |l USRI & | A9 IR AP D
A o1 A I 2, TAdl 3iei— e A1 T © | AT J9d AT DI U 3fAd Ayl e

2

IR AAE™ & qe1 Ui & 8l STl H 14 WINISH Bl S8 & T ol | Hrafax H R,
Higoft, Taren, AR, Afrelt, SRR, Frer iR FeerTell B SreT T, fo Ry S T 22 81 R 7|
R H I g HIGUTIIST B 6] 234 8 (FiRGD! T Braf=a H31erd, 2011) |

A AU IR W URARI § T G 5— 9, &fds, FFI—faeda (Fmfern) &k e |
SAH ¥ 11 WY MR 9RAR, 4 9N &fde IRAR, Sl 3R 6 R YRR H9Iel (i,
urefl, AfYRY, Aforefl, SR iR ITSIRRII) BT e APIEH o AUl WIHld U B & | 99y
AT BT A, WaﬂmwﬁwsdlﬁltﬁmﬂﬁWwﬁﬂ-ﬁmmﬁwnaﬁwsdm
B far | Tt AT9ell ® It W aRIRR UG 7 B9 TR UR Ui o T STR™ &) faam
ST ATST AT o1 g ard JraAT off | aTRIeR UN UaT, 1878 ATdh] QT WINT & UhIR &I AUl Bl
ST & JURT IR DR DI DI ST TAT | TG Sl BT A<el 31 Sl db | ugd
gy |

1857 & UM WU H 9ol B WRA P WO B & @A TSl R I9d Horawy Al
MY TEIAAT DI WG - A0 ARG & fQell § S quifdd S &1 98 U H8l[ Sudfed
AT g8 | ISP M=l H AIe BT YAl DI BT HH B [l STl & | U= Sfersr
@ U= B WITA @ Al U SR STl UT 81 9 &, oid |l o Aikgss a1 forkad wu |
MR H SRS BT BRI AT & | IRA H 7 S s depiadi off, ifug fafay aifveafaa @1 «f
ARPICrT off | I8 RG] fARyar Sl & oy AT ofehR 3178, 91 Al = AUw—Td AT
@ AEH I U AR &1 1 B, [T ThAr ded fafeer s & Jrgqfi 3 s BT
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o | TIAFAT AR & T AR Dy T AR FHERT A [A9ITSTT o | AR 9wl = @i
IECATE] ICHTE Bl GG1IT 3R WRA o fafi=T |Agmsil § gl o |

i

U AT JTI¥e W Sq M AT URAR &1 99T & | $9 UR A 79T TR, 1, 318,
HATlT & Hr—41 fofeacll iR FH= AIIBHT BT J4Ta & | 741 ACTeal I $0db] YHIATT T dleil & wY
4 g3 | 391 Aifsfcad ey aR =Rol § 5— 8di 9 1241 wdreal, 1201 . ¥ 1650 §., 1650 §. W 1850
S. TT 1851 3. W TSl TP |

IREIl AT Th A H YT [Ewg, I BT AT BT AT | BT STa BT ANTHT 31T | $9
BTl & SRANT Bid 2H TRET, BRER AU 3R geiw TR0 o | Uged] wdrea] H 91Tl 86 & RS
AR Sl o, T8I weRToll 80T, ‘BIfCRIT T I AT &l T BI | HI8T & IFAIBR JW4
HId AEGRd ST BT A9 T I ATE fBIT SITar 8 | TIRIRT 2RT UAeTRie Arfecd & &1 dld o,
ST Sl AT § ‘gROM BT ST € | Dhaddl, UWR ISR 3 $9 AR & G4 DR o |

1826 I AT AT & TTATT S 7 I UR Feoll HRAT ARA B (ST o1, 1854 T U
BT YUITIHR 3RFH TR &I AT | 1857 & UH HUTH & U e O3 =1 JARIT | BT ATHIT
1859 ¥ foRdT | XTSI XM HIB 1T & AHBE ATARM o bl Pl =131 I T G Bl
83T, fobeg teI=rer dofaeall = il (1889) UMNT & HIEW® | <14 I Bl I™AHAT Aiied ¥
J3odl U Bl | 1T YATSRA & 3= 3 & RN JHIT 9 W qivell AIfed BT g9Td
feaTg <1 & | ol e & FHIS GURSD! d BIABIRAT DI IFAHA & AN+ YT 37ee WY 10T |
I G HIAHRI Hiadl § Fad Ul 1 HAATHIT Fs€R & 2| 39 Gdl & I AIfeTBR
JAFFHTAIR el U= R (G, 1915), IS Ao, Al aTar, I gavT, fRAavar aRawaTl,
AR THAT, AG AfTD, AT TwAT, TIa= ATGDIER A & |

