
VOLUME 39
APRIL 2025 – SEPTEMBER 2025

ISSN 0972-5830

INDIAN JOURNAL OF
VOCATIONAL EDUCATION

A Bi-Annual Peer Reviewed Research Journal

A Publication of

PSS Central Institute of Vocational Education
(a constituent unit of NCERT, under Ministry of Education, Government of India)

Shyamla Hills, Bhopal - 462 002, Madhya Pradesh, India
www.psscive.ac.in



Mail this order form to Executive Editor, Indian Journal of Vocational Education, PSS
Central Institute of Vocational Education, Shyamla Hills, Bhopal- 462002.

Sir,
                I/ My organisation wishes to subscribe to the bi-annual journal "Indian Journal of 
Vocational Education (IJVE)", published by the PSS Central Institute of Vocational 
Education (PSSCIVE), NCERT (Deemed University), Bhopal. I am enclosing herewith a 
Demand Draft No. ___________ dated ___________ of Rs. ___________ in favour of Joint 
Director, PSSCIVE, payable at Bhopal towards subscription* for single copy / 1 year / 3 
years.

My postal address and other details are as follows (in BLOCK LETTERS):

Name of organization         :  
Address (include                 :         
pincode / zipcode)                                                                                            
                                                                                                   Pin: 
Profession                           :    
(in case of individual)
Telephone (with ISD/STD):                                                      Fax: 
E-mail                                 : 

Yours faithfully,
(                                              )

(Your name)

To,
The Joint Director
PSS Central Institute of Vocational Education, NCERT (Deemed University)
Shyamla Hills, Bhopal- 462 002
Madhya Pradesh, India

Indian Journal of Vocational Education
PSS Central Institute of V ocational Education, Shyamla Hills, Bhopal - 462 002

Email : ijve@psscive.ac.in

Order Form
for subscription of Indian Journal of Vocational Education

Subscription fee (inclusive of postage)
India Outside India

Single Copy
1 Year subscription
3 Years subscription

Rs. 120/-
Rs. 240/-
Rs. 600/-

---
US$ 30
US$ 80



INDIAN JOURNAL OF
VOCATIONAL EDUCATION

A Bi-Annual Peer Reviewed Research Journal

Volume 39 April 2025 - September 2025 ISSN 0972-5830

A Publication of

PSS Central Institute of Vocational Education
(a constituent unit of NCERT, under Ministry of Education, Government of India)

Shyamla Hills, Bhopal - 462 002, Madhya Pradesh, India
www.psscive.ac.in





Indian Journal of Vocational Education
A Bi-Annual Peer Reviewed Research Journal
(Volume 39 April 2025 – September 2025)

PSS Central Institute of Vocational Education
(a constituent unit of National Council of Educational Research and Training, Ministry of Education)
Shyamla Hills, Bhopal – 462002, Madhya Pradesh, INDIA

Indian Journal of Vocational Education (IJVE) is a Bi-annual Peer Reviewed Research Journal (ISSN 
0972-5830) published by PSS Central Institute of Vocational Education (PSSCIVE), under Ministry of 
Education, Government of India.

Dr. Prakash Chandra Raut
Assistant Professor (Department of Business and 
Commerce)
PSS Central Institute of Vocational Education
Shymala Hills, Bhopal, Madhya Pradesh – 462002
Email: p.rout@psscive.ac.in

Dr. Rajneesh
Assistant Librarian
PSS Central Institute of Vocational Education
Shymala Hills, Bhopal, Madhya Pradesh – 462002
Email: s.rajneesh@psscive.ac.in

Prof. Dinesh Prasad Saklani
Director, NCERT
Sri Aurobindo Marg, New Delhi – 110016
Email: director.ncert@nic.in

Dr. Deepak Paliwal
Joint Director
PSS Central Institute of Vocational Education
Shymala Hills, Bhopal, Madhya Pradesh – 462002
Email: jd@psscive.ac.in

Editors-in-Chief

Publication Team
Dr. R. Ravichandran

Incharge Printing & Publication
PSS Central Institute of Vocational Education (PSSCIVE), Bhopal

Mr. Jivan Koli
Convenor Publication & Printing

PSS Central Institute of Vocational Education (PSSCIVE), Bhopal

Mr. Ayush Sharma
Editorial Assistant

Ms. Sushrita
Layout & Cover Design

All articles in the Journal are protected by Copyright, which cover the exclusive right to reproduce and distribute 
the article as well as all translation right. No part of this publication may be reproduced, stored in a retrieval 
system or transmitted in any form or by any means, without written permission of the publisher. The views and 
opinions expressed in this document are those of the authors and do not necessarily reflect the views of the PSS 
Central Institute of Vocational Education, Bhopal.

© 2026 PSS Central Institute of Vocational Education

Communicating Editors



Shri Subhash Chandra Das
Vice-Chancellor, Assam Skill University
Mangaldai, Darrang, Assam
Email: vc@asu.ac.in

Prof. S. A. Kori
Vice-Chancellor
Central University of Andhra Pradesh (CUAP)
Email: vc.cuap@gmail.com

Prof. Dinesh Kumar
Vice-Chancellor
Shri Vishwakarma Skill University
Palwal, Haryana
Email: vcoffice@svsu.ac.in

Dr. C. N. Patel
Principal & Professor (Pharmacy Profession)
Shri Sarvajanik Pharmacy College
Sarvajanik Campus, Near Arvind Baug,
Behind Bus Stand, Mehsana, Gujarat – 384001
Email: drcnpatel2000@gmail.com

Dr. Vineeta Sirohi
Professor
National Institute of Educational Planning & 
Administration
New Delhi
Email: vineetasirohi@niepa.ac.in

Dr. Sitansu S. Jeena
Professor & Dean
School of Vocational Studies
Ambedkar University, Delhi

Dr. Ashok K. Gaba
Professor
School of Vocational Education & Training
IGNOU, Delhi

Dr. Deepak Raut
Director Professor and Advisor (Public 
Health)
IHD, Mumbai

Dr. Abhijit Nayak
Professor (Department of Health and
Paramedical Sciences)
PSS Central Institute of Vocational
Education, Shymala Hills, Bhopal,
Madhya Pradesh 462002
Email: a.nayak@psscive.ac.in

Dr. Munesh Chandra
Professor (Department of
Engineering and Technology)
PSS Central Institute of Vocational
Education, Shymala Hills, Bhopal,
Madhya Pradesh 462002
Email: m.trivedi@psscie.ac.in

Dr. Pravin Narayan Mahamuni
Associate Professor
(Department Of Business and
Commerce)
PSS Central Institute of Vocational
Education, Shymala Hills, Bhopal,
Madhya Pradesh 462002
Email: p.mahamuni@psscive.ac.in

Prof. Dinesh Prasad Saklani
Director, National Council of Educational
Research and Training (NCERT)
Sri Aurobindo Marg, New Delhi – 110016
Email: director.ncert@nic.in

Dr. Deepak Paliwal
Joint Director,
PSS Central Institute of Vocational Education
Shymala Hills, Bhopal, Madhya Pradesh – 462002
Email: jd@psscive.ac.in

Prof. Ashutosh Kumar Singh
Director, IIIT Bhopal
Email: director@iiitbhopal.ac.in

Dr. Devendra Deshmukh
Dean, IIT Indore
Department of Mechanical Engineering
Indian Institute of Technology Indore
Khandwa Road, Simrol, Indore – 453552, India
Office: Room No. 626, POD 1A (5th Floor)
Email: dldeshmukh@iiti.ac.in | meoffice@iiti.ac.in

Prof. Prashant Gupta
Professor, IIM Nagpur
Email: prashant@iimnagpur.ac.in

Advisory Board Members

Editorial Board Members

Academic Editors



Empowering Learners Through Governance, Innovation, and Digital Transformation

Education today stands at a critical juncture, where rapid social, technological, and 
economic changes demand a fundamental rethinking of how learning systems prepare 
individuals for the future. This edition of the journal is guided by the transformative vision 
of the National Education Policy (NEP) 2020, which places equity, quality, skill 
development, and lifelong learning at the heart of India’s educational reform agenda. The 
scholarly contributions brought together in this volume reflect this vision by examining how 
institutions, curricula, governance structures, and digital platforms can collectively shape a 
resilient and future-ready education system.

The articles in this issue address key dimensions of contemporary educational 
transformation. Themes such as leadership and governance, teacher professionalism through 
the National Professional Standards for Teachers (NPST), and the strengthening of school 
libraries underscore the importance of institutional capacity in sustaining meaningful 
reform. At the curricular level, analyses of NCERT textbooks and social entrepreneurship 
competencies highlight the growing need to integrate critical thinking, innovation, and 
vocational relevance within school education. These perspectives reaffirm that education 
must move beyond content delivery to competency development aligned with societal and 
workforce needs.

This edition also foregrounds learner experiences and digital engagement as central to 
educational quality. Studies examining digital access to skill training during the COVID-19 
pandemic, sentiment analysis of the SWAYAM mobile application, and vocational interests 
among secondary school students provide valuable insights into learner aspirations and 
emotional engagement. Further, reflections on medical students’ perceptions of the 
healthcare profession emphasize the necessity of aligning vocational education with realistic 
career pathways, ethical practice, and social responsibility.

Collectively, the research presented in this volume calls for a coherent and inclusive 
approach to education - one that bridges policy intent with classroom practice, aspiration 
with opportunity, and academic knowledge with real-world skills. As Chief Editor, I hope 
this edition serves not only as a scholarly resource but also as a catalyst for dialogue, 
innovation, and action among educators, researchers, policymakers, and practitioners. The 
future of education depends on our collective commitment to building systems that are 
adaptive, humane, and capable of empowering every learner to contribute meaningfully to 
society.

Chief Editor's Note

(Dr. Deepak Paliwal)
Editor In Chief

Indian Journal of Vocational Education





Contents
Digital Access to Success in Skill Training during Covid-19 in 
Delhi & NCR
Sitansu S. Jena

Spotlight
Leadership and Governance in Education: Building
Resilient Institutions
Sandhya Singh Jat

Content Analysis: Social Entrepreneurship’s Competencies in 
the Ninth-Grade Science Textbook of NCERT
Ajit Kumar Singh

National Professional Standards for Teachers (NPST): A 
Framework for Advancing Teacher Professionalism and 
Educational Quality in India
Ms. Rabia Ismail, Dr. Sneh Bansal and Dr. Savita Sharma

Spotlight
School Libraries: Supporting Vocational Education and Skills 
Development under NEP 2020
Dr. Rajneesh

Sentiments and Emotions Analysis of SWAYAM Mobile App 
Reviews: A Text Mining Approach
Saurabh Kumar, Dr Ashok Kumar and Varun Kumar

Bridging Aspiration and Reality: A Study on First-Year MBBS 
Students' Perceptions of the Medical Profession and Its 
Implications for Quality Vocational Education in the Health 
Sector
R. Ravichandran, P. Sasikala and RA. Harijith

Voices of the Future: Analysing Vocational Interests in 
Secondary Education
Medhya Mourya and Dr. Alka Rani

Vocational Education in India: Developmental Landscape and 
Future Prospects with Special Reference to NEP 2020
Dr. Indrajeet Dutta and Dr Ajit Mondal

1-15

16

17-34

35-43

44

45-60

61-78

79-90

91-103

Indian Journal of Vocational Education
Vol. 39 April 2025- September 2025
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Abstract
The COVID-19 pandemic profoundly disrupted India’s education and skill development 
ecosystem, compelling institutions to adapt rapidly to digital and blended learning models. 
The present paper investigates the access and success in skill training programmes during 
and immediately after the COVID-19 period in Delhi and the National Capital Region 
(NCR), focusing on demographic inclusivity, institutional response, and employment 
outcomes. Based on a primary survey of 505 trainees across 29 training institutions from 11 
districts of Delhi and one district of NCR, the study employed descriptive and 
cross-tabulation analyses using SPSS.

Findings reveal that skill development initiatives were predominantly accessed by young 
learners (18–25 years), with balanced gender participation but unequal representation across 
caste and minority groups. Most participants belonged to low-income backgrounds and 
pursued short-term, technology-oriented certificate courses, reflecting the demand for quick 
employability. The pandemic significantly increased enrolment in skill programmes while 
accelerating digital adoption; however, offline and blended modes remained dominant due 
to limited online readiness and infrastructural constraints. Although 91.9% of learners had 
internet access, dependence on smartphones and mobile data restricted the depth of digital 
engagement.

Employment outcomes were encouraging, with 77.8% of trainees securing jobs, primarily 
through institutional placements, though job vulnerability persisted. Online assessments 
improved credibility yet excluded digitally disadvantaged groups. The study concludes that 
while COVID-19 catalysed innovation and expanded access to vocational education, 
structural inequalities, limited digital infrastructure, and modest career aspirations continue 
to constrain the transformative potential of India’s skill ecosystem. Strengthening 
inclusivity, pedagogical design, and digital resilience remains vital for sustainable skill 
development in the post-pandemic era.

Keywords: Skill Development, COVID-19, Digital Learning, Vocational Education, 
Employability, Delhi NCR.

ssjena1960@gmail.com
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Introduction
India has steadily evolved into a knowledge-driven economy, powered by its capable, 
adaptable, and highly qualified human capital. In the context of growing globalisation, the 
country’s young workforce offers immense potential for India to carve out a distinctive 
position on the global stage.  Maqbool & Khan (2019) defined a skill development 
programme as proficiency that is acquired or developed through training or experience, 
which strengthens the ability of individuals to adapt to changing market demands and helps 
benefit from innovation and entrepreneurial activities. It is widely recognised that skill 
development not only strengthens individuals’ capacity to work but also expands their career 
opportunities, fostering greater creativity and job satisfaction (Jena, 2024). Consequently, 
vocational education and training (VET) have gained significant importance in recent years, 
both at the national and global levels. In this context, the broader framework of technical and 
vocational education and training (TVET) has emerged as a key instrument of social policy 
in many countries.

The outbreak of the COVID-19 pandemic in late 2019, originating in Wuhan, China, quickly 
escalated into a global health emergency and was declared a pandemic by the World Health 
Organisation (WHO, 2020). India reported its first case of COVID-19 in January 2020, and 
within weeks, the virus spread across states, forcing the Government of India to impose a 
nationwide lockdown in March 2020. The lockdown, while necessary to contain 
transmission, brought the country’s social and economic activities to a sudden halt. Due to 
the outbreak of COVID-19, significant disruption has been caused in social, cultural, 
economic and environmental dimensions of life. The COVID-19 pandemic has had a 
profound impact on economies and societies worldwide, resulting in an unprecedented 
decline in economic activity, a loss of working hours and income, and a sharp rise in 
unemployment and underemployment (Chun, H. K. et al., 2021). Among the sectors most 
severely affected, education bore a particularly heavy burden due to its dependence on 
face-to-face interactions and physical infrastructure (Jena, 2024).

The closure of schools, colleges, and universities across the nation disrupted the education 
of nearly 320 million learners, according to UNESCO estimates (UNESCO, 2020). 
Academic calendars were thrown into disarray, examinations were postponed or cancelled, 
and millions of students faced uncertainty about their educational progression and career 
prospects. The sudden shift from physical to digital modes of learning became the most 
significant adaptation during this crisis. Still, it also exposed the structural inequalities and 
digital divide within the country (Azim Premji Foundation, 2021).

On a positive note, the COVID-19 pandemic accelerated digital transformation in education, 
highlighting the significance of blended learning models. It compelled policymakers and 
institutions to reimagine curricula, pedagogy, and the integration of technology to make 
education more resilient and inclusive. Introduced during this period, the National 
Education Policy (NEP) 2020 placed strong emphasis on digital learning, flexibility, and 
skill-oriented education, aligning closely with the evolving needs of the post-pandemic era 
(Government of India, 2020).

Though the COVID-19 outbreak brought unprecedented disruption to India’s education 
sector, it amplified existing inequalities while also opening new opportunities for reform and 
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Rationale of the Study
A survey conducted among TVET providers, policymakers, and social partners revealed that 
90 per cent of respondents reported complete closure of TVET centres in their countries due 
to the pandemic and related government containment measures (Chun, H. K. et al., 2021). In 
114 out of 126 countries, respondents confirmed widespread closures, indicating that the 
majority of TVET institutions across the globe were significantly disrupted. In most 
countries, respondents noted a shift towards remote training measures to ensure continuity 
of training; however, the survey results highlighted the unpreparedness of TVET systems to 
face this challenge (Chun, H. K. et al., 2021). Many skill training centres were closed 
because they could not provide online training. It is a fact that the global outbreak of 
COVID-19 affected nearly all countries and territories, with profound implications for the 
education sector. Many schools, colleges, and universities were compelled to discontinue 
face-to-face teaching, creating an urgent need for innovative and alternative approaches to 
education and assessment. At the same time, the pandemic has opened avenues for 
accelerating digital learning (GoI, 2020). Government reports indicate that India has 
experienced a steady increase in qualified IT professionals, with industries adopting remote 
work and cloud infrastructure as key strategies for resilience and sustainability.

Several service sector industries, including automotive, construction, finance, logistics, and 
leisure, suffered severe setbacks during the pandemic. Small and medium enterprises were 
among the hardest hit by prolonged lockdowns and stringent containment measures. The 
healthcare sector also struggled to meet the demands of India’s vast population, while travel 
restrictions disrupted numerous businesses across the country. Even the fast-growing IT 
sector experienced a slowdown, with hiring rates declining compared to the previous years. 
While the crisis took control of lifestyle and commerce in India, the tireless efforts of 
citizens and the government prevented more harm in the country than experienced globally 
(India Skill Report, 2021). 

The COVID-19 pandemic accelerated the adoption of digital learning in India and 
worldwide. With physical training centres closed, digital platforms emerged as the primary 
medium for skill development, underscoring the promise of blended learning models that 
integrate online instruction with hands-on practice (ILO, 2021). At the same time, the crisis 
has exposed persistent challenges, including the digital divide, inadequate infrastructure, 
and limited internet access in rural and marginalised communities, which continue to hinder 
inclusivity in technology-driven training (Jena, 2020). Nevertheless, the future of skill 
development lies in combining technology with traditional approaches. Digital tools provide 
scalability, flexibility, and efficiency, enabling wider access to training opportunities, 
including for learners in remote areas.

Globally, as economies shift toward automation and digitalisation, technology-enabled 
training become indispensable in preparing workforces for Industry 4.0. In India, with its 
large youth population, leveraging technology for skill training is both a necessity and an

innovation. The crisis highlighted the urgent need to strengthen digital infrastructure, invest 
in teacher training, and develop inclusive strategies to ensure that education remains 
equitable, resilient, and future-ready in the face of such global challenges and TVET was 
also no exception to this.
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opportunity to ensure employability, productivity, and global competitiveness. Although 
India’s talent demand and supply are at the core of global economic activity, this has 
presented challenges to sustainable growth (Majumdar et al., 2020). During the 
pre-pandemic period, skill training was viewed as an opportunity for the nation's youth; 
however, the pandemic presented a new challenge to the system.

With this backdrop, the present study aims to find out the impact of COVID-19 on skill 
training programmes with reference to access and success across various social groups in 
Delhi and NCR region.  

