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 India has witnessed a profound shift in its educational scenario and the general 
macro environment. Any growth in the Education sector will ultimately bring us closer to 
the realization of our National goals by turning around the uncertain economy and 
contributing towards the GDP of the country. In addition, it shall bear results in the near 
future being one of the strongest drivers of employment. While the overall macro-
environment is upbeat there is a pressing need for crucial measures so that the overall 
education system of the country can function at its optimum best. 

Several major changes have been brought about to revamp the Educational 
system. Government of India has launched the SSA in 2001-2002 in partnership with the 
state and local-self governments to universalize and improve quality of elementary 
education in the country. SSA has played an important role in reducing the number of out-
of-school children. Primary school enrolment has come close to being universal and 
current attendance rates as well as literacy rate have risen encouragingly. Many more 
developments, such as the RTE, RMSA, MDM, etc., resulted in an improvement in 
education development index, enrolment, and student -teacher ratio. 

The National Council of Teacher Education (NCTE) has made some big changes 
in the curriculum of the Bachelor of Education (B.Ed.) course following the directive of 
the honourable Supreme Court to revamp the system of teacher education before the end 
of the year 2014. The Teacher training institutions and B.Ed. colleges all over the country 
have to follow the new regulations from this academic session. One of the most important 
guideline of the new regulation is to make one year B.Ed. course to two years. Further, the 
management of B.Ed. colleges would now have to appoint at least 16 teachers who should 
be have doctoral qualification (Ph.D.). A new (model) curriculum framework has been 
proposed.  

The response to these changes is skewed towards more people being apprehensive 
about the outcomes. Whether this change will bear fruit is yet to be seen. Nonetheless, 
every reform needs examples more than advocates. It is the joint responsibility of one and 
all to shoulder and strengthen this reform, a need to work in synch and endeavour to 
overcome what ails. As teacher Educators we must heed to the societal needs and the 
falling standards as well as weaknesses of the program. The implementation of the new 
curriculum will be meaningful only if it is adopted in true spirit and the purpose of the 
exercise is not short changed.

SPIJE invites papers that will not only assess and evaluate the viability of such 
changes but will ultimately strengthen and propel this herculean endeavour of raising the 
standards of our prevailing education system in general, and teacher education in 
particular, towards new horizons. 

We also invite discussions, comments and remarks on published papers. 

Editor SPIJE

Editorial
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AGE AND SEX DIFFERENCE IN NEUROTICISM AND EXTROVERSION 
WITH REFERENCE TO DELINQUENTS

Dr. Reena Kumari, Assistant Regional Director, IGNOU Regional Centre, Varanasi

Abstract

The aim of present research was to study the effect of gender and age on neuroticism and 
extroversion of delinquents. For this purpose, a sample of 50 delinquents (25 males and 25 
females) was selected. The tools used was Eysenck's MPI (adapted by S.D. Kapoor and S. Jalota) 
. Results indicated that female delinquents have more neurotic tendency and extrovert traits. No 
significant difference was found between male and female delinquents in respect of neuroticism 
and extroversion dimension of personality. Also no significant difference was found between the 
two groups on the basis of age of delinquents.

Keywords: Delinquency, Neuroticism, Extroversion, Personality. 

Juvenile Delinquency is not new field of research. It must have been very long time that 
researchers started research on juvenile delinquency. While the APA classification has no specific 
category for such patterns, they may be generally placed in the group of sociopathic disorders. 
Delinquency refers to behaviour by youths under 18 years of age which is not acceptable to society 
and is generally regarded as calling for some kind of admonishment, punishment or corrective 
action. Thus delinquent behaviour may range from truancy “incorrigibility” and the use of illegal 
drugs to homicide and other serious criminal offenses. According to New Mayer “ A delinquent is a 
person under age 18 who is guilty of antisocial and whose misconduct is an infraction of law”. 

D. Sethana defined the same as “Juvenile delinquency involves wrong doing by a child or a 
young person who is under image specified by the law (for the time being in force) of the place 
concerned”. 

In both neurotic and psychotic delinquent, the delinquent act is a byproduct of severe 
personality mal-adjustment rather than a reflection of consistent antisocial orientation. Most of the 
researches have focused primarily on male delinquents, however, several investigations have also 
emphasized the high incidence of psychopathic personalities among females in state correctional 
institutions (Cloninger and Guze 1970, Fine and Fishman, 1968; Knopa 1967). In a study of 115 
girls in a state correctional institution in Kentucky, Fine and Fishman (1968) emphasized a 
personality picture characterized by rebelliousness, impulsiveness, inadequacy, instability and 
immaturity characteristics commonly found in the psychopathic personality.  Ganzar and Sarason 
(1973) found that females more frequently came from personally and socially disorganized families 
than did males. 

Juvenile Delinquency is then characteristic of distinct form of personality. According to G.W. 
Allport (1937) “Personality is the dynamic organization within the individual of those 
psychophysical system that determine his unique adjustment to his environment”. According to 
Eysenck (1970) “Personality is the relatively stable organization of person's motivational 
dispositions arising from the interaction between biological drives and social and physical 
environment”. 

Thus we can say that personality is the mixture of emotional, intellectual and character 
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building characteristics. There are two main determinants of personality – Heredity and Environment 
Intelligence, nervous system, temperament and the functions of the endocrine glands are included in 
the hereditary factors. Environmental factors are varied and mainly inter linked with socialization 
processes like nature of family, size of the family, sibling position, social class, child rearing, 
neighbourhood, school, social role and so on. Sex is an important sociological variable. Even in 
traditional literature and Indian philosophy, researchers have made efforts to study sex differences in 
biological, social and psychological potentialities. Biologically males and females differ. In a 
systematic study by Krishna (1972), it was found that males and females differ statistically in terms 
of their level of neuroticism, extroversion and emotional adjustment as well as security-insecurity, 
home adjustment and responsibility dimensions of personality. Females were found to be having 
more neurotic predisposition, introversion, more insecurity and adjustment in home and less 
responsible than males. 

De Pascalis, Vilfredo, Moutirosso and Rosario (1988) found that extroverts showed greater 
neuroticism amplitude in the meaningful speech condition than in the meaningless condition and the 
reverse trend across conditions were found for introverts. In another study Furnham and Adrian 
(1989) found that neuroticism and extroversion were the strongest prediction of self monitoring 
behaviour. 

Katiyar M, Gupta S.C. and Singh Harjeet 1989 found group difference in the extroversion 
scores from the Eysenck Personality inventory were not significant but differences in neuroticism 
score were highly significant. 

The aim of present study in light of studies reviewed, was to study the effect of gender and age 
on neuroticism and extroversion of delinquents. On the basis of review of literature following 
hypotheses regarding the above mentioned variables were formulated:

i. There is no significant difference between the mean neuroticism scores of male and 
female delinquents. 

ii. There is no significant difference between the mean extroversion scores of male and 
female delinquents. 

iii. There is no significant difference between the mean neuroticism scores of 15 year old 
and 18 year old delinquents. 

iv. There is no significant difference between the mean extroversion scores of 15 year old 
and 18 year old delinquents. 

Method

 Sample: The present study is conducted on the population of delinquents of Meerut city 
proper. For this purpose delinquency centre and Nari Niketan, Meerut city were personally 
contacted. A.D.M. city was kind enough to grant the permission for data collection. The list of 
delinquents belonging to 15 years age and 18 years age group were taken. Each group of subjects 
was further divided into equal number of male and female (25 male and 25 female delinquents) 
subjects. 

Measuring Tool

Eysenek's MPI (Adapted by Kapoor and Jalota)was used. The scale had 48 items. Reliability 
for Neuroticism is +. 566 and for Extroversion is +. 358.

Procedure 
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The data for the present study were collected from sample drawn from the delinquents from 
delinquency centre (Bachela Jail) and Nari Niketan of Meerut City. A room at the centre was 
selected to avoid any type of disturbance. The required material for the proper conduct of test were 
placed on the table. Then a copy of Eysenck's MPI (Adapted by S.D. Kapoor and S. Jalota) 
alongwith instruction in Hindi were given to subjects. After a careful reading of the instruction by 
subjects they were asked to mark the responses on the inventory. After completion of the inventory 
subjects were thanked for co-operation. In this way data was collected from 25 male and 25 female 
delinquents. 

Results and Discussion

Neuroticism 

In order to test the hypothesis that there is no significant difference between the mean 
neuroticism scores of male and female delinquents as well as 15 years old and 18 years old 
delinquents.  Two way analysis of variance was used to see the significance of main effects and a 
two way interaction effect. The obtained data in respect of two variables ie. Sex and age of 
delinquents were designated as 'A' and 'B' respectively. The two levels of sex were designated as 
females (A1) and males (A2). Likewise the two levels of age of delinquents are designated as 15 
years (B1) and 18 years (B2). To have composite test and overall picture about the significance of 
difference among the means, the ANOVA technique was employed. 

Table 1 :  Two Way Analysis of Variance for the Effect of sex and age on Neuroticism:

It is evident from table 1 that the main effects of sex as well as of age on neuroticism of 
delinquents were found not significant beyond chance. The respective F-Values for both the 
variables were found to be 0.405 and 0.052 which were not significant even at .05 level of 
confidence. The obtained F-value for interactional effect of the variables is not significant even at 
.05 level of confidence (F=0.073, d.f. 1) . The ANOVA findings indicate that sex as well as age 
variables are not significant in affecting neuroticism of delinquents. 

Extroversion

In order to test the hypothesis that there is no significant difference between the mean 
extroversion scores of male and female delinquents as well as 15 years old and 18 years old 
delinquents.  Two way analysis of variance was used to see the significance of main effects and a 
two way interaction effect. The obtained data in respect of two variables i.e. Sex and age of 
delinquents were designated as 'A' and 'B' respectively. The two levels of sex were designated as 

Source of Variance  Sum of 
Squares 

d.f. Mean 
Squares 

F. Ratio 

Sex (A) 1393.98 1 1393.98 0.405** 

Age (B) 113.24 1 113.24 0.052** 

Sex X age 250.96 1 250.96 0.073** 

Within Group (error) 3433.82 46 74.64  

Total 5192.00 49   
 ** Not significant



females (A1) and males (A2). Likewise the two levels of age of delinquents are designated as 15 
years (B1) and 18 years (B2). To have composite test and overall picture about the significance of 
difference among the means, the ANOVA technique was employed. 

Table 2 :  Analysis of Variance for the Effect of sex and age on Extroversion:

Source of Variance  Sum of 
Squares 

d.f. Mean 
Squares 

F. Ratio 

Sex (A) 340.48 1 340.48 0.635** 

Age (B) 6.24 1 6.24 0.01** 

Sex X age 88.03 1 88.03 0.16** 

Within Group (error) 536.03 46 11.65  

Total 970.78 49   
 ** Not significant

It is apparent from table 2 that the main effects of sex as well as age on extroversion of 
delinquents were found not significant beyond chance. The respective F-values for both the variables 
were found to be 0.635 and 0.01, which were not significant even at .05 level of the significance. 
The obtained F-value for interactional effects of the variables is not significant even at .05 level of 
confidence (F=0.16, d.f. 1/46, P>.05). The ANOVA findings indicate that sex as were as age 
variables are not significant in affecting extroversion of delinquent. 

Findings : The findings of the present study were as follows:

1. Age did not differentiate significantly neuroticism of delinquents.

2. Gender did not differentiate significantly neuroticism of delinquents.

3. Age did not differentiate significantly neuroticism of delinquents.

4. Gender did not differentiate significantly extroversion of delinquents.

Conclusion 

The following general conclusions may be drawn from the present study:

1.  Age does not influence neuroticism of delinquents.

2.  Gender is not substantial to neuroticism of delinquents.

3.  Age does not influence extroversion of delinquents.

4. Gender is not substantial significantly in affecting extroversion of delinquents.

A larger number of studies have been conducted by several investigators to explore the 
variables determining neuroticism, extroversion and delinquency. Esyenck H.J. 1975-76 found that 
psychoticism, extroversion and neuroticism scores decline with age. Another study was made by 
Kannappan R& Charian 1989. They found a relationship between Eysenck personality scores and 
age. Heaven Patrick 1989 found that a significant negative correlation between Eysenck personality 
questionnaire, neuroticism score and satisfaction with life. There are several factors which affect 
neuroticism and extroversion dimension of personality of delinquents. The present study has 
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however limited focus. It is based on 50 delinquents. Similar study may be conducted in the area of 
delinquency covering various sociological as well as psychological variables. Some attempts should 
be made to highlight the role of birth order, socio-economic status of family, social stress, 
motivation, frustration, anxiety, emotional maturity, emotional intelligence and creativity as 
significant factors in neuroticism and extroversion dimension of personality of delinquents.
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Abstract

Technology had special roles to play to enhance quality of education and training. The 
introduction of new technology has changed the face of our teaching learning scenario. It has the 
potential to change the manner in which students learn and teachers teach. To make full use of 
technological potentialities, a teacher has to take the lead. A teacher should be competent 
enough to create awareness and offer possibilities of ICT usage among his/her students. 
Research findings pointed to the teacher educators and teacher trainees lack of computer 
competence as a main barrier to their adoption and acceptance of ICT in teaching learning. 
Therefore, it is suggested that higher computer competency may foster the already positive 
attitudes of teacher educators and eventually result in their use of computers within classroom. 
Keeping it in mind a study is being carried out to explore need based competency areas, which 
may serve helpful in developing and devising new methods leading towards development of ICT 
competencies of teacher educators as well as of teacher trainees.

Kewwords : ICT competency, teacher educators, teacher trainees.

The advances in ICT have revolutionised the education system. They have changed the style of 
learning, teaching, communication and gaining access to information. Such advantages have 
compelled us to change our present style of schooling (Skeele & Daly, 1999; Dawes, 2000; Papo, 
2001; Ravichandran & Sasikala, 2001; Howard, 2002; Dahiya, 2004; Al-Asmari, 2005; Murahari, 
2007; Mishra, 2008; Garg et al., 2008). Unlike the previous society the present information society 
has accepted the new technologies for faster development and growth due to the global competition 
(Murahari & Kumar, 2008). Integration of Information and communication technologies has made 
an amazing range of media (audio-visual, radio, T.V., tele and video - conferencing, CD-ROMs, 
telephone, DVD, satellite, internet) available to us for quick and reliable data transmission storage 
and retrieval. The use of audio and radio, interactive radio, video, TV, tele-conferencing and other 
media networks in Asia is well documented (Garg et al., 2006; Reddi and Mishra, 2005). However, 
there are wide differences in the integration of ICT with learning material in India (Garg et al., 
2008). 

ICTs have brought new possibilities into the classroom, at the same time they have placed 
more demands on teachers. The use of ICT can make substantial changes both for teaching and 
training mainly in two ways. Firstly, the rich representation of information changes learner's 
perception and understanding of the context. Secondly, the vast distribution and easy access to 
information can change relationships between teacher and learner.

It needs to be understood that any new technology comes not merely with hardware and 
software, but with learning and teaching style and grammar of its own, and that management 
practices need to be adapted in order to use the technologies effectively (Mishra & Sharma, 2005). 
The role of teachers is important for the low uptake of technology integration. It is totally on the part 
of teacher to make effective use of technology in the classroom.

Whilst some teacher can cope adequately with large scale change, others are far more 
conservative in nature. In fact, with regard to the adoption of computers, it has been found that 



teachers as a professional group are highly conservative (Adkisson, 1985; Gilman, 1989; Gunter, 
2001; Feldman, 2004; Bhatia, 2008). Many teachers enjoy stability, see innovation as a threat and 
shun problems as undesirable. Such a situation proves to be a great hindrance towards becoming an 
ICT competent teacher educator. The teachers who shun ICT are generally the teachers who don't 
understand it or they are not used to it. Usually technophobia inflicts the older generation who hasn't 
grown up with ICT computers, computer games, complicated acronyms, or even calculators. 
Another thing that they dislike is the fact that they are being taught by those younger than them.

Teacher Educators are required to help future teachers to develop confident, positive, proactive 
attitudes so that they may cope more effectively with the challenges of technological innovations in 
schools. The ICT has revolutionized the teaching learning process at all levels and in all fields, but 
teacher education has not seen the light of the day (Chauhan, 2008). Thus, the challenge that remains 
is to use ICT for education and if this has to happen in education, the change has to begin from the 
teacher education system. Jayanthi & Padamanaban (2008) stated that there is a need to engineer a 
paradigm shift from "Computer Education" to "Computer for Education" preferably ICT for 
education. ICT skills should be incorporated through curriculum and both teacher educator and 
trainees need ICT skills and capabilities. Our educational institutions cannot ignore this ever 
increasing pace of technological progress and their role in building ICT empowered citizens. But 
only those teachers who have ICT competencies can handle this technological advancement. Thus it 
became necessary to create in the teachers an awareness of the possibilities of ICT which will lead to 
their willingness to learn it and resulting in the commitment and confidence to use it. Thus teacher 
education institutions have important role in making the teachers ICT competent teacher through in-
service and pre-service courses. (Diskshit, 2006; Garg et. al., 2008).

Despite numerous national and local initiatives ICT is not successfully seem integrated into 
education. Lack of resources both in terms of software and hardware and in terms of adequate 
training are often cited as the prime causes of the failure to advance. (Garg, 2008; Babu, 2008; 
Zayapragassarazan & Ramganesh, 2008). The reason for non-existent use of ICT in classrooms 
within teaching community is not only lack of resources and training but but also the poverty of 
knowledge within the teaching profession as a whole. Trainee teachers characteristically claim that 
reluctance to use ICT to support their teaching is due to a failure in their formal training which they 
describe as inadequate. Sadly, the knowledge base of the majority of practising teachers and of 
teacher educators is itself fragmentary in terms of ICT usage in teaching & learning (Desforges, 
1995; Underwood, 1996). It is not therefore surprising that many students (trainee-teachers) are 
receiving inadequate training. Teacher educators are not confident in using the technology to support 
their own instruction and they therefore provide poor role models for the students. Teacher educators 
are intimidated by the newer technologies. Hence teacher educators pose poor role model for trainee 
teacher by not using ICT in their training. Teacher trainees also do not use ICT in their classroom as 
they were not trained to do so. Thus it becomes a vicious 'cycle of ignorance' of non-existent use of 
ICT (Underwood, 1996a; Underwood, 2005b). This cycle of ignorance must be broken and this can 
be done if we target the ICT competencies of teacher educators as well as teacher trainees. Thus for 
effective use of ICT in instructions and for formulating policies for future there is a need to have an 
investigation covering various aspects of ICT usage among academic community especially among 
teacher educators and teacher trainees. The present study is devoted to fulfil the purpose.

Objectives of the study

The present study has following main objectives-

1. To ascertain ICT familiarity among teacher educators and teacher trainees. 
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2. To find out competencies to use ICT among teacher educators and teacher trainees.

3. On the basis of research findings, suggest measures to uplift competences to use ICT 
among teacher educators and teacher trainees.

Review of related literature

The review of literature regarding ICT using competencies among teacher trainees and teacher 
educators clearly shows that ICT competency in general and pedagogical use, in particular, remains 
low. The majority of studies reported that training programme on ICT competency building is very 
much needed for teacher educators and teacher trainees (Adams, 2000; Russell et al., 2000; McCoy, 
2001). One fourth of the total studies reported that teacher educators and teacher trainees exhibited 
simpler ICT skills but lacked pedagogical or advanced use of ICT (Crawford, 2000; Williams et al., 
2000; Beck et al., 2002). A considerable number of studies reported that teacher training 
programmes were lacking ICT component and hence reflected on the need of training to be ICT 
competent(Goel, Anshuman & Shelat, 2003; Honey,2005). Some studies suggested that teachers 
appreciated ICT competency building programmes and wished to work in ICT equipped 
institution(Hackbarth,2000; Kader, 2008; Wong, 2008). Few studies reported that teacher trainees 
are more competent than their mentors (Barab et al., 2000; Deshmukh, 2002). Above studies outline 
the need for ICT competency among teacher educators and teacher trainees especially in pedagogical 
areas. These studies also emphasize the existing mismatch of ICT competencies between teacher 
educators and teacher trainees.  Keeping these findings in view, a comprehensive study to ascertain 
ICT using competencies among teacher educators and trainees is very much required to present the 
clear picture.

Assumptions

1. The teacher educators and teacher trainees are familiar with ICT.

2. The teacher educators and teacher trainees are competent to use ICT.

Method of the study

The normative survey method was applied in the present study. The ICT using competencies of 
teacher educators as well as teacher trainees were studied. Numerous teacher training institutions, 
both, aided as well as self-financed institutions of Rohilkhand region, were taken for the study. A 
total of 95 teacher educators and 469 teacher trainees constituted the sample of the study. Through 
this study an attempt was made to ascertain ICT using competencies, among teacher educators and 
teacher trainees. For this purpose, data from teacher educators and teacher trainees was collected 
through self-developed and standardised questionnaire viz. ICT Competencies Questionnaire 
(ICTCQ).The analysis was carried out dimension-wise and item-wise. The data was categorized to 
assess the ICT competencies of teacher educators and teacher trainees of aided and self-financed 
institutions. 

Findings and recommendations

Computer familiarity and operating skills of Teacher Educators and teacher trainees

On the dimension 'ICT familiarity and training' 81.05% teacher educators showed familiarity 
with computers. Of these only 42.10% reported to be actually operating the computer, and only 
11.57% of them revealed possessing a formal training. On the issue of competency to operate 
computer 57.14% teacher trainees reported to be competent to operate computer whereas 61.4% 
showed familiarity with computers. 46.90% teacher trainees admitted that they learnt computer on 
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their own while 23.02% teacher trainees reported to be formally trained.

Software competencies of Teacher Educators and teacher trainees

Regarding the dimension 'competency to operate software' teacher educators were found 
competent in using simple software like - MS Word (30.52%) and paint brush(46.31%). Competency 
to operate other softwares like MS Powerpoint, Pagemaker, MS Excel & Photoshop was found to be 
less than 30%. Whereas 71.21% teacher trainees were found competent to use Paintbrush and 
47.97% teacher trainee possess competency to operate MS Word.

Computer mediated task competencies of Teacher Educators and teacher trainees

Data about 'competency in using computer for different purpose' reveals that 52.63% teacher 
educators possess competency to use computer for typing and printing work. Nearly none of the 
teacher educators possess competency to use ICT for teaching learning activities. 72.9% teacher 
trainees of self financed colleges were found competent to use computer for typing and printing 
work. 44.51% teacher trainees of self financed college reported having more skills and competency 
in using computer for other purposes like gaming, chatting than teacher trainees of aided college 
(17.6%).

Hardware competencies of Teacher Educators and teacher trainees

About the 'competency of performing hardware related tasks' only 81.57% teacher educators 
were able to install printer and 12.63% possess competence to install a scanner. On the other hand 
52.02% teacher trainees possess competency to install a printer and 9.8% teacher trainees could 
install a modem. 

Hardware operating competencies of Teacher Educators and teacher trainees

34.73% teacher educators were found competent to handle inkjet printer followed by 27.36% 
with laser printer, 22.10% with scanner, 12.63% with pen drive and 5.26 with other hardware. On 
the other hand 50.31% teacher trainees possessed competency to handle inkjet printer 30% teacher 
trainees of self financed college are competent to work with laser printer in comparison to 18.2% 
teacher trainees of aided college.

Internet competencies of Teacher Educators and teacher trainees

47.36% teacher educators possess the competency to operate internet followed by 25.26% send 
e-mail, 23.16% download material from websites and 22.10% search relevant literature on internet. 
Whereas overall 62.47% teacher trainees are found competent to surf internet followed by 38.80% 
search relevant literature by giving keyword on internet, 26.43% download material from websites 
and 18.76% send e-mail.

Supportive hardware competencies of Teacher Educators and teacher trainees

57.89% teacher educators were found competent in using mobile phones as related ICT 
equipment followed by 35.78% in using DVD player and 23.15% in Digital Video Camera. Whereas 
competency to use multimedia projector was found almost absent. A significant part of the teacher 
trainees 78.03% revealed mobile phone is the most used equipment among them. DVD player was 
reported to be the second most used equipment (52.66%). The competency to use Digital video 
camera was reported by 27.29% and multimedia projector by 4.05% remained least used.

ICT training needs of Teacher Educators and teacher trainees

On the issue of "need of training to become ICT competent" 60.46% teacher educators of aided 
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college admitted need of training in typing and printing through computer, 39.53% wished to 
become competent in using internet and 11.62% and 9.30% in software & hardware functions.  On 
the other hand 38.46% teacher educators of self- financed college reported need of training in typing 
and printing function of computer followed by 36.53% in internet using skills. Whereas 73.54% 
teacher trainees of self- financed college felt need of training in typing & printing functions of 
computer & 52.25% in using internet. 57.86% teacher trainees of aided college accepted need of 
training in typing & printing through computer, 22.01% in skills to use internet and 11.32% in 
software and 5.66% in computer hardware.

ICT competencies improving measures by Teacher Educators and teacher trainees

On the issue of 'Reading habits of ICT magazines in order to improve ICT competencies' only 
8.15% teacher educators revealed to be reading magazines, whereas 36.88% teacher trainees were 
found to be reading ICT magazines.

Conclusion

On the basis of above mentioned findings it can be stated that the ICT using competencies of 
teacher educators and teacher trainees are fragmentary. Though the teacher educators and teacher 
trainees are aware of the benefits of ICT yet they are unable to integrate it into instructions due to 
incompetency of using ICT. To improve ICT using competencies all teacher educators and teacher 
trainees should use technology and teach about technology in ways appropriate to their discipline 
and stage of schooling. ICT should feature in all teacher education courses pre-service and in-
service.If technology is infused in existing teacher education programmes, it will be more beneficial 
for trainee teachers as they will receive ICT based training by their mentors. This will serve as role 
model and motivate trainees themselves to try and explore creative uses of technology.To infuse ICT 
in education, change in pedagogy is must. It focuses on teacher's instructional practices and 
knowledge of the curriculum. Teacher educators should develop applications within their disciplines 
to make effective use of ICT and support and extend teaching and learning.Teacher educators and 
teacher trainees should be made realized about bridging the gap of knowledge between teacher and 
pupil, as pupils are getting techno-friendly whereas their teachers are not.To promote technological 
competencies among teacher educators, ICT  centres should be established at regional and state 
level, and these should have collaboration with the teacher training institutions. At  regular intervals, 
all the teacher  educators and teacher trainees should necessarily be sent to receive training of new 
technological innovations.This study revealed that there is a need of training strategy for teacher 
educators as well as  for teacher trainees to make them ICT competent.The study indicated, at large 
teacher educator's ICT competency is limited to simpler tasks compared to teacher trainees, who are 
more open to newer ICT innovations, more comfortable with ICT related activities like gaming, 
entertainment, e-mail and chatting. Such mismatches in competence must be taken care of to raise 
the level of teacher education programmes. The research findings indicate the training needs in ICT 
use among teacher educators and teacher trainees. Also it implies that teacher's preparation 
necessitates not merely providing additional training opportunities, but also aiding them in 
experimenting with ICT before being able to use it in their class rooms.
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Abstract

Bullying is a pervasive problem in schools throughout the world that has been linked to both 
immediate and long-term detrimental effects for students. This is a huge problem that exists 
among adolescents though it is often neglected in our country. This investigation was undertaken 
with the objective to study the bullying experience and bullying behavior of seventh class 
students of Varanasi city. A total of 100 students were selected from four schools (two CBSE 
board schools and two UP board schools) of Varanasi city of Uttar Pradesh to collect the data. 
After analysis, it was found that majority of the students get bullied by their own classmates. 
Commonly same sex students did the bullying and it mainly occurs in playgrounds and 
classrooms. 

Key-words: Bullying experience, bullying behavior, elementary school students

Introduction

Bullying is the act of intentionally causing harm to others, through verbal harassment, physical 
assault or other more subtle methods of coercion such as manipulation. According to Norwegian 
researcher Dan Olweus (1978), “A person is bullied when he or she is exposed, repeatedly and over 
time, to negative actions on the part of one or more persons, and he or she has difficulty defending 
himself or herself.” 

Bullying is characterized by an individual behaving in a certain way to gain power over 
another person. Bullying behaviors may include name calling, verbal or written abuse exclusion 
from activities, exclusion from social situations, physical abuse or coercion. Bullies may behave this 
way to be perceived as popular or tough or to get attention. They may bully out jealousy or be acting 
out because they themselves are bullied.

USA National Centre for Education Statistics (2001) has divided bullying into two categories-
direct bullying and indirect bullying. Ross (1998) defines direct bullying as physical aggression 
which involves the activities like shoving and poking, throwing things, slapping, choking, punching 
and kicking, beating, pulling hair, scratching, biting and scraping while indirect bullying is 
characterized by threatening the victim into social isolation.  

Bullying often describes a form of harassment perpetrated by an abuser who possesses more 
physical and/or social power and dominance than the victim. The harassment can be verbal, physical 
and/or emotional.