sSfsar

U Il 98 R O g dig Y9 & HROT UTfel G UThd, FRIST & SMEYRT & HIROT ARSI
3R E¥Ppd & BT g UG AT 2 | JeAd: T8 W11 gdi ATefl o1 uwer | Avell 7 | Sfeam v
P1 fdbrr 19 =RON For, 1047 | 1441 Al fedpred, 1541 F 1841 Wl HehPIAd g 1941 Wal A
MYfehepTel H G | Dol ST, o GUIR (TRIAVIHE faefd), SFSAT § Ugell MR foras
dTel TR S MDA & TS AeIBRI 5 H T T |

AHT § SRIed & T fas’ & 941a SReAT e W s adr 2| g_raserd J Md
I BT gare IFSAT AT H Bar | I 12l I $9 B B YHATS Bidal & | Bg—gRem
Tl WX 16 UTAT Ul DI AT DI T | IUSH o ARIST & AU I ST BT 1803 H 3{U+
ABR # of foran | Ry wfeanadr a YA & SR IT YU IR R AHR AR H Hicg
8% | AfS Sofaloll & g$U I T RIBR FaeyR 4T 3T AT | 1857 dI B~ & ULANT ANSAT H S5
THIAR®! 7 3USH R B YA B | ‘JEAAR BIAUL & FAIHR Td FHST GIRS BHR A6
JATAT T Tt fRier w7 R fhar | ured g uredred Hifecd & ged S1egde & Uyveld $oid Udb
T el DI O Qa1 S RO g5 MY AT At &1 ST 1 A4 Sl & | ST J2T,
I FHT, YATAT ISR, ‘AT IRT 3MMME SAD! Bletord] 910 ¢ | 398 39 YATH Bl
ARG 19 U T 1 37 GG |

1930 & U AI2PRI H T o & HU H Fgdral AT b1 T Gl | Seebel AT 74
A UG TYeY &9, IhUs ST, MRTaRIS s (‘Areie=ar, GaffireRr’, ‘WRad, /I, =57,
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aa’), e GARI <dl (Fify, ‘Srellarg, ORLEMT), TaraRel A (el Arexel’, 94 /e
dfaIfes’, JISEIE!, U, 3= Y+, EMIE e §9 A9 IAd9T & FH8D o | TYey I
dl JAEANT 3=l H gl W §9I¢ Y | HREE H & g8 ‘TaI—U—3McADAT d “HRA—HII
BT DI D DI | T DI BT A JAIAT BB “Ggol T S U9 gaT Al o 1919 H =131 &
qegd | ARgdTe bl IS H gerRd fhar| ddedipr @ ANBR’; Pifer<raror uifoggl $ Al
Afaa SR DI AT, AR d1oT’; A=< He1ara o1 Aids, feurl’, HerR’, ars
QI A= rar &I UREE, dRATT; S0 SXHWT Hedd &I [+ &, ‘SATER’ & J& I
ATISTD BT DI G T U AT & [d%0g o AIH DI SR BRAT o |

S

IIRAAT YT H ST W BT IRMBIB A SIE AT T, 2Meoisgl o 39 aaH= A
f&am| 59 |z &1 f[Ad™ IR RN H Bl 83— T Yd, I Bleid, T AR SaRlg 3R
4] STl W TS T | UUH TR H 9 |1 H 3R] 9 BRY! WG WAISA 8¢ | ! Hal ud 9
BT Gl - SHBT TATT U 18N H fhT | IS STSvHT Dl $UD ATUD [dhT BT 2T STl 8 |
1857 & U 39 37U+ ATHINIDG AT DI 3R w3 |