It is well understood that the skill development programme would increase the workforce 
training requirements for both formal and informal sectors. Although it is a strategically 
positive step, it is essential to understand the reality of employment opportunities of students 
and workers who have undertaken various levels of skill training in accordance with the 
National Skill Qualification Framework (NSQF) Levels. The study aims to survey and 
gather primary data from selected target groups, including both government and private 
organisations, that are actively involved in vocational and skill development programmes. It 
also intends to collect such information from the organisations that are the training providers 
and identify their extent of involvement in providing training and placement opportunities 
during and post COVID-19 period, with reference to the years 2020 to 2023. The analysis of 
the study is based on primary source data collected through structured interview schedules 
for selected institutions engaged in skill training programmes and facilitation of placement 
opportunities to meet the aspirational levels of beneficiaries, i.e., trainees, during and 
post-COVID periods from 2020 to 2023. The study primarily employed the survey method 
to collect data in a structured format. In total, 505 respondents of 29 training institutions 
were reached out to for primary data collection across 11 districts of Delhi and one district 
of national capital region (NCR), who were actively undergoing skill training during the 
years 2020 to 2023. An attempt was also made to collect required information from the 
institution’s records regarding their placement. While institutional data was collected from 
the 29 sample institutions, the trainee data was collected through personal interviews.

The descriptive statistics were used for data analysis. Cross-tabulation was used to analyze 
the relationship between the variables. It is a valuable method to identify the relationship 
between two or more categorical variables. It helped to find relationship patterns and 
comparative analysis among different social groups. The cross-tabulation method was 
performed using the IBM SPSS Statistics Version 21 Software. A comparative analysis of 
respondents across social groups (Caste, Gender, Level of Education, Professional 
background, Family Income, and Religion) with respect to variables, such as suitable job 
opportunities during or after the Skill Training Programme on completion of skill training 
programmes.

The scope of the study was primarily to identify the status of skill training in Delhi, which 
has broad significance due to the city’s unique socio-economic profile, its role as the capital 
of India, and its position as a hub for education, services, and employment. The study 
primarily aimed to examine the availability, accessibility, and effectiveness of skill 
development initiatives implemented by government bodies, private institutions, and 

Methodology and Design of the Study
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non-governmental organisations during and after the COVID-19 period. Since the skill 
training in Delhi spans multiple sectors, including information technology, healthcare, retail, 
construction, hospitality, and manufacturing, it was deemed appropriate to examine the 
training strategy adopted during and immediately after the COVID-19 period, transitioning 
to the new normal.

A. Demographic Profile: The demographic data collected in terms of age, gender, and 
social category in terms of broad caste category and religion are briefly presented below:

Age: The age distribution of respondents shows a pronounced skew toward younger 
participants. A large majority (91.5%) fell within the 18–25 years age group, while 7.9% 
were aged 26–35 years, and only 0.6% were between 36–44 years. This reflects the strong 
orientation of skill development programmes toward young people, positioning them as 
early-career interventions rather than mid-life or lifelong learning opportunities. Although 
around 8.5% of the samples are from the middle-aged group, this suggests that people still 
view skill development as an opportunity to upgrade their professional skills for the jobs 
they are performing or intend to perform.

Gender: Gender distribution within the sample was relatively balanced, though slightly 
female-dominant. Women constituted 54.7% of respondents, compared to 45.3% men. This 
pattern suggests encouraging trends in female participation in vocational education, 
although sustained support structures are required to ensure women’s continued engagement 
and transition into the workforce. Delhi and NCR, being an urban area, participating in skill 
training is encouraging for making them economically self-reliant and empowered to sustain 
their family interests.

Social Category: Caste-based representation highlights a mixed but uneven picture of 
inclusiveness. Over half of the respondents (50.9%) identified as belonging to the 
General/Unreserved category, while 28.3% were from Other Backwards Classes (OBC) and 
17.0% from Scheduled Castes (SC). Only 1.4% of respondents belonged to Scheduled 
Tribes (ST), and 2.4% were from minority groups, which fairly represents the population 
characteristics in the education sector. This distribution suggests that while OBC and SC 
groups had a notable presence, ST and minority representation remained disproportionately 
low, as Delhi has a smaller ST population, raising concerns about equitable access across 
marginalized communities.

Religion: The religious composition of the respondents was predominantly homogeneous, 
with 97.6% identifying as Hindu. Minority representation was minimal, with Muslims 
accounting for 1.8%, Sikhs 0.4%, and Christians 0.2% of the total. This reflects both the 
demographic characteristics of the study region and the limited participation of religious 
minorities in the surveyed skill development programmes, which are not commensurate 
with the population characteristics of Delhi and NCR.

Summary of Findings -1: The demographic data collected in terms of age, gender, and 
social category in terms of broad caste and religion line reveals that skill development 
initiatives are primarily accessed by young learners, reflecting their role as entry-level

Analyses & Major Findings
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pathways into the labour market. The balanced gender representation, with slightly higher 
female participation, is a positive sign of inclusivity but requires further institutional support 
to address systemic gender barriers. The uneven participation across caste and minority 
groups reveals persistent inequalities, suggesting that disadvantaged social groups may face 
structural and economic challenges in accessing training opportunities. Religious 
homogeneity further underlines the need for broader outreach to minority communities. 
Collectively, these patterns highlight both the strengths and limitations of skill development 
initiatives in achieving equitable representation during the COVID-19 period.

B. Socio-economic Profile: The socio-economic profile of the sample in terms of level of 
education, family income, professional background etc. briefly presented as below:

Education: The educational background of respondents reveals a concentration in mid-level 
qualifications. The majority (62.2%) had completed intermediate education, followed by 
17.0% who were bachelor’s degree holders and 16.0% who had completed high school. 
Only a small proportion reported holding a diploma or certificate (2.4%) or a postgraduate 
degree (2.4%). This indicates that skill training programmes are mostly accessed by those 
transitioning between secondary education and higher studies, rather than by school 
dropouts or highly qualified individuals seeking advanced reskilling.

Income: From a socio-economic perspective, the data highlights the significant role of 
income in shaping access to training. An overwhelming 92.5% of respondents belonged to 
the low-income group (low-income groups with annual family income up to ₹ six lakhs). At 
the same time, only a small minority fell into middle- or high-income categories. This 
suggests that skill development initiatives are particularly critical for economically 
disadvantaged groups, for whom vocational education creates a pathway to upward 
mobility.

Professional Status: In terms of professional status, a vast majority of respondents (95.8%) 
identified as students. At the same time, only a small proportion were engaged in formal 
employment, such as corporate jobs, teaching, or professional services. This confirms that 
skill training was primarily pursued by those preparing to enter the labour market, rather 
than by mid-career workers seeking retraining or upskilling opportunities.

Summary of Findings -2: The above-mentioned analyses show that skill development 
programmes tend to attract participants with intermediate (+2) or undergraduate 
qualifications, reflecting their positioning as a bridge between school and work. However, 
the limited representation of school dropouts or highly educated individuals suggests that 
the programmes may not be fully inclusive across educational strata. Socio-economically, 
the overwhelming participation of low-income groups underscores the importance of 
affordability and accessibility in programme design, as these learners are the most 
dependent on skill training for economic advancement. Often, it is argued that vocational 
education and skill training are the last resort for a student who cannot join formal higher 
education due to various reasons. Finally, the dominance of student participants illustrates 
the role of skill programmes as entry-level employability pathways but also signals the 
underutilization of such initiatives for mid-career reskilling. 
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C. Programme Participation: 

Course Choice: The analysis of programme participation reveals a clear pattern in the types 
of courses and institutions chosen by respondents. The most popular courses included 
Computer Operator and Programming Assistant (15.6%), Bachelor of Computer 
Applications (11.7%), and Early Childhood Care and Education (7.1%). This distribution 
reflects a strong inclination toward technology-oriented and service-related fields, 
highlighting their perceived relevance to employability in a rapidly changing labour market 
in an urban setup. However, the concentration in a few areas also suggests limited 
diversification of skill development pathways.

Institutional Choices for Enrolment: In terms of institutional choice, 58.6% of 
respondents reported being enrolled in government-run institutes, while 41.4% attended 
private institutions. This suggests that government institutions remain the backbone of the 
skill training ecosystem due to the affordability and trust associated with public sector 
initiatives. At the same time, the significant share of private institutes underscores their 
complementary role in expanding access to training.

Course Nature & Cost: The nature of programmes pursued shows that short-term 
certifications dominated enrolment patterns, with 75.8% of respondents engaged in 
certificate courses, 13.1% in diploma programmes, and only 11.1% in degree programmes. 
This preference for certificates reflects the appeal of quick, skill-focused training that can 
provide immediate employability advantages. Yet, it also raises concerns about the depth 
and long-term sustainability of skills gained through shorter programmes.
Cost of training emerged as another critical factor. A large majority of respondents (87.1%) 
reported paying for their training, while only 12.9% accessed free courses. This reliance on 
fee-based models suggests that financial barriers persist for economically weaker 
participants, especially as most respondents came from low-income backgrounds.

Access to Learning Resources: Access to learning resources showed mixed results. While 
65.7% of respondents received training materials, 34.3% did not. Among those who 
received materials, 73.1% reported having access to all necessary resources, 6.5% received 
only some, and 20.4% reported receiving none. This uneven provision of resources 
highlights disparities in institutional support and may have affected the quality and 
consistency of learning experiences.
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Figure 1.1: Skill Training enrolled by the respondents



Summary of Findings -3: In totality, the programme participation in terms of course 
choice, enrolment, course nature in terms of certificate, diploma etc. and their cost, training 
materials used reveals that programme participation during the study period was 
characterised by high demand for technology-driven and short-term certification courses, 
with government institutions playing a leading role in delivery. However, the heavy reliance 
on fee-based models and the uneven provision of training materials suggest that accessibility 
and equity remain critical challenges. The preference for quick, certificate-based training 
highlights learners’ desire for immediate employability. Still, it also points to the risk of 
limiting long-term career development if more advanced and diversified options do not 
complement programmes. Overall, while participation levels were encouraging, systemic 
issues of affordability, inclusivity, and programme depth continue to shape the landscape of 
vocational training.

D. Impact of COVID-19 on Enrolment and Training: The impact of COVID-19 on 
enrolment, training methodology used, institutional adaptation is presented briefly as below:

Pre-vs. Post-Pandemic Enrolment: The data indicate that COVID-19 acted as a significant 
turning point in participation in skill development programmes. Only 16.6% of respondents 
were enrolled in such programmes before the pandemic, while a significant majority 
(83.4%) joined during or after COVID-19. This suggests that the pandemic served as a 
catalyst, drawing more learners into vocational education as they sought alternative career 
pathways and employability solutions in response to widespread disruptions in education 
and the labour market.

Nature of Courses and Modes of Training: The nature of courses pursued before the 
pandemic also highlights a distinct pattern; 91.1% of those enrolled before COVID-19 opted 
for short-term introductory computer courses, with very few diversifying into other fields. 
This intense focus on digital literacy demonstrates the perceived importance of computer 
skills even before online education became mainstream. Still, it also points to a lack of 
variety in pre-pandemic training options.

When examining the mode of training delivery, 82.2% of respondents reported continuing 
with offline and blended training even during the pandemic, while only 17.8% participated 
fully online. This finding is noteworthy, as it reveals that despite the widespread shift toward 
digital learning, institutions and learners continued to prefer in-person or blended formats. 
After restrictions eased, this trend became even more pronounced, with 95.4% of 
respondents returning to classroom-based training and only 4.6% continuing online. These 
figures highlight both a reliance on traditional learning environments and the limitations of 
digital delivery models in skill-based education.

Institutional Adaptation: Institutions also undertook measures to adapt during this period. 
More than half (53.7%) reported improving video conferencing infrastructure, while 38.2% 
upgraded both conferencing tools and digital equipment. A large majority (86.9%) also 
provided course extensions, ensuring flexibility for learners affected by disruptions. 
Notably, 99.6% of respondents were able to complete their programmes during the 
pandemic, reflecting strong institutional support and learner commitment despite the 
unprecedented challenges.
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Summary of Findings -4:  The impact of COVID-19 on enrolment, training methodology 
used, institutional adaptation suggest that the pandemic not only expanded enrolment in skill 
development programmes but also reshaped the way training was delivered and managed. 
COVID-19 accelerated demand for vocational skills, especially in digital literacy, while also 
prompting institutions to invest in digital infrastructure and flexible policies. However, the 
heavy reliance on offline training/blended mode, even at the height of the crisis, underscores 
persistent barriers to effective online delivery and learners’ preference for hands-on 
engagement. The exceptionally high completion rates reflect resilience, yet they also raise 
questions about the depth and quality of learning achieved under strained circumstances. 
Overall, COVID-19 acted as both a disruption and a transformative force, simultaneously 
exposing systemic weaknesses and driving innovation in skill development initiatives.

E. Digital Readiness: The survey results indicate that a large majority of respondents 
(91.9%) had access to the internet, though 8.1% still lacked connectivity, reflecting a 
persistent digital divide. Among those with access, most (86.5%) relied primarily on mobile 
data connections, while only 9.7% used private Wi-Fi and a negligible fraction used public 
networks. This dependence on mobile data highlights both the accessibility and limitations 
of digital participation, as unstable connections and high costs may have affected the quality 
of online learning.

In terms of devices, smartphone ownership was almost universal (97.2%), with 
Android-based phones dominating (96.2%). While this widespread penetration enabled 
learners to participate in mobile-based training, the low ownership of personal computers 
(34.3%) restricted the ability of many to engage with advanced, software-intensive, or 
multitasking training modules. Regarding platforms, Zoom (32.7%) and Google Meet 
(30.5%) were the most commonly used applications for online classes, while a further 
28.5% reported using both. For sharing documents, WhatsApp emerged as the 
overwhelmingly dominant tool (95%), far ahead of platforms such as Telegram or Google 
Classroom. This reflects a firm reliance on informal but accessible digital practices rather 
than structured learning management systems.
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Summary of Findings -5: The digital readiness suggests that while digital access was 
widespread in terms of connectivity and smartphone ownership, it was often shallow in 
terms of quality and depth. Heavy reliance on mobile data and smartphones made online 
training possible, but limited in effectiveness, especially for courses requiring advanced 
digital infrastructure. The dominance of WhatsApp and other informal tools highlights 
accessibility and ease of use but also indicates the absence of formal digital ecosystems 
tailored to structured learning. Overall, the results emphasizes that digital readiness during 
COVID-19 was sufficient for basic participation but inadequate for ensuring equitable and 
high-quality online skill training.

F. Assessments and Institutional Practices: The data reveal that most respondents (68.7%) 
experienced both formative and summative assessments during their training, suggesting 
that institutions employed a balanced approach by combining continuous feedback with 
final evaluations. A smaller share reported experiencing only formative (22.2%) or only 
summative assessments (9.1%), highlighting some variation in institutional practices.

During the COVID-19 period, assessment processes shifted overwhelmingly to online 
formats, with 97.6% of respondents reporting online evaluations and only a tiny fraction 
experiencing blended (2.0%) or face-to-face (0.4%) assessments. Interestingly, even after 
the pandemic, 91.7% of assessments continued online, indicating that digital evaluation 
methods became institutionalized as part of the “new normal.”

In contrast, before COVID-19, most respondents did not clearly identify the mode of 
assessment, with a significant non-response suggesting either informal practices or limited 
awareness of formal assessment methods. This points to a lack of structured evaluation 
processes in the pre-pandemic period, which was subsequently formalised during the crisis.
Furthermore, most respondents (90.9%) reported having undergone proctored examinations, 
which reflects a strong institutional emphasis on maintaining monitoring and credibility in 
assessments, even within digital environments.
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Summary of Findings -6: The findings demonstrate that COVID-19 acted as a turning 
point in institutional assessment practices. While pre-pandemic evaluations were often 
informal or inconsistently applied, the crisis accelerated the adoption of structured, online, 
and proctored systems. This is not only a standardised assessment but also enhances the 
credibility and integrity of certifications. However, the heavy reliance on digital assessment 
methods may also have excluded learners with limited digital access, underscoring the need 
to balance inclusivity with rigor in future practices.

G. Aspirations and Employment Outcomes: The data highlights that respondents’ 
aspirations for skill training programmes were varied but essentially modest in scope. 
Nearly half of the participants (49.5%) stated that their primary goal was simply to complete 
the programme successfully. Beyond completion, a significant portion aspired to secure 
government employment (21.6%), followed by private sector jobs (8.3%) and better career 
opportunities in general (5.1%). A smaller group expressed interest in pursuing higher 
education, entrepreneurship, or acquiring additional skills, reflecting more long-term or 
growth-oriented ambitions.

In terms of employment outcomes, the results were encouraging for majority of learners. A 
substantial 77.8% reported securing some kind of job after completing their training, while 
22.2% were unable to do so. Notably, institutional mechanisms played a key role in bridging 
the gap between training and employment; 72.7% of those employed were placed directly 
through institutional support, while 27.3% secured jobs independently. This underlines the 
centrality of structured placement services linking training with labour market opportunities.
Despite these positive outcomes, the impact of COVID-19 revealed the fragility of 
employment for trained workers. Nearly 28.7% of respondents reported losing their jobs 
during the pandemic, signaling that vocational qualifications did not fully shield individuals 
from broader economic shocks. Additionally, opportunities for entrepreneurship and 
alternative income generation were minimal, with only 2.6% reporting new income streams 
and just 0.6% relying on loans for job-related or financial support. This reflects limited 
systemic support for entrepreneurial pathways and restricted access to credit.
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Summary of Findings -7: The findings indicate that while skill training programmes were 
effective in securing employment for most learners, aspirations remained conservative, with 
certification and government jobs dominating priorities. Institutional placement support has 
emerged as a critical factor in ensuring job outcomes, highlighting the need for further 
strengthening of such mechanisms. However, the vulnerability of trained workers to job loss 
during COVID-19 highlights that skill programmes alone cannot guarantee employment 
security without broader structural resilience in the labour market. The low levels of 
entrepreneurship and financial risk-taking also suggest that skill development initiatives 
need to integrate better entrepreneurial training, financial literacy, and access to credit to 
create sustainable livelihood opportunities.

H. Challenges in Online Training: Significant difficulties marked the transition to online 
training during the COVID-19 pandemic for most respondents. An overwhelming 89.3% 
reported facing challenges, underscoring the fact that digital learning environments were far 
from seamless or universally effective. Among these, the most pressing concern was a 
combination of poor internet connectivity and difficulty in understanding concepts, cited by 
40% of respondents. A further 23.2% highlighted compounded issues, including general 
discomfort, unstable connections, and conceptual clarity problems, which collectively 
hindered learning outcomes.

Motivational challenges were also evident, with 17.2% of participants reporting 
disengagement and a reduced willingness to participate actively in online classes. Alongside 
these dominant issues, several more minor but significant barriers emerged; 6.1% struggled 
with inadequate physical space for learning, 5.5% faced limitations in carrying out practical 
work, and 5.1% raised privacy and safety concerns during video-based interactions. In 
addition, 2.2% experienced eye strain from prolonged screen exposure, while 0.6% reported 
financial difficulties in managing online learning requirements.
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Summary of Findings -8: These findings demonstrate that the challenges of online training 
during the COVID-19 pandemic were multidimensional, encompassing technological, 
pedagogical, psychological, and infrastructural barriers. Connectivity issues and lack of 
conceptual clarity reveal weaknesses in both digital infrastructure and instructional design. 
The motivational and emotional struggles further emphasise the human dimension of digital 
learning, which was often overlooked in the rapid shift to online learning. Minor yet 
persistent concerns, such as inadequate space, privacy, and eye strain, reflect how 
socio-economic and environmental factors have shaped the learning experience. Overall, the 
results indicate that while online training offered continuity during the pandemic, it was not 
inclusive or fully effective, highlighting the urgent need for better digital ecosystems, 
learner support mechanisms, and pedagogical innovations in skill development 
programmes.