Bullying can occur in any setting where human beings interact with each other. This includes 
school, the work place, home and neighborhoods etc. On the basis of place of bullying, it can be 
divided into following types:

a) School Bullying

School bullying is the most common type of bullying. In schools, bullying can take place in all 



areas of the school whether it is around the school building or any other place. It more often occurs 
in recess, hallways, bathrooms, on school buses and bus stops. Bullying in school sometimes 
consists of a group of students which take the advantage of one student with the help of bystanders 
who doesn't want to become the next victim. These bullies taunt and tease their target before 
physically bullying the target.

b) Workplace Bullying

According to the Workplace Bullying and Trauma Institute, “it is the repeated, health-harming 
mistreatment, verbal abuse or conduct which is threatening, humiliating, intimidating or sabotage that 
interferes with work or some combination of the three.” This type of bullying often takes place within the 
established rules and policies of the organizations and society. When workplace bullying is perpetrated by a 
group, is sometimes called as mobbing. In political circles, it is also known as “career assassination.”

c) Cyber Bullying

It is a type of electronic bullying. According to Canadian educator Bill Belsey (2006) it 
involves the use of information and communication technologies such as e-mail, cell phone and 
pager text messages, instant messaging, defamatory personal websites, blogs, online games and 
defamatory online personal polling websites, to support deliberate, repeated and hostile behaviour by 
an individual or group that is intended to harm others. Bullies  even create blogs to intimidate 
victims world-wide.

d) Political Bullying

This type of bullying occurs between political parties or even between countries (called as 
Jingoism). Jingoism occurs when one country imposes its will on another country. This is generally 
done with military force or threats. By doing this, it is assumed that aid and grants will not be given 
to the smaller country or that the smaller country will not be allowed to join a trading organization.

e) Hazing

It is a type of virtualistic test which may constitute harassment, abuse or humiliation with 
requirement to perform meaningless tasks. The term can refer to either physical or mental practices. 
It can take place in a variety of social contents including sports teams, academic fraternities, colleges 
and universities etc.

Need of the Study

Day by day we come to hear that bullying tendency in students is gradually increasing and its 

effect on victims is indescribable. There is a list of researches which indicates that individuals 

whether child or adult who are persistently subjected to abusive behavior are at risk of stress related 

illness which can sometimes lead to suicide. Victims of bullying can suffer from long term emotional 

and behavioral problems. Bullying can cause loneliness, depression, anxiety, low self- esteem and 

increased susceptibility to illness (William, K.D. et al 2005). Rigby (1996) had found that 

victimization due to bullying is correlated with student absenteeism, poorer academic achievement 

(Nolin et al. 1996), social isolation (Slee and Rigby, 1993). Depression, anxiety and poorer 

psychosocial adjustment (Callaghan, 1995; Olweus, 1979; and Nausel et al., 2001). Craig (1998) 

reported that all forms of bullying-physical, verbal and social were predicative of victim anxiety. 

Sounder et al. (2000) found that students who were repeatedly victimized in elementary school 

reported higher levels of internalizing problems at the age of 16. Likewise longitudinal researches 
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done by Forero et. al. (1999); Hawker and Boulton (2000); Muscari (2002) suggests that being a 

victim of bullying is associated with low self-esteem, school refusal, anxiety, depression, social 

isolation and even suicide.

In countries like USA, U.K., Canada and Norway many researches have been done for the 

identification of bullying behavior to make programmes to prevent the bullying at schools. Even 

many programmes run in these countries to prevent the problem of bullying but in Indian context, 

negligible work has been seen in this area. In India no importance is given to this point that bullying 

can affect the future of children very deeply. And that's why a need was felt by the researcher to 

study the prevailing problem of bullying in Indian school scenario and hence the present study was 

taken with the formal title, “A Study of Bullying in Seventh Class Students of Varanasi City.”

Objectives of the Study 

The objectives of the study were as follows:

1) To study the bullying experience of elementary school students of Varanasi city with reference to 

following variables:

a) Number of students

b) Class of students

c) Sex of students (male/female)

d) Place of bullying

2) To study the bullying behaviour of elementary school students of Varanasi city with reference to 
following variables:

a) Number of students

b) Class of students

c) Sex of students (male/female)

d) Place of bullying

Assumptions of the Study 

1. Bullying Experience of students can be identifiable and measurable.

2. Bullying Behaviour of students can be identifiable and measurable.

Method of the Study

 Descriptive Survey method of research has been used for conducting the present study.

Population of the Study

 The elementary school students in 2009-2010 session in the intermediate colleges of Varanasi 
city had formed the population of the present study.

Sample of the Study

The sample of the study consisted of 100 students who were studying in class VII in 2009-10 
session in the intermediate colleges of Varanasi city. Students were randomly selected from four 
schools of Varanasi city. The sample spectrum of students with school wise distribution is given in 
following table:
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Table1: School wise distribution of the sample

    

S. No. Name of the School No. of Students Percentage 

1 Central Hindu Boys 

School 

22 22 

2
 

Central Hindu Girls 

School
 

29
 

29
 

3
 

Mahamana M.M.M. 

Boys School
 

24
 

24
 

4
 

Mahamana M.M.M. 

Girls School
 

25

 

25

 

Total 100 100

 

Tool used for the Study

Due to the unavailability of the appropriate tool in Indian context researcher had prepared a 
tool in the line of Bullying Questionnaire of Dr. Dan Olweus (1978) to collect the data for the 
purpose of the study. It has two sections- Section A and Section B. Section A is related with bullying 
experience and Section B is related with Bullying behavior. The reliability of Bullying Questionnaire 
was calculated by split-half method and it was found to be 0.84. The face and content validity of the 
questionnaire was established with the help of experts in the field of education and psychology.

Findings

Figure 1: Bar Diagram for Item One
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The question related to this bar diagram was “how many students bullied you (section A) and 
how many students are bullied by you” (section B).Its result is shown in above bar diagram. 

About 18% students said that they are bullied by none while 41% have said that they bullied 
none. About 56% students said that they have been bullied by mainly one student whereas 37% 
students said that they bully mainly one student. Further, 21% students have said that they are 
bullied by a group of 2 to 3 students while 16% have said that they bully a group of 2 to 3 students. 
About 5% said that they are bullied by 4 or a group of more than 4 students. About 5% have said 
they have bullied 4 and more than 4 students. 

Figure 2: Bar Diagram for Item Two

 The item related to this bar diagram was “the students who bully you belong to which class 
(section A) and the students whom you bully, belong to which class” (section B).

The result by the diagram is that about 33% students have said that the students who bullied  
them belong to their own class; about 10% students have said that they are being bullied by the 
students of their standard but of different section. Nearly 26% students have said that they are being 
bullied their seniors while 3% students have said that they have been bullied by their juniors. About 
3% accepted that they have been bullied by both (juniors and seniors). 6% have said that they bullied 
the students of different section. 5% have said that they bully their seniors and 7% have bullied their 
juniors while 6% have bullied both (junior and senior) students.
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Figure 3: Bar Diagram for Item Three 

The item related to this bar diagram was “the students who bully you are girls or boys (section 
A) and the students whom you bully are girls or boys” (section B).

From the graph, it is clear that 32% students have said that the students who bully them is 
mainly one girl student and 21% have said that they have bullied mainly one girl student. 12% have 
said that they are bullied by many girl students while 7% have said that they bullied many girl 
students. About 22% students have been bullied by mainly one boy while 16% have bullied mainly 
one boy student. About 13% have been bullied by many boys while 12% have bullied many boy 
students. The students being bullied by both (boys and girls) are 3% and that bullied both are 2%.  

Figure 4: Bar Diagram for Item Four
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The item related to this bar diagram was “at which of the places, mentioned in the 
questionnaire you have got bullied or have bullied the others.”

By observing the bar diagram we can conclude that more students (about 31%) have been 
bullied in playground while 27% have bullied the students in playground. About 21% have got 
bullied in the classroom while 17% have bullied the students in the classroom. The students get 
bullied on stairs is 17% and that of bullied the other students is 4%. The percentage of students 
bullied on school way is 14 and that of the students bullying others is 4%. The students bullied at 
bus stop are 4% and none of the students have bullied the others at bus stop. About 4% have been 
bullied by the students in school bus whereas negligible percentage of the students has bullied the 
others in school bus.

Conclusion

Bullying and victimization are often persistent and associated with severe emotional and 
behavior problems. Preventive efforts should be focused, and targeted at those children who are 
characterized by both psychological disturbance and bullying. Present findings highlight the need to 
increase parental awareness about bullying and to include parents in school-based bullying 
prevention programs because School bullying can have a major impact on the physical and mental 
health of victims, and of the bullies themselves.

Many psychosomatic and psychosocial health problems follow an episode of bullying 
victimization. Because victimization could have an adverse effect on children's attempts to cope with 
depression or anxiety, it is important to consider teaching these children skills that could make them 
less vulnerable to bullying behavior. 

On the basis of above findings, some suggestions can be made so that our school can make 
programmes and manage them for proper control of bullying problem. These are- In schools, 
arrangement should be made for positive disciplinary actions, strong parental involvement and high 
academic standards to reduce the bullying. Teachers should develop qualities to intervene in bullying 
behaviors and to promote respectful interactions between students as a part of their curriculum. In 
schools, such type of programmes and activities should be organized so that children learn social 
skills successfully to interact with people and hence the bullying can be prevented. Teacher-parent 
meeting should be organized monthly so that teachers and parents can get aware of bullying 
behavior of children and if they found any problem in children then they should work together to 
solve it. Awareness programmes in schools should be organized for community members so that 
parents will get knowledge about bullying and victimization problems, signs or behavioral 
characteristics of bullying, problem of victimization and suggestions to reduce or prevent it for 
students' complete growth and development.

Many psychosomatic and psychological health problems follow an episode of bullying 
victimization. Because victimization could have an adverse effect on children's attempts to cope with 
depression or anxiety, it is important to consider teaching these children skills that could make them 
less vulnerable to bullying behavior. 
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Abstract

Entrepreneurship education has the mandate to equip the youth with functional knowledge and 
skill to build up their character, attitude and vision. It has vital role in developing eco-system that 
promotes innovation (European Union, 2006).QAA (2012) remarks its importance for providing 
the base for innovation and creating a value system; and developing entrepreneurial culture, 
which drives wealth creation and gives further push to innovations. This necessitates pro-active 
policy interventions in favour of entrepreneurship. Initiating a fruitful discussion on 
entrepreneurship education, this article tries to conceptualise the phenomenon of 
entrepreneurship education, starting form genesis of term 'entrepreneur', its definition, nature 
and new role of teachers and teacher training institutions in fostering young entrepreneurs. The 
article also tries to facilitate an understanding about 'entrepreneurial teacher and training 
institution' and emphasizes the active role of teacher as a 'facilitator'. For this new role teachers 
have to be ready initially by going through rigours of teacher training and by continuing 
professional development. The paper also deals with the urgency of policy interventions in India 
in this regard. 

Key-words: Entrepreneur, Entrepreneurship Education, Entrepreneurial Teachers, Teacher 
Education.

Introduction        

  Education has been the axle for social, economic and political transformation in all societies. 
It acts as an integrative force in society, imparting values that foster individual excellence, social 
cohesion and national development. Recognising the importance of education in national 
development, the policy makers (European Union, 2006; UNESCO, 2013; QAA, 2012) have placed 
an unprecedented focus on a recently identified concept in the field of education across all levels 
named as 'entrepreneurial skill development through education'. In this review paper an effort has 
been made to conceptualize, the term entrepreneurship education? How it came into an action?  Its 
nature , the new role to be played by teachers for promotion of entrepreneurship education, followed 
by its implications for the field of teacher education.    

Genesis and Concept of Entrepreneurship

Transforming an idea into action has been done since the beginning of civilization around the 
globe. It has really transformed the world.  Business-persons have been creating ventures for masses 
based on such ideas materializing them into useful actions. Entrepreneurs have a vision for doing 
things in a better way, thinking beyond the constraints of current rules and resources. Perhaps more 
importantly, they have the passion and urgency that literally compell them to take risk necessary to 
realize their vision .They want to look deeper  in the world and by doing so, they inspire their fellow 
men and women. Therefore, entrepreneurship is not just a venture creation process; its essence goes 
beyond contemporary times with maturity and serves as an agent of change. It is universal and is 
reflected in all major dimensions of civilization viz. social, political, and economic etc. across the 
globe.



Entrepreneurship is a multifaceted phenomenon. Gangaiah and Viswanath (2014) explained the 
genesis of term 'entrepreneurship' from the French word 'entreprendre' which originally means an 

th
organizer of musical or other entertainments. The word has been in use since the 16  century. In 
Middle Ages the term 'entrepreneur' was referred to a person who was managing large projects. He 
was not taking risk but was managing the projects using the resource provided (Lakeus, 2014). 

thFurther, he added that in the 17  century the word was extended to cover architects and contractors 
engaged in activity, such as construction, fortification and public work. Robert &Albert (1986) 

thstated that, only in the beginning of 18  century it was  used to refer to economic aspects. Some 
economists say that the term has been derived from German word 'unternehmen' which literally 
means 'to take' or 'operation' or 'to undertake' which indicates the minimum characteristics of an 
entrepreneur. The French economist  Richard Cotillion is generally accredited  with being the first to 
coin the phrase in the context of what we view today as 'entrepreneurship' in about 1730 (Ahmad & 

th thSeymour, 2006). Further they pointed out that in 19  and 20  century many eminent economists and 
scholars including Adam Smith, Alfred Marshall and frank etc. elaborated on Cotillion's 
contribution, adding leadership and recognizing entrepreneurship through organization ,but the key 
tenets of risk taking and profit were nearly always  retained as important features of 
entrepreneurship. 

In this era of global work practices and technological innovations, there are individuals who 
always 'think outside the box'. These individuals have a passion for novelty and like to distinguish 
themselves from the others. Legendary world entrepreneurs like Bill Gates, Steve Jobs, Narayana 
Murthy and young entrepreneurs like Larry Page, Sergey Brin (co-founders of Google) and Mark 
Zuckerberg (CEO of Facebook) have set the bar for being the most inspirational and influential 
entrepreneurs in their respective fields. Balasubramanian ( 2012) argued that entrepreneurship is a 
key facet of any nation's economy and is the crucial driver for employment and economic growth. It 
touches human lives through introduction of new technologies, products and services. Entrepreneurs, 
through their creativity and dogmatic approach to overcome failure, improve the world by 
innovation and help build a society that is richer, socially adept and technically advanced.

Entrepreneurship Education: Concept and Meaning

A definition is a starting point to a full understanding of the phenomena under discussion. 
Through it one may be able to discover the essence, concerns and objectives of the phenomena too. 
Similarly , the essence, concerns and objectives of   entrepreneurship as a field of study (Hytti 
2002;Hytti and O'Gorman, 2004; Jones and English, 2004; Henry et al., 2005a, b; Gartner, 1990) can 
be speculated here. These basic issues, emanating from a definition may be taken later to be the basis 
for conceptually aligning entrepreneurship education with the appropriate target audience, course 
contents and teaching methodologies. However, for the sake of convenience , here opinion of some 
reviewers in the field are being reflected in forthcoming paragraph.

By reviewing the existing literature  conflicting sides of entrepreneurship schools of thoughts, 
and an inherent lack of a common definition of entrepreneurship has been found (Sexton and 
Bowman, 1984). A debate was noticed in the application of terms like entrepreneurship education 
versus enterprise education (Hynes, 1996; Garavan and O'Cinneide, 1994a, b.) also a substitution of 
entrepreneurship education with entrepreneurial education (Jones and English, 2004. Garavan and 
O'Cinneide (1994a, b) argue that there is a conceptual difference between entrepreneurship 
education and enterprise education: the former has to do with creating an attitude of self-reliance and 
the later is for creating opportunity-seeking individuals. But to others, like Gibb (1993) as cited in 
Fank et al.(2005), the two terms are conceptually the same, but contextually different. According to 
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Gibb (1993) as cited in Fank et al. (2005) entrepreneurship education is a term mainly used in 
America and Canada, and enterprise education in the UK and Ireland. Another interesting 
observation is in the work of Jones and English (2004) who have constantly substituted 
entrepreneurship education with entrepreneurial education; and defining it as “a process of providing 
individuals with the ability to recognize commercial opportunities and the insight, self-esteem, 
knowledge and skills to act on them” (Jones and English, 2004, p. 2 ).  Apart from the above 
controversy, most of the articles have interchangeably used these terms (entrepreneurship education, 
enterprise education or even entrepreneurial education) as Gorman et al. (1997); Wai and Man 
(2007) and Hynes (1996) cited in their article. By analysis of different definitions some commonality 
can be traced. Contillon (1931) as cited in Ahmad & Seymor (2006); Schumpeter (1934) as cited in 
Faoite et al. (2003) and Kirby (2004) characterised entrepreneurs as 'innovator'. While,  Drucker 
(1985) and NKC (2008) mentioned entrepreneurs as a wealth creator, challenge taker. 
Entrepreneurship education is study of source of opportunities and process of discovery (Shane & 
venkataraman,2000;NKC,2008;Timmons,1989), in which  an individual endeavours ability of 
creativity, risk taking and turn their ideas into action (Communication Commission 2006; European 
commission 2003;oxford dictionary 2005; and Jones and English 2004). Some researchers have 
pointed out that entrepreneurship education is training for uncertain future (Kratko, 1997), which 
provides the capabilities of venture creation (Kirby, 2004; Garavan and O'Cinneide, 1994). But  the 
focus of most of the reviewed literatures on entrepreneurship education  is on: fostering 
entrepreneurial attitude, skill, managerial attributes (Co and Mitchell, 2006; Henry et al., 2005a; 
Galloway et al., 2005; Hytti and O'Gorman, 2004; Kirby, 2004; Bechard and Toulouse, 1998; Gibb, 
1993 as cited in Fank et al. 2005; Hills, 1988). Accordingly it has been shown in Figure 1 that 32 
percent of the reviewed articles related entrepreneurship education to some kind of educational (or 
training) process that is aimed at influencing individuals' attitudes, behaviours, values or intentions 
towards entrepreneurship either as a possible career or to enhance among them an appreciation of its 
role in the community.  An equally strong observation ( 32 percent) related entrepreneurship 
education with the acquisition of personal skills in entrepreneurship, whereas others related it to new 
business formation (18 per cent), opportunity recognition (9 per cent) and, managing of existing 
small firms (9 per cent).
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Thus we can say that, an entrepreneur refers to an individual who has the ability to turn ideas into action. 
It includes creativity, innovation and risk taking, as well as the ability to plan and manage projects in 
order to achieve objectives. Accordingly, entrepreneurship education can be defined as the process of 
professional application of knowledge, attitude, skills and competencies. It is more than teaching 
students how to become independent business owners. It is about creating and nurturing a learning 
environment that promotes entrepreneurial traits and behaviours, such as becoming creative and 
independent thinker, risk taker, assuming responsibility, and valuing diversity.

Characteristics of Entrepreneurship education

Entrepreneurship education basically focuses on creation of entrepreneurial culture. It helps 
potential entrepreneurs to identify and pursue opportunities. It is not limited to boosting start-ups, 
innovative ventures and new jobs. Entrepreneurship is a competency for all, helping young people to 
become creative and self confident in whatever they undertake. The basic characteristics of 
entrepreneurship education as a discipline as obtained from the critical review of the works related 
to it have been identified by the authors as follows :

1. It is a function of innovation (Contillon, 1931 and Kirby, 2004).

2. It is a function of fostering leadership (Kuratka & Harnsby, 1996).

3. It is an organizational building function (Vesper & William, 1997).

4. It is a function of high achievement (Vesper & William, 1997).

5. It involves creation and operation of an enterprise (Kuratka & Jenning, 1999).

6. It is process of creating value for customers by exploiting untapped opportunities 
(McGrath, MacMillan & Scheinberg, 1992).

7. It is strong and positive orientation towards growth in wealth, knowledge and 
employment (Robert, 1998).

8. It is concerned with attitudinal change, risk taking abilities and turning idea in to actions 
(Gundary & Kickal, 1998).

     Thus as a discipline entrepreneurship education always tries to inculcate some skill, so that one can 
play a role of catalyst for socio-economical change. It gives force to shape the future society and one's 
own life simultaneously.

Entrepreneurship Education and the New Role of Teacher   

Entrepreneurship education includes all activities aiming to foster entrepreneurial mindsets, 
attitudes and skills and covering a range of aspects such as idea generation, start-up, growth and 
innovation (Fayolle, 2009). Entrepreneurship education was pioneered by Shigeru Fijii, as cited by 
Mwasalwiba (2010), who started teaching in this field in 1938 at Kobe University in Japan. Courses 
in small business management began to emerge in the 1940s .In 1947 Myles Mace introduced the 
first course in entrepreneurship in USA at Harvard Business School. Only half a century later did 
this phenomenon gain a more universal recognition (Alberti et al., 2004). Entrepreneurship courses 
are taught at nearly every American Assembly of College Schools of Business (AACSB) accredited 
institution, at over 1400 postsecondary schools. These courses enjoy a considerable world-wide 
growth (Karsson, 2003; Honig, 2004). In the 1990's India exerted greater effort to promote and 
nurture entrepreneurship (Liyan,NA 2015 retrieved ). According to Balasubramanian (2012)  many 
top business schools in the country such as Indian Institute of Management( IIM), Indian Institute of 
Technology (IIT) and XLRI etc. offer specific programmes in Entrepreneurship. IIM Ahmedabad's 
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Centre for Innovation, Incubation and Entrepreneurship has short and long term programmes.The 
Entrepreneurship Development Institute of India (EDI), which operates under the Government of 
India at designated locations, offers post graduate diploma courses in business entrepreneurship, 
management, NGO management, etc. It also provides programmes for working professionals with 
flexible schedules and a distance learning option for those unable to attend on campus programmes. 
Central Board for Secondary Education (CBSE) in 2001 had also introduced entrepreneurship 
education at Senior Secondary level as an elective paper (CBSE, 2001). 

In the midst of continuous growth in the number of universities offering entrepreneurship 
courses, large numbers have opined whether entrepreneurial goals can be achieved and enhanced 
through  education and training, or whether certain people are 'born' to be entrepreneur or to act 
entrepreneurially. Some people still argue that it is not possible to teach entrepreneurship. For them, 
entrepreneurship is a matter of personality and psychological characteristics. One of the arguments 
that have been advanced is that talent and temperament cannot be taught (Fayolle et al, 2008; 
Fayolle, 2007; Thompson, 2004). But one could argue that this is true for many professions and 
professional situations. Nobody will dispute the fact that medicine, law, engineering and teaching 
skills can be taught and yet there are doctors, lawyers, engineers and teachers who are talented and 
others who are not. A similar argument can be made for entrepreneurship and entrepreneurs (Fayolle 
et al, 2008; Hindel, 2004; Fayolle, 2007). Rae and Carswell (2001) and Shepherd and Douglas 
(1997) have discussed that there is a distinction between the teachable and the non-teachable 
elements of entrepreneurship. The key to a successful entrepreneurship education is to find the most 
effective way to manage the teachable skills and identify the best match between student needs and 
teaching techniques (Lee et al, 2007). Despite of all ongoing debates on teaching and training 
aspects of entrepreneurship,  Mwasalwiba (2010) agreed that it is beyond any doubt that the basic 
entrepreneurial skill, knowledge, and attitude can be inculcated in young entrepreneurs.

Jamieson (1984, p.19) as cited in Faoite et al. (2003) characterised entrepreneurship education 
as a discipline stating it as, “the teaching of skill, knowledge and attitude for people to go out and 
create their own returns and solve their problems”.  Scatt et al. (1998) & Matlay and Mitra (2002) 
categorised entrepreneurship education in following three different ways:

i. Education 'about' enterprise (Awareness Creation), 

ii. Education 'for' enterprise (The preparation of aspiring entrepreneurs for innovation); and

iii. Education 'in' enterprise (The growth and development training for established 
entrepreneurs). 

Similar categorisation has been suggested by Jamieson (1984) as cited in faoite et al. 
(2003).They also refer to such education as 'about' enterprise (as key agent of social and economic 
change); 'through' enterprise (teaching style which used entrepreneurial situation); and 'for' 
enterprise (training both potential and existing entrepreneurs).

 Thus as a discipline entrepreneurship education believes that entrepreneurs are not born rather 
they become through the experience of their lives. According to Kurtako and Hogges (2004) 
entrepreneurship education is a dynamic process of vision, change and creation.  Johannisson and 
Olaison (2006) found two frequently used perspectives on entrepreneurship: entrepreneurship as a 
tool or instrument for management and entrepreneurship as forms of social creativity (Johannisson 
1992; Hjorth 2003; Dey & Steyaert 2006 as cited in Ruskovaara, E. & Ikävalko, M. 2007). The 
Consortium for Entrepreneurship Education (2008) states that entrepreneurship education is not just 
about teaching someone to run a business, it is about encouraging creative thinking and promoting a 
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strong sense of self-worth and empowerment.

The development of the entrepreneurship key competence is not simply a question of 
knowledge acquisition .Since entrepreneurship education is about developing the ability to act in an 
entrepreneurial manner, attitude and behaviours are perhaps more important than knowledge about 
how to run a business. European commission (2011) stated in his final report that entrepreneurship 
education means developing a culture which is through, for and about entrepreneurship. Such 
competencies are best acquired through people-led enquiry and discovery that enable students to 
turn ideas into action. They are difficult to teach through traditional teaching and learning practices 
in which the learner tends to be a more or less passive recipient. They require active, learner-centred 
pedagogies and learning activities that use practical learning opportunities from the real world. 
Furthermore, since entrepreneurship education is a transversal competence it should be available to 
all students and be taught as a theme rather than as a separate subject at all stages and levels of 
education (ECOTEC, 2010). Thus to develop above entrepreneurial competencies in youth, the role 
of teachers has to change (European commission, 2004). Entrepreneurship education means 
significant change in core aspect of teaching approach  like- how teacher teaches, moving from 
communicators of knowledge to facilitator of learning (European commission, 2013; World 
Economic Forum, 2009).Clearly, the implication of these changes for teachers is substantial. They 
mean nothing less than a new role for every teacher: that of 'learning facilitator'. Teachers are at a 
crossroads at which several transformation processes embedded in entrepreneurship education 
converge (Hannon, 2006; Hytti and O'Gorman, 2004). They have at times had difficulties in 
identifying how to respond to the inherent challenges Jaana, 2008 as cited in Ruskovaara, E. & 
Ikävalko, M. 2007; Fiet, 2001). All this  reveals that a great deal of interest has been shown in 
successful entrepreneurship education ; expectations run high, and teachers have to play a central 
role in realisation of expectations. Therefore, the new  role of Teacher Educators (TE) have to be 
visualized in light of expectations from teachers in achieving goals of entrepreneurship education. 
Here, the field of Teacher Education has the real challenge.

The Implications for Teacher Education   

The above  deliberations  clearly reflect that, in the contemporary world entrepreneurship 
education has been widely recognized as a field of special significance for individual and social 
development glocally.Consequently, entrepreneurial learning and teaching have become more 
relevant issues in the field of entrepreneurship education research. Implicitly,the field of Teacher 
Education has to be geared up by teacher educators to handle this issue and meet the challenge of 
developing teachers to perform the above mentioned new roles in the classrooms and school. As 
rightly acknowledged by Jaana et al. (2010) that teachers have an essential role to play in enhancing 
student's entrepreneurial learning. Entrepreneurship Education requires the use of active learning 
method that places the learner at the centre of educational process and enables them to take 
responsibility for their own learning to experiment and learn about themselves. Thus teachers need 
the professional competencies to be able to guide student through the learning process rather than, as 
in traditional method, communicating knowledge and information mainly through 'chalk and talk' 
(European Commission.2013). Researches carried out by the European Commission (2010, 2011) 
shows that the core skills and values linked to entrepreneurship education are seldom a priority in 
initial teacher education programs. Creativity is not fully embedded into these programs. 
Approximately 90% of teachers say that they would like to receive some further training on 
creativity. Teachers also feel that educational and school cultures do not fully support them in 
fostering creative and innovative approaches to learning. Thus, the following questions are of special 

26 | SPIJE, Vol.5, No.1, January 2015



significance:
i. How teachers understand entrepreneurship education?
ii. How they value it, how professional competency develops in them? and
iii. How willing they are to adopt new pedagogical methods? 

      Hence, teacher education and training has to play a vital role. But currently preparations for 
meeting challenges of entrepreneurship education are almost absent as pointed out by European 
Commission (2013). Regarding teaching method, there is an accepted view that entrepreneurs are 
action-oriented and that learning occurs through experience and discovery (Pittaway & Cope, 2007). 
Specifically, entrepreneurs learn by doing, by experimenting, by coping, and by problem-solving 
(Gibb, 1996). Recently, researchers have suggested that entrepreneurs learn and act using a 
prediction approach called “effectuation” reasoning rather than the conventional strategies or causal 
reasoning used by managers and business people (Sarasvathy, 2008). Thus, in order to foster 
entrepreneurial learning, skills and thinking in students, the teaching models in Entrepreneurship 
Education (EE) need to be more innovative than the traditional form being used currently (Fayolle & 
Gailly, 2008; Kirby, 2004; McMullan & Long, 1987; Neck & Greene, 2011; Solomon, Weaver & 
Fernald, 1994). In his review paper Mwasalwiba (2010) has identified twenty six entrepreneurial 
teaching method from  review of 21 articles, out of them the  most effective methods identified by 
him were: 'game simulations' (Hinde, 2002), video and filming method (Verduyn et al., 2009), case 
study (Keogh & Galloway, 2004), workshop and project method (Bennett, 2006; McMullan & 
Boberg, 1991), group discussions & team based learning ( Michaelsen and sweet,2008) etc.

Looking at the future of entrepreneurship education in an ever-changing world, teaching 
potential entrepreneurs requires transferring entrepreneurial skills to students using innovative and 
unconventional teaching approaches based on action and practice. Thus the entrepreneurial teachers 
have to ready for the encounter with these challenges. This can be effectively possible in two ways 
namely- (i).Strengthening of teacher education for pre-service training of entrepreneurial future 
teachers; and (ii) .Continuing professional development for fostering entrepreneurship competency 
of in-service teachers. 