Aietdl Aig e dIhx Bl fIeell SRIGR’, U SISl (F8TGR eMESThR ol YT I® aIvor g
IS eels B $IUST d X § BUI), ‘BHIAT, Wiiahd SRIGR’, ‘3fae JQIR (Adel fheR, 1859,
AES), I T (Foelle gaH), AGeATT—U—fewa (d3MeR 1865, MRI), ‘fR=gl (1883, TI&TS),
TRIAR—U—2=' (! 74T UHATE, 1890, ¥HXIGMEIR), VB (1896, HRIGIEIG), T&RTol (FMT AARTI0T
WSANR, 1907, sw*alenq) 37 TEelTel (3Tl Bl 3MTSITG, 1912, Beld), i’ (2 HadTard, 1930,
SAREIE), da ACRA(ATAT dTolad IR), AReRIvs J@aR (Giaergy R8T, 1940, aRell), ‘®iHl
3TTaTST (STaTERTe H8%,1945, TRaTS) 3MMfE 7 ISl &I HETAFR H 31TH S Bl ST |

ferd (1869), SdhaTel (1873—1938), AT (1882—1926), UHT= (1880—1936), AIIHT IS
SN ATfeIBRI A 3709 Bt | pifd # forRad arra |

b~s

STfepIeT BTl T & &3 H dlell S dTell &fds URaR &1 va a7 At 9 et g8 o1
HIYT UTGH |91 © | 39 9191 & 9T 9 9a9 URTE &I 99 SiT & | 1857 I &R & AW Hch
TP Bl AT TRy Hcd dg AN fA9ad o, FY AN 7549, T d 5axEIE d ol & F=<id
AT | Y P AERIAT BT AT SIRII BT Fera Jedd o7 | f[dgwR A< I8 Td [dd & AMSIR
TS & ATI—TT HIi~dmrt 1 o |

STl AR BT g (1916), ARG dehear o “IRT 99 00R GRY, Mfaw< 9 &1 ‘Eetarg
AE (318 DIF) Ud WRA BISI; AT A< d9 dl FRdfel Ud e Wraaadl (1918),
fdgirs’, TS (1923), THr TR (1923), ‘Rafer’ & foIv g2 STl |1 ST Ul o1 41 AaRmHaT
D IRT TG, ‘S (1931), A’ (QTATI), Tehd—daidy (JTHR—UDBI); AFaha deI
PURMEl BT IR AT DI TRAT g R Goll; Bdg o ‘aiasi=a'(1933), IR TUIRGHT’; ACHHR
e HRIRIERE ] M=, RIS 961 Aed’, ‘99 e AchdR aieta< aodH: bl el
e, YR 9rARy’ (fhAM! & AIey), ‘3RY <, “IRAGY’; AJdIad dI. dherar] d ATeH0
g FIRN GH; TR AT SRER (Fa Sila 9 I sosar &1 |awre A1 fhan) @ o=
ARATORY (S[eld) 3Nfe IErIdrard) Ia+md € |
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T5% URAR & $H AT BT 59 UL (UHer | §oTl © | 59 WR BRYUT T HHa 99T BT JATT
fearg a1 2| 3fE™ & U= & Uoled W UK & & Uk 9197 63hd o1 off, Rifd TReb F ofdx
HEY b T T GRpd H Y& B & | dRedl Al ¥ 4 Py SR At S T8l & |
Rifdepvs A F8FI UHRT Usell SucTel Ul B 1857 W 11 Y Ud 16 HId, 1846 DI SHRI &
HERTST Jard A8 9 75 g 30 H HIR Bl S ¥ @IeT o, RN TIAMT MAER’ $Hel Sl
2 | URUIMHT: HIHR BT SRR WIRT 3 3T 8 AT | 40 8% o 0 ‘AAM & YA BT Gdol HEl
ar el S A Al uE B A fQar | arftcer A M Igd | fo@r — 71846 H 3USH A
HR BT 39 IRE BRI [HAT b D] AEeadR] & IR SR H g0 T A1 2mae g9 ave
faes & |

1851 & UTAT BRI AIE BT b BTl 3R™ BIAT & | AN BT Al Ao A S Bl
BT IAISIeATE] BIDTI, HCRIATE, 3fegel ABHE -Toild, ANSYEl, AT 3fHYH, YEHM &%, H
RISTET IR AIMSTH 7 {HT | Ahgel BRSIMAR], URSITET ™ gde FesR(NRGHR’ g ‘BIRR M),
gl 3BT ATIG, QIR A1eH, Yo SIRM, R8T didl, Sl TaM 849 o7 3ffa U SN
RAATHR &, FTADHT BT ISR A1+ 3 Ad—uid off |
TSR

3UYY W I TH AT B YoH Fof efors R gRT R IRAZaR qIgdell ™A1 2 | ‘ae
fRamfT afadTet(1185—1400) @1 URHE & & | AEAdTAA(1400—1600) H ISR AfddaTel
AfeIHRI BT g9 8], JA— TRAAS(ARHN) AT, ART, A0, AThR, [TUERT | TR &7 Mg
HIeT 1851 W TRF BIAT © | SHDBI UAH ARVT 1914 Tb @ell, 1915 F TN I’ BT ARVT AR gafT |
ST 4T o, WﬂwﬁﬂqdﬂdlwwowEﬁrwgﬂﬂwﬁaﬁ?aﬁwﬁﬁmwzﬁrw