Conclusion 
The study shows that skill development initiatives during COVID-19 were primarily 
accessed by young learners, serving as entry points to the labour market. Gender 
representation was relatively balanced with slightly higher female participation, though 
systemic barriers persisted. Participation across caste and minority groups remained uneven, 
highlighting structural inequalities and limited outreach. Training demand was concentrated 
on short-term, technology-driven certification courses, reflecting learners’ need for quick 
employability. However, this approach risked limiting career growth without advanced 
options, as accessibility challenges, reliance on fee-based models, and uneven resource 
provision all contributed to equity issues.

COVID-19 reshaped programme delivery by accelerating digital adoption, yet offline and 
blended modes dominated due to barriers in online readiness and preference for hands-on 
training. Completion rates were high but raised concerns about learning depth. Digital 
access, while widespread, was shallow, with heavy reliance on smartphones, mobile data, 
and informal tools like WhatsApp, revealing weak formal digital ecosystems.

Assessment practices improved using structured online systems, enhancing credibility but 
potentially excluding digitally disadvantaged groups. Skill programmes supported 
employment, though aspirations remained conservative, with government jobs and 
certificates prioritised over entrepreneurship and job vulnerability highlighted labour market 
fragility. Challenges included poor infrastructure, instructional gaps, and psychosocial 
stress, underscoring the need for inclusive, resilient, and innovative vocational ecosystems.

In a nutshell, the following are the essential findings:
a. Skill initiatives mainly served young learners; women’s participation was slightly higher, 
but systemic barriers persisted.
b. Caste and minority groups faced uneven access, showing deep-rooted inequalities.
c. High demand for short-term, tech-driven certification courses risked limiting long-term 
growth.
d. COVID-19 accelerated digital adoption, but blended/offline modes still dominated due to 
limited online readiness.
e. Digital access was shallow, relying on smartphones, mobile data, and informal tools.
f. Online assessments improved credibility but excluded disadvantaged groups.
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g. Employment outcomes were positive but conservative, with a focus on certificates and 
government jobs.
h. Weaknesses in pedagogy, infrastructure, and learner support remained.

Thus, COVID-19 has transformed skill development by expanding access and digital 
adoption; however, deep inequalities, weak infrastructure, and limited career pathways 
continue to challenge its long-term impact
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Leadership and Governance in Education: Building
Resilient Institutions

Spotlight

Effective leadership is the foundation of sound educational administration. In a 
progressively dynamic and complex educational landscape, institutions are expected to 
acknowledge proactively to societal transformation, workforce requirement, and global 
educational trends. This calls for administrators who are both effective managers and 
visionary leaders, guiding institutions through change without compromising academic 
integrity or organisational stability. 

Educational leadership extends beyond authority and administrative control, it is 
fundamentally rooted in vision building, participatory decision-making and capacity 
development. Administrators must inspire trust, encourage teamwork and cultivate a sense 
of ownership among teachers and staff. Such collaboration leadership enhances institutional 
resilience and ensures smooth implementation of academic and administrative reforms. 

Governance framework in education also demands transparency and accountability. Clear 
policies, well-defined roles and systematic evaluation mechanisms strengthen institutional 
functioning. When governance is inclusive and responsive, it creates an environment where 
innovation thrives and challenges are addressed constructively.

Capacity building and professional empowerment represent a significant dimension of 
leadership and governance. Educational administrators are accountable for nurturing 
leadership at multiple levels by supporting continuous professional development, guide 
emerging leaders and encouraging reflective practices. Empowering instructors or educators 
with sovereignty and opportunities for prosperity enables institution to adopt more 
effectively to change and ensure continuity in leadership and administration.

The role of ethical leadership and value-based governance is equally important. 
Administrators must uphold principles of equity, integrity and inclusiveness while making 
decisions that affect diverse stakeholders. Ethical governance not only ensures adherence to 
regulatory frameworks but also fosters a culture of trust, fairness and social responsibility. 
By integrating ledership values with effective governance practices, administrators can steer 
institutions towards long-term excellence and social relevance. 

Sandhya Singh Jat 
Education

PSS Central Institute of Vocational Education (PSSCIVE), Bhopal
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Abstract
India is poised to become a major global economy, and there is a pressing need to address 
employment challenges and foster innovative solutions. Social entrepreneurship is gradually 
recognized as a pivotal approach to addressing the increasing unemployment issue among 
Indian youth by combining entrepreneurial skills – problem solving, innovation, and 
community engagement with the Indian education system. Embedding social 
entrepreneurship in school education fosters responsibility, innovation, and problem-solving 
at an early stage, preparing learners to address local and global challenges. Such integration 
not only empowers students with practical skills but also contributes to building inclusive 
communities and promoting sustainable practices. In the long run, these competencies 
enhance national development by nurturing a generation of youth equipped to drive social 
change and economic growth simultaneously. The National Education Policy 2020 and 
National Curriculum Framework 2023 also highlight the need for education to promote 
entrepreneurial and practical skills in students. The study aims to evaluate the extent to 
which the science textbook facilitates the cultivation of social entrepreneurship skills, 
specifically examining its effectiveness in motivating students to engage with and utilise 
these abilities, through analysing the content of the ninth-grade textbook published by the 
National Council of Educational Research and Training (NCERT), New Delhi. Certainly, 
students should have specific skills to become social entrepreneurs. The research findings on 
examining the textbooks, critical thinking, activity and discussion, and problem-solving 
skills are more distributed than creativity and collaboration. Moreover, the study concluded 
that the textbook is sufficient for cultivating social entrepreneurship abilities among 
secondary school students.

Keywords: Social Entrepreneurship, Science, NEP 2020, NCF 2023, NCERT

Introduction
In recent years, the concept of social entrepreneurship has gained significant attention 
(Dobele, 2016). It is regarded as a powerful means to address societal challenges through 
innovative and sustainable solutions (Moulaert et. al., 2013), because the social 
entrepreneurs focus on creating social value rather than generating profit (Dees, 1998). The 
present moment is unprecedentedly critical for entrepreneurship, with a primary challenge  
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for all economies being the cultivation of a more entrepreneurial culture and the 
enhancement of requisite skills, attitudes, and behaviours to equip young entrepreneurs. As 
the world grapples with pressing issues such as inequality, climate change, social change, 
and developmental problems. So, there is also a growing need to equip the next generation 
with the skills, knowledge, and modern mindset necessary to develop effective social 
entrepreneurs (Kirby & Ibrahim, 2011). Education, particularly at the secondary school 
level, plays a crucial role in this endeavor by embedding the essential skills for social 
entrepreneurship into various subjects, including those traditionally seen as unrelated to 
social issues, such as science (Deb & Panda, 2021).

Science, as a discipline, provides students with a deeper understanding of nature and makes 
them critical thinkers, problem-solvers, and analytical thinkers (Bybee, 2010; Akerson et al., 
2018; Anitha & Bharathi, 2023). However, the potential of science education in terms of 
contributing to social entrepreneurship is often overlooked. By integrating social 
entrepreneurship concepts into science education, students can be encouraged to apply their 
scientific knowledge to develop innovative solutions to social and environmental problems 
(Gerli et. al., 2020). This approach not only broadens the scope of science education but also 
aligns with the broader educational goals of fostering social responsibility, critical thinking, 
and creative citizens (Beane, 1997).

This study seeks and enlists essential skills required for social entrepreneurs and points out 
the extent to which the skills are reflected and how it is contextualized within the textbook 
of science. Whereas Previous studies had emphasized the importance of embedding social 
entrepreneurship in educational curricula to prepare students for active roles in addressing 
global challenges (Kickul & Lyons, 2020), addressing complexities of modern society and 
to foster a sense of ethical responsibility (Hockerts, 2018). Thereby contributing to the 
ongoing discourse on the seeding of social entrepreneurship among students in secondary 
education (Kickul et al., 2022).

Entrepreneurship and Social Entrepreneurship 
Entrepreneurship Education (EE) generally aims to enhance awareness, motivation, and 
knowledge essentials for effectively pursuing and managing entrepreneurial ventures 
(Khoury et al., 2012; Fayolle, 2018; and O'Connor, 2013). such as idea generation, 
opportunity identification, securing funds, reinvesting profits, efficient resource 
management, and understanding business models and market strategies for sustainable 
ventures.

It is widely acknowledged that social entrepreneurs are a unique group motivated by social 
principles. (Chell, 2007). Social entrepreneurs are often seen as change agents with strong 
collaborative leadership and networking abilities. Moreover, people in these positions have 
special business abilities along with a practical social mission and a strong work ethic. (Satar 
& Natasha, 2019; Weerawardena & Mort, 2006). Indeed, social passion has emerged as a 
distinct aspect of the entrepreneurial orientation of social entrepreneurs (Satar & Natasha, 
2019).

Although the characteristics of commercial entrepreneurship orientation—innovativeness, 
proactiveness, and risk-taking—are equally relevant in the social entrepreneurship context 
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(Kraus et al., 2017). Therefore, social entrepreneurs must acquire business planning skills 
similar to those of conventional entrepreneurs to evaluate, identify, and utilise opportunities 
to create social value through commercial and market-based activities (Phillips et al.2015). 
These planning skills can provide a range of benefits for social entrepreneurs (Kummitha, 
2016).

Education for Entrepreneurship
Across the globe, there has been a growing emphasis on social entrepreneurship education, 
with business schools and academic institutions offering short-term courses, electives, 
undergraduate and postgraduate programs and open online courses (Hockerts, 2018). 
Furthermore, social entrepreneurship is taught at prestigious universities, including the Tata 
Institute of Social Sciences, Harvard Business School, Stanford, Cambridge, Oxford, and 
the University of Singapore. To support teaching, learning, mentoring, and research 
pertaining to social entrepreneurship and community development, specialised Social 
Entrepreneurship Centres have also been established worldwide, such as the Asia Centre for 
Social Entrepreneurship and Philanthropy (ACSEP), ASHOKA Foundation, and Skill 
Centre for Social Entrepreneurship (Shahid & Alarifi, 2021). Thereafter, in India, social 
entrepreneurship skills are largely driven by the government, as the National Policy on Skill 
Development and Entrepreneurship was established in 2015, the result of which was the 
launch of the Skills India Mission (Kaushal Bharat Kosal Bharat) in 2015 to develop 
different skills by 2022. Simultaneously, the Ministry of Skill Development and 
Entrepreneurship started numerous training programmes and institutions to facilitate 
entrepreneurship generation. The National Education Policy 2020 emphasised the skills 
needed to develop job creators rather than job seekers. For social enterprises, initiatives like 
Startup India and Stand-Up India offer funding, incubation, and mentorship. The Atal 
Innovation Mission also encourages entrepreneurship and innovation with an emphasis on 
social impact.

There is a need to align educational practices with these concepts at the school level. 
National Education Policy (NEP) 2020 also underscores its importance implicitly and 
promotes the need for teaching methods, curricula, and classroom environments that 
cultivate the skills and competencies essential for social entrepreneurship. Brock and Steiner 
(2009) analysed 107 social entrepreneurship syllabi from 72 colleges and universities across 
the U.S., Asia, and Europe and found that social entrepreneurship courses focused on 
addressing social needs and problems, innovation, scaling social ventures, resource 
acquisition, opportunity recognition, developing sustainable business models, and 
measuring outcomes. 

However, to become a social entrepreneur, students need to be competent in 
entrepreneurship skills. So, after secondary education, students from the science stream 
could make choices to become entrepreneurs. Therefore, being aware of social 
entrepreneurship helps students to know about their potential in entrepreneurship and assists 
them in becoming job providers rather than job seekers 
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Review of Related Literature
NEP 2020 does not explicitly mention social entrepreneurship. Meanwhile, it emphasizes 
aspects of education that align with its principles, such as community involvement, 
volunteerism, holistic development, creativity, critical thinking, inclusive education, and 
equity. Similarly, the NCF 2023 proposed to integrate vocational education into the 
curriculum to foster essential skills like problem-solving, critical thinking, and practical 
experience—skills crucial for social enterprises. Critical thinking is crucial for 
problem-solving, while collaboration skills enable effective teamwork (Bacq & Janssen, 
2011). These competencies help learners create social ventures that address societal needs 
(Choi & Majumdar, 2014). Whereas Bornstein and Davis (2010) discussed that 
competencies contain creativity to generate new ideas, leadership to guide and inspire 
teams, and financial acumen to ensure sustainability. Learners must also be empathetic to 
understand the needs of communities and use ethical reasoning to make decisions that align 
with social values. Additionally, NCF highlights social sciences education as a critical area 
for developing an understanding of society and human behaviour, which can be important to 
becoming social entrepreneurs who aim to create culturally and contextually relevant 
solutions.

Thus, students learn about social entrepreneurship concepts and acquire the skills, abilities, 
and attitudes necessary for effective social participation (Kirby & Ibrahim, 2011). Fayolle 
(2018) further emphasizes integrating softer entrepreneurial topics into educational 
practices, such as developing an entrepreneurial mindset, opportunity construction, 
work-life balance, managing emotions, and learning from failure. Although these "softer" 
entrepreneurial topics are important, Brock and Steiner (2009) provide a detailed conceptual 
framework highlighting the seven most common elements of social entrepreneurship that 
should ideally be included in every curriculum. These elements are:

Thus, the elements in the curriculum develop social entrepreneurial skills among the 
students.  delimited social entrepreneurial skills from entrepreneurial skills (Martin & Iucu, 
2014)

Figure 2.1: Elements for SEE Curriculum
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Innovation is the creation of new ideas that improve efficiency. Creativity fosters the 
generation of novel ideas, which is essential for innovation (Shoop & Ressler, 2011). Critical 
thinking allows for the analysis and refinement of these ideas. (Sari & Wardhani, 2020). 
Collaboration brings diverse perspectives together, enhancing the creative process and thus 
leading to more effective innovations (Baruah & Paulus, 2018). Leadership is the action of 
leading the group to achieve organisational goals. Collaboration fosters teamwork and 
communication, which is essential for leading diverse groups (Johnson & Johnson, 2013). 
Critical thinking enhances decision-making and problem-solving, allowing leaders to 
navigate complex challenges (Facione, 2011). Creativity drives innovation and adaptability, 
which is crucial for visionary leadership (Sawyer, 2017). Thus, collaboration, critical 
thinking, and creativity are pivotal in developing leadership skills among students. 
Teamwork and cooperation encourage each student to take ownership of their roles, 
enhancing both personal and collective sense of responsibility within students (Eliasa, 
2014). Through science education, students apply critical thinking and problem-solving 
skills to understand and address the root cause of social problems such as climate change and 
public health (Shagdarjav, 1993; Rodriguez & Morrison, 2019). Engaging students in 
inquiry-based learning, hands-on experiments, practical problem-solving tasks, and critical 
thinking activities enhances their ability to recognize opportunity (Garris et al., 2017; 
Dickman et al., 2009). Ethical practices cultivate integrity (Webber, 2022), and 
problem-solving skills develop students' patience (Suryanti, & Supeni, 2019). Discussions 
and presentations enhance persuasion (Balakrishnan & Paramasivam, 2023), and handling 
activities and setbacks of experiments develops emotional management skills. Collaborative 
tasks promote empathy (Gyles, 2024), and teamwork strengthens solidarity among the 
students (Nainggolan et al., 2024). Hence, the present study consolidates all the required 
competencies for social entrepreneurship and formulates the charts that present the skills in 
Figure 3 that may be necessary for secondary school students to become social entrepreneurs 
in the future.

Figure 2.2: Social Entrepreneurial Skills
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Figure 2.3: SE Skills at the School Level

Role of Textbooks in Cultivating Skills
The effectiveness of textbooks is evaluated based on how well they align with the 
curriculum and established learning objectives (Morgil & Yılmaz, 1999). Kul et al. (2018) 
emphasized that teachers often rely on textbooks as a primary tool to achieve these 
objectives in their teaching. Textbooks are designed to incorporate learning experiences that 
equip students with the knowledge and skills outlined in the curriculum. Therefore, it 
becomes essential to identify the extent to which the NCERT-published textbook specifies 
social entrepreneurship skills, as it serves as a guide for achieving the intended 
competencies. Aybek et al. (2014) highlighted that the quality of education students receive 
is largely influenced by the textbooks schools adopt. Hence, assessing textbooks for the 
integration of social entrepreneurship skills is crucial. In this context, the present study seeks 
to examine how extensively these skills are embedded within the texts.

Therefore, the outcomes of this study will offer meaningful insights for educators, 
curriculum planners, and policymakers seeking to strengthen the relevance and 
effectiveness of science education in promoting social entrepreneurship skills at the 
secondary level. In addition, the research will highlight the role of science content, 
illustrating how science subjects can significantly contribute to nurturing the competencies 
and abilities essential for social entrepreneurship (Mair & Noboa, 2006; Bux & Van Vuuren, 
2019; Ribeiro et al., 2023). Hence, the research question for this study is: Where do social 
entrepreneurship skills reflect in science textbooks?
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Objective of the Study
The overall objective of the study lies in analyzing activities and exercises written in the 
science textbook of the ninth-grade, which is published by NCERT, Delhi, for secondary 
school students regarding the development of social entrepreneurship skills. To reach this 
goal, a specific objective was defined:

• To analyze the activities, exercises, and questions in a chapter that usually promote social 
entrepreneurship skills at the secondary school level.

Methodology
Design
This study adopted a qualitative research approach to gain a deeper understanding of the 
social entrepreneurship competencies presented in the ninth-grade science textbook. 
Qualitative research is focused on exploring and interpreting the meanings and experiences 
within a specific context, using non-numeric data such as texts (Creswell, 2014). In this 
case, a qualitative content analysis was employed to examine how the textbook contains 
social entrepreneurship skills. This method involves systematically analysing textual data to 
identify patterns, themes, and meanings that reflect the competencies necessary for fostering 
social entrepreneurship among secondary school students.

Data Source
The ninth-grade level was selected for this study as it represents a pivotal stage in secondary 
education. Since the focus was on analysing an instructional resource employed by teachers 
to teach science in the classroom, the data were drawn from the textbook titled “SCIENCE 
Textbook for Class IX”. This science textbook was selected through a purposive sampling 
technique. There are 12 chapters with activities, questions, and exercises in them. The 
rationale for selecting this textbook is that public and private secondary schools in India use 
it widely, and the NCERT, Delhi, published it. 

Unit of Analysis
The unit of analysis in this study comprised each individual activity and question presented 
in the textbook, categorized as any of the following:
• Wh- questions
• How questions
• Multiple-choice questions
• Discussion questions
• Group activities 
• Statement-type questions

Procedure
In order to analyse the social entrepreneurship skills contained in the textbook. The textbook 
was first skimmed for its general presentation of content. Then, the researchers reviewed all 
the activities, questions, and exercises presented in the textbook and the codes to collect 
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Result
This section presents the findings derived from the analysis of activities, questions, and 
exercises in the Science Textbook, which enabled the researcher to address the research 
question.

4.1 Critical Thinking
The operational verbs used in activities, exercises, and questions in this textbook are where, 
what, in which, give a reason, explain, how, classify, identify, and compare. Some samples 
involved in this category are, for instance, the students have to answer the following 
questions:

1. “Take some water in a container, try cutting the surface of water with your fingers. • Were 
you able to cut the surface of water? What could be the reason behind the surface of water 
remaining together?” (NCERT, 2021, p.3).
2. “Suppose you and your friend are on the moon. Will you be able to hear any sound 
produced by your friend?” (NCERT, 2021, p.163).
3. “How are the wavelength and frequency of a sound wave related to its speed?” (NCERT, 
2021, p.132).
4. “What can you say about the motion of an object whose distance-time graph is a 
straight-line parallel to the time axis?” (NCERT, 2021, p.107).

data. content analysed only text-based exercises.  For this, NVivo software (free trial 
version) was used to organise and analyse the data. Social entrepreneurship skills were 
analysed using the researcher's proposed structure. The researcher codified activity, question 
and exercise, calculated the percentage of each skill in the chapter, and then interpreted the 
results. The proposed structure organizes social entrepreneurship skills at the school level 
into five categories: Problem-solving skills, Collaboration, Creativity, Critical thinking, and 
Activity and Discussion.