Evidence from several interventional cases in teachers training and school education (FEE-YE, 
2013, SEECEL, 2009; ASE, 2014) indicates that raising the awareness of teachers about  
entrepreneurship increases the likelihood that they will engage in entrepreneurship, use relevant 
tools and actions and be more motivated to setup entrepreneurial activities. Moreover, sensitised 
teachers seem to be better able to support their students' entrepreneurial learning processes. A 
comprehensive whole-school approach seems to be especially successful in doing so. These 
interventions also encouraged schools to intensify their collaboration with the local community, 
especially with entrepreneurs. Teachers also learn to understand that entrepreneurship is relevant for 
all educational levels and not just in economic subjects. However, Young Enterprise Denmark (2013) 
reported in his study that the impact on teachers that were already familiar with entrepreneurial 
teaching and learning concepts before the intervention is higher than on others. 

To fulfil these challenges European Commission (2011, p.25) conducted two consecutive 
Symposia of European Union countries in Budapest and Istanbul. In these symposia they have 
concluded that entrepreneurship education and in-service training are highly dependent in many 
countries on national/regional programmes and other external agencies (business organisations, 
NGOs etc). National policies and practices  provide the overall framework as well. But local support 
measures are the essential corollary of continuing professional development. These relationships 
have been shown below in Figure 2.
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Figure 2: The relationship between areas for action in teacher education for entrepreneurship

European commission has laid great emphasis on Initial teacher training and continuing 
professional development, with active coordination of national and local support. India is far behind 
from European countries in entrepreneurship education (Aggrawal, 2013). In India entrepreneurship 
education is concentrated to business schools only. Aggrawal (2013) also noticed that recently India 
has also recognized the  importance of entrepreneurship education after world recession in 2009. 
Now a days in many documents like 'Skill India Mission' and 'National  Youth Policy 2014', policy 
makers have shown their will for enhancing entrepreneurship culture in India. On his South Korea 
visit Indian PM has made  agreement to open a National Institute of Entrepreneurship ( Dainik 
jagran,19 May 2015). Therefore efforts are on move in the right direction.

As many policy documents like European commission, 2004, 2006, 2008, 2011, 2012; QAA, 
2012; World Economic Forum, April 2009  stated that to enhance entrepreneurial skill and 
competency in youth, it is important to inculcate these skill from their childhood through primary 
level schooling and onwards education. Regarding this India has long way to move. At present 
CBSE offers entrepreneurship education at secondary level only ,as an elective paper. This may not 
lead to any serious change in student's attitude. Without sufficient number of trained teachers we 
cannot achieve above goals. In this regard CBSE and NIESBUD have  jointly organized workshop 

th th
for teachers to teach entrepreneurship education  recently on 14  -15  May 2014 
(http://cbseacademic.in/web-meterial/circular/2013/niesbud_ter_train.pdf). At university level , 
very few universities have taken lead .Only Pune University (Maharashtra) offers entrepreneurship 
education (www.unipine.ac.in ) for future teachers in the Faculty of Education.Such moves at all 
levels have to be speeded up .

Conclusion

         In India,over 300 million people are living below the poverty line (Planning commission, 
June, 2012). It is simply impossible for any government to provide means of livelihood to everyone 
suddenly. Therefore, to meet the challenge Indian government has launched 'Skill India” programme 
in March, 2015.Its primary objective is to foster entrepreneurial skill in youth. This scheme also 
wishes to support 'Make in India' campaign by producing skilled man power (Lyer, April 2015). In 
India there is a dearth of quality people in industry, which demands high level of entrepreneurship 
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development programmes throughout the country for the growth of Indian economy. The scope of 
entrepreneurship development in developing country like India is tremendous. India has urged upon 
the Nation, besides other things to ensure entrepreneurship with adequate education as a part of 
sustainable employment generation strategy to accommodate 540 million youths for nation 
development. The ongoing uncertainties before youths after completion of their education is a matter 
of serious concern for all of us. United Nations Educational, Scientific and Cultural Organisation ( 
UNESCO,2012) emphasized that focus  of education should not only be on preparing students for 
employment but more important towards developing employability skills. Today, the focus is on rote 
learning and the education system does not actively encourage students to think on their own and 
take on responsibilities. It neglects the importance of developing a creative mindset among children, 
which means that the significance of education as a tool for personal development is severely 
hampered by such a form of education (UNESCO 1996, 2004).Therefore, NKC (2008) has also 
stressed the importance of   entrepreneurship education to overcome the above challenges 
concerning the productivity of education.

Such situations surely demand for a continuous effort from the society, where the people are 
encouraged to come up with their entrepreneurial initiative. Recently on 03 March, 2015, Amway 
India in association with Indicus Analytics released the India Entrepreneurship Report (2014). They 
ranked Gujarat, Delhi and Himachal Pradesh as the most entrepreneur-friendly states as reflected by 
the Current Entrepreneurial Confidence Index. These three states also offer the most conducive 
environment for future entrepreneurs as revealed by the Future Entrepreneurial Readiness index of 
the report. However in global perspective India has been placed very low on entrepreneurship 
(entrepreneurial attitudes 69, entrepreneurial activity 77 entrepreneurial aspiration 68) with rank 74 
among 79 countries. On innovation too, India does only marginally better (ranked 62 out of 125 
nations) as GEDI (2014) report said. Maheshwari and Shahu (2013) pointed out that in India; there 
is a dearth of quality people in industry as well as in society, which demands high level of 
entrepreneurship development throughout the country for sustainable growth of Indian economy. 

In the future, innovation and entrepreneurship needs to be encouraged at Social levels, 
Governmental levels and Managerial levels. There must be a social attitude that views innovations 
with positive attitude. The role that the government can play in the encouragement of entrepreneurial 
efforts has already been noted in the above narrative. Clearly, the government can develop policies 
concerning educational and financial support.
      First and foremost thing we need is the entrepreneurial spirit. The attitude and skill will follow. 
Entrepreneurs needs the indefatigable energy and incurable optimism that enables them to take the road 
less travelled and convert their dreams into reality. It is a force that beckons an individual to pursue 
countless opportunities. Entrepreneurs must learn how to overcome the risk of failure, or of 
vulnerability. Entrepreneurship education can give them valuable insights and also support them in this.
       Carrying out discussion on entrepreneurship education the  article  has tried to conceptualise the 
phenomenon of entrepreneurship education, starting form genesis of term 'entrepreneur', its definition, 
nature and role of teachers and teacher training institutions in fostering in young entrepreneurs. This 
article has also reflected on minimum basic understanding about entrepreneurial teacher and  challenges 
before the teacher education/training institutions. The active role of teacher as a 'facilitator' has been 
focussed. For this new role teachers have to be ready by initial pre-service teacher training or by 
continuing professional development while in-service. The  paper  has also pointed  out urgency of 
policy interventions at all levels in India in this regard. This is also the right time for National council for 
Teacher Education (NCTE) in India to accept the above reflected challenge in Teacher Education in 
India and  take initiative to meet the challenge.      
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Abstract

This review paper focuses on cooperative learning in mathematics teaching. Cooperative 
learning has been strongly advocated as an important teaching approach in schools for a 
number of years. A review of the research regarding the effectiveness of cooperative learning 
methods (particularly student teams) indicated that when the classroom is structured in a way 
that allows students to work cooperatively on learning tasks, students benefit academically as 
well as socially. The greatest strength of cooperative learning methods is the wide range of 
positive outcomes that have been found in the research. Cooperative learning methods are 
usually inexpensive and easy to implement. Teachers need minimal training to use these 
techniques. The widespread and growing use of cooperative learning techniques demonstrates 
that, in addition to their effectiveness, they are practical and attractive to teachers.

Key words: Cooperative learning Mathematics, Teaching Methods,

Introduction

Man is a social animal and therefore mankind has the tendency to live together. A group of 
individuals make a society. Without the cooperation of its members a society cannot survive, and the 
societies world wide have survived because the cooperativeness of its members made survival 
possible. In the context of students, school is also a society. The school curriculum enables students 
to learn many social values in groups, further such learning is fun and without any burden. Educators 
have given serious thought to making learning enjoyable through group- interactions among the 
students. Group learning basically works on the thought that the two heads learn more than one. 
Such type of learning is known as cooperative learning. Cooperative learning is a student-centered, 
instructor-facilitated instructional strategy in which a small group of students is responsible for its 
own learning and the learning of all its group members. Students interact with each other in the same 
group to acquire and practice the elements of a subject matter in order to solve a problem, complete 
a task or achieve a goal. 

Thus we can say, cooperative learning is an approach to group work that minimizes the 
occurrence of those unpleasant situations and maximizes the learning and satisfaction that result 
from working on a high-performance group. A large and rapidly growing body of research confirms 
the effectiveness of cooperative learning in education. Relative to students taught traditionally—i.e., 
with instructor-centered lectures, individual assignments, and competitive grading—cooperatively 
taught students tend to exhibit higher academic achievement, greater persistence through academic 
session, better high-level reasoning and critical thinking skills, deeper understanding of learned 
material, greater time on task and less disruptive behavior in class, lower levels of anxiety and stress, 
greater intrinsic motivation to learn and achieve, greater ability to view situations from others' 
perspectives, more positive and supportive relationships with peers, more positive attitudes toward 



subject areas, and higher self-esteem. Another non-trivial benefit for instructors is that when 
assignments are done cooperatively, the number of papers to grade decreases by a factor of three or 
four.

Cooperative

(

Cooperative learning used as pedagogy at primary level

Cooperative learning gave rise to learning opportunities that do not typically occur in 
traditional classrooms, including those that arise from collaborative dialogue as well as from the 
resolution of conflicting points of view. The nature of these learning opportunities is elaborated and 

There are several reasons why cooperative learning works as well as it does. The idea that 
students learn more by doing something active than by simply watching and listening, has long been 
known to both cognitive psychologists and effective teachers. Cooperative learning is by virtue of its 
nature an active method. Beyond that, cooperation enhances learning in several ways. Weak students 
working individually are likely to give up when they get stuck; working cooperatively, they keep 
going. Strong students faced with the task of explaining and clarifying material to weaker students 
often find gaps in their own understanding and fill them in. Students working alone may tend to 
delay completing assignments or skip altogether.  learning is one of the main 
instructional strategies that can be used to propel them altogether. When they know that others are 
counting on them, they are motivated to do the work in a timely manner.  

It is a basic theory of cooperative learning that when group members are linked together in 
such a way so they perceive that they cannot succeed unless they all do, they will actively assist each 
other to ensure that the task is completed and the group's goal obtained (Deutsch, 1949). They 
achieve this by providing help and assistance with the task, sharing resources, and encouraging each 
other's efforts. As a consequence, group members who work in cooperative groups outperform 
students who work by themselves or in competition with each other (as they do in traditional 
classrooms) (Johnson & Johnson, 1999). Furthermore, cooperative learning, as a teaching pedagogy, 
capitalizes on adolescents' desires to engage with their peers, exercise autonomy over their learning, 
and express their desires to achieve (Slavin, 1996). In fact, it has been argued that cooperative 
learning experiences are crucial to preventing and alleviating many of the social problems related to 
children, adolescents, and young adults (Johnson, Johnson, & Stanne, 2000). Certainly, the social 
bene? ts that accrue to students from cooperative learning experiences have been well documented 
(Jordan & Le Metaias, 1997; Kamps, Dugan, Leonard, &Daoust, 1994; Slavin, 1995). Numerous 
studies have reported the bene? ts that accrue from cooperative learning experiences. 

In cooperative learning the teacher designs the social interaction structures as well as learning 
activities (Kagan, 1989). Johnson, Johnson and Holubec (1993) state that in cooperative learning 
students can maximize their own and each other's learning when they work together.         Slavin 
(1996) argues that a critical element of cooperative learning is group team work and team goals.  
Critical features of group interaction include the level of elaboration of help given and received and 
the responsiveness of help to the needs of students. Important predictors of group interaction 
included student ability, gender and personality, and group composition on ability and gender. 
Possible strategies for promoting effective small-group interaction include using certain group 
compositions, altering the reward structure, providing training in desirable verbal behavior, and 
structuring the group activity to require students to give explanations to each other Webb, 1991).

SPIJE, Vol.5, No.1, January 2015 | 37



illustrated. The manner in which the teacher used paradigm cases as he/she initiated and guided 
discussion of obligations and expectations to make possible the mutual construction of classroom 
norms for cooperative learning is also illustrated. Small-group problem solving was used as a 
primary instructional strategy for all aspects of second-grade mathematics, including computation, 
for the entire school year. The use of cognitively based activities designed to be problematic for 
children at a variety of conceptual levels constituted the crucial features of a cooperative learning 
environment in the absence of extrinsic rewards (Erna Yackel, Paul Cobb&Terry Wood 1991).

The effects of cooperative learning on the achievement in and attitude towards mathematics, of 
tha group of 5  grade students from the United States (i.e. Bermuda), by Student Team Achievement 

Division (STAD) method of cooperative learning in mathematics, revealed positive gains in attitudes 
and achievement (Vaughan, 2002; Brush 1997; Zakariaet al, 2010).

Kamuran
TAI can have a strong positive effect on the social acceptance and behavior of academically 
handicapped students (Slavin, 1983).

The positive effects of cooperative learning would generalize to private elementary schools, 
comparing mathematics achievement, friendship, attitude toward mathematics and self-concept 
outcomes of students taught with and without cooperative learning. Significant increase in 
mathematics achievement surfaced for cooperative learning groups but only differential effects for 
cooperative learning with the three affective students' outcomes (Jacob et al. 1996). Cooperative 
learning can be successfully applied in teaching verbal mathematics problem-solving skills during 
the preschool period. The preschoolers' skills regarding cooperation, sharing, listening to the speaker 
and fulfilling individual responsibilities in group work improved. The teachers' points of view also 
supported these findings (Kamuran Tarim, 2009)

Perihan Dinc Artut (2009) investigated the effects of cooperative learning on the mathematics 
ability and cooperative social behaviours of kindergarten children and to evaluate teachers' 
perspectives on the application of the program. Significant improvements in mathematics abilities 
were found for children in the experimental group that utilized cooperative learning. 

The effects of student-teams using mastery learning strategies (STML) on mathematics 
achievement of fifth-grade children showed higher achievement gains for pupils exposed to STML 
than for those exposed through more traditional instruction. The data further indicated that learning 
in small groups promoted only computational skills whereas mastery learning strategies improved 
both computation and comprehension. In addition, the benefits of the methods for high-, medium-, 
and low-ability students were examined and discussed (Zemira R. Mevarech, 1985)

Cooperative learning used as pedagogy at above primary level

A study investigated the effects of cooperative learning on junior high school students who 
worked in structured or unstructured cooperative groups. The results show that the children in the 
structured groups were more willing to work with others on the assigned tasks and they provided 

Another study was designed to compare the effects of Team Assisted Individualization (TAI) 
and Student Teams-Achievement Divisions (STAD) on fourth grade students' academic achievement 
in and attitudes towards mathematicsafter analyzing the data pairwise comparisons showed that the 
TAI method had a more significant effect than the STAD method and no significant difference was 
observed regarding students' attitudes towards mathematics ( Tarim & Fikri Akdeniz, 2008). 
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more elaborate help and assistance to each other than their peers in the unstructured groups. 
Furthermore, as the children in the structured groups had more opportunities to work together, they 
developed a stronger perception of group cohesion and social responsibility for each other's learning 
than their peers in the unstructured groups (Robyn M. Gillies,2004)  also students in the study 
performed better than those in traditional sections; their attitude towards mathematics improved; 
they actually participated in outside classroom work and became more interested in and motivated to 
do mathematics; and the majority of the students were positive about the instructional approach and 
thought this method was a better way for them to learn mathematics (Mohammad H. Ahmadi,  2000) 
and cooperative group learning strategies are more effective in promoting mathematics achievement 
(Reid John, 1992; Effandi Zakaria, Lu Chung Chin and Md. Yusoff Daud, 2010)

 The effects of cooperative learning on student achievement and attitudes in a secondary 
mathematics classroom were investigated. Survey results revealed primarily favorable responses 
toward the cooperative learning procedure. Most students indicated that they liked working in 
groups and appreciated getting help from other students, especially for learning difficult concepts. 
Some students disliked having groups preassigned and permanent, and they suggested alternating 
group membership (Whicker, Bol & Nunnery, 1997). It is found that there were no gender 
differences in students` mathematics achievement after their being taught scale- drawing topic 
through STAD, co-operative learning strategy (Njorogeand Githua, 2013).

Teske (2003) studied “Cooperative Learning: A Sixth Grade Mathematics Curriculum For 
Teaching Addition Of Fractions” and conclusions reached were that “ Sixth grades students who had 
been working with fractions since third grade and had still not developed proficiency needed 
learning activities that were engaging and encouraged them to take an active role in their learning. 
This study provided teachers with a guide to implement hands-on and group based activities in their 
classrooms that increase student achievement with fractions. 

Leikin and Zaslavsky (1997) investigated the effects of learning mathematics in a cooperative 
small group setting on different types of students interactions in low- level ninth grade classes. 
Findings indicate an increase in students' activity, a shift toward on- task verbal interaction, various 
opportunities for students to receive help and positive attitudes towards the cooperative experimental 
method. Cooperative small-group setting indicated (a) an increase in students' activeness, (b) a shift 
toward students' on-task verbal interactions, (c) various opportunities for students to receive help, 
and (d) positive attitudes toward the cooperative experimental method (Roza Leikin & Orit 
Zaslavsky 1997). Cooperative structures address different student learning styles in every class, 
including verbal, visual, and kinesthetic. (Panitz, Theodore, 2000)

Davidson & Kroll (1991) found that the effect of cooperative learning of mathematical skills 
were consistently positive when there was a combination of individual accountability and some form 
of team goal or team recognition for commendable achievement. Time and practice are necessary to 
build trust and to develop the informal and formal operating procedures that enable teams to work 
together effectively (Korinek, McLaughlin, & Walther-Thomas, 1999). When choosing their own 
groups, students often create groupings that promote or reinforce status hierarchies (Mitchell, Reilly, 
Bramwell, Solnosky, & Lilly, 2000). 

Cooperative learning can be effective when students and teachers take on their roles within the 
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classroom. Successful cooperative learning groups will 1) have more talk that evaluates the group 
product; 2) show less off-task behavior; 3) have better group products; 4) write better final essays on 
the academic content of the unit (Cohen, Lotan, Abram, Scarloss, & Schultz, 2002). 

 Cooperative learning is grounded in the belief that learning is most effective when students are 
actively involved in sharing ideas and work cooperatively to complete academic tasks (Zakariaand 
Iksan, 2007). The investigators examined the extent to which teacher interventions focused on 
students' mathematical thinking in naturalistic cooperative-learning mathematics classroom settings. 
They also observed 6 videotapes about the same teaching content using similar curriculum from 2 
states. They created 2 instruments for coding the quality of teacher intervention length, choice and 
frequency, and intervention (Meixia Ding et. al. , 2007). As such, cooperative learning can 
effectively be implemented to improve students' achievement in secondary mathematics (Aziz, 
2010), decrease mathematics anxiety in students significantly, increase help seeking behaviour and 
decrease its avoidance component at them (Lavasania2011).

Mulryan (1989) investigated the behavior and perceptions of high and low achieving fifth and 
sixth-grade girls and boys. The findings revealed that students manifested more time-on-task in the 
cooperative small-group setting than in the whole-class mathematics and reading group settings. 
High achievers manifested more time-on task and also more quality involvement than did low 
achievers in cooperative small groups. Students' and teachers' perceptions were related to student 
behavior in cooperative small groups. High achievers were more active participants than low 
achievers were in the groups. The interview responses of low achievers indicated that these students 
has less complex and less differentiated understanding of the nature of cooperative small-group 
work.Cooperative learning strategy is more effective than competitive learning strategy and that 
boys performed significantly better than girls in both learning strategies (E. B. Kolawole, 2008). 

Conclusion

It may be concluded that the above review of researches finds positive outcomes in the areas of 
student achievement, attitude, integration, mainstreaming, and self-esteem.Cooperative learning is 
essential if mathematics teachers are to change the students' perceptions, their ability to discuss, and 
their perception of working with one another in maths. Cooperative learning involves more than 
simply assigning students to groups and telling them to work together. There are many ways that 
groups can be non-productive. In order to be cooperative, a lesson must be well-defined, open for 
discussion, and have positive face-to-face interaction. The cooperative learning groups should be 
teacher-generated rather than student-selected. When done correctly, cooperative learning tends to 
promote student relationships, more positive attitudes toward mathematics and the teacher, and 
greater self-confidence in a student's mathematics.
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Abstract       

The present study examines the level of teacher effectiveness and occupational stress of 
secondary teachers in relation to Emotional Intelligence. It has been proved that the application 
of Emotional Intelligence can increase teacher effectiveness and reduce occupational stress 
among secondary teachers. This study has made use of Simple Random Sampling Technique in 
selecting 100 secondary teachers. Emotional Intelligence scale by Anukool Hyde and Sanjayot 
Pether, Upinder Thae was used to measure the Emotional Intelligence of teachers, Teacher 
effectiveness scale by Shallupri and Prof. S.C. Garkhar was used to measure the effectiveness 
among teachers and occupational stress index by A.K. Srivastav and Dr. A. P. Singh was used to 
measure the  occupational stress among teachers. After statistical analysis it was found that 
teachers with high Emotional Intelligence were having love occupational stress and more 
teacher effectiveness, whereas teachers with low Emotional Intelligence were having more 
occupational stress and less teacher effectiveness. In this way, it was found that Emotional 
Intelligence helps in reducing occupational stress of teachers and enhancing their effectiveness 
in teaching Learning.

Keywords: Teachers effectiveness, Occupational Stress, Emotional Intelligence, Secondary 
school teachers.

Introduction

Education is as important as blood in the human body. Only through Education, we can 
develop the knowledge and skills that are vital for the country. It is a character-building process, 
which grooms personality and making a person rational, capable, responsive and intelligent. 
Education is regarded as an instrument to develop the cognitive abilities, tolerance and 
understanding human being. It should prepare the younger generation to understand and face the 
realities of globalization. In this way, the main responsibility is on the schools and teachers in 
moulding the character of the students. Thus, it can be rightly said that the role of the teacher in the 
society is vital.

A teachers has to face innumerable challenges and play different roles in their organization. 
He/she not only teaches but also organises co-curricular activities, maintains necessary records, 
administers time table, prepares teaching aids upto date with innovations. He/She also motivates 
students by words and deeds. Therefore, teacher is expected to possess a multifaceted personality. It 
is natural that they will remain under stress which affects their effectiveness of teaching. The present 
study is based on the assumption that the implication of Emotional Intelligence can increase teacher 
effectiveness and reduce occupational stress among teachers at secondary school stage.

Teacher Effectiveness

According to Indian Educational Commission (1964-66) 'The quality of nation depends upon 
the quality of Education programme and good education programme to a large extent is dependent 
upon the quality of teachers who implement that programme. Educational institutes may have 



excellent materials resources, equipment, building, Library and other facilities alongwith the 
curriculum suited to the community needs but if the teachers are not good for the whole education 
programme is like to be ineffective and wasted. Therefore, the problem is identification of effective 
teachers for realizing desirable educational goals. Teacher effectiveness means “Ability to teach 
effectively in classroom”. Only effective teachers can materialize policies and plans of education in 
the classroom at grassroots level.

An effective teacher is one who helps in development of basic skills, understanding proper 
work habits, desirable attitude, value judgment and adequate personal adjustment of the student 
(Rayans, 1969).

Chayya (2001) states that effective teachers take personal responsibility to students learning, 
determines the difficulty of the lesson with the ability of the student and give the opportunities to 
students to practice newly learned concepts. For the present study, teacher effectiveness has been 
defined as an effective teacher who has clear concepts of the subject matter, ability to write clear 
objectives for his/her course, ability to organise learning materials, ability to communicate his/her 
knowledge with the students successfully and to deal with classroom situations.

Womgod (1989) found that the personality, adjustment leadership a high degree of intelligence 
and emotional control were the main characteristics that went with teacher effectiveness. Shah 
(1991) also came to the conclusion that the variables like locality, type of school, level of 
educational qualifications, grade and teaching experience are also some of the determinants of 
teacher effectiveness.

Occupational Stress

We are living in an era of globalization, privatization and liberalization where complexities and 
pressures severely affected human beings. The stress related to job has become predominant feature 
of modern life. Recently, job stress has come into prominent work related research topic.

Occupational stress can be defined as the psychological and emotional responses, when 
workers perceive an imbalance between their work demands and their capacity and resources to 
meet these demands. Stress responses occur when the imbalance is such that the teachers perceive 
they are not coping up with the situation.

Occupational stress is generally defined in terms of relationship between a person and his 
environment. It has been found that every occupation has stress, which may differ in degrees.

In a survey conducted to find out the most stressful jobs the following were found to be the top 
four professions which caused more stress, nursing, teaching, managers and professionals.

In the competitive world a teacher's job is quite stressful. There are many reasons behind it, 
like work overload, deadline for course completion, too many tests, exams, job insecurity, 
professional behaviour of student, administrative pressure, physical conditions, low salary, transfer, 
promotions etc.

A lot of work has been done on occupational stress among teachers. As Pithers R; Fogarty G.J. 
(2007) worked on “Occupational stress among vocational teachers' Teachers Stress.” The result 
showed a significantly higher level of occupational stress among teachers.

Teaching competencies of a teacher mainly depend upon the teacher's psychological state of 
mind. Therefore, occupational stress has significant effects on psychological well being and serious 
accounts are being taken of the health consequences of this stress (Fletcher, 1991)

44 | SPIJE, Vol.5, No.1, January 2015



Antoniou and Polychroni (2006) reported that female teachers experienced significantly higher 
level of occupational stress, specifically with regard to interaction with students and colleagues, 
workload, students progress and emotional exhaustion. Increased occupational stress among teachers 
had weakened the efficiency of the teachers (Sabu and Jangiah; 2005).

Emotional Intelligence

All human being have emotional and general intelligences within themselves but how many 
people manage their behaviour using Emotional Intelligence in their practical life? This a question of 
concern? Emotional Intelligence can play a very big role in the management of emotions and 
behaviour. Emotions rule the heart and intelligence reigns supreme in the brain. Swami Vivekanand 
has rightly pointed out that “it is the heart which takes one to the highest place which can never 
reach.

st
In the era of 21  century, new theories of intelligence have been introduced, and are gradually 

replacing the traditional theories. The ability to interact with others is one of the most powerful tools 
for personal and professional success which can be enhanced for raising our Emotional Intelligence. 
Researches have concluded that people who are able to manage feelings/emotions well deal 
effectively with others are more likely to live content lives.

Ediger (1997) stated that quality emotions and feelings help students given their best potential 
in the classroom. Amiratha and Khadirawan (2006) found that gender age and qualification influence 
the E.I. of school teacher.

Mayer and Salovey (1993) assert that emotional intelligence is the ability to monitor one's own 
and other feelings and emotions to discriminate among them, and to use this information to guide 
one's thinking and actions emotions and intellectual growth. 

Caruso and Wolfe (2004) define emotional intelligence as the ability the perceive emotion, 
access and generate emotions. So as to assist thought, understand emotions, emotional knowledge 
and reflectively regulate emotions so as to promote emotional and intellectual growth.

In other words, it is a set of skills that enables the person to survive in a complex world. The 
personal, social and survival aspects of overall intelligence the elusive common sense and sensitivity 
that are essential to effective daily functioning are being studied by psychologists. They are also 
studying the phenomenon on different categories of people.

In the educational field, the effectiveness of teaching is affected due to low Emotional 
Intelligence. A teacher should be emotionally intelligent and satisfied with his/her profession 
because a teacher is the hope for an individual and the nation. In the teaching learning process a 
teacher must understand his personality, behavior and interest. Communication skills, attitude and 
emotions affect the childrens' behavioural pattern.

Objective of the Study

The present study is limited to achieve the following objectives:

1. To identify teachers with high Emotional Intelligence and low Emotional Intelligence.

2. To study teacher Effectiveness and Occupational Stress in relation to Emotional 
Intelligence of teachers.

3. To study teacher effectiveness and Occupational Stress in relation to sex of the teachers.
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Hypothesis:

1. There will be significant difference between teacher Effectiveness and Occupational 
Stress of male and female secondary teacher in relation to Emotional Intelligence.

2. There will be significant difference between High Emotional Intelligence male and High 
Emotional Intelligence female secondary teachers on the scores of teacher effectiveness.

3. There will be significant difference between Low Emotional Intelligence male and Low 
Emotional Intelligence female secondary teacher on the scores of teacher effectiveness.

4. There will be significant difference between High Emotional Intelligence  male and High 
Emotional Intelligence female secondary teachers on the scores of occupational stress.

5. There will be significant difference between low Emotional Intelligence male and Low 
Emotional Intelligence female secondary teachers on the scores of Occupational Stress.

Methodology

Survey method was used for Data Collection.

Sample 

4 Sample of 100 secondary teachers (50 male and 50 female teachers) was drawn by using 
Random Sampling technique. Ten schools were randomly selected from Nainital district of (K.U.)