A1 B TEIEREN  WRIGG @4 9o, dgded A, ANgEAld SN, SHRIGR
SIN(TTTET, 1934) 3MfQ 99 T & AIRADBR o |

MY S = ST 40 Hifefead i fhy R fevawrrsr, "<feror sifher Fmie- gioerT,
GFFR:Iﬁ\_-T aﬁW(TﬁﬁT AN, | WARN, Adeiad (TF), BReM e (7F) R et fad
AR (37aTa) T[ORIT AT &I fIgg =AY %I HTHT BTN, HiRelTel HRaTel, TS g,

qacmuqqqu) SR &4 gRT forar ar fRierm el | | ged, werll, g=rerd
UC, $IR UYTlIdR, Jrlellel ARSAT (‘Ulad Sarell SR ‘Su9 38T gsdl) gRT IR Jorref A,
AT WS DI [RTE' (UFHehT), AT qHcIelel <¥Ts D1 ‘feegaeg, Siad! Teliel Bl Urex=T dIReY’
3R "1 3 T, TSI ArSWdR Bl YHGRT, AIsTllel Hedl &l ‘9 3 (fAfee AReR 7 e
PR STl ﬁ?ﬂ) FeodTellel JT BT ‘Fererdis@’ e ORI |19 DI 9 &8 & T8I Brebiiold
AT T —TSTHI® TR BT SR 3T |

fe=

IR & HIaR A9 &) 1 WORIRT S YA STaveqtell # g&dl <&l §, a1 & =l | 9R Pret
ol H AT 59 AT9T &1 S8y TRaeel 8T 8 | Mfadhidl | dd) IiH I db e &
Hel @ UH oWl Ufdd © S oSl dd g fAER & | AR B M1 dred, Jfdddrel Bl
IHITHT B, IMYFH BTl AMfed IRAAN H AR & favg Iegaral a1 SR & SR 6 |
YIS BT H IRAg sR¥T= F ‘BfA go T (1868), ‘BRTa= HIS('(1873), ‘qTell AT’ (1874),
FHER TR, IRA G fr@d USH Bpid & faRIY &1 YR PR o1 | IAPST 9g, T TARIIY
A8, STHR STTHIEH, SffFdTad AT gelQ 1 YT TE-TI3I BT < BT AT [T |
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fgddl T (1900-1920) # 9RA~g T & dI U dI9, BAa a9 TC | forqEfr =y

TEI1"), HTeROT @ (WRT IR, 1912), AR 1), SUARRIV Uroed, deaqda Y (Rraersy &
faeg’) anfe 7 39 ®Aa ! Rifd fhar | ermErs, e a ISR BIALRT Udh A1 AR &1 &l
o7 | Q¥ H WHTE Bl 3Nl =l &I ofl | AT Agaal (‘hal 3R Bifhalr, I B AMATT),
AR F3Urd), araTdwr Ml T4, g9aT FAN die (Sl @1 ) U A9 2, e T s
I B1 @G e UG W ATSa! & FHR | Ufa™nT A 63T | B1ImEre & yddd STaeias U9e
S = &S ATCH! B T B | R AR SieT &7 TRIeell sl o &l fedT 8 | whaw
T I A [ § | gsgw @ ufed —
Tl G AT W vgE ge AR
W g1 Gl A Al bRl | |
e U (VRIS S, e, SR T T SURIN H ARITIE g SRl o R
B B | IEaTe] AfecddRl H AR R f&FaR S &7 9/ ¥ A7 1= & |1y forar Sirar 2
YR T=ar G H < B & 9797 H ford) T weif~l, sfddre, fial iR el =, 5
A g 317l Al AIRaed g S1feiRad 8, TG SR Siidd Avg—avg & wu H IrTeM &, R 7 daa
HeTH I1T | el AR BT DTGl BRI & fory Ferad AT a1 | fode gRomaeasy AMioTdh
I B | USRI BT IR0 & FHM H BB F=al AT BT &1 §9 elkd H A B IR & |
3T, IR |I9IRIT 1 WAl =l H fUfTH AN ahr HIal [asr &l 30l o<
T, wear €1 81 & TMaTd W v’ S A gToel a H fora—

“faorY fawg fa’em @RI, Sver $ar @ gANT |
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