Topics Code Explanation

Social Entrepreneurship
Skills

Problem-solving skills Problem-solving skills refer to the ability to
select a particular formula and give values.

Social Entrepreneurship
Skills

Collaboration Collaboration refers to those activities, exercises,
and questions that are asked to solve a problem in
a group.

Social Entrepreneurship
Skills

Creativity Creativity involves all those activities, exercises,
and questions which ask to organize, classify,
reason, label, and draw.

Social Entrepreneurship
Skills

Critical thinking It involves all those activities, exercises, and
questions that start from why, what, and how.

Social Entrepreneurship
Skills

Activity and Discussion It refers to performing real-life experiments,
group activities, and discussions on the concept.
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5. “Place a water-filled tumbler on a tray. • Hold the tray and turn around as fast as you can. 
We observe that the water spills. Why?” (NCERT, 2021, p.91).

Figure 4 indicates that all the chapters promote critical thinking. This finding implies that a 
sufficient number of questions, activities, and exercises are available in this textbook, with 
percentages ranging between 0.9% and 5 %. Chapters 1, 2, 8, 9, and 10 have percentages 
ranging between 2.5% and 5%, whereas Chapter 8 has the maximum activities, questions, 
and exercises that promote critical thinking.  Chapters 3, 4, 5, 7, 11, and 12 have percentages 
ranging between 0.9% and 2.5%, whereas Chapter 6 has minimal activities, questions, and 
exercises that promote critical thinking.  91).

4.2. Creativity 
The operational verbs used in activities, exercises, and questions in this textbook are try, 
observe, repeat, analyze, make a list, identify, inferences, justify, illustrate, make a list, draw, 
and explain. Some samples involved in this category are, for instance, the students have to 
answer the following questions:

1. “What is the work done by the force of gravity on a satellite moving around the Earth? 
Justify your answer.” (NCERT, 2021, p.125).
2. “Make a list of different types of musical instruments and discuss with your friends which 
part of the instrument vibrates to produce sound.” (NCERT, 2021, p.128).
3. “Give two practical applications of the reflection of sound waves.” (NCERT, 2021, 
p.138).
4. “Comb dry hair. Does the comb then attract small pieces of paper? Rub a glass rod with a 
silk cloth and bring the rod near an inflated balloon. Observe what happens.” (NCERT, 2021, 
p.38).
5. “Diagrammatically show the difference between the three types of muscle fibres.” 
(NCERT, 2021, p.70).

Figure 2.4: Critical thinking
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Figure 5 indicates that all the chapters promote creativity. This finding implies that a good 
number of questions, activities, and exercises are available in this textbook, with 
percentages ranging between 0.4% and 6.2%. Chapters 5, 7, 9, and 10 have percentages 
ranging between 3.2% and 6.2%, whereas Chapter 10 has the maximum activities, 
questions, and exercises that require creativity.  Chapters 1, 2, 3, 4, 6, 8, 11, and 12 with 
percentages ranging between 0.4% and 2.2%, whereas Chapter 1 has the minimum 
activities, questions, and exercises that encourage creativity among the students. 

4.3. Collaboration
The operational verbs used in activities, exercises, and questions in this textbook are play, 
prepare, discuss, and observe. Some samples involved in this category are, for instance, the 
students have to answer the following activities:

1. “Play this game in the field— make four groups and form human chains as suggested:..” 
(NCERT, 2021, p.3).
2. “Prepare a model to demonstrate the movement of particles in solids, liquids and gases.” 
(NCERT, 2021, p.13).
3. “A few sources of energy are listed above. There are many other sources of energy. List 
them.  Discuss in small groups how certain sources of energy are due to the Sun.” (NCERT, 
2021, p.116).
4. “Observe what happens and discuss with your friends.” (NCERT, 2021, p.127).

Figure 6 indicates that chapters 1, 2, 3, 9, 10, and 11 have questions, activities, and exercises 
that ensure student collaboration. This finding implies that few questions, activities, and 
exercises are available in this textbook, with percentages ranging between 0.2% and 3.6%. 
Chapters 1, 2, 3, and 11 have percentages ranging between 0.2% and 1.5%, whereas Chapter 
2 has minimum activities, questions, and exercises, and with a percentage of 3.6%, Chapter 
10 only has maximum activities, questions, and exercises that ensure collaboration. 

Figure 2.5: Creativity
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4.4. Activity and Discussion
The operational verbs used in activities, exercises, and questions in this textbook are put, 
take, drop, play, collect, start, prepare, and think of. Some samples involved in this category 
are, for instance, the students have to answer the following activities:

1.“Take a close look at the electric meter installed in your house. Observe its features 
closely.  Take the readings of the meter each day at 6.30 am and 6.30 pm. Do this activity for 
about a week. How many ‘units’ are consumed during the daytime? How many ‘units’ are 
used during the night? Tabulate your observations. Draw inferences from the data. Compare 
your observations with the details given in the monthly electricity bill (One can also estimate 
the electricity to be consumed by specific appliances by tabulating their known wattages and 
hours of operation).” (NCERT, 2021, p.123).

2. “Visit a livestock farm. Note the following: (1) Number of cattle and number of different 
breeds. (2) The amount of daily milk production from the different breeds.” (NCERT, 2021, 
p.147).

3. “Make placards with symbols and valencies of the elements separately. Each student 
should hold two placards, one with the symbol in the right hand and the other with the 
valency in the left hand. Keeping the symbols in place, students should criss-cross their 
valencies to form the formula of a compound.” (NCERT, 2021, p.36).

4. “Drop a crystal of copper sulphate or potassium permanganate into a glass of hot water 
and another containing cold water. Do not stir the solution. Allow the crystals to settle at the 
bottom. What do you observe just above the solid crystal in the glass? What happens as time 
passes? What does this suggest about the particles of solid and liquid? Does the rate of 
mixing change with temperature? Why and how?” (NCERT, 2021, p.2).

5. “Take a 100 mL beaker. • Fill half the beaker with water and mark the level of water. 
Dissolve some salt/ sugar with the help of a glass rod. Observe any change in water level. 
What do you think has happened to the salt? Where does it disappear? Does the level of 
water change?” (NCERT, 2021, p.1).

Figure 2.6: Collaboration
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Figure 7 indicates that all chapters have questions, activities, and exercises that provide 
scope for activity and discussion among the students, except for Chapter 8. This finding 
implies that many questions, activities, and exercises are available in this textbook, with 
percentages ranging between 0.1% and 8.9%. Chapters 1 have maximum activities for 
discussion and experiments with a percentage of 8.9%, whereas Chapter 4 has a minimum 
with a percentage of 0.1%.  

Figure 2.7: Activity and Discussion

Figure 2.8: Problem-Solving Skills
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4.7. Analysis of unit of analysis (items) through word similarity
Figure 10 is a dendrogram in which the clusters are formed based on word similarity among 
different skills. This shows that Collaboration Skills and Activity and Discussion are 
grouped closely together, indicating a high degree of similarity in terms of word usage or 
concept. Creativity is somewhat related to the first group but stands as a distinct cluster, 
showing moderate similarity to "Collaboration Skills" and "Activity and Discussion. Critical 
Thinking and Problem-Solving Skills are closely related, forming a distinct cluster separate 
from the others. This suggests that these two skills are often conceptualized together. Hence, 
the dendrogram suggests that "Collaboration Skills" and "Activity and Discussion" are more 
similar to each other than to "Critical Thinking" and "Problem-Solving Skills," which form 
another closely related pair. "Creativity" falls in between but is slightly more related to the 
first pair.

4.6. Distribution of social entrepreneurship skills throughout the 
science textbook
Figure 9 categories different social entrepreneurship skills according to their relative 
coverage. This visualization represents how different skills are distributed within the 
curriculum of science textbooks. This shows that critical thinking occupies the largest space, 
followed by problem-solving skills, the second largest skill. Whereas collaboration is 
represented by a smaller segment, suggesting it is the least emphasized among the skills 
listed. Hence, the prominence of critical thinking and problem-solving skills suggests a 
strong focus on developing cognitive abilities in learners.

Figure 2.9: Distribution of skills

Figure 2.10: Items clustered by word similarity
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Conclusion
The analysis of the ninth-grade Science Textbook reveals a diverse emphasis on various 
educational skills across chapters, with notable variations in the focus on critical thinking, 
creativity, collaboration, activity and discussion, and problem-solving skills.

Critical thinking is strongly emphasized throughout the textbook. Operational verbs like 
"explain," "compare," and "classify" are frequently used in activities and questions, which 
aligns with educational objectives that prioritize cognitive development and analytical 
reasoning. The data shows that critical thinking is prevalent in chapters 1, 2, 8, 9, and 10, 
with Chapter 8 featuring the highest percentage of activities promoting this skill. This focus 
supports the notion that critical thinking is essential for understanding complex scientific 
concepts and solving related problems.

Creativity is also encouraged, but to a lesser extent. Activities involving verbs such as 
"draw," "illustrate," and "make a list" are spread across the chapters, with Chapters 5, 7, 9, 
and 10 showing the highest percentages of creative tasks. However, Chapter 1 stands out 
with the lowest percentage of creative activities. The presence of creative tasks, though less 
emphasized, is crucial for fostering innovative thinking and problem-solving capabilities.

Collaboration is the least emphasized skill, with operational verbs like "discuss" and 
"observe" used sparsely. Chapters 1, 2, 3, 9, 10, and 11 contain collaborative activities, but 
the overall percentage remains low, indicating a potential area for improvement. The 
textbook's focus on collaboration appears less integrated compared to other skills, 
suggesting a need for more structured group activities to enhance cooperative learning 
(Johnson et al., 1998). 

The analysis of activity and discussion highlights a broad inclusion of practical exercises, 
except in Chapter 8. Chapters 1, 4, and 7 exhibit the highest engagement in activities, 
promoting hands-on learning and discussions that are integral for applied understanding.
Problem-solving skills are well represented, with tasks involving calculations and 
theoretical questions. Chapters 7, 8, 9, and 10 lead in fostering these skills, whereas Chapters 
5, 6, and 12 are less focused on problem-solving activities.

The dendrogram analysis indicates that critical thinking and problem-solving skills are 
closely related, suggesting that these cognitive processes often overlap in educational 
settings. Conversely, collaboration and activity-based discussion form a separate cluster, 
highlighting their distinct roles. Creativity, while related, stands somewhat apart but shares 
moderate connections with collaborative and discussion-based tasks.

In conclusion, the ninth-grade Science Textbook demonstrates a strong emphasis on critical 
thinking and problem-solving skills, with varied attention to creativity and collaboration. 
Hence, the textbook develops social entrepreneurship skills among the students; further 
integrating more collaborative and creative activities could provide a more balanced 
development of social entrepreneurship skills, preparing students to become great social 
entrepreneurs.
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Abstract
Teacher professionalism is the foundation of an effective  education system. Teachers 
influence the intellectual, social, and moral development of learners. In the Indian context, 
the essential to redefine and reinforce teacher professionalism has been done through the 
introduction of the National Professional Standards for Teachers (NPST) under the National 
Education Policy (NEP) 2020. The NPST framework represents comprehensive benchmarks 
for teacher competence encompassing disciplinary knowledge, pedagogical expertise, 
ethical practice, inclusivity, and sustained professional growth. NPST through standards, 
seeks to enhance teacher accountability, foster professional integrity, and ensure coherence 
and equity in the quality of education nationwide. It seeks to prepare qualified and quality 
teachers. Despite persistent challenges NPST has the tendency to remove disparities in 
teacher education quality, infrastructural inadequacies, and limitations in monitoring and 
evaluation mechanism.  NPST has the transformative potential to elevate teaching to the 
level of other highly regarded professions such as law and medicine. Through the alignment 
of teacher competencies with the broader educational goals of equity, excellence, and 
national development, the NPST emerges as a pivotal instrument for advancing the quality 
and professionalism of education in India. The present paper critically examines the 
opportunities afforded by the NPST in promoting quality education and explores the existing 
challenges impeding its effective realization.

Keywords: Teacher Education, Quality Teaching, Professional Standards, National 
Education Policy 2020

Introduction
Teachers are the nation builders. They play the noblest and most respected role in the 
society. Teachers are the source of transfer of knowledge, skills and ethics to the society. 
According to NEP (2020), ‘The most important factor in the success of educational system 
is the quality and engagement of its faculty’ (NEP 2020 pp.40). In any country quality 
education mainly depends on the competence, commitment and professionalism of its 
teachers. In Indian context, teachers are expected to grounded in Indian values, languages, 
knowledge and traditions as well as latest developments in education and pedagogy (NEP 
2020 pp. 42). Teacher’s professionalism strengthens the system through creation of quality
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teachers.Teacher’s professionalism includes teacher’s knowledge, skills, ethics, reflective 
practice and facilitation of effective learning experiences. Teacher’s professionalism is 
enhanced through the abidance of professional standards. Para 5.20 of NEP 2020 
emphasises upon the creation of national professional standards for teachers (NPST) to 
enhance quality in educational system. The main purpose was to uncover the expectations 
and competencies from the teachers at different levels. In India we have pluralistic and 
decentralized educational landscape, for which establishing a common professional was 
very difficult and challenging but with the arrival of New Education Policy 2020, 
professional standards for teachers came into being. These standards were framed by NCTE 
in the year 2021 and named National Professional Standards for Teachers (NPST).NPST 
came in the form of a guided document in 2023. NPST provides a clear framework for 
defining teacher quality and professionalism. It outlines expected competencies in 
knowledge, skills, values, and ethics. These professional standards will be a carrier of 
continuous professional development and lifelong learning of teachers. NPST is remarkable 
in terms of ensuring accountability and consistency in teaching practices across contexts. It 
aims to enhance the quality of education and student learning outcomes throughout the 
nation.

In the present article authors tried to explore the role of NPST in promoting teacher 
professionalism and thereby strengthening quality education in India. The analysis is 
organized in the following sequence: first, a conceptual overview of teacher 
professionalism; second, an outline of NPST—its objectives, structure, and intended users; 
third, a discussion of mechanisms through which NPST promotes professionalism (identity, 
practice, development, and accountability); fourth, an examination of implementation 
challenges; and finally, strategic recommendations for maximizing NPST’s positive impact.

Conceptualizing Teacher Professionalism
The etymology of the terms “Profession” and “Professor” can be traced to the Latin word 
profess, which denotes a public declaration of expertise within a specific domain of 
knowledge or skill (Baggini, 2005). Hoyle (1975) conceptualized professionalism as “the set 
of strategies and rhetorical practices employed by occupational groups to advance their 
status, remuneration, and working conditions (as cited in Evans, 2007)”. In a subsequent 
refinement of this perspective, Hoyle (2001) shifted the focus from status enhancement to 
the improvement of service quality, thereby framing professionalism as a commitment to 
elevating practice standards rather than primarily securing professional privilege. Teacher 
professionalism is also multi-dimensional. Key dimensions found in literature include: 1) 
knowledge and pedagogy i.e mastery of subject matter as well as understanding to 
effectively teach across different backgrounds and abilities. 2) ethics and commitment i.e 
adherence to ethical standards.3) Reflective Practice i.e Continuous reflection on one’s 
practice.4) Autonomy and Judgment i.e Professional judgment exercised in varied 
classroom and systemic contexts.5) Collaboration and Leadership i.e Engagement in 
collegial learning communities and mentoring. 6) Accountability and Standards i.e 
Willingness to be assessed against professional standards and to use standards to guide 
development (Demirkes imonglu, 2011; Carr,1992; Gilmeeva,1999).

Professionalism contrasts with mere occupational or mechanical performance; it implies a
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public, ethical commitment to standards of practice and to continual improvement. The 
professionalism is visible in a teacher in the form of lesson planning anchored in the learning 
outcomes, inclusive classroom strategies, formative assessment practices, and engagement 
with parents and communities.

Teacher Standards Around The Globe
Since the beginning of the new millennium, countries across the world have increasingly 
focused on developing professional standards for teachers (Allard, Mayer, & Moss, 2014; 
Caena, 2014; Ingvarson, 2012). In the United States, the National Board for Professional 
Teaching Standards (NBPTS) was established to enhance the quality of teacher education. 
Research by Ingvarson and Hattie (2008) revealed that NBPTS has significantly contributed 
to improving both teacher effectiveness and student learning outcomes. According to 
Desimone and Garet (2015), effective professional practices in the U.S. are built on five core 
principles: content focus, active learning, coherence, sustained duration, and collective 
participation.Similarly, in Japan, teacher professionalism is fostered through both formal 
and informal professional development initiatives, emphasizing continuous learning 
(Collinson & Ono, 2001). In England, these reforms have evolved into what Whitty (2014) 
describes as a framework for “national professionalism.”
In Australia, the established professional standards provide support to pre-service as well as 
in-service teachers. They act as a method to   enhance organizational learning. Despite being 
promisable, the framework has frequently faced criticism for being excessively technical 
and pragmatic (Lambert & Gray, 2020). In the last ten years, Australia has created and 
implemented major reforms, in alignment with contemporary knowledge and teacher 
expectations. Considering the cultural and contextual diversity,these standards are organized 
into four developmental stages (Santoro, 2013). In developing countries like Pakistan, 
national professional standards were established in 2009 with assistance from USAID and 
the Ministry of Education. However, a study by Mahmood, Hina, and Arshad (2020) found 
that pre-service teachers’ awareness of these standards remains limited. The study also 
identified gaps in professional development opportunities and a lack of effective policy 
evaluation mechanisms. Different countries have different perspectives towards the 
standards which can become clearer through the following table:
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Overview of NPST: Objectives and Structure
The National Professional Standards for Teachers (NPST) offers a comprehensive and 
detailed framework which includes all the major competencies required from a quality 
teacher. It has proved to be an important tool to reinforce accountability within the education 
system. These standards guarantee teacher quality and professional growth. The clear stated 
expectations will improve teaching methodologies and students learning on a wider level.

NPST Framework at a Glance

How NPST Supports Teacher Professionalism and Quality
Education
NPST supports teacher professionalism as it articulates the teacher towards a professional 
identity (Kumar,2023). It provides a clear set of standards to help teachers look at 
themselves as a part of a recognized profession. NPST enhances the professional 
competencies of teachers. The career stages mentioned in the document very clearly portray 
the role of teacher at each stage. When teachers identify themselves as professionals and will 
work towards recognized standards, the aims of quality teaching will be easily achieved. 
NPST will also help to guide pre-service teachers by creating a focus of newly qualified 
teachers on what is expected from them in the profession (Patil & Karad, 2022). If teacher 
education institutions' curricula are aligned with NPST competencies, the entrants will 
possess essential pedagogical skills, familiarity with inclusive practices and basic 
assessment literacy. NPST also provides benchmarks against which mentoring and 
early-career support can be structured. Structured induction informed by NPST reduces the 
gap between theory and practice and accelerates professional maturation. NPST structures 
continuous professional development of teachers as strategic and outcome-focused (Misra, 
2021). Now, Teachers’ development plans can be mapped to specific NPST competencies, 

Source: https://ncte.gov.in/website/PDF/NPST/NPST-Book.pdf
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ensuring targeted improvement. There will be recognized incremental gains to teachers 
through short courses and certifications. NPST will offer a common framework for peer 
observation, lesson study, and collaborative inquiry. NPST will also improve the 
pedagogical practice and assessment through teachers. NPST emphasizes learner-centred 
pedagogy, differentiated instruction, inclusive strategies and teaching of diverse learners 
through appropriate integration of technology in teaching. Inclusion of these will definitely 
promote student engagement, learning outcomes and classroom equity (Mohalik, 
et.al.(2024)).