Tools for the Study 

The following tools were employed for collecting the data:

A. Teacher effectiveness scale (T.E.S.) developed by Dr. Bhallu Pure and Prof. S.C. Gakhar.

B. Occupational Stress Scale (O.S.I.) is developed by Dr.  A.K. Srivastav and Dr. A.P. Singh.

C. Emotional Intelligence Scale (E.I.S.) developed by Anukool Hyde and Sanjyot Pethe.

Statistical Technique used

Mean, Standard Deviation and t-test were applied.

Analysis and Interpretation of Data

Significant differences between teacher effectiveness and Occupational Stress in relation to 
Emotional Intelligence of secondary male and female teachers

 Gender N M S.D. ‘t’ value  Level of Significance 

Emotional 

Intelligence 

M 

F 

50 

50 

95.28 

98.74 

46.10 

90.01 

3.09 

 

Significance at both 

level 

Teacher 

Effectiveness 

M 

F 

50 

50 

243.8 

256.76 

64.31 

63.04 

1.02 Significance at .05 

level 

Occupational 

Stress 

M 

F 

50 

50 

116.40 

115.82 

20.86 

22.64 

0.13 Significance at .05 

level 
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Table-1 't' value of the means scores of teachers effectiveness in relation to 
High E.I. male and female secondary teachers

Gender N M S.D. ‘t’ 

value 

Level of 

Significance 

High E.I. male on the scores of 

teacher effectiveness 

30 292.6 28.03  

0.95 

 

Significance at .05 

level 

 

High E.I. Female on the scores 

of teacher effectiveness 

30 300.53 35.92 

 
The above table 1 shows that the mean of High E.I. male on teacher effectiveness is 292.6 and 

the mean of High E.I. female on teacher effectiveness is 300.53. The 't' value is 0.95; significant at 
the level of .05. The Hypothesis is accepted. The result shows that the teacher effectiveness of High 
E.I. female teachers are higher than the High E.I. male secondary school teachers.

Table-2  't' value of the mean scores of teacher effectiveness in relation to 
Low E.I. male and female teachers

Gender N M S.D. ‘t’ value Level of Significance 

Low E.I. male on the scores of 

teacher effectiveness  

20 194.7 36.92  

1.45 

 

Significance at .05 

level 

 

Low E.I. female on the scores 

of teacher effectiveness 

20 180.35 23.72 

 
Table 2 clearly reveals that the mean of Low E.I. male teachers on the scores of teacher 

effectiveness is 194.7 and the mean of Low E.I. female teachers on teaches effectiveness is 180.35, 
the 't' value is 1.45, which is significant at the level of .05. The Hypothesis is accepted.

The result shows that the teacher effectiveness of Low E.I. male teachers are comparatively 
higher than the female of Low E.I.

Table-3 't' value of the mean scores of occupational stress is relation to High E.I. 
male and female secondary teachers

Gender N M S.D. ‘t’ 

value 

Level of 

Significance 

High E.I. male on the scores 

of occupational stress 

15 158.53 8.17  

8.86 

 

Not significant 

at both level 

 

High E.I. female on the 

scores of occupational 

Stress 

14 124.75 11.91 

 
Table-3 clearly pointed that the mean of High E.I. male on occupational stress is 158.53 and 

the mean of High E.I. female on occupational stress is 124.75 and the 't' value is 8.86, which is not 
significant at both level.
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The scores indicate that occupational stress of High E.I. male is higher than occupational stress 
of High E.I. female.

Table-4 't' value of the mean scores of occupational stream relation to Low E.I. 

Gender N M S.D. ‘t’ 

value 

Level of 

Significance 

Low E.I. male on the scores of 

occupational stress 

35 109.00 15.39  

1.18 

 

Significance at  

.05 level 

 

Low E.I. female on the scores 

of occupational stress 

36 103.47 23.35 

 
Table 4 clearly pointed out that the mean of Low E.I. male on occupational stress is 109.00 and 

low E.I. female occupational stress is 103.47 and the 't' value is 1.18, awhich is not significant at .05 
level. The Hypothesis is accepted.

This shows that occupational stress of low E.I. male teachers are higher than the low E.I. 
female's occupational stress, which signifies that female have less occupational stress.

Major findings of the study

On the basis of Hypothesis testing results, analysis of result and discussion, the following 
major findings of the study are given below:

The study reveals that there is significant difference between High E.I. male and high E.I. 
female on the scores of teacher effectiveness. The cause behind it is that the women are emotionally 
strong. Biologically, they have all the qualities like soft heart, emotions, politeness and tolerance 
while men are hard hearted, rude, aggressive and short tempered. Therefore, Emotional Intelligence 
of women is higher in every walk of life. Professionally and personally they have abilities to adjust 
with the environment. ?They have inner strength to cope with the problems smoothly. While men 
need support to get rid of the difficult situations. It has rightly said that “Behind the success of every 
man is a woman”. On account of High E.I. teacher effectiveness of women is higher than men. An 
employee with high E.I. is able to respond appropriately to the work place stress and the emotional 
behaviour of his co-workers. Their abilities greatly enhance teacher effectiveness. Researches in this 
field found that our E.I. awareness and ability to handle feelings rather than our I.Q. well determine 
our success and happiness in all walks of life.

Further the study clearly shows that E.I. female have less occupational stress comparatively 
male. Stress is a feeling of tension that is both emotional and physical. The cause of occupational 
stress is due to work pressure, preparation of lesson plans for effective teaching and organization of 
various co-curricular activities. Thus, a teacher is expected to possess a multifaceted personality. 
Under these circumstances male teacher feel overburdened and remains under stress, while females 
never feel stressed but manage all the activities whether academics or non-academics in an 
intelligent way therefore their teacher effectiveness is never affected. 

The conclusion of the research paper is that teachers with high Emotional Intelligence are more 
effective in their teaching and have less occupational stress while teachers with Low Emotional 
Intelligence have more occupational stress and have less teacher effectiveness.
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Educational Implications: 

Teaching profession is a stressful job. As the present study has revealed that low E.I. affects 
teacher effectiveness and occupational stress. To overcome there situations in workplace there is a 
need to develop the E.I. of teachers to reduce the severity of occupational stress in them. Proper 
training on E.I. should be given to manage stress situations. This can be done by integrating the E.I. 
components in the curriculum of secondary teachers Education programme both pre-service and in-
service levels. The principal of the institution should provide opportunities for professional 
enhancement in the from of participation in professional meetings and seminars, promoting situation 
for healthy professional interactions and making the working environment more flexible to work.

Thus the findings are useful for administration, meaning thereby that the principals should 
organize-such programmes which develop and increases E.I. of teachers so that they may give better 
performance in future.
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Abstract

The latest shift in teaching-learning process is “Constructivism”. The term refers to the idea that 
learners construct knowledge for themselves in which each learner individually and socially 
constructs ideas based on his level of understanding. The meaning of constructing is learning 
through acquired abilities and social awareness. Constructivism in education emerged after the 
behaviorist movement as an innovative and refreshing view of learning that centers on the active 
learner within the teaching-learning process. It focuses on the individuality during instruction 
process that has drawn attention to the prior beliefs, knowledge, and skills that individuals bring 
with them. The constructivist focuses on the use of learner-centered approaches than use of 
teacher-centered approaches in teaching-learning process that has resulted a major shift in 
classroom instruction. Constructivism's greatest contribution to education may be through the 
shift in emphasis from knowledge as a product to knowing as a process. The teacher's role 
changes drastically under the constructivist approach if compared to the behaviorist instruction. 
The teacher under the constructivist approach is a facilitator of learning not a transmitter of 
information. Similarly, the role of learner also changes from a passive listener to an active 
participant in teaching-learning process.

 The paper first discusses the constructivist approach, its characteristics and theoretical bases of 
constructivism, i.e. Cognitive Constructivism and Social Constructivism which are majorly 
based on the works of Piaget and Vygotsky respectively. Then, the paper presents two examples 
for teaching-learning from economics based on constructivist approach and one example from 
social science. In the last, the paper encourages the teachers to use constructivist approach in 
their teaching-learning process.

Keywords: Constructivism, Constructivist, Teacher, Learner and Economics.

Introduction

Learning is considered as change in behaviour of students while teaching is designed to 
influence behaviour by using various behaviour modification techniques. There are various views 
about teaching but in practical popularly two types of views on teaching that are behaviourist views 
and constructivist views are applied at secondary and senior secondary levels in schools. The 
behaviourist views are that teaching can only provide or aware of students about different sources of 
information but constructivists believe that knowledge is constructed by learners themselves. First 
believes that teaching consists of transferring knowledge from outside to within learners while other 
believes that learners construct their own knowledge. External environment can be only a valuable 
source of knowledge. The child acts on the environment physically as well as socially and 
internalizes his experiences. If learners constructed their knowledge through actions, then teaching 
should necessarily be designed and planned with activities individually or in groups. There is a 
major emphasis in teaching rather than on learning under behaviourism. There were certain 
fundamental problems of behaviourism that emerged in the teaching-learning process. Some of them 
are like lack of recognizing uniqueness of every learner, lack of recognizing importance self in 
learning, emphasis on external, etc. Constructivism in education emerged after the behaviorist 



movement as a welcome and refreshing view of learning that centers on the active learner within the 
teaching-learning process.  This emphasis on the individual (within the greater social context) during 
instruction has drawn attention to the prior beliefs, knowledge, and skills that individuals bring with 
them.  Prior knowledge has been shown to significantly influence the ways individuals make 
meaning out of instruction.  The constructivist focus on the social context and larger community of 
learners has resulted in a major shift away from individually-based instruction to instruction that 
incorporates and embeds teaching within the larger community of peers, younger students, as well as 
those who are older. Constructivism's greatest contribution to education may be through the shift in 
emphasis from knowledge as a product to knowing as a process.  This legacy of constructivism will 
likely prove to be a lasting and meaningful shift in the structure of knowledge.

In present time, the use of learner-centered methods of teaching-learning is highly 
recommended by authorities for several purposes. The teachers are also expected to make use of 
child centered pedagogy in classroom even under difficult situations. According to National 
Curriculum Framework (NCF)-2005, 'Child-centered' pedagogy means giving primacy to children's 
experiences, their voices, and their active participation. This kind of pedagogy requires us to plan 
learning in keeping with children's psychological development and interests. The learning plans 
therefore must respond to physical, cultural and social preferences within the wide diversity of 
characteristics and needs'. The NCF recognizes importance of child-centered pedagogy and states 
the importance of constructivist learning in our school environment. According to National 
Curriculum Framework (NCF)-2005, “In the constructivist perspective, learning is a process of the 
construction of knowledge. Learners actively construct their own knowledge by connecting new 
ideas to existing ideas on the basis of materials/activities presented to them (experience).” After 
studying two types of views on teaching-learning process, a paradigm shift in teaching-learning 
process is presented in following table-1:

Table1: Paradigm Shift in Teaching-Learning Process

S. 

No. 

Teaching-Learning Process during 

Normal Class 

Teaching-Learning Process during 

Constructivist Class 

1. Lesson is introduced by asking questions 

or in sometime in an unexpected way 

started by lecturing or problem solving on 

board. 

Lesson is introduced by demonstrating study 

materials, narrating story and giving content 

on paper to read and answer the question. 

2. Focus is on description, expla ination and 

completion of topic. 

Focus is on to engage learners in learning task  

either in classroom or in field. 

3. Learners are passive listeners. Learners are actively involved in exploration 

of contents. 

4. Learners are asked to complete  

homework. 

Learners are expected to complete tasks and 

present. 

5. Teacher as informer and explainator.  Teacher as facil itator, guide and manager.  

6. Evaluation is necessary and rigid. Evaluation is flexible and simple. 

 
The teaching-learning process in constructivist classes focus on learning and the classroom 

environment becomes flexible which certainly enhance the quality of learners.
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Theoretical Bases of Constructivism

There are various educationists who have presented their great views on constructivism like 
John Dewey, Maria Montessori, Lev Semenovich Vygotsky, Jean Piaget, Ernst Von Glasersfeld. We 
shall discuss the two major constructivists here in this paper, Piaget and Vygotsky.

 Approaches to Constructivist Learning

The views of Jean Piaget and Vygotsky are based on cognitive constructivism and social 
constructism. These two approaches are presented in the form of following figure-1: 

Figure1: Jean Piaget and Vygotsk6y's views on Constructivism

 

Constructivism
 

J. Piaget 

Cognitive Constructivism Social Constructivism 

Structured for the individual’s 
experience and process through which 

learning occurs .  

Understanding= Independent invention 

Structured in  social context and   
negotiated learning through interaction 

with others.  

Understanding = Social in origin 

Vygotsky

Piaget's Approach to Constructivist Learning: Cognitive Constructivism

Cognitive constructivism is based on the work of Jean Piaget. Piaget's theory has two major 
parts: Ages and stages, which forecasts what children can and cannot understand at different ages, 
and a theory of development is the major foundation for cognitive constructivist approaches to 
teaching and learning.

Piaget believed children were active and intelligent learners who expected the world to make 
sense. He viewed the child as isolated who develops within himself and upon the environment. 
Piaget regarded knowledge as a process rather than a state, seeing it as a “relationship between the 
knower and the known” with what is known changing as and when the knower does.

The child tries to adapt to the world around him by assimilation (what is already known), 
accommodation (adjusting to what now known), equilibration (the balance between the two) and 
schemas (mental and physical). 

Piaget regarded a schema to be a kind of mental structure that enables an organism to adapt to 
the environment. A schema is a conceptual framework that exists in an individual's mind that enables 
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the individual to interpret and assess phenomena and process data obtained from existing conditions. 
Assimilation occurs when a child incorporates new knowledge into existing schema. 
Accommodation occurs when a child adjusts to new information by modifying his/her existing 
schema. 

As children experience new information, they use schema to assimilate it in organizing new 
experiences and making new knowledge. Organization means grouping of isolated behaviors into 
higher order for smooth functioning of cognitive system. Children shift from one stage of thought to 
next through a mechanism namely, equilibration which is a consequence of cognitive conflict or 
disequilibrium in trying to understand the world. As the child resolves the conflict, he/she reaches at 
cognitive equilibrium which demands a cognitive change due to assimilation and accommodation.

Developmental stages were prominent in Piaget's theory regarding cognitive development as 
proceeding through a sequence of stages which were progressive and involved qualitative structural 
changes.

Strengths of Piaget's theory are:

·The recognition of the central role of cognition. 

·A rich description of children's thinking.

·It tells us about children's cognitive development in the real world.

Piaget believed that the mind evolves and knowledge develops. Knowledge is generated 
through interaction with the mind to the external environment. Learners construct knowledge 
through actions.

Vygotsky's Approach to Constructivist Learning: Social Constructivism

Social constructivism is based on the work of Lev Semenovich Vygotsky. Vygotsky explored 
the influence of language and social processes on cognitive development as well as the 
accomplishments a child could achieve when a problem is alone as compared with assistance from 
the adult.  There are two basic principles of this theory:

·Language plays an important role in mental development.

·Importance of social interaction within the context of learning.

According to Vygotsky, the child is able to take the basic cultural ideas and determine his/her 
own ideas (through language as a tool). The child is a determiner not determined. Vygotsky 
emphasized the cultural line of development because of social determination of mental activity.

Vygotsky highlighted the importance of interaction of the learner with peers. He also 
emphasized the importance of imitation and modeling. The importance of interactions with adults 
and peers in cooperative settings is needed because it provides young children ample opportunity to 
observe, imitate and model the desired behavior.

Another important concept given by Vygotsky is Zone of Proximal Development (ZPD). ZPD 
represents the range of tasks that are too difficult for children to perform alone but can be learned 
with assistance of adults and peers. Therefore, the lower limit of ZPD is the ability of learner to do 
tasks independently and upper limit is the ability to solve the problems with the help of adults 
(teachers/parents) and peers. The ZPD is about "can do with help", not as a permanent state but as a 
stage towards being able to do something on your own. The key to "stretching" the learner is to 
know what is in that person's ZPD—what comes next, for them.
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The second feature is scaffolding, which refers to a change in the social support over the course of a 
teaching session. If scaffolding is successful, a child's mastery level of performance can change, which 
means that it can increase a child's performance on a particular task

Examples for Teaching-Learning from Economics based on Constructivist Approach

The 5 Es that are Engage, Explore, Explain, Elaborate and Evaluation model is used for 
learning.

Example 1:

Topic: Need of Food Security
Objectives
To enable the learner to:

·List the various factors responsible for their poor socio-economic conditions in society. 

·Explain their immediate steps for to improve their socio-economic conditions.

·What should Madhu do to continue school education of her youngest child? Describe. 

·Prepare a plan of action which the Government should implement to ensure their food needs.

Classroom Activities 

Instruction: Read the following brief story carefully and think over the questions and prepare a 
plan of actions for their food security:

Madhu has been working as a house maid for last ten years. Her husband is a street vendor 
who sells sweet potatoes. She has three daughters and two sons whose eldest daughter is of fourteen 
years who also works along with her mother to support workload. All other kids are also in queue to 
work in field. The youngest child in the family is of six years male child who is newly enrolled in 
school but most of the time he remains absent from the school and observes his fathers' activities. 
They struggle to get fulfilled their daily food requirements on continues basis. They themselves and 
their children are suffering from malnutrition. Their aim of life is to get fulfilled their daily food 
related activities. They expect from Government to meet their food related needs completely and 
secure them.

Procedure: The students should be divided into three groups for following discussion/tasks and 
preparation an action plan:

Q1. Should Madhu and her husband do some extra works?

Q2. Would their youngest child be able to complete his free and compulsory elementary 
education?

Q3. Prepare a plan of actions for their food security in society? Also present their reports in 
class?

Evaluation of progress of work may be done through observation while they will be engage in 
reading story, exploring study materials for preparing a plan of actions, their presentation of reports 
and using their experiences. The basis of evaluation can be their involvement in learning tasks, 
searching of materials, asking questions with the teacher, explaining skills, presentation of real life 
examples, performance.

.

Child's Current Achievement        Zone of Proximal Development      Beyond Reach at Present
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Example 2:

Topic: Subsidy

Objectives

To enable the learner to:

·State the meaning of subsidy.

·Explain the socio-economic conditions of a marginalized farmer.

·Give examples of goods on which the Government provides subsidy. 

·How does the subsidy affect level of agricultural production? Discuss.

Classroom Activities

Instruction: Read the following brief story carefully and think over the questions and identify 
at leact five goods on which the Government provides subsidy: 

Bhola is a marzinalized farmer who produces crops for self-production and for sale of rest of 
production. Bhola is having a difficult time as half of his income gets spend on buying manures and 
fertilizers for production. At the same time, he has come to notice that the Government has 
announced a 20% subsidy on price of one packet of 20 KG fertilizers. Bhola felt happy and said 'it is 
done great' and thought that now he will be able to purchase more of fertilizers. 

Procedure: The students should be divided into three groups for following discussion/tasks and 
identification of subsidized goods:

Q1. Can Bhola purchase more of fertilizers without cut his expenses on other items?

Q2. What is the impact of subsidy on the price of the good?

Q3. Why does the Government provide subsidy on certain items?

Evaluation of progress of work may be done through observation while they will be engage in 
reading story, exploring study materials for identifying goods which are available on subsidized rate. 
The basis of evaluation can be their involvement in learning tasks, searching of materials, asking 
questions with the teacher, explaining skills, presentation of real life examples, performance.

An Example from Social Science

 Topic: Equality.

Objectives

To enable the learner to:

·Understand and appreciate the nature of Equality.

·Distinguish between equality and inequality. 

·Relate the concept to their real life by identifying situations where equality and inequality are 
applied to day to day lives.

·Prepare a list for actions in behavior towards sensitizing the people and encourage them for 
practicing equality.
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Classroom activities 

The teacher had to teach 'Equality' system of India in ninth standard in which he included in 
teaching-learning process more number of girls' students in class and one hearing impaired student 
which is the only Children with Special Need (CWSN) in the class. First of all, the teacher 
demonstrated a scene of a gram panchayat where a sarpanch was handling issues of a village. The 
sarpanch of the panchayat was a male member and other members of gram panchayat were also the 
male members. There was no female member in scene of the body of gram panchayat which was 
demonstrated.  Thereafter, the teacher wanted to create the same scene but in a different way. He 
allotted most of the roles of gram panchayat to female students in which the role of the sarpanch was 
acted by 'Archana Kumari' and the hearing impaired student 'Javed' was asked to brief the things 
after observing it. Many students asked to the teacher why a girl and hearing impared student are 
given main roles of the act. The teacher responded that all students of the class are equal, so they are 
to be treated equally in the classroom. As the sarpanch, 'Archana Kumari' handled some issues and 
'Javed' described the scene on the basis of his observation. After the act 'Archana Kumari' expressed 
her confidence and also shared her valuable experiences to the class. Then, the whole class 
appreciated the decision of teacher for involving 'Javed', 'Archana Kumari' and other girls actively in 
the teaching-learning process. 

Procedure 

Exercise 1. The above strategy will be followed in the classroom.  After it, the students will form groups 
of four students each and discuss the situations where equality and inequality are depicted. 

Exercise 2. The group leader of each group will present discussed views on equal and unequal situations 
of the scene and act. Then, the whole class will discuss them with the direction of the teacher. The 
students will be allowed to ask questions from the other groups.

Exercise 3. The students will be asked to discuss examples of equality and inequality from their daily 
lives.

Exercise 4.  The teacher will then generate the meaning and nature of equality with the students with the 
help of their experiences.

After the exercises the students will have a good understanding of equality and inequality. They should 
be able to appreciate the equal situations in their daily lives. They should be willing to take part in 
discussions and be more confident in speaking in front of the class and in discussions also.

Suggestions to Teachers to use Constructivist Approach in their Teaching-Learning 
Process

The constructivist paradigm is based on the assumption that knowledge is subjective and 
learners construct knowledge in their social and cultural environment. Therefore, in a constructivist 
classroom, the teacher must assume the role of a facilitator and guide and learners take the 
responsibility of their own learning. The process of constructing knowledge is an active one (going 
out and interacting with the environment and constructing it yourself). Learning is a function of the 
natural and continual variability in the world and variable action upon it. Constructivists would 
argue that in a school class, not all learners learn the same thing. The important thing for teachers is 
to ascertain what each learner knows and then plan learning programmes for each learner or follow 
the learner's lead.

(i) Plan activity

(ii) Determine modalities for organization of activity
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(iii)  Collect and organize material for activity

(iv)  Plan for flexible assessment of learning.

Conclusion

The constructivist focus on the social context and larger community of learners has resulted in 
a major shift away from individually-based instruction to instruction that incorporates and embeds 
teaching within the larger community of peers, younger students, as well as those who are older. A 
teacher under the constructivist approach is a facilitator of learning not a transmitter of information. 
The teacher's role changes drastically under the constructivist approach if compared to the traditional 
instruction. A teacher has to act as an investigator and must try to understand how his/her learners 
are constructing knowledge. He/she must also respect their ideas and understand their alternate 
solutions. Constructivism's greatest contribution to education may be through the shift in emphasis 
from knowledge as a product to knowing as a process. This legacy of constructivism will likely 
prove to be a lasting and meaningful shift in the structure of knowledge.
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Girls' Madarsas in India: A Conceptual Analysis
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Abstract

Girls' madarsas refer to those educational institutions which are formally organized for the 
muslim girls by the community people. Qur'an and hadith always encourage women's education 
to develop all aspects of their personality. It was believed that an educated muslim woman not 
only radiate her moral qualities in the environment of her home but also have an active role in the 
broad fields of social, economic and political development. Muslim girls' education started in 
india after the reign of muslim rulers. Various muslim rulers, queens and  even other women who 
had prominent roles in various muslim dynasties established educational institutions for girls 
and also worked for muslim girls' education. Some famous educational institutions established 
during mughal period for muslim girls were fatehpuri begum school, akbarabadi school, raji 
begum school etc. After independence various girls' madarsas were established named jamiatus 
salihat, malegaon, jamiatul falah, Bilariyaganj (Azamgarh, U.P.), Jamiatul Banaat, Hyderabad 
etc. by the prominent leaders and intellectuals associated with the community. This paper is an 
attempt to analyze present scenario of Indian girls' madarsas, its challenges and remedial 
measures to cope up with these challenges.

Key words: Present Scenario of Indian Girls' Madarsas, Challenges and Remedial Measures.

Introduction

The term 'Madarsa' variously transliterated as madrasah, madarsaa, medresa, madrassa, 
madraza, madrasa, medrese etc. The word generally means any type of religious school or college 
for the study of the Islamic religion. The term 'Madarsa' has etymologically origin from the Arabic 
word 'Al-Dars' which means 'to teach' or 'to learn'. A madarsa is technically an educational 
institution, any school or college where any sort of education is imparted. The acquisition of 
knowledge and learning, both of religious subjects and rational sciences are considered as an act of 
religious merit in Islam. Prophet Muhammad (S.A.W.) instructed, “Acquire knowledge from the 

th
cardle to the grave.” (Sikand, 2005). Islam provided an open educational system since 7  century 
A.D. in which region, caste, creed, age remain no bar for acquiring knowledge. For this the need of 
an educational institution was felt and the 'madarsa' came into its existence. At the time of Prophet 
Muhammad education was imparted in mosques. When Islam began to rapidly spread outside the 
Arab, the need for more organized educational institution was increasingly felt. This gave birth to 
the madarsa as an institution separate from the mosque and after a period of time the madarsa 
emerged as a major institution for formal education in Muslim community.

The word Qur'an itself means 'recitation' and the importance that Islam places on the 
acquisition of knowledge for every believer is clear in the Qur'an itself. Islam never restricted 
women's education. It always encourages the education of women. Women are allowed to learn all 
the branches of knowledge. They are free to choose any field of knowledge according to their 
interests. Qur'an and Hadith always encourage women to develop all aspects of their personality. It 
was believed that an educated Muslim woman not only radiate her moral qualities in the 
environment of her home but also have an active role in the broad fields of social, economic and 
political development. Prophet Muhammad (S.A.W.) also encouraged women's education as He 
himself used to teach the women along with the men. He also instructed his followers to educate not 
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only their women but their slave girls as well (Qasmi, 2006). 

Prophet Muhammad (S.A.W.) himself used to teach women from Zohr (afternoon) to Asr 
(before sun set). Allowing them to ask questions freely, put forward their views and demands. 

(R.) (R.)Women from Prophet's family, his wives Hazrat Khadija , Hazrat Aisha , daughters Hazrat 
(R.) (R.)  Fatima , Hazrat Zainab ,and others like Handah, Hafsha, Safia, Maria etc  had the authority on 

(R.)
religious matters and men of learning used to take advice from them (Aziz, 2005). Hazrat Aisha  
was well versed in exegesis (Ilm-e-Tafsir) and also had a sound knowledge of Hadith. Sufiyah, 
Umm-u-Habibah, Juwairiyah, Maimuna, Umm-u-Sharik, Khaulah are some women, who had 
established their scholarly credentials in the field of Fiqh (Islamic Jurisprudence). Khansa, Sa'da, 
Atikah, Kabshah, Ruqaiyah were some famous lady, who gave contributions in the art of Poetry 
(Akhtar, 2005).  

Historical Background of Muslim Girls' Education and Girls' Madarsas in India

Education of Muslim girls started in India during the era of Muslim rulers. There were various 
prominent women who were not only great scholars but also provided assistance to scholars. Razia 
Sultan was a renowned lady from Slave dynasty, flourished education for girls in her reign. Chand 
Bibi of Deccan was a learned woman and an expert in the art of governance and war. Sati Khanam, 
wife of Hakeem Naseeruddin Kashi, was fluent in oration. Salma Sultan, daughter of Gulrukh 
Begum, was a distinguished and eminent poetess. Sultan Muhiyuddeen Aurangzeb's daughter 
Zaibunnisa Begum learned calligraphy, creative writing and wrote many books. Mah Malik 
(daughter of Allauddin Jahan Soz), Gulbadan bano (daughter of Baber), Salima Sultan (niece of 
Humanyun) and Mahamanga (wet nurse of Akbar) were great promoter of education, specially for 
girls' education and established educational institutions with her personal fortune. Noor Jahan 
(Mehrunnisa), wife of Jahangir studied calligraphy, Arithmetic and other subjects. Mumtaz Mahal 
had command on Urdu and Persian language. Shahjahan's daughter Jahan Ara begum achieved great 
honour in the field of education and knowledge. She regulated the social ceremonies of court and 
composed verses in Persian. Khadeeja, daughter of Umar bin Salahuddeen Punjabi was one of the 
Indian queens explored her knowledge in the field of literature and Quranic Sciences.(Malik, 2008)

But this kind of opportunity was provided only to the girls from royal and noble families, who 
were only privileged ones to acquire education. There were no madarsas for the girls of the masses. In 
the very early age some girls went to the boy's madarsas and some girls from the elite sections of the 
society got their education from the special female tutors (Ustanis) at their home. But there were various 
queens and princesses during the Muslims era who established schools and institutions for the girls of 
masses. Some of them were:

·Fatehpuri Begum School in Delhi, established in 1060 with hostel facility.

·Akbarabadi School in Delhi.

·Khairul Manzil (founded by Mahamanga at Delhi). 

·Girls school (Fatehpur).

·Raji Begum School founded by Raji (the wife of Shah Mohammed Alam). 