NPST also promotes professional accountability and career progression of teachers. It 
creates a meritocratic environment for promotions through a transparent appraisal system. 
Promotions will be based on demonstrated competencies rather than seniority. Finally, 
NPST facilitates policy coherence and systematic reform. NPST provides policymakers with 
a coherent set of expectations that can guide reforms in curriculum, assessment policy, 
teacher recruitment, and resource allocation. For decentralized systems (states, districts, 
schools), NPST functions as a harmonizing reference that allows local adaptation while 
maintaining national benchmarks.

Implementation Challenges and Realities in The Indian Context

1. Scale and Diversity
India is vast in terms of linguistic, socio-economic and infrastructural aspects. The society is 
very much heterogeneous contextually. 35-37% of the total population lives in urban areas 
and remaining large population in the rural settings. The history has witnessed 
one-size-fits-all approach has never proved to be effective for the country.

2. Awareness and Ownership 

Awareness of stakeholders is an important factor in the effective implementation of any 
official document. As NPST has just entered our educational system, the teachers,head 
teachers, and teacher educators are not aware of its purpose,objective and how to implement 
it in their profession. As awareness is low, the ownership has not taken its place. Ownership 
of standards by the teachers in their teaching profession is required.

3. Capacity of Teacher Education Institutions (TEIs)
Even though NPST came out as per the suggestions of NEP 2020, the teacher education 
institutions are not prepared for it. NPST needs capacity building of TEIs in terms of faculty 
development,updated syllabus,practical components and strong school partnerships. NPST 
has not aligned in the pre-service curricula. There are resource constraints and limited 
practicum-quality assurance.

4. Quality and Relevance of CPD
One out of the three core domains of NPST is professional development. Professional 
development of teachers is linked with seniority in NPST. But in reality the continuous 
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professional development is limited to attending workshops,seminars without any 
follow-ups and classroom-based coaching. The CPD programs remain generic,one-shop and 
workshop-centric. These programme are not purposive and objective based.

5. Assessment and Appraisal Systems
In the NPST, there is requirement of formative assessment. Appraisal must be 
formative—supportive rather than punitive—and include multiple sources of evidence 
(classroom observation, portfolios, student outcomes).While NPST can underpin appraisal, 
current evaluation systems may lack robust instruments, external moderation, or safeguards 
against bias.

6. Resource Constraints and Incentives
Implementing NPST-linked reforms—induction programs, mentoring, teacher performance 
management—requires financial resources and administrative bandwidth. Without adequate 
incentives (career pathways, recognition), teachers may not prioritize standards-based 
development (Mohalik, et.al.(2024)).

7. Political and Bureaucratic Will
In a country like India, education is very much influenced by politics and bureaucracy. The 
reforms in NPST need political commitment and bureaucratic continuity. Frequent changes 
in policy direction or leadership can disrupt long-term NPST adoption and scaling.

Recommendations to Strengthen NPST’s Impact
To make NPST a more powerful reform for teacher professionalism and quality education, 
the following measures are recommended:

1. Promote Localized, Practical Guidance
NPST is new to the country, first it needs to be introduced in the knowledge of the wider 
society. India is very much heterogeneous in terms of culture and languages. There is a need 
to develop practitioner-friendly tool kits, lesson examples, and short videos especially in 
regional languages that translate NPST competencies into everyday classroom practices. So 
that every teacher can understand its vision and purpose. Teacher’s must be given practical 
guidance towards the implementation of NPST through workshops and seminars (Patil, & 
Karad, 2022).

2. Integrate NPST into Teacher Education Curricula and 
Practicum
Pre-service and in-service are the two sides of teacher education. NPST’s successful 
implementation requires TEIs embed NPST-based competencies into syllabus of teacher 
education, assessment of student-teachers, and supervised practicum experiences (Dsilva. 
Et.al(2025)). Pre-service teachers can be given training of competencies through school 
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teaching practice. This can also be successfully done by Strengthening partnerships between 
TEIs and schools to facilitate meaningful induction.

3. Build a Tiered CPD (Continous Professional Development)
Ecosystem Linked to NPST
It is recommended that CPD should be tied up with NPST in a well-defined manner. The 
CPD pathways can be aligned to NPST strands in a way that there are clear learning 
outcomes. This can be done through two ways: classroom-embedded tasks and 
micro-credentials. Classroom-embedded tasks can be made more practical and include the 
knowledge gained through professional development activities. Through micro-credentials, 
teachers can get small, competency-based certifications for mastery of specific professional 
skills (Evans, 2008). CPD modalities can include promotion of mentoring, lesson study, and 
communities of practice.

4. Reform Appraisal toward Developmental Approaches
Strengthening NPST requires development of robust appraisal instruments tied to NPST 
which will emphasize formative, coaching-oriented feedback. It will be fruitful if clear 
appraisal instruments will be framed so that teachers can get timely continuous feedback 
regarding their performances. Multiple measures like (observations, portfolios, student 
learning evidence) can be used to ensure transparency and moderation to reduce bias in the 
process. Classroom observations, teacher portfolios can be taken as evidences for appraisal.

5. Constructive Use of Technology 
NPST dissemination is a critical element in its initial years. The dissemination can be faster 
through the use of digital technology. NPST implementation can be easy through low-cost 
digital platforms for NPST dissemination, CPD delivery, peer networks, and e-portfolios.   
Digital inclusion could be beneficial in this context. Ensure digital inclusion—offline 
resources and blended models for contexts with connectivity constraints.

6. Create Incentives and Career Pathways 
Incentives and rewards always play an important role in motivation of individuals. 
Demonstration of competencies by the teachers can be rewarded through the school 
administration. Career pathways can be well defined by the authorities and teachers can be 
provided recognition for their work. The recognition can lead them closer to teacher 
professionalism (Baggini, 2005). Fellowships can be given to deserving teachers. These 
teachers will also become role model for other teachers.

7. Monitor, Evaluate, and Iterate
For successful implementation of NPST it is required to Set up a monitoring framework to 
track NPST adoption, teaching practice changes, and student outcomes (Patil & Karad, 
2022).
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Data can be used to refine standards, CPD modules, and implementation strategies. Scale to 
measure the NPST competencies can be developed to evaluate the progress.

8. Foster Multi-stakeholder Ownership
NPST has its stakeholdership in teachers as well as  teachers’ unions, school leaders, teacher 
educators, parents, and community. These people play an important role in the dissemination 
of education. They can also play an important role in NPST adaptation and implementation 
to build broad-based legitimacy and reduce resistance. They are need to be included in 
NPST ecosystem.

Conclusion
The dream of viksit bharat 2047 and quality education envisaged through national policy of 
education (2020) is possible through national professional standards for teachers (NPST). 
The National Professional Standards for Teachers have the fine potential to be a catalytic 
instrument for strengthening teacher professionalism in India but only if they are translated 
into practice through purposeful, context-sensitive implementation. NPST is aligned with 
the NEP 2020 as a part of fundamental principle which states that “teachers and faculty are 
the heart of learning process” (NEP 2020, Page 5). The NEP 2020 visions India as a ‘vibrant 
and knowledgeable’ society where teachers play and important role in building future 
generation. NPST envisions to bring teacher professionalism and identity of teachers. NPST 
is framed to guide and shape teacher identity, guide pre-service and in-service development, 
structure appraisal and career progression, and ultimately improve classroom practice and 
learner outcomes. The successful implementation of NPST requires guidance at local level, 
incorporating bottom-up approach. Capacity-building in teacher education institutions and 
well-defined monitoring system  can prove to be beneficial. NPST has provided a valuable 
direction towards teacher quality which requires joint efforts in terms of investments in 
teacher support,institutional capacity and adaptive leadership. Teacher professionalism will 
flourish like a flower when support systems work together for a major goal.
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School Libraries: Supporting Vocational Education and 
Skills Development under NEP 2020

Spotlight

School libraries contribute positively to the enhancement of vocational education, which is 
underappreciated. Beyond the long-standing role of being home to books, contemporary 
school libraries are also changing into places of learning and inclusion to encourage the 
power of skills, career awareness, and lifelong learning that are key priorities in the National 
Education Policy (NEP) 2020 of India. School libraries in vocational education environment 
offer industry-specific materials (technical manuals, reference books, trade journals, 
e-resources and multimedia) to access industry specific content. The materials enable the 
students to close the gap between theory and practice, which supports hands-on training and 
competency-based learning highlighted in NEP 2020. Libraries facilitate multidisciplinary 
learning options which are flexible by providing updated and varied learning materials. NEP 
2020 puts a great emphasis on vocational exposure at the school level, digital literacy, and 
hands-on learning. The school libraries are in a direct contribution to these objectives as they 
are the centers of information literacy, digital skills, and self-directed learning. It is a role of 
a librarian to show students how to use credible information, learn to use digital platforms, 
and gain research skills competencies that will make them highly employable in a fast-paced 
workforce.

Equity, inclusion and access are also highlighted in the policy. The school libraries facilitate 
these principles by availing learning resources to both the advantage and the disadvantaged 
students to enable them to have equal chances of acquiring skills. Fully furnished libraries 
contribute to the minimization of the digital divide by providing common access to 
technology and internet learning resources. NEP 2020 emphasizes career guidance and 
holistic development. This vision has been backed by school libraries that provide career, 
entrepreneurship, soft skill and workplace ethics information. Librarians, in cooperation 
with the vocational teachers, also help in project-based learning, internships and 
community-based educational programs. As part of the NEP 2020, empowerment of trained 
library professionals and the strengthening of school libraries is the only way to successful 
implementation of the vocational education reforms. The understanding of school libraries 
as the part of the skill education will contribute to the learning outcomes and will contribute 
to the development of confident, skilled, and future-ready learners.
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PSS Central Institute of Vocational Education (PSSCIVE), Bhopal
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Abstract
In this study, we conduct sentiment analysis of user reviews for the SWAYAM mobile app, 
a Government of India (GOI) initiative that provides a digital learning platform. Its goal is 
to assess user satisfaction, identify common issues, and suggest improvements. The purpose 
of it is to gauge user satisfaction, uncover common problems and offer recommendations. 
Leveraging the Google Play Store reviews from 2017 to 2024, the analysis performs 
sentiment polarity scoring, rating distribution, word cloud visualisation, emotion frequency 
mapping, topic modelling and temporal analysis. The results demonstrate that users’ reviews 
exhibit a bimodal sentiment distribution, with 53.1% rating 5 stars and 21.3% rating 1 star. 
Even as users of SWAYAM consistently appreciate the quality of the educational content it 
offers, their dissatisfaction is mainly due to technical issues, such as crashes, login failures, 
and update issues. Review activity peaked in mid-2019 and early 2021, coinciding with 
periods of heightened demand for digital education during the COVID-19 pandemic. Topic 
modelling identifies eight main themes, including app performance, app updates, login 
issues, and perceptions of SWAYAM as a government initiative. Sentiment analysis 
indicates overall positivity, but negative feedback is detailed and pertinent, particularly 
concerning usability and reliability. The study highlights SWAYAM’s dual challenge: it must 
continue to deliver inclusive educational content while addressing recurring technical 
issues. Recommendations involve enhancing application stability, optimising updates, and 
improving user support to facilitate increasingly positive experiences and reinforce its 
standing within India’s digital education ecosystem.

Keywords: MOOCs, SWAYAM, Mobile Application Reviews, Sentiment Analysis, Topic 
Modelling, User Satisfaction, Educational Technology

Introduction
User reviews for mobile applications serve as a valuable resource of feedback that can be 
utilised to inform iterative product development (Ahmad et al., 2023). Sentiment analysis, a 
widely adopted method within text mining and natural language processing, enables 
researchers and developers to gauge users' sentiments, interests, and complaints (Siallagan 
& Wijayanto, 2023). Considering the vast number of applications available on platforms 
such as the Google Play Store, analysing such feedback is essential for gaining insights into 
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user experiences, thereby supporting efforts to promote long-term adoption.

Existing work has shifted from binary sentiment classification to more advanced ones, 
including aspect-based sentiment analysis, deep learning-based classification, and temporal 
sentiment modelling (Fahim et al., 2024). These innovations enable fine-grained awareness 
of user perceptions and support conventional quantitative metrics such as star ratings. 
Research indicates that sentiment analysis not only will mirror user interaction with 
applications on a micro level but also can predict long-term success and retention (Sorbo et 
al., 2021; Gezici et al., 2019). Nevertheless, a lack of integrated models remains that 
incorporate polarity scoring, thematic clustering, emotion frequency analysis, and temporal 
tracking, among other features (Luiz et al., 2018; Gao et al., 2020).

In this context, various government-driven platforms such as SWAYAM are unique (Shaikh, 
2023). Developed to democratise quality learning resources in India, the success of 
SWAYAM relies not just on the calibre of its content but also on its use and technical 
efficiency (Kumar et al., 2025). Content quality may not be a significant concern; however, 
the lack of solutions to technical problems can undermine user confidence and adoption of 
the system (Arshid et al., 2024). In this context, we conduct a multidimensional sentiment 
analysis of the SWAYAM Play Store reviews in this study. Through sentiment scoring, word 
frequency analysis, and topic model generation, as well as temporal trend tracking, this 
study aims to provide both diagnostic insights into user perceptions and strategic solutions 
for maintaining engagement.

Objectives
1. To study users' sentiments and emotions of the SWAYAM app using sentiment scores and 
word clouds. 
2. To analyse the distribution of ratings for user satisfaction. 
3. To examine the growth of user feedback over time. 
4. To identify the dominant themes and concerns via topic modelling and emotion frequency 
mapping.

Literature Review
Sentiment analysis is a technique used to detect the emotions of the opinions expressed by 
users or respondents in a digital environment. Sentiment analysis is largely performed using 
techniques such as natural language processing, text mining, Machine learning or Artificial 
Intelligence. P. M. Moreno-Marcos et al. (2018) in their study compared various 
machine-learning algorithms that can be used for sentiment analysis. They observed that 
‘random forest’ and ‘one lexicon’ based methods are best as they use word dictionaries as a 
vocabulary control tool. Sentiment analysis of user-generated reviews has also been found 
to provide deeper insights into user satisfaction than numerical ratings (Pande et al., 2025). 
Luiz et al. (2018) show that feature-based sentiment analysis captures nuanced user opinion, 
which star ratings often are unable to represent. Gezici et al. (2019) also confirm that the 
neural sentiment models are useful for predicting user ratings, which highlights the 
analytical potential of textual feedback. Di Sorbo et al. (2021) note that user-reported 
technical complaints, specifically crashes and updates, are strongly associated with negative 
ratings. Although these studies validate that sentiment analysis plays an important role, they 
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are mainly concentrated on the prediction performance (e.g., level of accuracy and/or 
correlation) under given settings by providing very few explanations towards what exactly 
leads to a polarised user experience. The recent developments in machine learning methods 
have improved sentiment classification performance by building complex architectures. 
Yang et al. (2021) show that multimodal approaches improve the accuracy of sentiment 
detection using context. Gifari et al. (2024) reported high accuracy rates by using hybrid 
deep learning models. However, these studies mostly focus on the performance of a model 
and pay less attention to the interpretability and actionable insights. Gao et al. (2022) expand 
the notion of sentiment analysis by incorporating emotion detection to better comprehend 
public reactions in crisis situations. Fahim et al. (2024) suggest that the evolution of user 
attitudes over time can be uncovered through temporal sentiment analysis. Pınarbaşı (2024) 
also suggests that tapping into sentiment can reveal hidden dissatisfaction in reviews of 
mobile applications.

When it comes to the field of education, Ahmad et al. (2023) show that sentiment analysis is 
highly capable of capturing learners ' satisfaction with their digital learning platforms. 
Siallagan and Wijayanto (2023) employ topic modelling on crowdsourced data to identify 
what is most concerning to users. Nevertheless, the work does not seek to extract user-level 
information, and, to the best of our knowledge, their corpus is used only for offline privacy 
controls. Therefore, studies about state-funded educational interventions are scarce. To fill 
the gap in the literature, this research paper uses a composite analytical methodology that 
combines sentiment analysis, emotion plotting, topic modelling, and time series analysis to 
understand learners' experience with the SWAYAM Mobile App.

Further, some of the significant studies we discussed below in Table 1 focus on sentiment 
analysis, topic detection, temporal analysis, and feature generation in mobile app reviews 
using various ML and NLP methods. These methods also vary from traditional classifiers, 
such as SVM or logistic regression, to state-of-the-art transformer-based models and 
ensemble approaches, with some focusing on specific domains or multilingual settings. This 
comparative analysis is pertinent to the research inquiries as it synthesises diverse 
approaches and findings concerning sentiment precision, user satisfaction correlation, 
temporal dynamics, thematic extraction, and methodological efficacy in the analysis of 
application reviews. 
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Research Methodology
This study employs a mixed-method research approach based on text mining to explore 
learners’ perceptions and behavioural patterns through reviews posted about the SWAYAM 
mobile application. The methodological framework integrates sentiment analysis, emotion 
analysis, temporal trend evaluation, and user engagement analysis using natural language 
processing (NLP) tools.

Table 4.1: Literature Review
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A. Data Collection
The dataset was obtained from the AppFollow platform, which compiles user reviews from 
the Google Play Store. A total of 13,084 review entries were gathered for the SWAYAM 
application. Each entry included metadata such as submission date, rating (1–5 stars), 
review text, likes/dislikes, developer responses, review language, and version history. Due 
to concerns about data quality, reviews with incomplete content were excluded from the 
analysis. After data cleaning, a total of 13,082 valid review entries were retained for 
processing. The data were stored and analysed in .csv format using Python libraries (pandas, 
matplotlib, TextBlob, VADER). 

B. Data Preprocessing
The dataset was cleaned by removing null reviews, converting dates into Year-Month 
format, and standardising review text to lowercase, along with removing special characters. 
Key variables, including Review, Rating, Likes, Dislikes, Developer Reply, and Reply Date, 
were extracted to facilitate sentiment analysis, engagement measurement, and response 
assessment.

C. Data Analysis
The analysis was carried out using tools such as Python, specifically utilising the libraries 
pandas, matplotlib, TextBlob, and VADER, within Jupyter or Colab environments. TextBlob 
was used to calculate polarity scores, ranging from -1 (indicating negative sentiment) to +1 
(indicating positive sentiment). Reviews were classified as Positive (Polarity > 0.1), 
Negative (Polarity < –0.1), or Neutral (otherwise). For analysing emotional tones such as 
joy, neutrality, and anger, the VADER analyser was utilised. The monthly compilation of 
reviews and responses clarified the temporal patterns of user engagement and platform 
responsiveness.

Data Analysis and Interpretation
The Data Analysis and Interpretation section provides comprehensive insights using 
statistical, textual, and visualisation techniques to examine user reviews systematically. 
Sentiment, engagement, and responsiveness patterns were identified through polarity 
scoring, temporal trends, and correlations between ratings and text.

A. Rating Analysis
The distribution of user ratings for the SWAYAM mobile application on the Google Play 
Store reveals a highly polarised pattern of user experience. Figure 1 shows the dominance of 
5-star ratings, indicating that a significant segment of learners perceives the application as 
valuable and practical. These positive evaluations likely reflect satisfaction with aspects 
such as high-quality educational content, ease of accessibility, and a user-friendly interface.
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Conversely, the second-largest cluster of ratings resides in the 1-star category, signifying 
profound dissatisfaction among numerous users. This indicates that some learners are not 
satisfied and face problems when using the app and mobile web, which affects technical 
performance, causes crashes, results in slow load times, and leads to navigational quirks and 
inconsistent satisfaction levels. 2, 3, and 4 stars are less abundant in the mid-tier of ratings. 
This uneven distribution across these ratings also helps explain why users do not usually 
have a moderate experience.