During the British era, the education of Muslim boys confined to the mosques and the 
education of women remained unnoticed completely. They were put behind the four walls of the 
houses. High class Muslim paid some attention to the education of their daughters but ordinary and 
business classes completely neglected their daughters' education. To change this situation and to 
raise the standard of women, many women's madarsas had been opened after independence. Some of 

SPIJE, Vol.5, No.1, January 2015 | 59



them are: Jamiatus Salihat, Malegaon, Jamiatus Salihat, Rampur, Kulliaya Aisha, Malegaon, 
Jamiatul Banaat, Jianpur (U.P), Jamiatul Falah, Bilariyaganj (Azamgarh, U.P.), Jamiatul Banaat 
Hyderabad, Jamiatul Shamsul Uloom, Ghosi (U.P.) and Al Jamiatuz Zahra, Malegaon etc.

Present Scenario of Girls' Madarsas inIndia:

The present status and educational pattern of girls' madarsas could be seen in following points:

Status of Muslim Girls' Education: According to the census, 2001 (first report on religious 
data), the literacy rate among Muslim community is 59.1%. In which 67.6% literacy found in male 
and 50.1% in female. According to the report of 2011-12, 1.02% Muslim girls enrolled in 
government schools, 1.00% enrolled in local bodies managed schools, 0.94% enrolled in private 
aided schools and 0.76% enrolled in private unaided schools. A survey conducted by NUEPA in the 
year 2011-12, which shows the enrolment in madarsas given below: 

The above mentioned data shows the literacy rate among Indian Muslim girls and also shows 
their enrolment ratio in recognized and unrecognized both types of madarsas in India. The ratio of 
girls' enrolment related to girls' madarsas.

Organisational Structure: There are approximately 35,000 madarsas established in India, in 
which 8-10% madarsas are for girls. There are two types of girls' madarsas in India. First type of 
madarsas are those madarsas, which are affiliated to state madarsa board and apply combined 
curriculum. That include religious and secular both types of knowledge.

Second type of madarsas affiliated to one of the following schools of thought that emerged in 
th thlate 19  and 20  century i.e. Deoband, Barelwi, Ahl-i-Hadith, Nadwat-ul-Ulama and Jamat-i-Islami 

Hind (Alam,). There are various types of Islamic educational Institutions in India as Maktab, 
Madarsa, Jamia and Darul Qur'an, but in general all the institutions known as madarsas. 

Stages/Levels of Education in Girls' Madarsas: There are so many variations and 
differences regarding stages/levels of education offering by girls' madarsas present in India. Those 
girls' madarsas, which are affiliated to one of the schools of thought followed the pattern applying by 
big madarsas (developed on the basis of one of the schools of thought) or develop their own 
stages/levels of education. Examples of some famous girls' madarsas are given below:

·Kulliya Aisha, Malegaon consists following stages/levels: 
i. Primary
ii. Middle
iii. Secondary (Alimiyat)
iv. Kulliyatus Shariya (Fadhilat)
v. Mahad-ul-Tadbir-al Dayyiyat (A women's training centre for teaching and preaching 

Islam)
vi. Tahzibul Qur'an (Department of Memorization of Qur'an)
vii. Arts College

Types of Madarsas Enrolment 
Boys Girls Total  

Recognized 951267 1034725 1985992 
Unrecognized 259616 229942 489558 
Total 1210883 1264667 2475550 
 (NMCME, 2013)
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·Jamiatul Banat, Hyderabad has the following educational ladder:
i. Primary
ii. Middle
iii. Alima (Secondary and Higher Secondary)
iv. Fadila (Graduate)

·Jamiatul Falah, Bilariyaganj, Azamgarh has following educational ladder:
i. Ibtidayiah
ii. Thanawiyah
iii. Aliyah, which consists two parts-Alimiyah & Fadilah

Girls' madarsas, which are affiliated to state madarsa board generally offers following stages/levels of 
education:

S.No. Standard Equivalent to 
1. Tahtania Primary (I-V) 
2. Faukania Junior High School (VI-VIII) 
3. Alia (Munshi/Maulvi) 

            i.   Munshi (Persian) 
            ii.   Maulvi (Arabic) 

High School (IX-X) 

4. Alim 
i.         Alim (Persian) 
ii.         Alim (Arabic) 

Intermidiate (XI-XII) 

5. Kamil Graduate (B.A.) 
6. Fazil Post Graduate (M.A.) 
 

Curricula of Girls' Madarsas: Girls' madarsas affiliated to one of the schools of thought 
applied the curricula, that are being developed by concerned schools of thought or the curricula 
followed by famous boys' madarsas or sometime develop their own curriculum. As- Kulliya Aisha, 
Malegaon included religious and modern both types of education in their curriculum. Jamiatul 
Banat, Jianpur, Azamgarh included Tajweedul Qur'an (the art of reciting Qur'an following its 
rules) at every level of Alimiyah and Fadhilah. Along with that Hadith, Fiqh, Arabic language, 
Stitching, Embroidery, Home Science, English are also taught at Alimiyat level. Authentic books of 
Exegesis, Hadith, Fiqh, Syntax, Arabic Literature and English are included in the curriculum of 
Fadhilat. There are some other courses run in the madarsa Jamiatul Banat, which are Al-Takmeel 
(one year course consists Arabic literature, Hadith, Islamic History, Exegesis), Ikhtisas ( one year 
course consists Arabic literature, Islamic History etc.), Al-Tahfiz-wa-al-Qiraah ( four year course 
consist the art of reading Qur'an, Urdu, English, Mathematics, Home Science along with essay 
writing and oration), Alimiyat in Urdu (one year course consists Urdu, Hindi, English, Embroidery, 
cooking, writing, oration, hadith, Islamic Jurisprudence etc.). Jamiatul Banat, Shamsul Uloom, 
Ghosi included Arabic language, Literature, Oration, Urdu, English in its curricula.

Girls' madarsas affiliated to state madarsa board follows the curricula similar to normal 
government/private schools' curricula. Hindi, English, Urdu, logic, History, Civics, Geography, 
Philosophy, Mathematics, Science etc. are the modern subjects that are being included in the 
curriculum. Qur'an, Hadith, Islamic Law included in Theology, which considers as religious subject. 
Only the difference related to medium of instruction, which is Urdu, from normal 
government/private schools. 

Working Pattern of Girls' Madarsas: All the girls' madarsas follow the same working 

(Fahimuddin,2004)
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pattern, that are being applied by boys' madarsas. Their educational sessions start from Shawwal ( 
th th10  month of Islamic Hijri Calendar) to Ramadan (9  month of Islamic Hijri Calendar). A part from 

education these madarsas provide the students free food, free lodging, uniforms, books and other 
facilities. These institutions run by donations from Muslim Community and even some big madarsas 
receive foreign donations. In these madrasas evaluation pattern is more subjective rather than 
objective. Examination papers consist 10 questions from concerned book and the students have to 
answer 5 out of 10. Marking pattern vary in different madrasas. Short answer, very short answer or 
MCQ type questions do not ask in the examination papers  (Sikand, 2005).

Challenges of Girls' Madarsas

Today, in this computer age madrasas are still providing teaching instructions by old methods 
and techniques. They do not follow the message of Islam which clearly state that one can go to 
China for seeking knowledge. They tend to stay local and avoid peeping to the outside world for 
knowledge. They limit scope of learning and acquiring knowledge mainly to the religious education. 
Most of the madrasa students, who recite Qur'an by heart, remain ignorant of not only the modern 
education but also to the essence of the Qur'an. In India special constitutional privileges have been 
provided for the autonomy of madrasas, but still they promote medieval attitude. Madrasa education 
system in India is facing various hindrances and short comings. And this condition is same in girls' 
madarsas too. The common challenges of girls' madrasas could be studied as follows:

(i) Absence of definite aims and objectives: Still in the present scenario, girls' madarsas do not 
have  definite aims and objectives towards imparting education. They still provide education in 
medieval attitude. They follow the old and rigid pattern. They concentrate mainly on religious 
knowledge and the subjects, which are required to transform a girl into a good house wife. They do 
not focus on overall development of the girl.

(ii) Unscientific approaches of the curriculum: The curriculum of girls' madarsas are still based on 
unscientific approaches. They do not focus on the modern branches of knowledge. Even the 
organizers of the curricula think that there is no need to teach science and other scientific subjects to 
girls. They should study only those subjects, which are required to make them efficient to take care 
of houses.

(iii) Lack of basic facilities: Basic facilities like proper building, classroom and especially furniture, 
black board and other equipments are still not gathered in  girls' madarsas. Some madarsas run with 
only one or two rooms without furniture.

(iv) Outdated teaching methods and techniques: Girls' madarsas in India still use outdated 
teaching methods and techniques based on medieval attitude. They mostly use lecture method and in 
this method, the teacher dominate the class. Only the one way interaction is there in the class. They 
are rigid to their methods and techniques and do not want to change it.

(v) Isolation from modern developments: In the area of natural sciences and social sciences girls' 
madarsas have negative outlook due to over emphasis on the traditional religious subjects. They do 
not want to change to apply the modern scientific knowledge because of the orthodox and rigid 
leadership. Behind this situation, there is another reason, which is, do not give women more 
knowledge. Because of the knowledge they would empower themselves.

(vi) Lack of coordination: There are so many differences in various types of girls' madarsas. Big 
Madarsas for girls or Jamias follow their own curriculum and pattern or follow the pattern of their 
concerned schools of thought. The pattern vary on that level also. Government recognised girls' 
madarsas follow the secular curriculum running in normal/modern schools in addition with religious 
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knowledge. So there is lack of coordination between all the girls' madarsas established in India.

(vii) Poor financial condition and management: Expenses of these madarsas are managed by the 
community. The funds mostly depend on the contribution or Zakat given by the community. Only 
some madarsas gain fund from the government. Generally, the financial condition of girls' madarsas 
are very poor. The planning, management and administration of madarsas have been done by the 
community or the leaders of the community, and due to the orthodox nature they follow the old and 
rigid rules and regulations and do not accept the changes.

(viii) Purdah and early marriage: The purdah system is one of the biggest hindrances for the 
empowerment of Muslim girl. Some of the girls' madarsas still follow this system. If they have any 
male teacher in their madarsa, the girls do follow purdah system, while study with him. Sometimes 
male teacher instructs from another room by microphone and girl students listen his lecture from 
another room. Early marriage is one of the biggest reasons for low enrolment and high drop-out rate 
in girls' madarsas. Although this reason does not related to girls' madarsas directly, yet it is the most 
important social factor, which hinder Muslim girls' education.

(ix) Curriculum difference between boys' and girls' madarsa: One of the biggest limitations of 
girls' madarsas is the curriculum difference from boys' madarsas. The curricula of both the madarsas 
are not the same in India. There is very little similarity on the level of religious subjects.    

(x) Lack of innovations, experimentations and researches: In these madarsas there is no scope for 
researches. Students get the education till post graduation, but do not opt the madarsa education for 
researches. If they want to do it they apply in regular/government colleges or universities, because 
the teachers are not capable in these madarsas to organize researches. Innovation, experimentations 
are the words never used or even never thought in these madarsas.

(xi) Lack of vocational knowledge: Girls' madarsa  focuses only on theoritical knowledge. They 
avoid practicals. Although they teach Home Science, Stitching or embroidery as subjects, but these 
subjects only provide conceptual knowledge. They do not make them efficient to be self employed. 
So the girl students passed out from these madarsas are lagging behind in getting modern jobs.

(xii) Low status of teacher: Teachers of these madarsas get a very low salary. In that amount of 
money they could not bear the expenses of their family. They have a very low status in the society. 
Because the community still thinks that a woman, who work outside their house has a bad character.

The above written points show the challenges or the short comings of girls' madrasas in India. 
Today there are 8-10% girls' madrasas spread all over the country but they could not enlighten 
Indian Muslim women to develop a positive outlook. Their rigid, orthodox and intolerant nature 
shows the world a wrong picture of madarsas. Due to this behaviour Indian Muslim girls and women 
could not make themselves efficient and competent to stand in today's modern technical world. 

Remedial measures to cope up with the challenges of Girls' Madrasas 

After Independence, the makers of the constitution gave emphasis on the development of 
madarsas, girls' madarsas and other Muslim educational institutions. And in this manner, Indian 
constitution provides various privileges for the development of Muslim educational institutions. 
These constitutional provisions are as follows:

(i) Article 25 (I) says, “Subject to public order, morality and health and to other provisions of this 
part, all persons are equally entitled to freedom of conscience and the right to freely profess, practice 
and propagate religion.” 
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(ii) Article 30 (I) says, “All minorities whether based on religion or language, shall have the right to 
establish and administer educational institutions of their choice.” 

(iii) Article 30 (II) says, “The state shall not, in granting aid to educational institutions, discriminate 
against any educational institution on the ground of that it is under the management of a minority, 
whether based on religion or language.” (Sharma, 2001)

Besides these provisions National Policy on education (1986), launched two centrally 
sponsored schemes, 'Area Intensive Programme for Educationally Backward Minorities' and 

th'Financial Assistance for Modernization of Madarsa Education' during 1993-94. Under the 10  plan 
these two schemes were merged to form the 'Area Intensive and Madarsa Modernization 
Programme. (NPE report, 1986)

Scheme to Provide Quality Education in Madarsas (SPQEM, 2008) also seeks to bring 
qualitative improvement in madarsas to enable Muslim children to attain standards of the national 
education system in formal education subjects. The salient features of SPQEM are…..

(i) To strengthen capacities in madarsas for teaching of the formal curriculum subjects like 
Science, Mathematics etc. through enhanced payment of teachers.

(ii) Training of madarsa teachers should be organized in very two years in new pedagogical 
practices.

(iii) Providing Science labs, Computer labs with annual maintenance costs in the secondary and 
higher secondary stage madarsas.

(iv) Provision of Science/Mathematics kits in primary/upper primary level madarsas.

(v) Strengthening of libraries and providing teaching learning materials at all level of madarsas.

(vi) Encouraging linkage of madarsas with National  Institute for Open Schooling (NIOS).

(vii) The NIOS linkage will be extended under this scheme for vocational education at the 
secondary and higher secondary stage of madarsas.

(viii) For the monitoring and popularization of the scheme it will fund state madarsa boards. 
(SPQEM, 2008)

The Justice Rajendra Sachhar Committee Report (2006) has highlighted the deplorable 
socio-economic plight of the Muslim Community. In the light of this report efforts should be made 
to introduce and encourage Science and job oriented education in madarsas . Some states like West 
Bengal, general syllabus is also taught in madarsas and certificates and degrees awarded by 
madarsas are recognized. This enables easy migration from madarsas to general educational 
institutions. This model may also be tried in other states (Sachhar Report,2006).

There are various constitutional privileges, programmes started for the development of 
madrasas, but there is no policy or provision especially for girls' madarsas. They have to face many 
challenges. There must be some policies and provisions should be developed for these madarsas. 
Some remedial measures are given below, which should be opted to cope with the challenges, which 
are being faced by girls' madarsas:

(i) Well-defined aims and objectives: For the well defined aims and objectives there must be a 
common curriculum. It is necessary to specify the objectives at various stages of madarsa education. 
The community has to come on a common platform. To perform this task and to make coordination 
between various girls' and boys' madarsas, a Central Madarsa Board should be established, which is 
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proposed by the first UPA Government (2004-09), but is still in the pipe line and not passed by the 
Parliament.

(ii) Modern Scientific curriculum: The curriculum of girls' madarsas should be based on the 
scientific approaches. They should include modern sciences and other logical and technical subjects 
so as to enable the learners to play a dynamic role in the modern society.

(iii) Innovative methods of teaching: Modern and innovative methods of teaching should be 
introduced in these madarsas. Old and rigid techniques should avoid. Instead of old lecture or 
reading method, new inductive-deductive method, analysis-synthesis method, probing, use of a-v 
aids should be opted by madarsas.

(iv) Need of basic facilities: Girls' madarsas should be supported with the basic facilities. Airy 
classrooms, a good library, fully equipped laboratory, a play ground should be organized in these 
madarsas.

(v) Introduction of English as medium of instruction: Although these  madarsas use Urdu as a 
medium of instruction, but they should introduce English as a medium of instruction also, so it will 
be helpful for the students pass out from these madarsas to be a part of modern English medium 
schools.

(vi) Refresher courses and smart classes: Some refresher courses should be introduced for the 
students pass out from these madarsas to enable them to be a part of common schools. Smart classes 
should also be organized in these madarsas to teach modern subjects as well as Islamic subjects.

(vii) Computer education: In present time girls' madarsas also start providing computer education, 
but it is in its starting phase. They should arrange more computers and computer literate teachers. 
Fully equipped Computer lab should be organized.

(viii) Vocational and technical education: Girls' madarsas should introduce some vocational or 
technical degrees or diplomas so that students will get a good job after passing these madarsas. They 
should emphasis on some handicraft works, short term technical courses and some financial support, 
so that they became self employed. 

(ix) Teachers training programme:  A provision for the teachers training programme should start 
by the management of these madarsas. Almost 95% of the teachers are professionally untrained. 
These programmes enable the teachers with various teaching methodologies to teach various 
subjects. This will bring them in a line with modern school teachers and raise their status also.

(x) Emphasis on researches: The quality of these madarsas should be improved if the research 
programmes would start in these institutions. Scholars associated with these madarsas and jamias as 
wells as with modern universities should be encouraged to start meaning full researches in this area.

(xi) Sufficient funding: All the action plans mentioned above may not be effectively implemented 
without raising required funds. Along with the community, Union and state government should 
provide adequate grants to all the madarsas and other Muslim educational institutions without 
interfering in their academic and administrative organs. 

(xi) Awareness and control: Various awareness programmes should be started by Muslim 
intellectuals to control bad rituals followed by community and these kinds of institutions. Purdah at 
least in educational institutions should be abolished. And a woman, who works outside her house 
does not have bad character, this notion must be encouraged. Muslim parents should aware for the 
education of their girl child. 

SPIJE, Vol.5, No.1, January 2015 | 65



Conclusion : 

Today, most of the Muslim rationalists are in favour of modern disciplines of knowledge but 
because of the orthodox and obsessed leadership of the community and backward thinking of the 
people, the modern disciplines of knowledge and other remedial measures to up lift the condition of 
the girls' madarsa could not be applied. Today girls' madarsas are struggling hard to compete with 
modern schools and boys' madarsas as well. The most important step is to have exposure in the field 
of planning and management. They are trying to provide quality education at the state and national 
level and also offer education to children of all caste, creed and religion. Government should also 
take initiatives to construct policies for the education of Muslim girl students and girls' madarsas.

With the changes in social, cultural, economic and political environment drastic changes are 
required in girls' madarsas. Then the Indian Muslim girl or women will come forward with the 
changing needs of contemporary Indian society. The feeling among the Indian Muslims that 
government and public schools are not safe for Muslim girls and loaded with learning materials 
related to Hindu culture is to be changed. Muslim parents should also be aware with the modern 
needs. To enhance the abilities of Muslim women and to empower them, there is a great need to 
improve the curriculum, teaching techniques and working pattern of Indian girls' madarsas, so that 
these institutions and their products would stand in today's competitive world.   
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Social Harmony and Prosocial Behavior: Two Aspects of One Coin
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Abstract

India is an origin of different ethnic society and divided into a number of castes and communities 
and people belonging to various religious faiths but living together in peace. Thus, India is call 
spiritual-cultural land of 'unity in diversity' that can accommodate differences. But, it has also 
been witness to some communal disturbances in the name of religion, caste or community. One of 
the foremost reasons for communal disturbances is social disharmony, due to feeling of 
insecurity and mistrust among them-selves. Because of this, social harmony is necessary for 
Indian society. Actually, it is like a tool, which reduces social conflict and develops mutual trust, 
tolerance, co-existence. But, another question raise in our mind, how can be developed social 
harmony in Indians? Which tool is the best tool to develop social harmony? Lots of theory or 
principle available but not effected properly, because of this lots of disturbances come out in 
Indian society, which is vast challenge in front of Indian society. Hence, we need that type of 
instrument, which deeply works with human persona and give better output. Prosocial behavior 
becomes an effective tool to develop social-harmony because it is positive action or pattern of 
behavior, which is voluntarily done by an individual for others welfare. Thus, this paper focuses 
and searches answer of these questions- what is concept of social harmony? what is concept of 
prosocial behavior? what is relation between social harmony and prosocial behavior? And what 
is role of  prosocial behaviour to develop social harmony in the context of family, society and 
education. 

 Key words:  Social harmony, Prosocial behavior. 

India is a pluralistic cultural country. There are so many religions, caste, creed, languages etc. 
and their people believe, trust, ethos is different from each other. Although diversity is identity of 
Indian culture. But, some time these diversity create challenges in front of Indian society. Therefore, 
India becomes always witness of shameful communal violence. 

Indian is a democratic country and respects all the diversity. Indian constitution also provides 
equal right in Article 14 and 15 for all Indians (Upadhayaya, 2006). That is why Indian society needs 
such type of social system, which promotes equalities and builds up mutual understanding among all 
the cultures, caste, creed, religions etc. But, question is how Indian society tackles this problems and 
minimized social conflicts.

Social disharmony is vast cause for communal violence and social disturbance. Therefore, 
social harmony is necessity of Indian social construction. Mutual trust, tolerance, co-existence is 
main element of social harmony, which reduce social conflicts and helped to develop sound 
environment. In fact, social harmony is soul of Indian culture and 'unity in diversity is based on 
social harmony, but question is how can be developed social harmony among Indians? and which 
tool is becomes more effective to develop social harmony? Prosocial behavior becomes a effective 
tool to develop social harmony because it is a behavior of volunteer positive behavior for others 
wellbeing and can promote sound habits among the citizen of India from early childhood to 
adolescence.

This paper has another important objective to analyze how both concepts complement each 
other and becomes two aspects of one coin? So that, this paper is focusing to search these questions, 
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such as- What is the concept of social harmony? What is the concept of prosocial behavior? What is 
relation between social harmony and prosocial behavior? and what is role of  prosocial behavior to 
develop social harmony in the context of family, society and education?

Concept of Social Harmony

Basically Social Harmony concept involves two words first social which represent society and 
second harmony which represent mutual understanding, believe in equality, respect all religion, 
caste, creed, gender, culture, rituals, believes without any biasness and prejudice. Mandal (2005) 
describe social harmony and say “Social harmony is a state of affairs where social strife is 
minimized through cooperation, compromise and understanding”. According to Semashko and 
Snitko (2005, as a website mission) “Social harmony is an integrative value in a global, information 
society, which unites in itself love, peace, justice, freedom, equality, brotherhood, cooperation, 
nonviolence, tolerance, humanism and other universal values and prioritize children”. Organizing 
committees of general conference of ICOM 22nd (2009) approved a proposal “Museums for Social 
Harmony” and say, “The main feature of social harmony is dialogue, tolerance, co-existence and 
development, which are based on pluralism, diversity, competition and creativity.” 

Hence, social harmony is a concept which refers to respect for different religions, cultures, 
caste, creed, rituals, believes and emphasizes on mutual understanding, accepting diversity as 
positive way, tolerate each other and most important reduce social conflict. It is clear that social 
harmony is soul of any multi-cultural country. 

Main elements of Social Harmony 

Above all discussions show that response of social harmony depends upon some important 
elements, without its dearth social harmony can not be promoted among the people. These elements 
are:

1. Mutual understanding is first demand of social harmony because it gives space to develop 
others.

2. Social harmony develops through Cooperation.

3. Believe in equality is very important element of social harmony, which play vital role to 
decrease discrimination.

4. Tolerance develops capability to accept others.

5. Co-Existence emphasizes to accept other existence in their society, which make friendly 
environment. 

6. Social harmony depends upon nonviolence.

7. Humanism is soul of social harmony and believes welfare for all human being. 

8. Respect for all religion, community, culture, believe, rituals, custom.

9. Motive of social harmony is to reduce social conflict.

10. Acceptance of diversity develops optimistic approach toward diversity, which emphasizes 
social harmony.

11. Social harmony emphasizes social interaction and dialogue because interaction and 
dialogue fill gap of society slowly-slowly.

12. Social harmony believes in universal values and says about all welfare.
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Concept of Prosocial behavior  

Prosocial behavior is a new concept of social psychology used by Wispe in 1972 (Penner et al. 
2004). It is positive action or pattern of behavior for other welfare. It is a volunteer individual help 
for others without any professional or institutional obligation. It emphasizes other benefit rather than 
self-benefit. It depends upon moral and social value.  Marion (2003) divided prosocial behavior into 
three distinct categories: sharing (dividing up or bestowing), helping (acts of kindness, rescuing, 
removing distress), and cooperating (working together to reach a goal). Prosocial behavior can be 
generally confused with the term altruism, but both are different concept where Prosocial behavior 
refers a pattern of activity, on the other hand altruism is motivation to do something for others 
wellbeing. 

Eisenberg and Mussen (1989) defined prosocial behavior as, “voluntary action that are 
intended to help or benefit another individual or group of individuals”(as cited in Knickerbocker, 
Roberta L.,2003). and Baron & Byrne (1987), refer “Prosocial behaviour refers to acts that have no 
obvious benefits for the individual engaging in them and even involve risk and some degree of 
sacrifice. Such acts…are based on ethical standards of conduct.” Dovidio (1984) considered 
prosocial emphbehavior in term of action and defined, it as action of the individual that benefits 
other without necessarily providing any direct benefit to the person who performs it. 

Above these definition Prosocial behavior is a positive action which is developed by empathy, 
moral value and emphasize a sense of personal responsibility for others benefits. Prosocial behavior 
may include sharing, cooperation, comforting, rescuing, and helping.

Main elements of prosocial behavior : From discussion of above, important elements of 
prosocial behavior come out, which help to promote prosocial behavior among the people. Important 
elements of prosocial behavior are:

1. It is positive action or pattern of behavior.

2. Prosocial behavior is voluntary individual helping behavior for others welfare without 
any professional and institutional obligation.

3. To express concern for others in difficult situation and something do for his betterment. 

4. Prosocial behavior emphasizes cooperation for others because it promote friendly 
environment.  

5. To promote sharing nature is another element of prosocial behavior, through this people 
learns to live and do together. 

6. Scarifies is important element of prosocial behavior because its promote others benefit 
rather than personal benefit.

7. Through cooperating, sharing, donating prosocial behavior emphasizes social interaction 
and promotes sound relationship among the people.

8. It is based on social and moral values.

9. Prosocial behavior emphasizes rescuing for others wellbeing in emergency. 

10. It is promoted comforting others in difficult situation.

11. Prosocial behavior also emphasize sense of social responsibility, which is indirectly 
promote others welfare.
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Relation between Prosocial behavior and Social harmony

After the discussion of concept of social harmony and prosocial behavior, it is clear that 
element of both have similarity and prosocial behavior become a better tool to develop social 
harmony. Before further discussion, it is necessary to analyze previous related study to see how it 
becomes beneficial to promote social harmony.

Parkhurst & Asher, (1992) and Schnert-Reichl,(1999) found in his study prosocial behavior 
and social acceptance are highly correlated. Radke-yarrow et al.,(1983) find out children who has 
prosocial-cooperative, is more sensitive for others, express concern and help for others in difficult 
situation. Eisenberg and Fabes (1998) said in his study prosocial–cooperative behavior promote 
positive consequence and enhance social and academic adjustment. So many other researches show 
that prosocial behavior enhances sociability, minimized social anxiety and promote to help others 
(Diener & Kim, 2004; Eisenberg, Fabs, Karbon, Murphy, Carlo, et al., 1996; Hart et al., 2003; 
Howes & Farver, 1987; Russell et al., 2003; Silva, 1992; cf. Farver & Branstetter, 1994). Sawyer et 
al. (2002) obtained significant results between prosocial behavior and socially appropriate behavior. 
Marsh, Serafica, & Barenboim, (1981) and Warden & Mackinnon, (2003) found in his study 
prosocial behavior and social problem solving skill are positively correlated. Some other study 
shows prosocial behavior enhance positive social interaction with peers (Farver & Branstetter, 1994; 
Howes & Farver, 1987; Warden & Mackinnon, 2003). Caprara et al., (2000) obtained in his studies 
and show that highly prosocial children have more friends and liked by group of peers and teacher. 
Clark and Ladd (2000) also find out prosaically oriented children have more and close friends in his 
peer. 

This literature review shows that prosocial behavior is more effective to develop social 
harmony and plays vital role in India to develop social harmony among Indians.

Role of Prosocial behavior to develop Social harmony

For development of social harmony through prosocial behavior in Indians, family, society and 
education can play vital role because a person socialization done by this, which play important role 
in personality development. Thus, it is necessary to develop social harmony through prosocial 
behavior in the development stage of human context of family, society and education. These are:

(a) Role of Family

Family is first institution for any child and family affects his whole life. In the development 
stage early childhood experience play vital role in the life of child because learning of child start in 
this age. In fact, it is a make foundation for personality building and as you know that strong 
personality building based on strong foundation and family provide this foundation. Therefore, 
according to cognitive theory of Piaget (1920-1930) early five year of life is very important in the 
developmental age of personality (Singh, A.K., 2002). Child learns from their environment and his 
family members, thus it is family's responsibility to provide healthy environment for their child 
growth. For this family should provide and promote these activities: 

(1) To promote sharing their things with other children 

(2) To reinforce helping behavior  

(3) To cooperate others 

(4) To reinforce prosocial activity 

(5) To develop respect for all religions, cultures, communities, creed, castes etc.
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(6) Become a role model form their child

(7) Give conformity only right

(8) Avoid discriminate behavior

(9) Tell example through story power is in unity 

(10) To show concern for others and do something for their betterment

(11) To promote socially acceptable behavior

(b) Role of Society 

Society is another institution, where human being lived. Human being is man of society and 
without society, we can not imagine about human. Society makes some rules and goals and to 
achieving this target, it makes many institutions and every institution worked for its betterment.  
Therefore, to develop social harmony, society should promote such prosocial activities, which 
promote social harmony. These activities are:

(1) To develop helping culture among the people

(2) To trained people in tolerance technique and accept co-existence of others in society

(3) To promote law of equality from moral values, which say every human is son of God and 
every one have equal right, no one is greater nor inferior.

(4) To promote and recognize helping behavior by the society

(5) To arrange social get to gather time to time, where member of different community is 
invited and have opportunity to develop mutual understanding among them

(6) To organize workshop and seminar, where they have opportunity to interact others 
community members and develop social concern for other people 

(7) To emphasize or promote universal social and moral value, which based on welfare for 
all

(8) To find out those religious thought in different religion, which say welfare of all human 
beings

(9) To encourage donation for poor and society welfare

(10) To aware for social responsibility for sound society

(11) To develop social cooperation among the people of different community through  
different social activities 

(c) Role of Education

Education is main institution of society and educational institution play vital role in human 
life. Its main work is to develop child personality according to society norms. Thus, education can 
play important role to develop social harmony and to achieve this target and facilitate such type of 
prosocial environment and activities in educational institution and classroom practices, which 
promote social harmony. For this, educational institution can be used so many prosocial techniques, 
these techniques are: 

1. To facilitate positive interaction 

2. To develop democratic classroom
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3. To develop social skill

4. To develop cooperative environment 

5. To make sensitive about society

6. To reinforce helping behavior

7. To emphasize social and moral values

8. To assign group project

9. To arrange cooperative games

10. To develop self-assessment skill

11. To develop healthy relationship

12. To present him/herself as a role model

13. To organize co-curriculum activities

Conclusion

Above all discussions show that prosocial behavior and social harmony all most have same 
elements and closely intercorrelated and prosocial behavior definitely support to enhance social 
harmony. Thus, it is clear that prosocial behavior and social harmony is two aspects of one coin and 
when one (prosocial activities) increase another one (social harmony) also enhance. In Indian 
context prosocial behavior, become an effective tool to reduce social conflict and develop mutual 
respect among the Indians. For this family, society and education can play vital role to promote and 
provide prosocial activities to minimized social anxiety and enhance social harmony among the 
Indians.    
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A Comparative Study of Scientific Creativity among Boys and Girls of Class IX

Hans Raj, Research Scholar, Faculty of Education (K) Banaras Hindu University

Abstract

The purpose of this study was to investigate the differences among boys and girls in terms of 
different aspects of scientific creativity. A sample of 53 boys and 43 girls studying in five 
secondary schools of Varanasi city was randomly selected. The investigator had personally met 
the participants and administered the tool, i.e. Test of Scientific Creativity (Verbal) designed by 
the investigator. Means, S.D.s and t-test were calculated to analyze the data. The findings reveal 
that boys do not differ significantly in all the variables of verbal scientific creativity from the 
girls.

Key words: Scientific Creativity, Secondary school students

Introduction

 Creativity is a multidimensional construct which should be indicated by the ability to produce 
more associations and to produce more that are unique. In the initial period, the concept of creativity 
was appearing more often in art theory. It was linked with the concept of imagination. It has 
something in itself like creation. Creativity has been conceptualized as divergent thinking by 
Guilford (1950). According to Guilford, divergent thinking is such as a kind of mental operation in 
which we think in different directions, sometimes searching, some times seeking variety.

There are four distinct approaches of creativity: (a) product (b) person (c) press and (d) 
process. The product approach to creativity focuses on outcomes and those things that result from 
creative process. It is concerned with important characteristics that distinguish more creative from 
less creative products as perceived by different people for different purposes. Creative products are 
emphasized for elements of newness, freshness and inventiveness they have. 

The quality of originality is represented in these products involving fusion of perception in 
new way, finding new connections and relationships, producing new insights, and moulding of 
experiences in new organizations. Creative products are novel-they are not imitations, nor are they 
mass produced (Barron 1988 & Torrance 1981). 

The person approach is based on research on personal characteristics. The press approach to 
creativity typically includes the total complex situation (press) in which creative processes are 
initially stimulated and sustained through completion. Research concerning the situation in which 
scientific creativity occurs has explained a large array of psychological, social, cultural, political and 
historical factors assumed to be related to creative achievement. The process approach has been less 
personal and more behavioural and has been more oriented to delineate various steps, styles and 
strategies within the creative process. The creative process has these steps; first, the selection of the 
problem; second, the extended effort to solve the problem, constraints must be set on the solution of 
the problem, here some constraints will prove to be wrong so there must be a process of changing 
constraints. This process is related to what is called “restricting” in Gestalt psychology and often 
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occurs as a sudden illumination. Finally, a process of verification and elaboration is required, in 
which the scientist ascertains the value of the new set of constraints and put that set into a form and 
it can be presented to the public (Stumpf, 1995).

In 1966, Torrance developed a benchmark method for quantifying creativity with his Torrance 
tests of creative thinking (TTCT). Building on J.P. Guilford's work, Torrance involved simple tests 
of divergent thinking and other problem solving skills, which were identified by four factors:

(a) Fluency: Total number of interpretable, meaningful and relevant ideas generated in 
response to the stimulus.

(b) Flexibility: The number of different categories of relevant responses.

(c) Originality: The statistical rarity of the responses.

(d) Elaboration: The amount of detail in the responses.

Generally, creativity is a multidimensional (verbal and non verbal) attribute differentially, 
distributed among people and includes chiefly the factors of seeking problems, fluency, flexibility, 
originality, inquisitiveness and persistency. Moravesik (1981) has defined scientific creativity as 
“Scientific Creativity may be viewed as the attainment of new and novel steps in realizing the 
objectives of science. Scientific creativity can manifest itself in the conception of new ideas 
contributing to new experiments to probe nature's law, in the development of scientific ideas applied 
to particular domains of practical interest, in the realization of new organizational features of 
scientific research and the scientific community, in the novel implementation of plans and blue 
prints for scientific activities in trail-blazing undertakings to transmit the scientific outlook in to the 
public mind and in many other realms.” 

Hu and Adey (2002) proposed the three-dimensional scientific structure creativity model 
(SSCM) for measuring scientific creativity. They defined scientific creativity as “a kind of 
intellectual trait or ability producing or potentially a certain product that is original and has social 
or personal value, designed with a certain purpose in mind, using given information.” Thus, 
scientific creativity is different from general creativity. It is more based on objectivity and takes a 
longer route of time than the general creativity in the creation of final output.

Need and Significance of the Study

According to National Policy of Education (1986), “science education programmes will be 
designed to enable the learner to acquire problem solving and decision-making skills and to discover 
the relationship of science with health, agriculture, industry and other aspect of daily life.” Thus, 
science education should be provided to the students such that scientific creativity can be developed 
and sparked new ideas for innovations and inventions.

Creativity is essentially a multifaceted phenomenon. It is found in every human less or more 
degree at every stage of development. Fostering creativity in the classroom demands a special 
climate. The objective of this climate is to enhance creative thinking in the students through 
enrichment activities running across a wide range of school subjects. We need to satisfy the 
intellectual curiosity of children which is generally not satisfied within the framework of regular 
educational system.
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Mackinnon (1978) acknowledged that most school environments don't support creative 
development and many even suppress creative expression. It has been noted that schools emphasize 
knowledge acquisition and little attention has been placed on the development of strategies and 
techniques that can foster student's creative potential. The teacher is a nation builder, so it is 
responsibility to encourage creative talents even if sometimes he may have to bear difficulties due to 
divergence behaviour of the students. 

Genderwise comparative studies of general creativity have been accomplished by many 
researchers, but a few researches are found on comparative analysis of scientific creativity along 
with gender differences. Therefore, it is need of present time to compare boys and girls on the basis 
of scientific creativity So that, it will be clear whether there is need of different teaching-learning 
environment for boys and girls due to their gender differences or not. 

Statement of the Problem

The present work is entitled as “A Comparative Study of Scientific Creativity Among Boys 
and Girls of Class IX.”

Objective

ØTo compare the boys and girls on the basis of scientific creativity and its components, i.e. 
fluency, flexibility & originality.

Hypothesis of the Study

ØThere is no significant difference between the boys and the girls on the basis of scientific 
creativity and its components, i.e. fluency, flexibility & originality.

Methodology

Sample: A sample of 53 boys and 43 girls studying in five secondary schools of Varanasi city of 
Uttar Pradesh was selected on random basis for the present study. The sample was equal on age and 
socio-economic status. 

Design of the study: In the present study descriptive survey method was used.

Tool Used: To assess the scientific creativity of the students, the test of scientific creativity (TSC) 
was used. It was developed by the investigator. The test retest reliability of total scientific creativity 
was found to be.864. The content validity index (Mean CVR) was found to be .94.

Result and Discussion

Obtained data were analyzed using descriptive statistics (Mean, Standard deviation and C-
Ratios). Frequency distribution of scientific creativity scores was computed to ascertain the 
normalcy of data and C-ratios were computed to find out the gender difference in fluency, flexibility, 
originality and overall scientific creativity.

In the analysis of data pertaining means, SD's of fluency, flexibility, originality and total 
scientific creativity were computed separately. Table no. 1 showing the mean differences in fluency, 
flexibility, originality and composite scientific creativity were presented in relation to gender.
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Table 1: Showing The Mean Differences In Fluency, Flexibility, Originality 
And Composite Scientific Creativity

         Variables 

 

Boys 

(N=53) 

Girls 

(N=43) t-value 

 

Level of 

significance 

 Mean S.D. Mean S.D. 

Fluency 21.79 7.98 19.34 8.42 1.45 N.S. 

Flexibility 17.50 5.81 15.57 6.19 1.57 N.S. 

Originality 17.27 15.85 13.84 13.09 1.16 N.S. 

Total Scientific Creativity  56.56 28.41 48.75 26.37 1.40 N.S. 

From the above table no. 1, it is clear that obtained mean scores of boys and girls are similar in 
all components, i.e. fluency, flexibility and originality. It shows no significant differences in boys 
and girls in all components of verbal scientific creative thinking. Earlier, similar findings were 
reported by Meetai & Chandra (2012) who found no significant difference in fluency, flexibility and 
overall scientific creativity on the basis of gender. Singh (1992) also found that boys are not differed 
significantly from girls in all components of verbal scientific creativity.

Here, it is found that there is no significance difference in the fluency scores. This indicated 
that there is no significant difference in cognition level of boys and girls, by which an individual 
retrieves items of information from his personal information in storage and no significant difference 
in the flexibility scores show that the boys and the girls are similar in the fluidity of information or 
striking out new directions. It is also shown by the table that there is no significant difference in the 
originality scores. It points out that there is no significant difference in the creative thinking of boys 
and girls. They have similarities in creative thinking and generating original and novel outputs.

Thus, the comparison of boys and girls of secondary schools in terms of their performance on 
verbal measures of scientific creative thinking suggests that the boys have similar scores to girls on 
all measures of scientific creativity i.e. fluency, flexibility and originality. It suggests that boys and 
girls are similar in simulating and prompting environment and freedom for the cultivation and 
enhancement of original ideas.

Conclusion

Thus, it is concluded on the basis of data analysis of scientific creativity of secondary school 
students that boys and girls have equal level of scientific creative thinking. They also have 
similarities in all aspects of scientific creativity i.e. fluency, flexibility & originality. So, it is the 
responsibility of parents at home and teachers in schools to give them equal opportunities and to 
avoid discrimination based on gender.. 
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f'k{kk dk vf/kdkj vf/kfu;e ds rgr~ fo|ky; izcU/ku lfefr }kjk vius 
mÙkjnkf;Roksa ds fuoZgu gsrq viuk;h x;h ;qfDr;ksa dk v/;;u

Ajay Kumar Singh, Research Scholar, Faculty of Education (K) BHU

Dr. H.C.S. Rathore, Professor, Faculty of Education (K) BHU.

Abstract

The School Management Committee (SMC) has a crucial role in the effective implementation of 
RTE Act at School level. The Success of RTE Act depends upon the issue, "how effectively the 
SMC members perform their responsibilities. This study explored the strategies adopted by the 
committee in order to perform duty under RTE Act. The data was collected from 311 members of 
SMC of primary and upper primary school of Varanasi (U.P.) using self-constructed 
questionnaire. The collected data was analysed and reported in this study which manifests the 
ground realities about functioning of SMC under Act.

Key-words: RTE Act, SMC Members, Responsbilities.

Hkkjro"kZ izkphu dky ls gh f”k{kk ds {ks= esa vxz.kh dsUnz jgk gS D;ksafd ;gka ij izkjEHk ls gh ,d 
O;ofLFkr “kSf{kd iz.kkyh fodflr FkhA le; ds lkFk cnyrh ifjfLFkfr;ksa ,oa uhfr;ksa ds dkj.k “kSf{kd 
iz.kkyh esa fujUrj cnyko vkrs jgsA fotu 2020 esa ns”k dks fodflr jk"Vª cukus dk ladYi fy;k x;k gSA 
blesa dksbZ lUnsg ughsa gS fd fodkl”khy ls fodflr jk"Vª cukus esa lcls egRoiw.kZ Hkwfedk f”k{kk dh gksxh] 
vkSj f”k{kk esa Hkh fo”ks"kdj izkjfEHkd f”k{kk dh D;ksafd izkjfEHkd f”k{kk gh thou dk vk/kkj rS;kj djrh gS 
vkSj ;g vk/kkj ftruk gh etcwr gksxk m¡pkbZ mlh vuqikr esa fu/kkZfjr gksxhA blh rF; dks /;ku esa j[krs 
gq, ljdkj }kjk izkjfEHkd f”k{kk ds lkoZHkkSehdj.k gsrq dbZ ;kstuk,a ,oa uhfr;ka vey esa yk;h x;h fdUrq 
fQj Hkh fdUgha dkj.ko”k fu/kkZfjr y{; ugha ik;k tk ldkA vr% ljdkj }kjk mDr y{; dh izkfIr gsrq 
2009 esa fu%”kqYd ,oa vfuok;Z ,oa cky f”k{kk dk vf/kdkj vf/kfu;e ikfjr fd;k x;k] ftls 1 vizSy 2010 
ls ns”k esa ykxw fd;k x;kA

fdlh Hkh ns”k dh f”k{kk O;oLFkk dk ,d eq[; i{k mldk O;oLFkkiu ;k izcU/ku gksrk gSA lkekU;r% 
;g rF; Hkh egRoiw.kZ gS fd fdlh Hkh dk;Z ds lQy lEiknu esa tu lg;ksx dh egRoiw.kZ Hkwfedk gksrh gSA 
blh dks ewrZ #i nsus fy;s lu~ 1953 esa lkeqnkf;d fodkl dk;ZØe lapkfyr fd;k x;kA 1986 dh jk"Vªh; 
f”k{kk uhfr esa izkFkfed f”k{kk eas lq/kkj gsrq xzke f”k{kk lfefr;ksa ds xBu dk lq>ko fn;k x;kA 1992 esa 
la”kksf/kr jk"Vªh; f”k{kk uhfr ls lEcfU/kr dk;Zuhfr esa fo|ky; izcU/ku fo"k; ds vUrxZr fodsUnzhd`r 
fu;kstu ,oa izcU/ku ij cy fn;k x;k ,oa mlesa tuleqnk; dh Hkkxhnkjh dh ckr dgh x;hA blh Øe esa 
fu%”kqYd ,oa vfuok;Z ,oa cky f”k{kk dk vf/kdkj vf/kfu;e 2009 esa Hkh fo|ky; ds lrr~ ,oa O;ofLFkr 
lapkyu gsrq fo|ky; izcU/ku lfefr ds xBu dk izko/kku fd;k x;k gS] ftlesa rhu pkSFkkbZ lnL; cPpksa ds 
vfHkHkkod gksrs gSA vf/kfu;e esa lfefr dks dbZ egRoiw.kZ mÙkjnkf;Ro lkaSis x;s gaS( ftlesa eq[; #i ls 
fo|ky; izCkU/k lfefr fo|ky; dh dk;Ziz.kkyh dk vuqJo.k] fo|ky; fodkl ;kstuk dk fuekZ.k ,oa mldh 
laLrqfr rFkk jkT; ljdkj vFkok LFkkuh; izkf/kdkjh vFkok vU; lzksrksa ls izkIr vuqnku ds lnqi;ksx ds 
vuqJo.k bR;kfn d`R;ksa dk lEiknu djsxh ftlds fy, og vius lnL;ksa esa ls y?kqrj dk;Z&leqgksa dk xBu 
dj ldrh gSA

izLrqr “kks/k dk;Z ds lanHkZ esa vc rd tks v/;;u izkIr gq, gS os f”k{kk dk vf/kdkj vf/kfu;e 2009 
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ds rgr~ xfBr fo|ky; izcU/ku lfefr ls lEcfU/kr u gksdj ljdkjh vkns”kksa ds rgr~ xfBr lfefr;ksa ,oa 
leqnk; lg;ksx ;k Lo izcU/ku ls lEcfU/kr v/;;u gSA fo|ky; ds lrr~ lapkyu gsrq xfBr lfefr;ksa ls 
lEcfU/kr v/;;uksa esa xuifr ¼2007½] jkWo ¼1999½ us vius v/;;u esa ik;k gS fd lfefr ds iz;klksa ds 
ifj.kke Lo#i ckydksa ds ukekadu esa o`f) gqbZA blds vfrfjDr xuifr ¼2007½ us vius v/;;u eas ;g Hkh 
ik;k fd fo|ky; fodkl ,oa izcU/ku lfefr ds lnL;ksa rFkk vfHkHkkodksa ds fu;fer Ik;Zos{k.k ds dkj.k 
f”k{kdksa dh fu;ferrk esa o`f) gqbZ ,oa fo|ky; fodkl ,oa izcU/ku lfefr ds vf/kdak”k lnL; ,oa yxHkx 
lHkh vfHkHkkodksa us Ldwy }kjk vk;ksftr ikB~;lgxkeh fØ;kvksa esa fu;fer lgHkkfxrk iznf”kZr dhA jkWo 
¼1999½ rFkk nqXxy ¼2005½ ds v/;;u ls bl ckr dh iqf"V gksrh gS fd lfefr }kjk /kkj.k] fo|ky; fodkl 
,oa lq/kkj ds fy;s fofHkUu xfrfof/k;ksa ;k dk;ZØeksa dk vk;kstu fd;k x;k ,oa bl dk;Z esa dkQh gn rd 
lQyrk Hkh izkIr dh xbZA blh Øe esa vfXugks=h ,oa jLrksxh ¼2007½ us vius v/;;u esa ik;k fd lexzr% 
U;kn"kZ eas p;fur fo|ky;ksa dh xzke f"k{kk lfefr;k¡ vkSlr :i ls vius iz"kklfud nkf;Roksa] "kSf{kd rFkk 
foÙkh; nkf;Roksa dh izfriwfrZ Øe"k% 52.36%] 30.68 % rFkk 68.56 rd djrh gSaA 

tcfd blds foijhr dbZ ,sls v/;;u Hkh izkIr gq, gS ftuds ifj.kke lfefr dh Hkwfedk ds 
udkjkRed i{k dh vksj ladsr djrs gS tks fuEufyf[kr gS& dqekj ¼2007½ us vius v/;;u esa ik;k fd 
tgk¡ jkT; esa f”k{kdksa ,oa Nk=ksa ds e/; vuq”kklughurk ,oa vuqifLFkfr dk nj Å¡pk gS ogk¡ ij fo|ky; 
izcU/ku lfefr }kjk bu rF;kas dk vuns[kk dj fn;k tkrk gS ,oa muds f[kykQ fdlh izdkj dh dk;Zokgh 
ugha dh tkrh gSA ;|fi fo|ky; ds fuekZ.k lEcU/kh fcUnqvksa ;k eqíks ij ppkZ rks dh tkrh gS ijUrq 
vf/kdak”k fo|ky;ksa esa vk/kkjHkwr lqfo/kvksa dk vHkko gS] ,oa dqN fo|ky; rks ,sls gS ftudh fLFkfr ekud ds 
vuqlkj vR;ur n;uh; gSaA bldh iqf"V ;qlqQ ¼1995½ ds v/;;u ls Hkh gksrh gS ftlesa mUgksaus ik;k fd 
fo|ky; izcU/ku lfefr vkSj PTA fcuk fdlh izlk”kfud vf/kdkjksa ds dk;Z dj jgs gSaA fo|ky; izcU/ku 
lfefr ds lfpo ¼iz/kkuk/;kid½ cSBdksa dks fu;fer ,oa lqpk: :Ik la pykus dk iz;kl ugha djrs gaSA blh 
Øe esa eksfgrs ¼2000½] vxzoky ,oa >kW ¼2001½] csVkfxjh ¼2003½ rFkk Rathinam ¼2008½ us Hkh vius 
v/;;u esa ik;k fd fo|ky; ds lapkyu gsrq xfBr xzke f”k{kk lfefr izHkkoh <ax la dk;Z ugha dj jgh gSA

bl izdkj Li"V gS fd izkjfEHkd f”k{kk ds lanHkZ esa fdlh Hkh fu/kkZfjr y{; dks izkIr djus esa fo|ky; 
ds lrr~ lapkyu gsrq cuk;h xbZ lfefr;ksa dh eq[; Hkwfedk gksrh gSA vr% blh Øe esa orZeku le; esa 
izkFkfed f”k{kk ds lkoZHkkSehdj.k ds y{; dh izkfIr esa f”k{kk dk vf/kdkj vf/kfu;e ds rgr~ izR;sd fo|ky; 
eas xfBr fo|ky; izcU/ku lfefr dh cgqr gh egRoiw.kZ Hkwfedk gSA vr% fu/kkZfjr y{; dh izkfIr ds lanHkZ esa 
fuEu iz”uksa dk mBuk LokHkkfod gS fd & 

D;k fo|ky; izcU/ku lfefr vius mÙkjnkf;Roksa dks le>rh gS \

D;k fo|ky; izcU/ku lfefr vius mÙkjnkf;Roksa dk Bhd <ax ls fuoZgu dj jgh gS \

D;k fo|ky; izcU/ku lfefr }kjk mÙkjnkf;Roksa ds fuoZgu gsrq viuk;h x;h ;qfDr;ka lgh vkSj 
izHkko”kkyh gS \

;g dqN ,sls iz”u gSa ftudk “kks/k vk/kkfjr mÙkj fo|ky; izcU/ku lfefr dh Hkwfedk vkSj f”k{kk dk 
vf/kdkj vf/kfu;e ds fu/kkZfjr y{;ksa dh izkfIr esa lfefr dh Hkwfedk ds ewY;kadu gsrq vko”;d gSA 

vr% izLrqr “kks/k v/;;u ;g Kkr djus ds fy;s fd;k x;k fd fo|ky; izcU/ku lfefr }kjk  f”k{kk 
dk vf/kdkj vf/kfu;e ds rgr~ iznŸk vius mÙkjnkf;Roksa ds fØ;kUo;u gsrq fdu&fdu ;qfDr;ksa ,oa rduhdksa 
dks viuk;k tkrk gaSA  

  v/;;u dk mís";

bl v/;;u dk izeq[k mÌs”; okjk.klh tuin ds izkjfEHkd fo|ky;ksa esa xfBr fo|ky; izcU/ku lfefr 
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ds lnL;ksa }kjk mUgsa f”k{kk ds vf/kdkj vf/kfu;e ds rgr iznŸk dk;ksZa ¼fo|ky; ls lEcfU/kr½ ds fØ;kUo;u 
dh ;qfDr;ksa dk v/;;u djukA

v/;;u fof/k

izLrqr “kks/k ds izeq[k mís”; dh izd`fr dks ns[krs gq, vuqla/kku gsrq loZs{k.k fof/k dks viuk;k x;kA 

tula[;k 

izLrqr “kks/k v/;;u esa mÙkj izns”k ds okjk.klh tuin esa vofLFkr izkFkfed ,oa mPp izkFkfed 
fo|ky;ksa esa o"kZ 2012&13 esa xfBr fo|ky; izcU/ku lfefr ds lnL;ksa dks thola[;k ds :Ik esa lfEefyr 
fd;k x;k FkkA

izfrn'kZ ,oa izfrn'kZu fof/k

izLrqr v/;;u esa ifjHkkf"kr tula[;k ls izfrn”kZ ds :Ik esa izkjfEHkd izkFkfed ,oa mPp izkFkfed 
fo|ky; ¼”kgjh ,oa xzkeh.k½ dk p;u ;kn`fPNd xqPN izfrn”kZu fof/k ¼ Random Cluster Sampling½ }kjk 
fd;k x;kA izfrn”kZ p;u gsrq “kgjh {ks= ds nks [k.M ,oa xzkeh.k {ks= ds pkj Cykdksa ls Øe”k% nks izkFkfed 
fo|ky; nks mPp izkFkfed fo|ky; ,oa nks vuqnkfur mPp izkFkfed fo|ky; dks fy;k x;kA rRi”pkr 
izR;sd fo|ky; esa xfBr fo|ky; izcU/ku lfefr ds lnL;ksa dks izfrn”kZ ds :Ik esa p;u fd;k x;k ftudh 
dqy la[;k 540 Fkh] ftlesa ls 311 lnL;ksa us izfrmÙkj fn;kA 

midj.k

izLrqr v/;;u esa vk¡dM+ksa ds ladyu gsrq “kks/kkFkhZ }kjk ,d v)Z lajfpr iz”ukoyh fufeZr dh x;hA 
izR;sd iz”u ds nks Hkkx FksA izFke Hkkx esa izcU/ku lfefr ds lnL;kas dks Þgk¡] ugha vkSj ekywe ughaß fodYi esa 
ls ,d dk p;u djuk FkkA ftudk mÙkj ^gk¡* gksrk Fkk mUgsa iz”u ds nwljs Hkkx esa nh xbZ rhu ;qfDr;ksa esa 
ls ml ;qfDr dks Hkh pquuk gksrk Fkk tks fn;s x;s mÙkjnkf;Ro dkss fuHkkus gsrq viukrs gSaA ;fn nh xbZ rhu 
;qfDr;ksa ls i`Fkd ;qfDr viukrs gSa rks vU; fodYi pkj ds vUrZxr o.kZu djus dk volj fn;k x;k FkkA 
iz”ukoyh esa dqy vkB iz”u FksA iz”ukoyh dh ifj{k.k iqu% ifj{k.k fof/k }kjk fo”oluh;rk Kkr dh x;h Fkh 
vkSj bldk xq.kkad -82 LFkkfir gqvk FkkA 

vk¡dM+k laxzg.k

izLrqr v/;;u esa lkFkZd vk¡dM+ks ds ladyu gsrq fo|ky;ksa ds iz/kkuk/;kidksa ls lEidZ dj fo|ky; esa 
xfBr fo|ky; izcU/ku lfefr ds lnL;ksa dh lwph izkIr djds lfefr ds lnL;ksa ls lEidZ dj 
fouezrkiwoZd iz”ukoyh ij izfrfØ;k nsus ds fy, vkxzg fd;k x;kA 

lkaf[;dh; vuq'khyu

iz”ukoyh ds ek/;e ls izkIr vk¡dM+ksa dk fo'ys"k.k izfr'kr ds }kjk fd;k x;kA

vk¡dM+kas dk fo'ys"k.k ,oa O;k[;k

fo|ky; izcU/ku lfefr }kjk viuk;h tkus okyh ;qfDr;ksa ds v/;;u gsrq iz'ukoyh esa dqy vkB iz'u 
Fks ftudk fo'ys"k.k ;gk¡ izLrqr dj O;k[;k dh tk jgh gSA 