Simultaneously, this presents both opportunities and challenges for developers. The volume 
of 5-star reviews shows the potential and perceived value of the application; however, the 
substantial number of 1-star reviews necessitates immediate attention. By addressing 
ongoing technical issues and providing a more seamless user experience, coupled with 
transparent updates, the development team can help bridge this satisfaction gap and cultivate 
a more reliable and enjoyable learning environment for the community.

B. Periodic Trend of User Reviews
The cyclical pattern observed in user reviews of the SWAYAM mobile application provides 
significant insight into the evolution of user engagement and satisfaction over time. Since its 
inception in 2017 through early 2021, the observed spikes in reviews (illustrated in Figure 
2) indicate substantial increases, notably in mid-2019 and again in early 2021, with each 
period recording over 900 reviews per month. These surges correlate with broader 
educational trends, including the nationwide impetus for digital learning during the 
COVID-19 pandemic, during which SWAYAM emerged as an essential tool for remote 
education. Consequently, this period naturally elicited an influx of user feedback, reflecting 
heightened usage during these phases.

Figure 4.1: Rating Analysis
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Additionally, from the latter half of 2019 to 2021, there will be significant fluctuations with 
little concern, but consistently high numbers of sects. This growth results from rapid user 
expansion and diverse interactions with the platform, both positive and negative, as the 
company scales, introduces new features, and faces technical difficulties. The timeline 
coincides with the years of lockdown in India, during which reliance on online platforms 
reached its peak.

The number of reviews tends to decline after 2021, following a lower and steady pattern 
from 2022 onwards. This may indicate several possibilities: a shift back to hybrid or offline 
learning, a plateau in new user acquisition, or a decline in app activity. The sharp rise and 
fall in reviews clearly reflect how SWAYAM’s visibility and usefulness reached their peak 
during educational disruptions and are now struggling to remain relevant in the long term. 
To stay competitive, the platform must continue to offer easy usability, reliable technology, 
and new products and services that align with learners’ evolving digital expectations.

C. Topic Modelling
Table 2 shows that the most prevalent theme, App Performance Issues, reflects many users' 
complaints about slow loading, video playing and downloading issues. These grievances 
suggest that countless students experience intermittent content availability. This problem 
cuts to the very core of what the app is supposed to do: serve as a trusted resource for 
teaching and learning. Close cousins to this are Update Problems, in which the phrases 
“update,” “does not,” and “version” provide recurring evidence that new releases often 
include bugs or break basic functionality. These two themes taken together highlight that 
technical dependability continues to be a crucial obstacle to user satisfaction. 

Figure 4.2: Reviews Over Time
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Result
This section presents the findings derived from the analysis of activities, questions, and 
exercises in the Science Textbook, which enabled the researcher to address the research 
question.

4.1 Critical Thinking
The operational verbs used in activities, exercises, and questions in this textbook are where, 
what, in which, give a reason, explain, how, classify, identify, and compare. Some samples 
involved in this category are, for instance, the students have to answer the following 
questions:

1. “Take some water in a container, try cutting the surface of water with your fingers. • Were 
you able to cut the surface of water? What could be the reason behind the surface of water 
remaining together?” (NCERT, 2021, p.3).
2. “Suppose you and your friend are on the moon. Will you be able to hear any sound 
produced by your friend?” (NCERT, 2021, p.163).
3. “How are the wavelength and frequency of a sound wave related to its speed?” (NCERT, 
2021, p.132).
4. “What can you say about the motion of an object whose distance-time graph is a 
straight-line parallel to the time axis?” (NCERT, 2021, p.107).

The name of the Learning Platform reflects the app as an organised online education service. 
At the same time, participants often mention SWAYAM as a site of organised learning, even 
with technical issues, and seem to view it as a digital classroom. Supporting this, the Student 
Experience theme highlights how students make sense of the app personally, emphasising 
how the app helps them learn and complements their university studies. On a positive note, 
Educational Value and User Experience constitute the focal points, with reviews containing 
terms such as “useful,” “free,” “courses,” and “quality”, praising the availability of 
organised, complimentary education. References to an “user-friendly” or “helpful” interface 
suggest that the design is welcoming and encouraging for many learners.

Two additional themes offer further insight. Login Issues, which frequently mention “login” 
and “problem,” reveal ongoing access difficulties that could discourage continued use. The 
Government Initiative theme, finally, emphasises SWAYAM’s symbolic function, 
representing “a part of the Indian push to make affordable and accessible education available 
to all.” As Professor de St. Aubin observes, “The words ‘initiative’ and ‘certificate’ imply 
that learners value not only the courses but also the government’s role in expanding access 
to higher education.” Overall, topic modelling reveals a dual reality: SWAYAM is esteemed 
for its free learning, supported by government credibility; however, persistent technical 
issues, primarily related to performance and disconnections due to updates, remain 
significant barriers that require urgent resolution.

D. Most Frequent Emotions in Reviews
The primary theme identified is the positive sentiment shown in Table 3, characterised by 
the utilisation of words such as " good, " " nice, " " best, " " excellent, " " great, " and 
"helpful. " These terms convey a strong sense of gratitude for access to the application, its 
user interface, and the learning support it provides. Consequently, this language indicates 
that users generally hold a favourable view of the SWAYAM online learning resource 
system and perceive it as applicable.

The theme of educational value is just as relevant as the theme of free access, as the college 
often mentions courses, learning, students, and the act of teaching itself. This reflects that 

Table 4.2: Topic Modelling
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learners are not only consuming the app but also utilising its academic content. Reviews 
generally link SWAYAM to personal learning, skill development, and formal education, 
emphasising its importance as a key online learning platform in India.

However, the figures also reveal a downside: technical obstacles. Words like "update," 
"login," "open," and "working" frequently appear in user complaints. These are typically 
login problems, app crashes, or installation issues, all of which get in the way of learning and 
get very frustrating for the user. There is a request formality expressed through "please" and 
its usage that can be interpreted as an appeal to the user on Yelp, a request for action rather 
than a complaint, implying that learners care about what has been provided and are asking 
politely for it to be improved. This is indicative of loyalty to and an intention to persist in 
using SWAYAM after the issue is resolved.

Additionally, the repeated use of words such as “app,” “SWAYAM,” and “application” 
guides navigation in the “right direction,” which is towards SWAYAM, and anchors 
SWAYAM in the mind as a “government-promoted educational initiative.” In general, 
reviews are more likely to reference the quality of the content, ease of use, and educational 
outcomes, but see technical issues and responsiveness as causing some problems. Solving 
these problems can lead to more satisfied users who can trust the system and continue using 
SWAYAM.

E. Distribution of Sentiment Scores
The distribution graph of the sentiment score provides a clear indication of how users 
emotionally react with the SWAYAM mobile application. In Figure 3, Sentiment polarity is 
present on the x-axis in the range from -1 (very negative) to +1 (very positive), and the 
frequency of reviews in each range is on the y-axis. The graph is not a smooth 
positive–negative separation, but rather a multi-modal distribution that highlights the 
diversity of sentiment per user. The prominent peak between 0.4 and 0.5 indicates that most 
users have a relatively neutral perception of the application. This observation aligns with the 
language of terms such as 'good,' 'useful,' 'excellent,' and 'great,' which reflect the 
educational value, ease of study, and success facilitated by the platform.

Table 4.3: Most Frequent Emotions
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A secondary prominent peak is observed near the neutral point (0,0). Reviews in this region 
typically fall into two categories: the first involving descriptions of the game itself rather 
than users' emotional responses, including issues relevant to the reviewer's utility, such as 
inability to log in (on the main page, rather than within the review section), failure to update, 
and other technical difficulties. This personal cluster is of critical importance, as it serves as 
a reminder that, although feedback is often driven by intense emotions as exemplified by the 
extreme cases in the previous cluster, users are not solely engaging in system criticism; 
instead, there are always constructive observations and requests that can guide 
improvements.

Furthermore, a smaller yet significant peak is observed around  0.5, representing a group of 
users with markedly stronger negative sentiments. Such feedback typically arises from 
prolonged frustration with technical issues, inadequate application maintenance, or usability 
challenges. Although less frequent than positive feedback, these criticisms highlight 
commonly overlooked flaws that require focused technical interventions.

Overall, the graph exhibits a leaning toward the positive side, which is favourable, as it 
suggests that the educational content of the application is generally satisfactory to most 
users. However, the presence of scheduling by neutral and negative clusters suggests a 
dichotomous experience: learners highly value the quality of the content, yet technical issues 
persist, hindering seamless engagement. Addressing these issues will be essential to 
restoring user confidence, reducing frustration, and ensuring long-term user retention.

Figure 4.3: Distribution of Sentiment Score
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F. Positive Word Cloud
The positive word cloud generated from reviews of the SWAYAM mobile application 
highlights favourable aspects of user experience and demonstrates a broad spectrum of 
appreciation for the platform. Frequent words, such as "good," "nice," "excellent," "useful," 
"great," "helpful," and "best," shown in Figure 4, indicate that the application is, for many 
users, among the anticipated options, providing accessible and pertinent learning 
experiences.

Words such as free, opportunity, improvement, benefit, and growth further underscore users’ 
recognition of the platform’s contribution to personal and professional development. The 
availability of high-quality courses at no cost is particularly valued, as it supports skill 
enhancement, career advancement, and lifelong learning. Equally significant are terms such 
as support, solved, resolved, and kindly, which indicate that users have found customer 
service or technical assistance to be responsive, thereby contributing to a smoother and more 
satisfying educational experience.

Strongly positive expressions, including awesome, love, amazing, super, and wonderful, 
convey not merely satisfaction but genuine enthusiasm and an emotional connection. These 
reviews suggest that SWAYAM has had a meaningful impact on learners’ lives by providing 
a convenient, engaging, and empowering means of pursuing education. Words such as 
improve, easy, simple, and friendly highlight the perception that the app’s design and 
updates are increasingly user-friendly, thereby enhancing overall usability over time.

Interestingly, the frequent appearance of courteous expressions such as 'thanks,' 'please,' and 
'kindly' reflects the polite and appreciative tone prevalent in many reviews—characteristics 
typically observed when users feel genuinely supported and benefited. Overall, the positive 
word cloud reinforces that, despite technical and usability challenges evident in negative 
feedback, a significant proportion of learner’s regard SWAYAM as a valuable, enriching, 
and dependable educational resource. This positive sentiment demonstrates the platform’s 
potential to maintain user loyalty and to expand further its role in democratising access to 
quality education across India.

Figure 4.4: Positive Word Cloud
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G. Negative word cloud
The negative word cloud (Figure 5) is generated from reviews of the SWAYAM mobile 
application on the Play Store, illustrating the primary issues affecting user satisfaction. 
Terms such as "worst," "problem," "waste," "failed," and " error " indicate a general sense of 
dissatisfaction, often linked to technical deficiencies. These issues include the app becoming 
stuck, sign-in problems, loading difficulties, and limited offline access, which directly 
hinder the learning process and may even erode user confidence.

Furthermore, the word cloud emphasises considerations related to usability and design. 
Expressions like “Useless,” "boring,” "confusing,” “annoying,” and "irritating” are used by 
supporters and detractors on the App Store, reflecting user sentiments. This suggests that 
improving user experience involves more than fixing technical issues; it also requires major 
upgrades in interface design and content presentation.

Sentiments such as disappointment, frustration, and inadequacy also illustrate how technical 
and design deficiencies impair learners’ motivation and perceptions of the platform's 
educational value. Even more concerning are trust-related terms such as 'cancelled', 'scam', 
and 'wasting', which indicate potential issues like inaccessible courses, broken links, or 
session interruptions. These issues not only frustrate users but also undermine the reputation 
of SWAYAM as a government-supported initiative committed to reducing barriers to digital 
education for all. Overall, the negative discourse reflects a significant disconnect between 
user expectations and the application's performance. Learners today demand a consistently 
high-quality digital learning environment and recurring technical failures and usability 
issues hinder the achievement of this goal.

Developers must prioritise addressing these concerns to restore user trust and enhance the 
platform's reputation – ensuring application stability, redesigning user interfaces for 
improved usability, increasing engagement with courses, and providing responsive user 
support. These aspects are equally essential if the true potential of SWAYAM is to be 
realised in expanding access to high-quality education across the nation.

H. Positive vs Negative Sentiments
An analysis of SWAYAM mobile application reviews indicates an overall predominantly 
positive sentiment, although considerable technical concerns persist. Positive expressions 

Figure 4.5: Negative Word Cloud
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are more prevalent, demonstrating appreciation for the platform's content and accessibility. 
The most frequently used term, “good” (3, 244 mentions), is followed by “nice” (1, 055), 
“please” (719), and “excellent” (540). These terms suggest that learners value the quality, 
utility, and educational support provided by the application. Words such as “useful,” 
“helpful,” “best,” and “free” underscore user satisfaction with both the learning benefits and 
the platform's open-access model. Strong emotional expressions, including “awesome,” 
“amazing,” and “super,” indicate enthusiasm and delight, while courteous expressions like 
“thanks” and “please” reflect user gratitude and respect for the service.

Conversely, negative reviews focus on technical and usability challenges. Terms such as 
“problem” (341 mentions), “worst” (302), “error” (145), and “crash” (63) signify ongoing 
issues related to app instability, including crashes, login failures, and unreliable 
performance. Negative emotive language, such as “disappointed,” “pathetic,” “useless,” and 
“irritating,” illustrates user frustration and dissatisfaction, particularly regarding reliability 
and user experience.

From a quantitative perspective, positive feedback significantly surpasses negative 
commentary. For instance, the most common positive term (“good”) appears nearly ten 
times more frequently than the predominant negative term (“problem”). Nonetheless, the 
detailed nature of negative feedback centring on crashes, errors, and access failures suggests 
that, despite appreciation for the educational content, user trust in the platform remains 
delicate.

To ensure sustained engagement, SWAYAM must continue to strengthen its core 
advantages, namely, high-quality content, accessibility, and learner support, while 
concurrently addressing recurring technical deficiencies. Addressing these issues is vital not 
only for enhancing user satisfaction but also for reinforcing the platform's credibility as a 
dependable digital education initiative.

Discussion
The study reveals a highly polarised user experience with the SWAYAM mobile application. 
Over 50% of the reviews in the application store give a five-star rating, indicating strong 
enthusiasm for its educational value, free access to high-quality content, and overall 
usability. Conversely, more than 20% of users assign a one-star rating, reflecting 
considerable dissatisfaction, primarily due to technical issues, crashes, and login failures. 
The paucity of intermediate ratings underscores a bimodal distribution, in which experiences 
are predominantly either highly positive or highly negative, leaving little room for neutrality. 
This disparity suggests that, although the application functions effectively for specific 
learners, others encounter various barriers that hinder access to its intended benefits- likely 
due to device compatibility challenges and inconsistent updates.
 A temporal analysis of reviews from 2017 to 2022 reveals peaks in user activity in mid-2019 
and early 2021, corresponding to the global surge in e-learning prompted by the COVID-19 
pandemic. These fluctuations underscored the platform's growing significance during a 
period when educational institutions relied heavily on digital learning modalities, while also 
exposing the challenges of scaling the system to accommodate such high demand. 
Post-2021, review volumes stabilised, indicating either a decline in dependency or greater 
user adaptation to the platform. A thematic analysis identified eight recurrent themes: (1) 
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app performance, (2) updates, (3) login issues, (4) user experience, (5) educational value, (6) 
student perception, (7) platform identity, and (8) public perception of SWAYAM as a 
government initiative. Technical issues are prevalent in negative ratings; however, reviewers 
who provide positive feedback consistently underscore the platform's accessibility, utility, 
and what Aarogya Setu has come to represent—an emblem of India’s digital education 
initiative. 

Generally, the distribution of sentiment indicates that the positive ones are more numerous, 
but the negatives are more focused and emotive. Fixing issues related to stability, improving 
login and success rates could lead to a significant increase in User Satisfaction. By 
addressing these weak points while capitalising on its strengths, SWAYAM has the potential 
to reduce the risk of polarisation in rating and enhance its status as a flagship initiative in 
India’s e-learning sphere. 

The results of this investigation reveal that technical instability, including login issues, 
application crashing and update-related problems, was the leading cause of negative 
sentiment among SWAYAM learners. Consequently, developers are encouraged to perform 
pre-release compatibility testing on popular Android devices from various vendors, 
especially the lower-end smartphones often used by learners in emerging countries. 
Furthermore, integrating real-time crash-reporting systems with more accurate 
in-application alerts during system outage and offline progress bars for video content helps 
reduce customer inconvenience. Such concentrated action, based on repeated subjects 
identified by the topic model and sentiment analysis, directly addresses technological 
deficiencies that degrade user trust and platform reliability. At the level of governance and 
policy, administrators of SWAYAM and their counterparts in the government system should 
put in place a mechanism for structured feedback to action, including a publicly available 
dashboard which indicates timelines of response as well as outcomes. This transparency can 
help build trust in the institution and convince users that issues are being addressed.

Conclusion
The analysis of SWAYAM reviews from a sentiment perspective gives a neutral perspective. 
It is not without merit, however, and numerous 5-star ratings/reviews cite its low cost, free 
availability, and positive contribution to the development of government-supported 
education. Its user-friendliness, convenience, and interoperability with the national digital 
education policy are highly appreciated by users. There is even discontent, expressed 
through hundreds of one-star ratings, that highlights technical problems, including crashes, 
login issues, sluggish performance, and troublesome updates. These interruptions affect 
learning and trust, representing experience-discrepant elements driven by device, Internet, 
and updates.

The feedback is further separated based on content and sentiment. Positive comments 
emphasise educational value. In contrast, negative comments often focus on performance 
issues and frustrations with logging in, with the latter also frequently providing content 
commentary (particularly of the angry, yet detailed, variety). The study highlights both the 
potential and challenges in SWAYAM. For betterment, developers must first secure a 
technically stable platform and make updates easy to implement, ensuring reliability and 
support, and working on resolving issues related to usability, changing polar responses to 
consistent satisfaction and making SWAYAM a dependable, versatile digital education 
platform.
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Abstract
The medical profession has always carried a certain aura of prestige, often described as both 
noble and demanding. Yet, when first-year MBBS students step into this world, they don’t 
arrive as blank slates. Their ideas are shaped by personal experiences watching a family 
member in hospital, perhaps alongside the weight of social expectations and what they have 
picked up during their schooling. This study looks at how these early perceptions take form, 
paying particular attention to the role of vocational elements such as early clinical exposure, 
hands-on skill training, and discussions on professional ethics. Rather than treating students’ 
motivation and expectations as fixed, we ask how their first encounters with medical 
training may shift their sense of what being a doctor actually involves. Do these experiences 
encourage a stronger commitment to the profession? Do they make the textbook knowledge 
feel more “real”? And do they begin to nurture that elusive mix of responsibility and 
empathy that society expects from doctors? The answers, while preliminary, hint at ways 
medical educators might reshape the curriculum. A more vocationally grounded approach 
one that balances theory with practice and idealism with reality could help align students’ 
early perceptions with the actual challenges and rewards of working in healthcare.

Keywords: MBBS Students; Perceptions; Medical Profession; Implications; Vocational 
Education.