1- D;k fo|ky; izcU/ku lfefr }kjk fo|ky; dh dk;Z iz.kkyh dk vuqJo.k ¼fuxjkuh½ fd;k 
tkrk gS\
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rkfydk la[;k % 1-1 & fo|ky; dh dk;Z iz.kkyh dk vuqJo.k

rkfydk la[;k % 1-2 & fodYiksa dk fooj.k

izfrfØ;k gk¡ ugha ekywe ugha 
N ¾ 311 288 02 21 

izfr'kr ¼%½ 92.60 0.64 6.75 

Øe la[;k                            fodYi N izfr'kr ¼%½ 
1 lfefr ds lnL;ksa }kjk Lo;a fuxjkuh dh tkrh gSA 187 60.12 
2 fo|ky; ds iz/kkukpk;Z ,oa v/;kidksa dh lgk;rk lsA 131 42.12 
3 fo|ky; ds cPpksa dh lgk;rk lsA 45 14.46 
4 vU;--------------------------------- 00 00 

 izLrqr “kks/k v/;;u esa lfEefyr fo|ky; izcU/ku lfefr ds lnL;ksa esa ls 92-6 izfr”kr lnL;ksa us ^gk¡* 
esa mÙkj fn;k tcfd 6-75 izfr”kr lnL;ksa }kjk fo|ky; dh dk;Ziz.kkyh ds lanHkZ esa vufHkKrk tkfgj dh 
x;h A 0-64 izfr”kr lnL;ksa ds vuqlkj lnL;ksa }kjk fo|ky; dh dk;Ziz.kkyh dh fuxjkuh ugha dh x;hA 
ftu 288 fo|ky; izcU/ku lfefr ds lnL;ksa us fuxjkuh djuk Lohdkj fd;k muesa ls 60 izfr”kr lnL;ksa 
dk ;g ekuuk Fkk fd lfefr ds lnL;ksa }kjk Lo;a fuxjkuh dh x;hA 42 izfr”kr lnL;ksa ds vuqlkj 
fo|ky; dh dk;Z iz.kkyh dh fuxjkuh iz/kkukpk;Z ,oa v/;kidksa dh lgk;rk ls ,oa 14 izfr”kr lnL;ksa ds 
vuqlkj fo|ky; ds cPpksa dh lgk;rk ls fuxjkuh dk dk;Z fd;k x;kA tcfd pkSFks fodYi ds :i esa 
fdlh Hkh lnL; us vuqJo.k dk;Z ds lanHkZ esa fdlh Hkh vU; ;qfDr dh tkudkjh ugha nhA 

ifj.kke rkfydk 1-1 ,oa 1-2 ds voyksdu ls Li"V gS fd fo|ky; izcU/ku lfefr }kjk fo|ky; dh 
dk;Z iz.kkyh dh fuxjkuh ds lEcU/k esa vf/kdka”k lnL;ksa us ;g Lohdkj fd;k gS fd vuqJo.k dk;Z lfefr 
ds lnL;ksa }kjk Lo;a fd;k x;kA vr% Li"V gS fd bl dk;Z dks os yksx Lo;a dh ftEesnkjh ekurs gS vkSj 
egRo nsrs gSA tcfd blds foijhr dqN lnL; vuqJo.k dk;Z esa fo|ky; ds iz/kkukpk;Z] v/;kid ,oa cPpksa 
dh lgk;rk ysus dks Lohdkj djrs gSaA 

izfrfØ;k gk¡ ugha  ekywe ugha  

mÙkjnkrkvksa dh la[;k ¾ 311 
 

247 05  59  

Ikzfr'kr 79.42  1.60  18.97  

rkfydk la[;k % 1-4 & fodYiksa dk fooj.k

Øe la[;k fodYi N Ikzfr'kr ¼%½ 

11 izR;sd o’kZ ds fy, d{kkokj ukekadu 88 28.29 
22 v/;kid]iz/kkuk/;kid ,oa va”kdkfyd vuqns”kdksa dh la[;k 35 11.25 
33 fo|ky; ,oa cPpksa ls lEcfU/kr ewyHkwr vko”;drk 218 70.09 
44 vU;% vkus okys 3 o’kksaZ ds fy;s foÙkh; vko”;drk ij /;ku 06 1.92 

2 & D;k fo|ky; izcU/ku lfefr }kjk fo|ky; fodkl ;kstuk dk fuekZ.k fd;k tkrk gS\  

rkfydk la[;k % 1-3
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rkfydk la[;k 1-3 ,oa 1-4 ls Li"V gS fd lfefr ds lnL;ksa esa ls 79-42 izfr”kr lnL; fo|ky; dh 
fodkl ;kstuk ds fuekZ.k esa ;ksxnku djrs gSA tcfd 18-97 izfr”kr lnL;ksa }kjk fo|ky; fodkl ;kstuk 
ds lanHkZ esa vufHkKrk tkfgj dh x;hA 1-60 izfr”kr lnL;ksa ds vuqlkj fo|ky; fodkl ;kstuk dk fuekZ.k 
ugha fd;k x;kA fofHkUu fodYiksa ds izfrmÙkjksa ¼247½ ds vk/kkj ij Li"V gksrk gS fd 28-29 izfr”kr lnL;ksa 
dk ;g ekuuk gS fd ;kstuk esa izfro'kZ ds fy, d{kkokj ukekadu ij /;ku fn;k x;kA 11-25 izfr”kr 
lnL;ksa ds vuqlkj v/;kid] iz/kkuk/;kid ,oa va”kdkfyd vuqns”kdksa dh la[;k ij] 70-09 izfr”kr lnL;ksa 
ds vuqlkj ;kstuk esa fo|ky; ,oa cPpksa ls lEcfU/kr ewyHkwr vko”;drkvksa ij rFkk tcfd pkSFks fodYi ds 
:i esa 1-92 izfr”kr lnL;ksa us Lohdkj fd;k gS fd ;kstuk esa rhu o'kZ dh vof/k ds fy, o'kZokj vfrfjDr 
fofÙk; vko”;drk ij /;ku fn;k x;kA
3 &  D;k fo|ky; izcU/ku lfefr }kjk j[k&j[kko dk vuqJo.k vf/kfu;e }kjk fu/kZkfjr ekudksa 

ds vuq#i ¼fuxjkuh½ fd;k tkrk gS \
rkfydk la[;k % 1-5

izfrfØ;k  gk¡ ugha ekywe ugha 
mÙkjnkrkvksa dh la[;k ¾ 311 283 02 26 
izfr”kr 90.99 0.64 8.36 

rkfydk la[;k % 1-6   fodYiksa dk fooj.k

Øe la[;k fodYi N izfr'kr ¼%½ 
1 iz/kkukpk;Z ls lwpuk izkIr djdsA 161 51.76 
2 lfefr }kjk Lo;a dk;Zokgh iaftdk ,oa j[kj[kko dh lwph cuk;h tkrh gSA 70 22.50 
3 fu/kkZfjr ekudksa ds lanHkZ esa le;&le; ij fo|ky; dk fujh{k.k fd;k tkrk gSA 141 45.33 
4 vU;-------------------------------------------------------- 40 12.86 

 
rkfydk la[;k 1-5 ,oa 1-6 ls Li"V gS fd lfefr ds 90-99 izfr”kr lnL; ekurs gS fd vf/kfu;e 

}kjk fu/kZkfjr ekudksa ds vuq#i j[k&j[kko dk vuqJo.k ¼fuxjkuh½ fd;k x;k] tcfd 8-36 izfr”kr lnL;ksa 
us bl laca/k esa vufHkKrk tkfgj dhA 0-64 izfr”kr lnL;ksa ds vuqlkj vf/kfu;e }kjk fu/kZkfjr ekudksa ds 
j[k&j[kko dk vuqJo.k ¼fuxjkuh½ lnL;ksa }kjk ugha fd;k tkrk gSA fofHkUu fodYiksa ds izfrmÙkjksa ¼283½ ds 
vk/kkj ij Kkr gksrk gS fd lfefr ds 51-76 lnL;ksa }kjk vf/kfu;e esa fu/kZkfjr ekudksa ds vuq#i 
j[k&j[kko dh fuxjhuh dk dk;Z iz/kkukpk;Z ls lwpuk izkIr djds fd;k x;kA 22-50 izfr”kr lnL;ksa ds 
vuqlkj fuxjkuh gsrq lfefr }kjk Lo;a dk;Zokgh iaftdk ,oa j[k&j[kko dh lwph cuk;h x;h rFkk 45-33 
izfr”kr lnL;ksa ds vuqlkj fu/kkZfjr ekudksa ds lanHkZ esa le;&le; ij fo|ky; dk fujh{k.k fd;k x;kAA 
pkSFks [kqys fodYi ds :i esa 12-86 izfr”kr lnL;ksa us Lohdkj fd;k gS fd fo|ky; ds f”k{kdksa ,oa vU; 
deZpkfj;ksa dh lgk;rk ls fu/kZkfjr ekudksa ds j[k&j[kko dk vuqJo.k ¼fuxjkuh½ fd;k x;kA

4 & D;k fo|ky; izcU/ku lfefr }kjk fo|ky; esa e/;kà Hkkstu ;kstuk dk;ZØe dk vuqJo.k 

¼fuxjkuh½ fd;k tkrk gS \ 

rkfydk la[;k % 1-7

izfrfØ;k gk¡ ugha ekywe ugha 
mÙkjnkrkvksa dh la[;k ¾ 311 302 09 00 
izfr”kr 97.10 2.89 00 
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rkfydk la[;k 1-7 ,oa 1-8 ls Li'V gS fd lfefr ds lnL;ksa esa ls 97-10 izfr”kr lnL;ksa us ^gk¡* esa 
mÙkj fn;k tcfd 2-89 izfr”kr lnL;ksa ds vuqlkj lfefr }kjk fo|ky; esa e/;kà Hkkstu ;kstuk dk;ZØe 
dk vuqJo.k ¼fuxjkuh½ ugha fd;k x;kA fofHkUu fodYiksa ds izfrmÙkj ¼302½ ds vk/kkj ij Li'V gS fd 
lfefr ds 68-81 izfr”kr lnL;ksa }kjk fo|ky; esa e/;kà Hkkstu ;kstuk dk;ZØe dh fuxjkuh dh x;h vkSj  
30-86 izfr”kr lnL;ksa ds vuqlkj fujh{k.k ds fy, xfBr e/;kà Hkkstu lfefr dh lgk;rk ls ;g dk;Z 
fd;k x;k rFkk 45-33 izfr”kr lnL;ksa ds vuqlkj cPpksa dh lgk;rk ls fuxjkuh dk;Z fd;k x;kA pkSFks 
[kqys fodYi ds :i esa 11-57 izfr”kr lnL;ksa ds vuqlkj f”k{kdksa ,oa vfHkHkkodksa dh lgk;rk ls e/;kà 
Hkkstu dh fuxjkuh dk;Z fd;k x;kA

5 & D;k fo|ky; izcU/ku lfefr }kjk e/;kà Hkkstu dh xq.koRrk lqfuf'pr djus dk dk;Z fd;k 
tkrk gS \

rkfydk la[;k % 1-9

rkfydk la[;k % 1-8  fodYiksa dk fooj.k 

Øe la[;k fodYi N izfr'kr ¼%½ 
1 lfefr ds lnL;ksa }kjk Lo;a e/;kà Hkkstu dh fuxjkuh dh tkrh gSA 214 68.81 
2 fujh{k.k ds fy, e/;kà Hkkstu lfefr dk xBu fd;k tkrk gSA 96 30.86 
3 cPpksa dh lgk;rk lsA 141 45.33 
4 vU;--------------------------- 36 11.57 

 

izfrfØ;k  gk¡ ugha ekywe ugha 
mÙkjnkrkvksa dh la[;k ¾ 311 
 

292 04 15 

izfr”kr 93.89 1.28 4.82 

rkfydk la[;k % 1-10 fodYiksa dk fooj.k 

Øe la[;k fodYi N izfr'kr ¼%½ 
1 fu/kkZfjr ehuw ds vuqlkj Hkkstu dh [kk|&lkexzh ,oa ek=k dh tk¡p dh tkrh gSA 238 76.52 
2 le;&le; ij lfefr ds lnL;ksa }kjk vkSpd fujh{k.k fd;k tkrk gSA 119 38.26 
3 lnL;ksa }kjk Lo;a Hkkstu dh xq.koRrk dh tk¡p p[kdj dh tkrh gSA 125 40.19 
4 vU;----------------------- 04 1.28 

 
rkfydk la[;k 1-9 ,oa 1-10 ls Li'V gS fd lfefr ds 93-89 izfr”kr lnL;ksa us Hkkstu dh xq.koÙkk 

dh tk¡p djuk Lohdkj fd;k tcfd 4-82 izfr”kr lnL;ksa us lfefr }kjk e/;kà Hkkstu dh xq.koRrk dks 
lqfuf”pr djus ds laca/k esa vufHkKrk tkfgj dhA 1-28 izfr”kr lnL;ksa ds vuqlkj lfefr }kjk fo|ky; esa 
e/;kUg Hkkstu dh xq.koRrk dks lqfuf”pr djus dk dk;Z ugha fd;k x;kA fofHkUu fodYiksa ds izfrmÙkjksa 
¼292½ ds vk/kkj ij Li'V gS fd lfefr }kjk e/;kà Hkkstu dh xq.koRrk dks lqfuf”pr djus ds laca/k esa 76-
52 izfr”kr lnL;ksa ds vuqlkj lfefr ds lnL;ksa }kjk fu/kkZfjr ehuw ds vuqlkj Hkkstu dh [kk|&lkexzh ,oa 
ek=k dh tk¡p dh x;hA 38-26 izfr”kr lnL;ksa ds vuqlkj le;&le; ij lfefr ds lnL;ksa }kjk Lo;a 
vkSpd fujh{k.k fd;k x;k rFkk 40-19 izfr”kr lnL;ksa ds vuqlkj lnL;ksa }kjk Hkkstu dh xq.koRrk dh tk¡p 
Lo;a p[kdj dh x;hA pkSFks fodYi ds :i esa 1-28 izfr”kr lnL;ksa ds vuqlkj lg[kkrsnkj }kjk fufj{k.k 
fd;k x;kA
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6 & D;k fo|ky; izcU/ku lfefr }kjk izkIr vuqnku ,oa O;; dk vuqJo.k ¼fuxjkuh½ fd;k tkrk gS \
rkfydk la[;k % 1-11

izfrfØ;k gk¡ ugha ekywe ugha 

mÙkjnkrkvksa dh la[;k ¾ 311 298 01 12 

izfr”kr
 

95.81
 

.32
 

3.85
 

rkfydk la[;k % 1-12 fodYiksa dk fooj.k 

Øe la[;k  fodYi  N izfr'kr ¼%½ 
1  fo|ky;  ds vfHkys[kksa ds ek/;e lsA  165 53.05 

2  iz/kkukpk;Z ,oa v/;kidksa dks bldh ftEesnkjh lkSi nh tkrh gSA 100 32.15 

3  lfefr ds lnL;ksa }kjk cuk;h x;h ,d tk¡p lfefr }kjkA 117
 

37.62
 

4
 

vU;--------------------
 

27
 

8.68
 

 

rkfydk la[;k 1-11 ,oa 1-12 ls Li'V gS fd lfefr 95-81 izfr”kr lnL;ksa us ^gk¡* esa mÙkj fn;k 
tcfd 3-85 izfr”kr lnL;ksa us lfefr }kjk izkIr vuqnku ,oa O;; ds vuqJo.k ¼fuxjkuh½ ds laca/k esa 
vufHkKrk tkfgj dhA -32 izfr”kr lnL;ksa ds vuqlkj lfefr }kjk izkIr vuqnku ,oa O;; dk vuqJo.k 
¼fuxjkuh½ dk;Z ugha fd;k x;kA fofHkUu fodYiksa ds izfrmÙkjksa ¼298½ ds vk/kkj ij Li'V gS fd 53-05 
izfr”kr lnL;ksa ds vuqlkj fo|ky; ds vfHkys[kksa ds ek/;e ls vuqJo.k fd;k x;kA 32-15 izfr”kr lnL;ksa 
ds vuqlkj iz/kkukpk;Z ,oa v/;kidksa dks bldh ftEesnkjh lkSi nh x;h rFkk 37-62 izfr”kr lnL;ksa ds 
vuqlkj lfefr ds lnL;ksa }kjk cuk;h x;h ,d tk¡p lfefr }kjk vuqJo.k fd;k x;kA pkSFks fodYi ds :i 
esa 8-68 izfr”kr lnL;ksa us Lohdkj fd;k gS fd xzke iz/kku ,oa vfHkHkkodksa ds ek/;e ls vuqJo.k fd;k 
x;kA

7 & D;k fo|ky; izcU/ku lfefr }kjk fo|ky; fodkl ;kstuk rS;kj djus ds lUnHkZ esa dksbZ 

le;&lhek fuf'pr dh x;h gS \
rkfydk la[;k 1-13

izfrfØ;k  gk¡ ugha ekywe ugha 

mÙkjnkrkvksa dh la[;k ¾ 311  
 

270 03 38 

izfr”kr  86.81 0.96 12.21 

rkfydk la[;k  1-14 % fodYiksa dk fooj.k

Øe  la[;k  fodYi  N izfr'kr ¼%½ 
1  vko”;drkuqlkjA  139 51.48 
2  foÙkh; o’kZ dh lekfIr ls de ls de rhu ekg iwoZA 95 35.18 

3  v/;kidksa dks bldh ftEesnkjh lkSi nh tkrh gSA 39 14.44 

4  vU;----------------------------  09 3.33 
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rkfydk la[;k 1-13 ,oa 1-14 ls Li"V gS fd 86-81 izfr”kr lnL;ksa ds vuqlkj fo|ky; fodkl 
;kstuk rS;kj djus gsrq le;&lhek fuf”pr dh tkrh gSA 12-21 izfr”kr lnL;ksa us lfefr }kjk fo|ky; 
fodkl ;kstuk rS;kj djus ds le;&lhek ds laca/k esa vufHkKrk tkfgj dhA yxHkx ,d izfr”kr lnL; 
,sls Hkh Fks ftudk ekuuk Fkk fd fodkl ;kstuk rS;kj djus ds lUnHkZ esa dksbZ le;&lhek fuf”pr ugha dh 
x;hA fofHkUu fodYiksa ds izfrmÙkjksa ds vk/kkj ij Kkr gqvk fd lfefr }kjk fo|ky; fodkl ;kstuk rS;kj 
djus dh le;&lhek ds laca/k esa 51-48 izfr”kr lnL;ksa ds vuqlkj vko”;drkuqlkj fo|ky; fodkl 
;kstuk rS;kj dh tkrh gSA 35-18 izfr”kr lnL;ksa ds vuqlkj foÙkh; o"kZ dh lekfIr ls de ls de rhu 
ekg iwoZ fo|ky; fodkl ;kstuk rS;kj dh x;h rFkk 14-14 izfr”kr lnL;ksa ds vuqlkj v/;kidksa dks bldh 
ftEesnkjh lkSi nh x;hA pkSFks fodYi ds :i esa 3-33 izfr”kr lnL;ksa us Lohdkj fd;k gS fd foÙkh; o"kZ dh 
lekfIr ls de ls de N% ekg iwoZ fo|ky; fodkl ;kstuk rS;kj dh x;hA

8 & f'k{kk dk vf/kdkj vf/kfu;e esa fo|ky; izcU/ku lfefr ds lUnHkZ esa of.kZr dk;Z ,oa 
nkf;Roksa ds fuoZgu gsrq D;k fo|ky; izcU/ku lfefr ds lnL;ksa dksa izf"k{k.k fn;k x;k \

rkfydk la[;k % 1-15

izfrfØ;k  gk¡ ugha ekywe ugha 

mÙkjnkrkvksa dh la[;k = 311  261 06 44 

izfr'kr  83.92 1.92 14.14 

rkfydk la[;k % 1-16  fodYiksa dk fooj.k &  

Øe la[;k  fodYi  N izfr'kr ¼%½ 
1  ch0 vkj0 lh0 ij C;k[;ku ,oa iz;ksx }kjkA 192 61.73 
2  fo|ky; ij C;k[;ku }kjkA 31 9.96 
3  “kadqy Lrj ij C;k[;ku ,oa iz;ksx }kjkA 119 38.26 

4  vU;-------------------------------  
 

09 2.89 

rkfydk la[;k 1-15 ,oa 1-16 ls Li"V gS fd 83-92 izfr”kr lnL;ksa ds vuqlkj izf”k{k.k fn;k x;k 
tcfd 14-14 izfr”kr lnL;ksa us vf/kfu;e esa fo|ky; izcU/ku lfefr ds lUnHkZ esa of.kZr dk;Z ,oa nkf;Roksa 
ds fuoZgu gsrq lnL;ksa ds izf”k{k.k ds laca/k esa vufHkKrk tkfgj dhA 1-92 izfr”kr lnL; ,sls Hkh Fks ftudk 
ekuuk Fkk fd fdlh izdkj dk izf”k{k.k ugha fn;k x;kA fofHkUu fodYiksa ds izfrmÙkjksa ¼261½ ds vk/kkj ij 
ik;k x;k fd 61-73 izfr”kr lnL;ksa ds vuqlkj ch0 vkj0 lh0 ij C;k[;ku ,oa iz;ksx }kjk izf”k{k.k fn;k 
x;kA 9-96 izfr”kr lnL;ksa ds vuqlkj fo|ky; ij C;k[;ku }kjk rFkk 38-26 izfr”kr lnL;ksa ds vuqlkj 
“kadqy Lrj ij C;k[;ku ,oa iz;ksx }kjk izf”k{k.k fn;k x;kA pkSFks fodYi ds :i esa 2-89 izfr”kr lnL;ksa us 
Lohdkj fd;k gS fd xzke iapk;r Lrj ij O;k[;ku ds ek/;e ls izf”k{k.k fn;k x;kA

fu"d"kZ

f”k{kk ds vf/kdkj vf/kfu;e ds rgr~ fo|ky; izcU/ku lfefr ds lnL;ksa dks iznŸk mÙkjnkf;Roksa ds 
fØ;kUo;u gsrq muds }kjk viuk;h x;h ;qfDr;ksa ,oa rduhdksa ds v/;;u ls izkIr ifj.kkeksa ls Li"V gaS fd 
fo|ky; izcU/ku lfefr }kjk fo|ky; dh dk;Z iz.kkyh dh fuxjkuh dj jgs vf/kdka”k lnL;ksa us ;g Lohdkj 
fd;k gS fd vuqJo.k dk;Z fd;k tkrk gS ,oa ;g dk;Z lfefr ds lnL;ksa }kjk Lo;a fd;k x;kA ifj.kkeksa ls 
;g Hkh Kkr gksrk gS fd vf/kdka”k lnL; fo|ky; dh fodkl ;kstuk esa fo|ky; ,oa cPpksa ls lEcfU/kr 
ewyHkwr vko”;drkvksa ij lcls vf/kd /;ku nsrs gSA vf/kfu;e }kjk fu/kZkfjr ekudksa ds vuqlkj j[k&j[kko 
dh fuxjkuh ds laca/k esa vf/kdka”k iz/kkukpk;Z ls lwpuk izkIr dj le;&le; ij fo|ky; dk fujh{k.k djrs 
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gSa ,oa bl ;qfDr dks lcls vf/kd mi;ksx esa yk;k tkrk gSA fo|ky; esa e/;kUg Hkkstu ;kstuk dk;ZØe ds 
fuxjkuh ds laca/k esa ik;k x;k fd vf/kdka”k lnL; bl dk;Z gsrq lcls vf/kd Lo;a rFkk cPpksa dh lgk;rk 
ls fujh{k.k dh ;qfDr dks viukrs gaSA e/;kUg Hkkstu dh xq.koRrk dks lqfuf”pr djus ds laca/k esa vf/kdka”k 
lnL;ksa dk ;g Hkh ekuuk Fkk fd vf/kdka”k rkSj ij fu/kkZfjr ehuw ds vuqlkj Hkkstu dh [kk|&lkexzh ,oa 
ek=k dh tk¡p dh ;qfDr dks viuk;k tkrk gSA fo|ky; dks izkIr vuqnku ,oa O;; dh fuxjkuh djus ds 
laca/k esa vf/kdka”kr% lnL;ksa }kjk  bl dk;Z dks fo|ky; ds vfHkys[kksa ds ek/;e ls fujh{k.k dk;Z fd;k 
tkrk gSA fo|ky; fodkl ;kstuk rS;kj djus ds fy;s vf/kdka”k lnL;ksa dk ekuuk Fkk fd bl dk;Z gsrq 
le;&lhek fuf”pr dh tkrh gS ysfdu bld foijhr vf/kdka”k lnL;ksa dk ;g Hkh ekuuk Fkk fd ;g dk;Z 
vko”;drkuqlkj fd;k tkrk gSA dsoy ,d frgkbZ lnL; gh ;g Lohdkj djrs gS fd ;g dk;Z foÙkh; o"kZ 
dh lekfIr ls de ls de rhu ekg iwoZ fd;k tkrk gSA vf/kfu;e esa fo|ky; izcU/ku lfefr ds lUnHkZ esa 
of.kZr dk;Z ,oa nkf;Roksa ds fuoZgu gsrq lnL;ksa ds izf”k{k.k ds laca/k esa vf/kdka”k lnL; ;g Lohdkj djrs gS 
fd izf”k{k.k fn;k tkrk gS ,oa ;g dk;Z ch0 vkj0 lh0 ij O;k[;ku ,oa iz;ksx fof/k }kjk fn;k tkrk gSA

foospuk

mijksDr fyf[kr ifj.kkeksa ,oa fu"d"kkZsa ls Li"V gS fd ßf”k{kk dk vf/kdkj vf/kfu;e&2009 esa izkFkfed 
fo|ky;ksa dh fuxjkuh gsrq fo|ky; izcU/ku lfefr dh tks ladYiuk dh xbZ ,oa bl lfefr ds ftu 
mÙkjnkf;Roksa dk fu/kkZj.k fd;k x;k] mu mÙkjnkf;Roksa ds izfr izcU/ku lfefr;k¡ u dsoy tkx:d gS vfirq 
os lfØ; #i ls vius mÙkjnkf;Roksa ds fuoZgu eas ,d egRoiw.kZ Hkwfedk fuHkk jgh gSaA ijUrq ;gka ;g iz”u Hkh 
[kM+s gksrs gS fd fuxjkuh ds bl fodsUnzhdj.k dk f”k{kk dh xq.koÙkk lq/kkj ij D;k izHkko iM+k \ D;k bl 
fuxjkuh O;oLFkk ls fo|ky;ksa dh “kSf{kd izns;rk ¼Delivery½ eas xq.kkRed lq/kkj gqvk gS \ D;k blds 
ifj.kke Lo:Ik fo|ky;ksa esa Retetion Rate esa c<+ksÙkjh gqbZ gS \ D;k f”k{kdksa dk nkf;Ro cks/k ,oa 
O;kolkf;d ftEesnkjh fu[kjh gS \ bu iz”uksa dk mÙkj Hkfo"; esa “kks/k ls izkIr gksxkA

bl “kks/k dk;Z ds nkSjku izkIr vuqHkoksa ds vk/kkj ij ;g vo”; Li"V gqvk fd fo|ky; izcU/ku lfefr 
ds lnL; bl dk;Z gsrq u dsoy mRlkfgr izrhr gq;s cfYd os bls vkSj vPNs ,oa izHkkoh <+ax ls djus dh 
pkgr j[krs Hkh fn[ksA vr% vko”;drk jk"Vªh; Lrj ij ,d ,sls izf”k{k.k dk;ZØe dks pykus dh gS ftlesa 
fo|ky; izcU/ku lfefr ds lnL;ksa dks fo|ky; izcU/ku ,oa fufj{k.k ds xqj fl[kkus ds lkFk&lkFk mudsa 
mÙkjnkf;Roksa ,oa Hkwfedk dk vkSj izHkkoh izf”k{k.k feysA vuqHko crkrk gS fd brus cM+sa ns”k esa izkFkfed f”k{kk 
dh fuxjkuh dh dksbZ Hkh ljdkjh O;oLFkk vkt rd okafNr ifj.kke ugha ns ldh gSA vr% fodsUnzdj.k dj 
fo|ky; izcU/ku lfefr dh tks ladYiuk f”k{kk dk vf/kdkj vf/kfu;e 2009 es dh x;h gS oks mfpr ,oa 
nwjxkeh fu.kZ; gSA bl laLFkk dks vkSj etcwr ,oa izf”kf{kr djus dh gSA ;fn ,slk fd;k x;k rks fuf”pr gh 
tu lewg dh f”k{kk ds izfr psruk vkSj mÙkjnkf;Ro cks/k c<+asxk vkSj ge f”k{kk ds lkoZHkkSehdj.k ds y{; dks 
izkIr dj ldsxsA

lq>ko 

ifj.kkeksa ds fo”ys"k.k ds i”pkr~ lq>ko bl izdkj gS&

1   fo|ky; dh dk;Z iz.kkyh dk vuqJo.k fo|ky; izcU/ku lfefr ds lnL;ksa }kjk Lo;a fd;k tkuk pkfg,A 
vko”;drk iM+us ij vU; mi;qDr O;fDr;ksa ls lgk;rk vo”; ysuh pkfg,A

2  lfefr ds lnL;ksa }kjk fu;fer vUrjky ij fo|ky; ds lEcU/k esa vf/kfu;e }kjk fu/kkZfjr ekudksa dk 
vuqJo.k vo”; fd;k tkuk pkfg,A

3  e/;kà Hkkstu dh xq.koÙkk dks lqfuf”pr djus gsrq e/;kUg Hkkstu lfefr }kjk vkSpd fujh{k.k dj Hkkstu dh 
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xq.koÙkk ds lEcU/k esa mfpr fu.kZ; fy;k tk;sA

4 fo|ky; ds vk;&O;; dk fujh{k.k dk;Z lqfo/kkiwoZd le;&le; ij lfefr }kjk vo”; fd;k tkuk pkfg, 
rkfd fo|ky; fodkl ;kstuk cukrs le; fo|ky; ls lEcfU/kr fofHkUu i{kksa ij vko”;drkuqlkj /;ku 
fn;k tk ldsA

5  vf/kfu;e }kjk fu/kkZfjr le; ij fo|ky; fodkl ;kstuk rS;kj fd;k tkuk pkfg,A

6  ljdkj }kjk pyk;s tk jgs izf”k{k.k dk;ZØe esa lfefr ds lnL;ksa dks izf”k{k.k ysus gsrq vo”; lfEefyr gksuk 
pkfg,] rkfd lnL;ksa }kjk vf/fu;e ds rgr~ izkIr mÙkjnkf;Roksa dk fuoZgu mi;qDr <+ax ls fd;k tk ldsA
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Jo.knks"k ;qä cPpksa ds HkkbZ cguksa ls mUgsa çkIr gksusokyh lgk;rk % 
vfHkHkkodksa dk –f"Vdks.k 

M‚- o"kkZ xëw] 
xhrk ;kno] ,e-,M- Nk«kk] eqacbZ fo'ofo|kYk;

lkjrRo 

orZeku v/;;u Jo.knks"k ;qä cPpksa ds HkkbZ cguksa ls mUgsa çkIr gksusokyh 'kS{kf.kd lgk;rk ds ckjs 
esa gSA bl lgk;rk dh tkudkjh vfHkHkkodksa ds –f"Vdks.k ls yh xbZ gSA mís'; dh çkfIr ds fy, 
çfrn'kZ 60 Jo.kckf/kr cPpksa ds vfHkHkkodksa dks 'kkfey fd;k x;kA v/;;u ls çkIr tkudkjh dk 
fo'ys"k.k ÷2 i)fr }kjk fd;k x;kA ifj.kkeksa dk voyksdu djus ds mijkUr ;g ik;k x;k fd 
cgusa vius NksVs Jo.kckf/kr HkkbZ cgu dks vf/kd lg;ksx djrh gSA

dh&VeZ % HkkbZ&cgu] Jo.kckf/kr cPpk] vfHkHkkodA 

çLrkouk

Jo.k fodykaxrk ,d v–'; fodykaxrk gS tks ckgjh :i ls fn[kkbZ ugha nsrhA cPps dks vxj tUe 
ls gh Jo.k ckf/krk gS] rks bldk vlj mlds Hkk"kk fodkl ij gksrk gSA ysMjcsxZ ¼2013½ ds er vuqlkj 
okrkZyki rFkk lEçs"k.k ds fy, vko';d gksus ds lkFk lkFk Hkk"kk]'kS{kf.kd çfof/k;ksa ds fy, Hkh vko';d 
gksrh gSA bldk dkj.k ;g gS dh fdlh Hkh fo"k; dh Kku çkfIr] Hkk"kk xzg.k ij fuHkZj djrh gSA vusd 
vuqla/kkuksa ds }kjk fl) gqvk gS dh] Hkk"kk dk vlj cPpksa ds i<+us fy[kus ij gksrk gS blfy,] Jo.k f'k{kk 
;s Hkk"kk dsfUær f'k{kk gS] ftlesa çk—frd :i ls Hkk"kk lh[kkus ij cy fn;k tkrk gS ¼Vksafcu] eks,Yyj vkSj 
;ks'khuxk 2007½A Hkk"kk dk fodkl okrkoj.k esa gksusokys yksxksa ds okrkZyki ls gksrk gS] blhfy, lEçs"k.kkRed 
Hkk"kk ds fy, çk—frd okrkoj.k esa Hkk"kk lh[kkuh pkfg,A vkbfM;k ,DV ikVZ lh¼1995½ ds fu;e vuqlkj 
cPpksa dh vko';drk ds vuqlkj mUgsa ;ksX; :i ls vf/kd ls vf/kd foLrkfjr  lsok;sa nsus dh vko';drk 
gSA vr% 'kh?kz gLr{ksiu lsok;s¡ çk—frd okrkoj.k esa çnku dh tkuh pkfg,A çk—frd okrkoj.k esa ?kj vkSj 
leqnk; ds okrkoj.k dk lekos'k gksrk gS rFkk blesa fodykax vkSj fodykaxrk jfgr lkekU; cPpksa dk 
feyktqyk lgHkkx gksrk gS ¼eks,Yyj] 2000½A

çk—frd okrkoj.k esa Jo.kckf/kr cPpksa ds Hkk"kk dk fodkl

  czkats]¼2008½ muds crk;s vuqlkj çk—frd okrkoj.k dk vFkZ ,d ,slk okrkoj.k gksrk gS ftlesa 
fodykax cPps] ge mez] lkekU; cPpksa ds lkFk] fofHkUu çdkj ds lajpukRed lqfo/kkvksa ds vUrxZr fodkl o 
lh[kus dk volj çkIr djrs gSA  

DuksÙk]ysfol] vkSj fofy;El] ¼2007½ dh nh xbZ tkudkjh vuqlkj  blesa ?kj vkSj leqnk; dk 
okrkoj.k ftlesa nSfud thou ds fØ;kdykiksa] vkerkSj ij fd;k tkusokyk dk;Z] euksjatu] [ksydwn rFkk 
lkekftd fØ;kdykiksa dk lekos'k gksrk gSA buesa [kkl rkSj ij cPps ds HkkbZ cgu dk lekos'k gksrk gSA 
bldk dkj.k ;g gS fd  Jo.kckf/kr cPpks ds çk—frd okrkoj.k esa 'kh?kz gLr{ksiu dk eq[; /;s; Hkk"kk rFkk 
lEçs"k.k dks c<+kuk gS vkSj blesa ifjokj  dh egRoiw.kZ Hkwfedk gksrh gSA bldk dkj.k ;g gS fd  cPps ?kjds 
lnL;ksa ds lkFk vf/kdkf/kd le; fcrkrs gS vkSj ?kj esa çk—frd Lo:i ls Hkk"kk c<+kus ds Hkh vusd volj 

 ÁikBd ,oa f'k{kk foÒkx Áeq[k] vYkh ;koj tax jk"Vªh; Jo.k fodYkkax laLFkku eqacbZ
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miyC/k jgrs gSA QsUcsxZ] ¼2003½ ifjokj ds yksx cPps dh Hkk"kk ds lkFk lkFk çk—frd Lo:i ls Kku Hkh 
c<+kus esa lg;ksx nsrs gSA mnkgj.k ds rkSj ij [kkuk cukrs le; ekrk ds okrkZyki ls cPps lfCt;ksa ds uke 
lh[krs gS rFkk vU; ekSdks ij vad fxuuk] de T;knk dh ladYiuk]le; dh lw> cw> lh[kuk] fnu rkjh[k] 
efguksa ds uke] ekSle ds ckjs esa rFkk vU; fo"k;ksa esa tkudkjh çkIr djrs gSA fdEcsyhZ] ¼2012½ds vuqlkj 
Jo.kckf/kr cPpksa dh Hkk"kk dk fodkl djus esa ifjokj esa cPps ds ekrk&firk egRoiw.kZ Hkwfedk fuHkkrs gS 
ijUrq ekrk&firk dh vis{kk HkkbZ&cgu ds lg;ksx ls Jo.kckf/kr cPpksa dh Hkk"kk dk fodkl rhoz xfr ls 
gksrk gSA ykSysZ] ¼1995½ds vuqlkj HkkbZ cgu muds NksVs HkkbZ&cgu ds lkFk vf/kd le; lkFk jgrs gS]rFkk 
mudk cgqr gh utnhd dk fj'rk jgrk gSA Økbus] ¼2009½ds vuqlkj NksVs HkkbZ cgu] cM+s HkkbZ cguksa ls 
vDlj vkn'kZ]çfreku }kjk lh[krs gSA os mudks viuk vkn'kZ ekuus ds lkFk lkFk mudk vkpj.k rFkk cksyus 
ds rfjdksa dh Hkh udy djrs gSA i<+kbZ fy[kkbZ dk Hkh vuqdj.k djrs gSA  MsdkMZ] ds-Mh-] nqUu]ts-Mh-] 
¼2002½ lkekftd Hkkofud fodkl esa Hkh mudk ,d nwljs ls lg;ksx gksrk gSA czksMh] ¼2004½ ds vuqlkj cMs 
HkkbZ&cgu ds lkFk Jo.kckf/kr cPpksa dh ckrphr djus ls mudh Hkk"kk vkSj ckSf)d fodkl c<+rk gSA nwljksa 
dh Hkkoukvks dks le>us esa vkSj lkekftd O;ogkj lh[kus es ;g varjfØ;k egRoiw.kZ lkfcr gksrh 
gSAlksYes;j]¼2012½ dFkukuqlkj cMs HkkbZ&cgu vius Jo.kckf/kr HkkbZ&cguks ds lkFk ?kj esa vf/kd le; lkFk 
esa jgus ds dkj.k vf/kd lg;ksx ns ldrs gS nksLr dh rjg jg ldrs gSA

 HkkbZ cgu dk laca/k rFkk HkkbZ cgu dh Hkwfedk

'Brothers and sisters are as close as hands and feet.'   Vietnamese Proverb 

 mijksä dgkor ds vuqlkj HkkbZ cgu dk ,d nwljs ds lkFk lEcU/k 'kjhj ds fofHkUu vaxks tSlk gksrk 
gSA ftl çdkj ls gekjs 'kjhj ds lkFk gekjs gkFk vkSj iSj ,dnwljs ls tqMs gq, gksrs gS] mlh rjg ls  os Hkh 
,d nwljs ds lq[k nq[k esa tqM+s gksrs gSA minsjxzkQ] ¼2005½ ds erkuqlkj HkkbZ;ksa ;k cguksa esa dbZ vPNh ckrsa 
tSls ifjiDork] ftEesnkjh] Lokoyacu vkRefo'okl] n;k rFkk vius fodykax HkkbZ cgu ds çfr cgqr gh 
Hkkoqd –f"Vdks.k gksrk gSA vuksZYM] ¼2012½ ckyd viuk vf/kdka'k le; vius HkkbZ&cguksa ds lkFk O;rhr 
djus ds dkj.k muds }kjk dh xbZ fØ;k dks og vf/kdrj tYnh lh[krs gS A vksjLeksan] ¼2007½ ds v/;;u 
vuqlkj dHkh dHkh d{kk esa i<+k;s x;s fo"k;ksa dks ?kj ij nksgjkus esa HkkbZ cgu enn djrs gSA nSfud fnup;kZ 
esa gksusokys dk;Z bR;kfn esa bUgs lEefyr djrs gq, fofHkUu çdkj ds dkS'ky ds fodkl esa HkkbZ&cgu 
lgk;d gksrs gSA  ewjs] ¼2013½ ds v/;;u }kjk ,slk Hkh ns[kk x;k gS dh tc cPpksa ds ekrk firk ?kj ij 
ugha jgrs gS ml le; cM+s HkkbZ cgu vius NksVs HkkbZ cgu dh ns[kHkky djrs gS vkSj vius HkkbZ cguksa ds 
çfr fo'ks"k :i ls viuh Hkwfedk fuHkkrs gSA nso]ckyfUnu] vkSj YysosYY;u]¼2008½ mUgksus HkkbZ cgu ds 
lUnHkZ esa crk;k dh lkekftd dkS'ky] ikjLifjd O;ogkj vkSj [ksyus ds dkS'ky dk vH;kl ;g HkkbZ&cgu 
dks vkil esa lh[kus esa enn djrs gSA ckSf)d :i ls fodkl djus ds fy, ekrk&firk vkSj f'k{kd ls igys 
HkkbZ&cgu dk ;ksxnku gksrk gSA QsYlksu] ¼1983½ ds vuqlkj cM+s HkkbZ&cgu ,d nwljs dks çHkkfor djrs gSA 
ckrphr djus] iw.kZ :i ls ifjiDork fodflr djus esa cM+s HkkbZ&cgu c<+kok nsrs gS rFkk mudh o`f) vkSj 
fodkl djus esa lgk;d gksrs gSA 

çLrqr 'kks/kdrkZvksa dks mijksä lkfgR; rFkk vU; lacaf/kr lkfgR; ls fuEufyf[kr {ks=ksa esa 
cM+s HkkbZ cgu dk lg;ksx Kkr gqvk gSA   

• lkekftd Hkkofud fodkl djusA

• lkekftd O;ogkj lh[kusA

• ifjioäk rFkk ftEesnkj cukus esa 
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•

• vius NksVs HkkbZ cguksa dks lg;ksx djus esa vkn'kZ Lo:iA 

  vf/kdrj v/;;u lkekU; HkkbZ cgu ls lacaf/kr rFkk vU; fodykaxrk ls lacaf/kr çkIr gq, gSA ijUrq 
Hkkjrh; ifjfLFkfr ds lUnHkZ esa rFkk Jo.kckf/kr cPpksa ds fo"k; esa bl rjg ds  vuqla/kkuksa ds çdkf'kr 
nLrkost çkIr ugha gq,A lkekU; cPpksa dh rqyuk esa Jo.kckf/kr cPpksa dh ftEesnkfj;k¡ FkksMh fHkUu Lo:i dh 
gksrh gSA cPpks dks lqukbZ u nsus dh dfBukbZ ds dkj.k mUgsa ikB'kkyk vkus tkus rFkk x`gdk;Z vkSj ijh{kk 
dh rS;kjh lacaf/kr ijs'kkfu;ksa dk lkeuk djuk iM+rk gSA bu lHkh egRoiw.kZ 'kS{kf.kd ckrksa esa muds cM+s HkkbZ 
cgu mudks fdl lhek rd enn djrs gS] bl ckr dh mRlqdrk ls çLrqr 'kks/k dk p;u fd;k x;kA

v/;;u ds lgHkkxh& orZeku v/;;u Jo.kckf/kr cPpksa ds cM+s HkkbZ cgu ds 'kS{kf.kd lg;ksx ls 
lacaf/kr gS] lkekU;r: HkkbZ&cgu ge mez ds gksrs gS muesa T;knk vUrj ugha gksrkA ifjioäk dk vHkko 
ifj.kke ij u gks blfy, vfHkHkkodksa dk –f"Vdks.k tkuuk mfpr le>k x;kA ;g v/;;u egkjk"Vª ds 
eqEcbZ ftys esa fd;k x;kA  ftles vfHkHkkodksa ds –f"Vdks.k ls tkudkjh çkIr dh xbZ gS A la'kks/ku esa 
¼n=30½vfHkHkkod ftudk cM+k csVk lkekU; gS rFkk nwljk csVk&csVh Jo.kckf/kr gS vkSj ¼n=30½ vfHkHkkod 
ftudh cM+h csVh lkekU; gS rFkk nwljk csVk&csVh Jo.kckf/kr gS dks 'kkfey fd;k x;kA mez] fyax] lwpuk 
dk ek/;e] HkkSxksfyd {ks=] fu;af=r pj FksA 

midj.k dk fuekZ.k

orZeku v/;;u esa v/;;udrkZ midj.k dk fuekZ.k djus ds fy;s vfHkHkkod er ç'ukoyh dk fuekZ.k 
fd;kA bl midj.k dk fuekZ.k djus ds fy, v/;;udrkZ us fo'ks"k f'k{kk {ks= ds fo'ks"kK ls ijke'kZ rFkk 
fopkj&foe'kZ dj ds midj.k dk fuekZ.k fd;k rFkk fo'ks"k cPpksa dks /;ku esa j[kdj 'kS{kf.kd {ks= dk p;u 
fd;kA orZeku v/;;u ds fu/kkZfjr fd, x, mís';ksa ds vk/kkj ij ik¡p ç'u cuk, x,A vfHkHkkod er 
ç'ukoyh dk ewY;kadu djus ds fy;s Rating scale dk mi;ksx fd;k x;k rFkk çR;sd ç'u ds mÙkj ds 
fy;s cgqr T;knk] e/;e] cgqr de] fcydqy ugha bl vk/kkj ij Rating scale cuk;h xbZA ç'ukoyh dh 
oS/krk dh tk¡p ds fy;s fo'ks"k f'k{kk ds {ks= esa Jo.kckf/kr cPpksa ds fo'ks"k f'k{kd gks rFkk ik¡p o"kZ rd de 
ls de i<+kus dk vuqHko gks ,sls vuqHkoh pkj çkFkfed d{kk ds f'k{kd vkSj N: Jo.kckf/kr cPpksa ds 
vfHkHkkod fy, gS vfHkHkkod esa ,sls vfHkHkkod dk p;u fd;k x;k gS tks de ls de nloh d{kk rd i<+k 
fy[kk gks rFkk vfHkHkkodksa dk p;u /kkfeZd] lkekftd] vkfFkZd] lkaL—frd {ks= ls fd;k x;k gSA

Vscy % 1 ekrk firk ds p;u ds fy, ekunaM 'kkfey fd, tkus ds ckjs esa tulkaf[;dh; fooj.k

ekrk firk dh vuqifLFkfr esa ns[kHkky djus rFkk
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›eâce vebyej ceeheob[ efkekejCe

1 yeÛÛeeW keâer mebKÙee~ oes Ùee oes mes DeefOekeâ~

2 yeÌ[s YeeF& yenve keâe efveOee&jCe~ ßekeCejefnle YeeF& yenve~

3 Úesšs YeeF& yenve keâe efveOee&jCe~ ßekeCeyeeefOele YeeF& yenve~

4 ßekeCeyeeefOele yeÛÛeeW kesâ efkeÅee}Ùe keâe Øekeâej~ efkeMes<e efkeÅee}Ùe~

5 ßekeCeyeeefOele yeÛÛeeW kesâ efkeÅee}Ùe keâe ceeOÙece~ Deb«espeer, efnvoer, ceje"er~

6 ßekeCeyeeefOele yeÛÛeeW kesâ efkeÅee}Ùe ceW keâ#ee~ 1 mes 4 lekeâ keâer keâ#ee~

7 efkeMes<e efkeÅee}Ùe keâe mLeeve~ cegcyeF&~



vuqla/kkudrkZvksa us mís';ksa ds vk/kkj ij ,d fo'ks"k ^vfHkHkkod er ç'ukoyh* fgUnh rFkk ejkBh bu 
nks Hkk"kkvksa esa fodflr dhA lkekU; HkkbZ cguksa }kjk Jo.kckf/kr HkkbZ cgu dks fdl gn rd lgk;rk çnku 
dh tkrh gS] bl lUnHkZ esa vfHkHkkodksa ds çfrmÙkj dks pkj fcUnq fu/kkZj.k ekiuh }kjk çkIr fd;k x;k rFkk 
çkIr fd;s x;s ifj.kke dk fo'ys"k.k fd;k x;kA

ifj.kke

fo|ky; tkus ds fy, rS;kj djus lacaf/kr lg;ksx

 fo|ky; tkus ds fy, rS;kj djus lacaf/kr HkkbZ cgu ds lg;ksx dk v/;;u x.kos'k igukuk] ikuh 
dh cksry rFkk fVfQu c‚Dl Hkjuk] twrs&eksts igukuk tSls  ?kVdksa ij fd;k x;kA

Vscy&2 fo|ky; tkus ds fy, rS;kj djus lacaf/kr lg;ksx

  Vscy&2 ds vuqlkj ;g ns[kk x;k gS dh fo|ky; tkus ds fy, rS;kj djus lacaf/kr HkkbZ cgu ds        
lg;ksx esa lkFkZd vUrj gSA [÷2 (3)= 10.66, p= 7.82,  <.5] cgusa Jo.kckf/kr HkkbZ cgu dks fo|ky; 
tkus lacaf/kr rS;kjh esa HkkbZ;ksa ls vf/kd enn djrh gSA       

   

                                                                     

ikB'kkyk dh nSfud dk;Zfof/k lacaf/kr lg;ksx esa HkkbZ cgu ds lg;ksx dk v/;;u x`gdk;Z djokuk] 
Ldwy csx esa fdrkcsa j[kuk] fl[kkuk rFkk ;kn djokuk] vPNs v{kjksa esa fy[kus vkfn ?kVdksa esa ns[kk x;kA  
Ldwy csx esa fdrkcsa j[kuk] fl[kkuk rFkk ;kn djokuk] vPNs v{kjksa esa fy[kus vkfn ?kVdksa esa ns[kk x;kA

Vscy&3 ds vuqlkj ;g ns[kk x;k gS dh ikB'kkyk dh nSfud dk;Zfof/k lacaf/kr lg;ksx djus esa HkkbZ 
cgu esa lkFkZd vUrj ugha gSA [÷2 (3)=6.22,p=7.82, ;g <.5]  ls Kkr gksrk gS fd cgusa Jo.kckf/kr HkkbZ 
cgu dks ikB'kkyk dh nSfud dk;Zfof/k lacaf/kr lg;ksx esa cgu rFkk HkkbZ leku :i ls lg;ksx djrs gSA 

ikBî lgxkeh fØ;k esa enn djus lacaf/kr lg;ksx

 ikBî lgxkeh fØ;k esa enn djus lacaf/kr lg;ksx esa HkkbZ cgu ds lg;ksx dk v/;;u gLrdyk 
dke esa lgk;rk] çdYi iwjk djus esa enn] fo|ky; esa [ksy Li/kkZ esa Hkkx ysus esa vfHkçsfjr djuk tSls 
?kVdksa ij ns[kk x;kA

;g
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Gender  More than  Medium  Less than  Never  Total    df  p (two 
sided)  

conclusion

Brother  6(20%)  8(26.7%)  9(30%)  7(23.3%)  
30   

10.66
 

 
3

 

 
7.82

  Sister
 

 
16(53.33%)

 

 
9(30%)

 

 
2(6.67%)

 

 
3(10%)

 

 
30

 Total
 

22
 

17
 

11
 

10
 

60
    

 

lkFkZd 
vUrj gS

x2

Gender More than Medium Less than Never Total x2 df p (two 
sided) conclusion

Brother 6(20%) 12 (26.7%) 7 (30%) 5 (23.3%) 30
6.22 3 7.82

Sister 12(53.33%) 14 (30%) 2 (6.67%) 2 (10%) 30

Total 18 26 9 7 60

lkFkZd 
vUrj ugÈ
gS



Vscy&5 ikBî lgxkeh fØ;k esa enn djus lacaf/kr lg;ksx

Vscy&4 ds vuqlkj ;g ns[kk x;k gS dh ikBî lgxkeh fØ;k esa enn djus lacaf/kr lg;ksx djus esa 
HkkbZ cgu esa lkFkZd vUrj gSA [÷2(3)=13.52,p=7.82,  <.5] ls Kkr gksrk gS fd cgusa Jo.kckf/kr HkkbZ 
cgu dks ikBî lgxkeh fØ;k esa enn djus lacaf/kr lg;ksx esa Hkkb;ksa dh vis{kk cgusa vf/kd lg;ksx djrh 
gSA

ijh{kk dh rS;kjh esa lg;ksx djus lacaf/kr lg;ksx

 ijh{kk dh rS;kjh esa lg;ksx djus lacaf/kr lg;ksx esa HkkbZ cgu ds lg;ksx dk v/;;u Vhoh ns[kus 
ds fy;s euk djuk] iqujkorZu djokuk] ijh{kk esa vko';d oLrqvksa ys tkus ds fy;s ;kn fnykuk] ç'ui= 
igys i<+us dks dguk tSls  ?kVdksa ij ns[kk x;kA

 Vscy 5 ijh{kk dh rS;kjh esa lg;ksx djus lacaf/kr lg;ksx

Vscy&5 ds vuqlkj ;g ns[kk x;k gS dh ijh{kk dh rS;kjh esa lg;ksx djus esa HkkbZ cgu esa lkFkZd 
vUrj ugha gSA [÷2(3)=6.59,p=7.82, ;g <.5]  ls Kkr gksrk gS fd cgusa Jo.kckf/kr HkkbZ cgu dks ijh{kk 
dh rS;kjh esa lg;ksx djus lacaf/kr cgu rFkk HkkbZ leku :i ls lg;ksx djrs gSA 

uSfrdrk fl[kkus lacaf/kr lg;ksx dk v/;;u djuk

  uSfrdrk fl[kkus lacaf/kr lg;ksx esa HkkbZ cgu ds lg;ksx dk v/;;u d{kk esa vkus ls igys d{kk 
f'k{kd ls btktr ysuk] d{kk esa f'k{kd vk;s rks mBdj ueLrs cksyuk] /kU;okn dguk] xyrh gqbZ gS rks 
ekQh ek¡xuk tSls ?kVdksa ij ns[kk x;kA  

 Vscy&6 uSfrdrk fl[kkus lacaf/kr lg;ksx

;g
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Gender More Medium Less than Never Total Df
p (two 
sided)

conclusion

Brother 6(20%) 17(56.67%) 4(13.33%) 3(10%) 30

Sister 8(26.66 18(60%) 4(13.33%) 0 30

Total   14    35 8 3 60

13.53 3 7.82

x2

lkFkZd 
vUrj gS

Gender More than Medium Less than Never Total  x2 df p (two 
sided)

Brother 13(43.33%) 10(33.33%) 5(16.67% 2(6.67% 30
6.59     3  7.82

Sister 22(73.33%) 6(20%) 2(6.67%) 0 30

Total 35 16 7 2 60

lkFkZd 
vUrj ugÈ
gS

conclusion

Gender More than Medium Less than Never Total df
p (two 
sided) conclusion

Brother 12(40%) 9(30%) 5(16.67 4(13.33 30 2.514 3 7.82

Sister 14(46.66 12(40% 2(6.67% 2(6.67% 30

Total 26 21 7 6 60

x2

lkFkZd 
vUrj ugÈ
gS



Vscy&6 ds vuqlkj ;g ns[kk x;k gS dh uSfrdrk lh[kkus lacaf/kr lg;ksx djus esa HkkbZ cgu esa 
lkFkZd vUrj ugha gSA [÷2(3)=2.514,p=7.82,  <.5] ls Kkr gksrk gS fd cgusa Jo.kckf/kr HkkbZ cgu dks 
uSfrdrk lh[kkus lacaf/kr lg;ksx cgu rFkk HkkbZ leku :i ls lg;ksx djrs gSA 

fooj.k

  çLrqr 'kks/k esa fy, x, 5 'kSf{kd eqíksa esa ls vfHkHkkodksa ds –f"Vdks.k ls mudh cM+h csfV;k¡ 2 'kSf{kd 
eqíksa ij vius NksVs Jo.kckf/kr cgu ;k HkkbZ dks vf/kd lg;ksx djrh gS rFkk 3 eqíksa ij leku :i ls 
lg;ksx djrh gSA ;g ifj.kke Hkkjrh; lUnHkZ esa ns[kk tk, rks gesa Kkr gS fd vf/kdre yM+fd;ksa dks ?kj 
ds dk;ksZ esa #ph gksrh gS] os Hkkoqd gksrh gS rFkk T;knk ls T;knk NksVs HkkbZ cguksa ds dk;ksZ esa 'kkfey gksdj 
ftEesnkj jgrh gSA vius NksVs HkkbZ cgu dk [;ky j[kus esa Hkh os rRij jgrh gSA bl ifj.kke dh mfprrk 
uhps nh xbZ lanHkZrk ls ns[kh tk ldrh gSA

canwjk] ¼1969½ lkekftd vf/kxe fl)kar ds vuqlkj cPps voyksdu }kjk ,oa lkFk gh iqjLdkj vkSj 
n.M }kjk fyax dh Hkwfedk dh ladYiuk cukrs gSA jksÙkj] ¼1992½ bl ckr ij cy nsrs gS dh] lkekftd 
vf/kxe fl)kar dh O;kfIr gqbZ gS] vkSj ftlesa  vuqdj.k ,oa vuqdj.kkRed O;ogkj ds fy, çcyu 'kkfey 
gSA lkekftd vf/kxe fl)kar esa yMfd;ksa dks ?kjsyw thou ds vkn'kksZ dks ij[kus dk fujUrj volj feyrk 
gSA jaxlk;h] ¼2006½ ?kj ds igys cPps tks vius NksVs HkkbZ cguksa ds fy, vDlj ekrk firk dh txg] 
vfHkHkkod f'k{kd ;k vkn'kZ dh rjg gksrs gS] os ifjokj esa vius cM+s gksus ds ntsZ dk vkuUn mBkrs gS rFkk 
cM+h yM+fd;k¡ vDlj vius NksVs HkkbZ cguksa ds fy, vPNh f'kf{kdk ,oa ikyudrkZ lkfcr gksrh gSA ogh 
nwljh rjQ cM+s HkkbZ vius NksVs HkkbZ cguksa ds fy, vPNs çsj.kk L=ksr ,oa vkn'kZ gksrs gSA çLrqr 'kks/k ds 
ifj.kke vU; 'kks/kdrkZ ls Hkh lger gS] tSls t‚ulu] ¼2004½ ds vuqlkj NksVs HkkbZ cgu dh ns[kHkky laca/kh 
v/;;u esa HkkbZ;ksa dh rqyuk esa cgusa vf/kd ns[kHkky djrh gSA tsfLldk] ,V-vky ¼2009½ 'kS{kf.kd :i ls 
fo|ky; ds fy, rS;kj djus lacaf/kr rFkk /;ku j[kus esa HkkbZ;ksa dh vis{kk cguksa dk manage djus dk 
rjhdk vf/kd Bhd FkkA 'kS{kf.kd :i ls fodkl djus ds fy;s HkkbZ cgu dks okLrfod f'k{kd rFkk fe= dh 
Hkwfedk fuHkkuh pkfg, ¼xLl]tsafdal vkSj nqUu] 2007½-

fu"d"kZ

bu ifj.kkeksa ls ;g gy fudyrk gS dh cgusa HkkbZ;ksa dh vis{kk vius NksVs HkkbZ cgu dh vf/kd 
ns[kHkky djrh gSA

orZeku v/;;u tks dh 60 Jo.kckf/kr cPpksa ds vfHkHkkodksa ij vk/kkfjr gS]mlds vuqlkj ;g fu"d"kZ 
fudydj vk;k gS] dh vfHkHkkod ,slk ekurs gS dh mudh cM+h csfV;k¡ vius Jo.kckf/kr HkkbZ cguksa dh 
t:jrksa dks iwjk djus esa vis{kk—r T;knk ;ksxnku nsrh gSA

t~;knkrj vfHkHkkodksa us ;g fopkj O;ä fd;k gS dh fo|ky; ls lacaf/kr fØ;kdykiksa ftudk foLrkj 
fo|ky; tkus gsrq 'kkjhfjd rS;kjh rRijrk ls ysdj x`gdk;Z iw.kZ djkuk o ijh{kk gsrq rS;kj djkus rd gS] 
ds lUnHkZ esa] mudh cM+h csfV;k¡ vius ls NksVs Jo.kckf/kr HkkbZ cguksa dh enn djrh gSA
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