Introduction
In India, the medical profession still carries a special weight it is often spoken of with 
reverence, given its profound influence on health and well-being (Gupta, Prakash, & Nair, 
2022). Yet, the road to becoming a doctor is rarely straightforward. It is a path shaped as 
much by challenges and doubts as by rewards and shifting perceptions (Sharma et al., 2021). 
For that reason, paying attention to how first-year MBBS students think and feel at the 
beginning of this journey seems important. Their attitudes and expectations may not only 
influence their own growth but also, over time, the vitality of the healthcare system itself 
(Goel & Rasania, 2021).

This study takes a closer look at those early impressions what draws students into medicine, 
what they hope for, and where they may carry misconceptions. We focus on first-year MBBS 
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students at a Government Medical College in Madhya Pradesh, trying to understand the mix 
of enthusiasm, uncertainty, and social pressure that shapes their view of the profession.

The timing of this inquiry matters. Recent education reforms particularly the National 
Education Policy 2020 (NEP, 2020) and the National Curriculum Framework for School 
Education 2023 (NCFSE, 2023) have pushed for a model of learning that blends academic 
rigor with skill development and vocational training. These documents don’t just speak of 
producing “employable graduates.” They suggest something broader: a more holistic kind of 
education that sharpens critical thinking, nurtures creativity, and grounds students in ethical 
and social responsibility.

In medicine, this emphasis appears especially relevant. Textbook knowledge, on its own, is 
never enough. Students need repeated opportunities for hands-on experience, exposure to 
real patients, and space to reflect on the responsibilities that come with the white coat. Both 
NEP 2020 and NCFSE 2023 highlight the importance of weaving values such as empathy 
and professionalism into training, not as add-ons but as essentials. The aim, at least on paper, 
is to prepare young doctors who are not only competent but also socially aware and ethically 
steady (MCI, 2023).

Our work, therefore, sits at the intersection of these reforms and the lived reality of medical 
students. By examining their perceptions, we hope to capture early signals where motivation 
is strong, where gaps in understanding may exist, and where education could do more. Such 
insights, we believe, can help shape better interventions: orientation programs, mentorship, 
or curriculum tweaks that bring students’ expectations closer to the actual responsibilities of 
medical practice.

This research does not claim to offer definitive answers. Instead, it contributes to an ongoing 
conversation about medical education in India about how young people imagine the 
profession when they enter it, and how schools and policies can guide those imaginations 
toward a more balanced, realistic, and socially responsive understanding.

Literature Review
Earlier research has pointed to at least ten distinct dimensions of medical professionalism, 
though interestingly, fifth-year students often showed a slight drift towards more 
self-focused attitudes compared to their first-year peers (Klemenc-Ketis & Vrecko, 2014). 
Other work has emphasized the tangled web of factors that draw students into medicine in 
the first place some cite a wish to serve the poor, others mention financial security, and many 
refer to personal growth or prestige as motivating elements (Tiwari et al., 2016). 
Perceptions, of course, are not static. Reimer and colleagues (2019), for instance, found that 
what first-year students described as seven domains of professionalism had narrowed to five 
by the second year, suggesting a process of adjustment perhaps even disillusionment as 
training progresses. Together, these studies seem to suggest that early interventions and 
consistent mentoring are crucial if schools want to shape not only students’ skills but also 
their professional identity.

Indian studies mirror some of these global patterns while adding local nuances. Gupta, 
Prakash, and Nair (2022) reported that most first-year MBBS students were satisfied with 
their choice, with familiar reasons helping others, earning money, and achieving personal
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development again surfacing as central. They also noted that orientation programs and 
foundation courses eased anxiety and boosted students’ confidence in those formative 
weeks. Yet, the picture is not entirely rosy. Other researchers argue that professionalism still 
needs stronger emphasis, with subtle signs of self-centredness creeping in as training 
progresses (Sharma et al., 2021; Arshad et al., 2021). Similar concerns have surfaced in 
studies examining the perceptions of students immediately after the one-month foundation 
course, which, while useful, appears insufficient to fully instill the values expected of future 
doctors (Vyas, Joshi, & Sheth, 2020; Jain & Verma, 2021).

Methodology
Sample Selection: Eighty first-year MBBS students from a Government Medical College in 
Madhya Pradesh was selected for this study using purposive sampling. Purposive sampling 
was chosen to ensure representation from the target population while considering factors 
such as diversity in gender, socioeconomic background, and academic performance.
Tool for Research: A questionnaire-based survey was utilized as the primary tool for data 
collection. The questionnaire was designed to gather information on the attitudes, 
expectations, challenges, rewards, concerns, and misconceptions of first-year MBBS 
students regarding the medical profession. The questionnaire comprised more closed-ended 
and few open-ended questions to allow for quantitative and qualitative analysis.
Data Collection Procedure: The survey was administered through google form. The 
researcher provided a brief explanation of the study objectives and instructions for 
completing the questionnaire. Participants were given sufficient time to complete the 
questionnaire anonymously.
Data Analysis: Quantitative data collected through closed-ended questions were analysed 
using simple statistics such as percentages. Qualitative data obtained from open-ended 
questions were subjected to thematic analysis to identify recurring themes and patterns in the 
responses.
Limitations: The study's findings may not be generalizable beyond the specific context of 
Government Medical College in Madhya Pradesh. Self-reporting bias may influence the 
accuracy of responses. The cross-sectional design of the study limits the ability to establish 
causal relationships.

Objectives:
1. To investigate the initial attitudes and expectations of first-year MBBS students towards 
the medical profession.
2. To explore the factors influencing first-year MBBS students' perceptions of the challenges 
and rewards associated with pursuing a career in medicine.
3. To identify potential areas of concern or misconception among first-year MBBS students 
regarding the medical profession and its responsibilities.
4. To identify the reasons and measures for success in NEET examination.
5. To suggest the implications for secondary stage school education, mainly vocational 
education.
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teachers.Teacher’s professionalism includes teacher’s knowledge, skills, ethics, reflective 
practice and facilitation of effective learning experiences. Teacher’s professionalism is 
enhanced through the abidance of professional standards. Para 5.20 of NEP 2020 
emphasises upon the creation of national professional standards for teachers (NPST) to 
enhance quality in educational system. The main purpose was to uncover the expectations 
and competencies from the teachers at different levels. In India we have pluralistic and 
decentralized educational landscape, for which establishing a common professional was 
very difficult and challenging but with the arrival of New Education Policy 2020, 
professional standards for teachers came into being. These standards were framed by NCTE 
in the year 2021 and named National Professional Standards for Teachers (NPST).NPST 
came in the form of a guided document in 2023. NPST provides a clear framework for 
defining teacher quality and professionalism. It outlines expected competencies in 
knowledge, skills, values, and ethics. These professional standards will be a carrier of 
continuous professional development and lifelong learning of teachers. NPST is remarkable 
in terms of ensuring accountability and consistency in teaching practices across contexts. It 
aims to enhance the quality of education and student learning outcomes throughout the 
nation.

In the present article authors tried to explore the role of NPST in promoting teacher 
professionalism and thereby strengthening quality education in India. The analysis is 
organized in the following sequence: first, a conceptual overview of teacher 
professionalism; second, an outline of NPST—its objectives, structure, and intended users; 
third, a discussion of mechanisms through which NPST promotes professionalism (identity, 
practice, development, and accountability); fourth, an examination of implementation 
challenges; and finally, strategic recommendations for maximizing NPST’s positive impact.

Conceptualizing Teacher Professionalism
The etymology of the terms “Profession” and “Professor” can be traced to the Latin word 
profess, which denotes a public declaration of expertise within a specific domain of 
knowledge or skill (Baggini, 2005). Hoyle (1975) conceptualized professionalism as “the set 
of strategies and rhetorical practices employed by occupational groups to advance their 
status, remuneration, and working conditions (as cited in Evans, 2007)”. In a subsequent 
refinement of this perspective, Hoyle (2001) shifted the focus from status enhancement to 
the improvement of service quality, thereby framing professionalism as a commitment to 
elevating practice standards rather than primarily securing professional privilege. Teacher 
professionalism is also multi-dimensional. Key dimensions found in literature include: 1) 
knowledge and pedagogy i.e mastery of subject matter as well as understanding to 
effectively teach across different backgrounds and abilities. 2) ethics and commitment i.e 
adherence to ethical standards.3) Reflective Practice i.e Continuous reflection on one’s 
practice.4) Autonomy and Judgment i.e Professional judgment exercised in varied 
classroom and systemic contexts.5) Collaboration and Leadership i.e Engagement in 
collegial learning communities and mentoring. 6) Accountability and Standards i.e 
Willingness to be assessed against professional standards and to use standards to guide 
development (Demirkes imonglu, 2011; Carr,1992; Gilmeeva,1999).

Professionalism contrasts with mere occupational or mechanical performance; it implies a

Results and Discussion
This study set out to explore how first-year MBBS students in India perceive the medical 
profession their early attitudes, expectations, and uncertainties. One of the first patterns to 
emerge from the data (Fig. 1) was the gender distribution: roughly one-third of students were 
male (35%), while nearly two-thirds were female (65%). At first glance, this imbalance may 
seem like a simple demographic fact, but it raises deeper questions about what draws young 
men and women into medicine, and perhaps just as importantly, what might be discouraging 
others. Are societal expectations nudging more women toward this field? Or does medicine 
appear to offer certain kinds of stability and respect that align more closely with the 
aspirations placed upon young women today?
Such patterns aren’t trivial. How male and 
female students experience medical 
education their motivations, the pressures 
they face, and the barriers they encounter 
can differ in subtle but significant ways. 
This, in turn, challenges us to ask whether 
current teaching methods and institutional 
cultures are doing enough to foster 
inclusivity. Are some students navigating 
unspoken obstacles that others barely 
notice?

This pattern isn’t surprising if we think 
about the way NEET preparation typically 
unfolds. Many students take their first shot 
right after Class 12, at 18, but success is 
often elusive. The cluster around age 20 
suggests that the second or even third 
attempt is when most students finally cross 
the threshold. It underlines not only the 
competitiveness of NEET but also the 
persistence and sometimes privilege 
required to keep preparing year after year.

Looking more closely at these variations can help shape meaningful interventions. For 
example, targeted mentorship, flexible learning pathways, or support systems that take into 
account diverse backgrounds may all help. If schools and colleges acknowledge gender 
disparities early on and treat them not as problems to be “fixed” but as realities to be 
addressed, they may succeed in building a medical education environment that feels more 
equitable and supportive for everyone.

The age profile of first-year MBBS students offers some telling clues about how students 
navigate the road to medical school (Fig. 2). A large share about 40% entered at age 20, 
while nearly a quarter (24%) started at 19. Only a small group (4%) managed to join at 18, 
and about a third (32%) were 21 or older. That last category points to repeaters or students 
who had to make multiple attempts before securing admission.

Figure 5.1: Gender Differences 
among students 

Figure 5.2: Students age while 
passing NEET
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The pattern suggests something that feels 
intuitive: students who stuck closely to the 
PCB track may have been able to devote 
more hours to exam-focused study, while 
those juggling additional subjects with 
heavier demands likely had to split their 
attention. Of course, correlation is not the 
same as causation, but it does raise a 
practical point: the choice of a fourth 
subject may subtly tilt the balance of a 
student’s preparation.
For educators, this is worth keeping in mind when advising students at the school level. A 
“lighter” subject might give students breathing room, but it could also narrow their academic 
options later. On the other hand, choosing a demanding subject like Mathematics can open 
doors but may leave less time for NEET-specific practice. The right choice probably 
depends on the student’s strengths, goals, and the kind of support they can access.

Future research could dig deeper here looking not just at subject combinations but also at 
how different students actually structured their study time, whether coaching classes filled 
the gap, and how much family or peer pressure factored into these decisions. That kind of 
detail would give a richer picture of how subject choices intersect with exam performance.

Figure 4 offers a glimpse into how firmly first-year MBBS students see medicine as their 
chosen path. A large majority 82% described MBBS as their primary career choice, which 
suggests a strong sense of commitment at the very start of their journey. Still, nearly one in 
five students (18%) admitted that medicine wasn’t their only or even their first preference. 
That minority, while smaller, is telling. It hints at the range of pressures, backup plans, and 
shifting motivations that often accompany such a competitive field. 

For schools, these numbers raise an uncomfortable but important question: are we doing 
enough to prepare students for such a high-stakes exam the first time around? Better 
guidance during the final years of school, more accessible coaching, and structured 
mentorship could give students a stronger start. At the same time, older entrants those who 
tried and failed before need a different kind of support, one that acknowledges their 
resilience but also the frustration and financial burden of repeated attempts.

In short, age distribution is more than just a demographic detail. It tells us something about 
the bottlenecks in medical admissions, the unevenness of preparation opportunities, and the 
importance of building a school education system that nurtures medical aspirations early, 
while also supporting those who take a longer, more difficult path.

Figure 3 gives an interesting snapshot of the subject choices students carried through Class 
12 and how these may have shaped their NEET outcomes. Physics, Chemistry, and Biology 
(PCB) are non-negotiable, but the fourth subject varies depending on students’ priorities. 
About a quarter (26%) opted for Physical Education, perhaps seeing it as a lighter load that 
left more time for NEET preparation. Others roughly 18% chose Mathematics, often with an 
eye toward keeping engineering as a backup. Smaller groups picked Hindi (16%) or 
Computer Science (14%). 

Figure 5.3: Subject combination in 
Class 12
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This mix of certainty and ambivalence 
matters. For those who entered medicine as 
their top choice, the challenge may lie in 
sustaining that early enthusiasm through 
years of demanding training. For others, 
who might have pictured different futures 
engineering, research, civil services, or 
even something unrelated to science the 
challenge is different: finding a way to 
make sense of their place in a profession 
they may not have originally envisioned.

What’s particularly interesting is how these 
different entry pathways may color 
students’ views of the profession itself. 
Those who succeed on the first attempt 
might carry a sense of confidence, even 
relief, that makes the medical journey feel 
slightly less intimidating. In contrast, 
repeaters who have faced setbacks, extra 
years of preparation, and often the 
emotional weight of failure may be more 
inclined to see medicine as a steep, 
exhausting climb. Neither perception is 
“wrong”; both are shaped by personal 
histories, academic resources, and the cultural narrative that surrounds NEET.

This raises an important point for educators. If medical schools can provide a supportive 
environment one that normalizes multiple attempts, offers structured mentoring, and reduces 
the stigma of being a “repeater” students may begin their training on a more equal emotional 
footing. Otherwise, the initial gap in perception could widen over time, affecting motivation 
and even career choices.

Here, medical schools have an important role to play. Beyond the usual lectures and labs, 
students benefit from career guidance that helps them see not just one narrow path but the 
variety of directions a medical degree can lead public health, academia, administration, or 
specialized clinical practice. By recognizing these varied motivations rather than treating 
them all as identical, institutions can create a more supportive environment, one that helps 
students chart meaningful futures within or adjacent to medicine.

In short, career preference data isn’t just about percentages. It’s a reminder that students 
arrive in medical school with different levels of conviction, shaped by family expectations, 
personal ambition, or practical compromise. The more the curriculum and mentoring 
structures account for this diversity, the more likely we are to nurture not only competent 
doctors but also satisfied, well-grounded professionals.

Figure 5 highlights a striking divide: only 17% of the surveyed students managed to clear 
NEET on their very first attempt, while the overwhelming majority 83% got in after two or 
more tries. That imbalance says a lot about both the competitiveness of the exam and the 
persistence required to finally secure a seat.

Figure 5.4: Is MBBS your first-choice 
career path?

Figure 5.5: Did you join MBBS in 
your first NEET attempt
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These different pathways raise an 
interesting question: does the length or 
intensity of coaching affect how students 
perceive the toughness of medicine itself? 
Those who have spent years in structured 
programs may approach medical school 
with a mindset that the field is inherently 
grueling since their preparation for it 
already was. On the other hand, students 
who managed largely through self-study 
might see the profession through a different 
lens, perhaps as less intimidating or more 
under their own control.

The findings point to something larger than just coaching trends. They invite us to consider 
the role of schools: if classroom teaching were consistently strong and aligned with NEET 
demands, would fewer students feel the need for years of outside coaching? And, just as 
important, does prolonged coaching actually prepare students for the realities of medical 
training, or does it mainly condition them for a single high-stakes exam?

These are questions worth exploring further. For now, what is clear is that the method of 
preparation whether coaching-heavy or independent does more than shape exam results. It 
may also leave an imprint on how students imagine the medical profession itself: as either 
an uphill struggle or a challenge within reach.

Figure 7 brings out a demographic divide that has long shaped access to medical education: 
most first-year MBBS students in the sample came from urban areas, while those from rural 
backgrounds formed a much smaller group. At one level, this isn’t surprising urban centres 
generally offer more coaching institutes, better schools, and a culture that normalizes NEET 
preparation. Success, for these students, may feel more attainable simply because the 
resources are close at hand.

For rural students, the story is different. Limited access to coaching, fewer peer networks 
focused on medicine, and sometimes even basic infrastructure gaps make the path feel 
steeper. It’s not just about the exam itself but about the environment in which preparation 
takes place. A sense of isolation academic and social can add to the perception that medical 
admissions are harder to crack.

There’s also space here for future research: do first-attempt entrants maintain their 
confidence advantage throughout medical school, or does it fade once everyone is subjected 
to the same workload? And how do repeaters’ experiences arguably marked by resilience 
shape their long-term professional development? These are questions worth exploring to 
better understand how pathways into medicine shape the doctors who eventually emerge.

Figure 6 sheds light on how students prepared for NEET and how those choices may shape 
their view of medicine. More than half the respondents (51%) reported starting coaching in 
Class 11, which seems to be the most common timeline. A smaller but notable group (15%) 
began as early as Class 9 a sign of just how early the pressure to plan for medical school can 
begin. At the other end, about 11% relied solely on self-study, choosing not to attend any 
coaching at all.

Figure 5.6: Did you attend any 
coaching classes to prepare for NEET
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This gap has clear implications for school 
education policy. If rural students are to 
have a fair chance, schools and state 
systems need to find ways to bridge 
resource disparities whether through digital 
learning platforms, traveling faculty, or 
targeted mentoring. At the same time, 
exposing urban students to the realities of 
rural health and education could balance 
perspectives, making the system more 
inclusive overall.

Family influence, though less dominant, still 
mattered. A number of students pointed to parents 
or relatives in the field, or to the weight of family 
expectations, as shaping their choices. Peer 
influence, by contrast, seemed to play only a small 
role; few students credited their friends with 
swaying such a major decision.

Taken together, these findings remind us that 
career paths are rarely shaped by a single factor. 
Instead, they emerge from a mix of individual 
drive, family background, and social context. For educators, the lesson may be that school 
systems should do more to nurture personal passions through exposure to healthcare 
settings, mentoring, or vocational programs while also being mindful of the different 
pressures families bring to the table.

Even though peer influence looks minor here, it may still be worth probing. Subtle signals 
from classmates or coaching peers could affect how students see themselves and their 
chances of success. A deeper look at this dynamic might reveal quiet but important ways that 
social networks shape career trajectories.

Understanding these motivations isn’t just an academic exercise; it can help schools and 
policymakers design more supportive environments, ensuring that future healthcare 
providers enter the field for reasons that sustain them through the long and often difficult 
road ahead.

Figure 9 paints a largely upbeat picture: almost every student surveyed 76 out of 80 said they 

In short, the urban–rural imbalance is more than a statistic; it reflects the uneven geography 
of opportunity. Unless consciously addressed, it risks perpetuating a cycle where medical 
education and eventually healthcare delivery remains skewed toward those who already 
have easier access.

Figure 8 shows that, for most first-year MBBS students, the decision to pursue medicine 
comes down to something quite simple: personal interest. Intrinsic passion and curiosity 
wanting to understand the human body, help patients, or simply follow a long-held dream 
stood out as the strongest motivating force.

Figure 5.7: What is your residential 
background

Figure 5.8: What motivated you to 
pursue a career in medicine
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were “very excited” about starting their medical journey. That level of enthusiasm is striking 
and suggests that, at least in the beginning, most students approach medicine with genuine 
passion and high expectations.
Of course, not everyone felt the same way. A 
small group, around 15 students, reported 
being only “moderately excited” or less. While 
they’re in the minority, their presence is worth 
noting. It may reflect lingering doubts, fatigue 
from the long grind of NEET preparation, or 
simply uncertainty about what lies ahead.

For educators, this mix of responses offers 
both opportunity and caution. The 
overwhelming positivity can be harnessed to 
build momentum enthusiastic students often 

Money, while not irrelevant, came second. 
About 25 students cited financial stability as 
a key reward, but it was still far behind the 
pull of patient care. Interestingly, even fewer 
students pointed to “social status” or a 
“comfortable life.” Traditional measures of 
success prestige, lifestyle seem to matter 
less to this group than the intrinsic 
satisfaction of caring for others.

For educators, this is both reassuring and 
instructive. It suggests that most students are starting their training with values that align 
with the best traditions of the profession. But it also places a responsibility on medical 
schools: to nurture, rather than erode, this sense of purpose. A curriculum that keeps 
patient-centered care at its core through early clinical exposure, role models who emphasize 
empathy, and space to reflect on the human side of medicine can help sustain these 
motivations.

engage more deeply if their energy is channeled into meaningful learning experiences. At 
the same time, overlooking the quieter group with lower excitement could leave them 
disengaged early on. Addressing their concerns through mentoring, peer support, or even 
small adjustments in teaching style might prevent discouragement from snowballing later.

In short, excitement levels are more than just a feel-good statistic. They give a glimpse into 
how students are entering medical school some with unshakable motivation, others already 
wary. Recognizing both ends of that spectrum is key to designing programs that not only 
sustain passion but also lift those who begin with uncertainty.

Figure 10 makes one thing very clear: for most first-year MBBS students, the real reward of 
medicine lies in helping and healing patients. Out of the 80 students surveyed, 54 placed this 
above everything else. That kind of response reinforces the idea that many young people 
enter medicine with an altruistic spirit, driven by the desire to make a tangible difference in 
people’s lives.

Figure 5.9: Rate your level of 
excitement towards beginning your 

journey in the medical field

Figure 5.10: What do you anticipate 
as the most rewarding aspect of being 

a medical professional?
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The data shows that students aren’t just chasing titles or paychecks. At least at this stage, 
they are looking for meaning in their work. Medical education that strengthens that drive 
could play a big role in producing not just competent doctors, but compassionate ones.

Figure 11 highlights the mix of reasons that push students toward medicine, and the diversity 
is striking. Nearly half of the respondents (48%) said their primary motivation was to serve 
their community a clear sign that altruism and social impact still play a central role in how 
many young people imagine the profession.

At the same time, about a quarter (23%) were drawn by the intellectual challenge. For these 
students, medicine seems less about status or security and more about curiosity about the 
puzzles of the human body, the complexity of disease, and the satisfaction of 
problem-solving.
Financial motives were present but secondary. 
Roughly 22% admitted that stability and 
income factored into their choice, while only 
a small group (7%) envisioned themselves 
primarily through the lens of research. The 
relatively low percentage for research may 
suggest either a lack of exposure to this career 
path at the school level or a perception that 
research is less rewarding compared to direct 
patient care.

These findings remind us that motivations are rarely uniform. They blend personal passion, 
practical considerations, and social ideals. For educators, the challenge is to design 
programs that speak to all of these drivers supporting the altruists who want to serve, 
stimulating the intellectually curious, and offering pathways for those who might later 
discover a love for research. Recognizing this variety early on could help medical education 
nurture doctors who are not only competent but also fulfilled in the direction they choose to 
take.

Figure 12 gives a window into how first-year MBBS students size up the difficulties of 
medicine. Half of the respondents (50%) said the challenges felt “manageable,” which 
suggests a certain resilience and confidence at the outset. Another quarter (26%) went 
further, describing the career as “exciting” a reminder that, for some, the hurdles are seen 
less as obstacles and more as opportunities to grow.

Still, not all students view the road ahead with 
such optimism. About 10% found the challenges 
“overwhelming,” while 14% described them as 
“daunting.” These smaller groups matter: their 
voices point to anxieties that could, if left 
unaddressed, erode motivation over time.

The mix of responses highlights a key point for 
educators. Most students don’t necessarily need 
protection from difficulty they expect hard work 

Figure 5.11: What is your primary aim 
to join the MBBS program

Figure 5.12: How do you perceive 
the challenges associated with a 

career in medicine?
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and even thrive on it but a subset clearly needs more structured support. Mentorship, 
stress-management workshops, or even small curricular adjustments could make the 
difference between resilience and burnout.

Perceptions of challenge are not uniform. Some students see the path as tough but doable, 
others as thrilling, and a few as frightening. Recognizing and responding to this diversity 
early on could help schools and colleges foster a healthier, more supportive environment for 
all future doctors.

Figure 13 sheds light on the worries first-year MBBS students carry with them as they enter 
the profession. Nearly half (48%) voiced concern about work–life balance and the risk of 
burnout a striking reminder that even at the very start of their training, students are already 
imagining the long hours and relentless pace that medicine is known for.
Financial stress was another major 
theme, with 29% pointing to the cost of 
medical education and the weight of debt 
as a source of anxiety. For many 
families, securing an MBBS seat 
involves heavy financial sacrifice, and 
students are acutely aware of the 
pressure this creates.

A smaller but still important group 
(18%) worried about the emotional 
burden of dealing with suffering patients 
and difficult cases. This points to an often-overlooked reality: the profession doesn’t only 
test academic skill or endurance but also emotional resilience.

Taken together, these concerns paint a picture of students who are motivated but far from 
carefree. They know medicine is demanding, and they already sense the personal, financial, 
and emotional trade-offs it will require. For educators, the challenge lies in building support 
systems that acknowledge these realities whether through wellness programs, financial 
counselling, or structured opportunities to reflect on the emotional side of care. Addressing 
these concerns early on could help prevent them from becoming long-term sources of 
distress.

Figure 14 highlights some of the myths and misplaced expectations that first-year MBBS 
students bring with them. A large share 42% believed that getting through medical school 
would be relatively easy, a misconception that risks colliding head-on with the reality of 
long hours, dense coursework, and unrelenting exams.

Another 35% pictured medicine as a “glamorous” profession, perhaps shaped by popular 
media or societal narratives that spotlight prestige more than day-to-day grind. Interestingly, 
only 17% associated the career primarily with high income, suggesting that while financial 
motives are present, they don’t dominate students’ imaginations. At the very bottom, just 6% 
framed medicine in terms of constantly “saving lives” the dramatic but somewhat unrealistic 
image often tied to the field.

Figure 5.13: Do you have any concerns 
about pursuing a career in medicine?
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These numbers show that many students 
step into medical school with ideas that 
don’t quite line up with the realities of 
the profession. If left unchallenged, such 
misconceptions could lead to 
disappointment, frustration, or even 
disillusionment. For educators, the task 
is to gently but firmly correct these views 
early on through honest discussions, 
early exposure to clinical settings, and 
mentorship that portrays both the 
rewards and the demands of medicine.
Enthusiasm is important, but without a grounded understanding, it risks becoming fragile. 
Helping students replace myths with more balanced expectations may be one of the most 
valuable lessons in their first year.

Figure 15 captures how first-year MBBS students view their own preparedness for the 
responsibilities of being a doctor. Most (60%) said they felt at least moderately confident, 
which suggests a baseline sense of readiness. But the picture becomes more mixed when we 
look closer: about one in five students (21%) admitted they were only “somewhat” 
confident, 5% felt not confident at all, and just 4% described themselves as fully confident.

What this distribution reveals is a 
spectrum students don’t arrive at medical 
school equally sure of themselves. Some 
step in with a stronger sense of what the 
profession demands, perhaps thanks to 
better schooling, exposure to healthcare 
environments, or family background. 
Others seem less certain, which may 
reflect gaps in how school curricula 
connect science learning with real-world 
professional roles.
For educators, this matters. If medical training assumes all students begin on the same 
footing, those with lower confidence may slip through the cracks. Early interventions 
structured orientation programs, mentoring, or practical skill-building modules could help 
balance the field, ensuring that students not only gain knowledge but also trust in their 
ability to shoulder responsibility.

These findings remind us that confidence is not evenly distributed at the starting line. 
Strengthening the bridge between school-level education and the expectations of medical 
training could go a long way in preparing students to grow into capable and self-assured 
professionals.

Figure 16 points to a surprising trend: more than half of the first-year MBBS students 
surveyed (58%) admitted they did not attend their 12th-grade classes regularly. On the 
surface, this might look like simple absenteeism, but it likely reflects deeper tensions in how 
students prepare for NEET.

Figure 5.14: What do you believe are 
common misconceptions about the 

medical profession?

Figure 5.15: How confident do you feel about 
your understanding of the responsibilities and 

duties of a medical professional?

72

Indian Journal of Vocational Education



Many students juggle competing priorities 
regular school classes on one hand and 
intensive coaching on the other. For some, 
coaching becomes the clear priority, leading 
them to skip school lectures they see as 
repetitive or less exam-focused. Others may 
have faced personal or environmental factors 
long commutes, family responsibilities, or 
stress that made consistent attendance 
difficult.

This gap raises an important question: if so 
many students felt they could afford to skip school during such a crucial year, what does it 
say about the alignment between classroom teaching and NEET preparation? For schools, 
the challenge is to make classroom learning not only relevant but essential, so students see 
value in showing up.

Improving this alignment could do more than boost exam readiness. It might also strengthen 
the academic foundation and discipline that students carry into medical school, ultimately 
shaping both their competence and their professionalism.

Figure 17 reveals a striking gap between what schools provide and what students feel they 
need for NEET. Out of 80 respondents, only 21 said their Class 12 schooling had 
meaningfully helped them prepare, while the vast majority (79%) felt it had little to no 
impact. That kind of imbalance raises tough questions about the role of school education in 
a system so heavily dominated by entrance coaching.

Students’ perceptions here may point to a 
misalignment: while school curricula focus 
on broader subject learning, NEET 
preparation often zeroes in on speed, 
problem-solving, and exam-specific strategy. 
For many, this mismatch likely fuels the 
reliance on private coaching and reduces 
confidence in the value of regular classroom 
teaching.

This divide has serious implications. If 
students consistently see school as secondary to coaching, it undermines the credibility of 
formal education and widens inequities since not every family can afford extensive external 
preparation.

To bridge this gap, schools may need to adapt by integrating more exam-oriented practice, 
offering guidance on test strategy, and connecting core curriculum content more explicitly 
to competitive exams. At the same time, it’s worth asking whether the system itself has tilted 
too far toward “coaching culture” at the expense of deep, conceptual learning.

Students’ responses in Figure 17 are not just about personal perception; they’re a signal that 
high school education risks being sidelined in the medical entrance race. Addressing that 
perception is essential if schools are to remain meaningful players in shaping future doctors.

Figure 5.16: Did you attend your regular 
school in Class 12 to the fullest

Figure 5.17: Did you school teaching in 
Class 12 more helpful in clearing NEET
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Looking at Fig. 18, it’s striking to see what it 
tells us about the grit of first-year MBBS 
students. Out of 80 students, 61 that’s 83% 
didn’t make it into medical school on their first 
try and had to take the NEET exam at least 
once more to get in. That number really drives 
home how tough the competition is for those 
coveted seats. It makes you wonder if high 
schools could do more to guide students 
through this process, especially in that 
nerve-wracking first attempt. I mean, preparing 
for an exam like NEET is no small feat think endless late nights, piles of study guides, and 
the pressure of knowing one test could shape your entire future.

The fact that so many students only got in after multiple tries also says something about 
perseverance. It’s not just about being book-smart; it’s about picking yourself up after a 
setback and trying again, maybe even a few times. But here’s another angle: while this 
resilience is inspiring, it also raises questions about whether the system is too grueling. 
Should it really take multiple attempts for so many capable students to break through? 
Maybe schools could step up with better prep programs think targeted coaching or mock 
exams rather than leaving students to navigate this high-stakes process mostly on their own. 
After all, a solid high school education should lay the groundwork for tackling challenges 
like NEET, not just academically but mentally too.

When I dug into what first-year MBBS students had to say about their backup plans if they 
hadn’t cracked NEET, I was struck by how varied their answers were. Some were set on 
staying close to medicine like pursuing biotech or going for BAMS or BHMS degrees while 
others were ready to pivot entirely, imagining themselves in fields as different as joining the 
army, designing clothes, or starting a business. A few even mentioned research or tackling 
the UPSC exams. It’s fascinating to see this mix of determination to stick with medicine 
despite the odds and openness to completely different paths. It got me thinking: are schools 
doing enough to help students explore these diverse interests? Career counseling could 
really make a difference here, giving kids a clearer sense of what’s out there beyond the 
NEET grind.

Sifting through their open-ended responses, a few patterns jumped out. Many of these 
students seem driven by a genuine desire to help people there’s this almost old-school, 
idealistic view of medicine as a calling, which feels very rooted in how India sees doctors. 
It’s heartwarming, honestly, to hear them talk about wanting to make a real difference. But 
it’s not all rosy. They’re also upfront about their worries medicine’s no walk in the park. The 
relentless studying, long hours, and emotional weight of caring for patients clearly weigh on 
them. Some even admitted to having slightly off-base ideas about what being a doctor is like, 
expecting a cushy lifestyle or big paychecks that don’t always materialize. This mix of high 
ideals and real concerns makes me think schools and colleges need to step up with better 
mentorship maybe real talk from practicing doctors to help students see the full picture. It’s 
clear these aspiring doctors are navigating a lot of hopes, fears, and misconceptions, and 
that’s something the education system should address to help shape their path forward.

Figure 5.18: In which attempt could 
you crack NEET and got admission 

in MBBS
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Vocational Education
Reading through the details on vocational education under India’s NSQF, it’s clear the 
system is trying to give students a practical leg up in fields like healthcare, starting as early 
as Class 9. At its core, it’s about equipping kids with real-world skills that can land them jobs 
or set them up for further studies. For example, at NSQF Level 3, students get their feet wet 
with roles like General Duty Assistant (GDA) or Home Health Aide, learning the basics 
think patient care essentials and keeping things clean and hygienic. It’s the kind of hands-on 
stuff that sounds simple but is critical in any hospital or clinic. By Level 4, things step up a 
bit. Students start picking up skills like checking vital signs, controlling infections, or even 
helping with basic physiotherapy. It’s not just following instructions anymore; they’re 
starting to understand how things work in a healthcare setting. They are assisting nurses, 
handling basic medical equipment, while Home Health Aides take on bigger responsibilities 
like caring for patients with chronic conditions or coordinating with healthcare teams. By 
the time they hit higher Level, these students are doing things like giving medications under 
supervision, keeping detailed patient records, or drafting care plans, which feels like a big 
leap from where they started.

What caught my eye, though, are the newer roles like Yoga Therapy Assistant and Telehealth 
Services Coordinator. The Yoga Therapy Assistant gig, tied to AYUSH initiatives, is 
interesting it’s about helping patients use yoga for rehab or managing chronic illnesses, 
which shows how traditional practices are finding a place in modern healthcare. Meanwhile, 
Telehealth Coordinators are stepping into a digital world, setting up virtual doctor visits, 
managing online health records, and keeping patient data secure. With telehealth booming, 
that role feels especially relevant, though I wonder if schools are fully equipped to teach the 
tech side of it.

The mix of theory, hands-on practice, and real-world training through on-the-job stints 
seems like a solid approach. Getting certified by sector skill councils also gives students a 
clear path to jobs or more specialized studies after Class 12. Still, I can’t help but wonder if 
enough students know about these options early on or if schools are promoting them as 
seriously as, say, engineering or medical entrance exams. It feels like vocational education 
could be a game-changer for a lot of kids, but only if it’s presented as a real, respected path, 
not a fallback.

Implications for Quality School Education
Preparing students for high-stakes exams like NEET in India is no small task, and it’s clear 
that schools need to do more than just drill academics into kids’ heads. Quality education 
isn’t just about hitting the NEET syllabus it’s about sparking curiosity, sharpening critical 
thinking, and helping students actually understand the material, not just memorize it. 
Schools could make a real difference by offering things like regular practice tests, 
one-on-one counseling, or even clubs and activities that let kids unwind and find balance. 
I’ve seen how the pressure to succeed can weigh on students, especially in places like Kota, 
where the coaching culture can feel like a pressure cooker. It’s worth asking: are we pushing 
kids too hard toward external coaching when schools could step up instead?

The NCFSE 2023 framework brings an interesting angle by weaving vocational training into 
the mix, emphasizing three forms of work that doctors encounter: life form (working 
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directly with patients’ bodies), machine and material form (using tools like stethoscopes or 
medicines), and service form (providing care as a core profession). This approach makes 
sense it shows students the many sides of healthcare work early on. But here’s the thing: not 
every kid dreaming of medicine needs to become a doctor. Schools could broaden horizons 
by introducing health-related vocational courses, like General Duty Assistant or Yoga 
Therapy Assistant, which align with NSQF frameworks. These programs teach practical 
skills think taking vitals or supporting rehab through yoga that can lead to jobs or even give 
students an edge in NEET by grounding their studies in real-world applications.

I think there’s also a bigger cultural shift needed. Teachers, parents, and peers often 
unintentionally funnel kids toward medicine as the ultimate goal, but what if we celebrated 
other paths just as much? Imagine schools hosting career fairs where a Telehealth 
Coordinator or an Emergency Medical Technician gets the same spotlight as an MBBS 
doctor. Parental awareness programs could help here, encouraging moms and dads to cheer 
on their kids’ unique talents instead of chasing society’s idea of success. I remember a friend 
in school who was pushed toward medicine but ended up thriving as a physiotherapist her 
parents just needed a nudge to see that as a win.

On the flip side, schools have to rethink how they teach and test. NEET demands more than 
rote learning now; it’s about applying knowledge. Curriculums should reflect that, focusing 
on problem-solving over cramming. Vocational courses could also ease the pressure by 
giving students practical skills and a clearer picture of healthcare careers early on. A kid 
who’s tried their hand at being a Home Health Aide might realize they love patient care or 
that it’s not for them before betting everything on NEET. By blending these practical 
programs into high school, we’re not just prepping students for exams but setting them up 
for careers that match their strengths. It’s about creating a system that values well-rounded, 
resilient individuals who feel empowered to follow their own paths, not just the one society’s 
laid out for them.

Conclusion
This study paints a vivid picture of first-year MBBS students’ complex views on medicine a 
mix of enthusiasm, altruism, and some misconceptions about the job’s demands. Many 
students are driven by a desire to help others, which feels true to medicine’s core. Yet, some 
overestimate the glamour or financial perks, underestimating the gruelling hours and 
emotional toll. I remember a friend who started med school with big dreams but was 
blindsided by the stress. Early interventions like mentorship or orientation programs could 
help set realistic expectations.

Quality school education is key, not just for nailing NEET but for building critical thinking 
and resilience. The NEP 2020 and NCFSE 2023 push for vocational training, which could 
be a game-changer. Picture high schoolers trying roles like General Duty Assistant or 
Telehealth Coordinator gaining hands-on skills that ground their aspirations or reveal other 
paths. These programs, blending theory and practice, can prepare students for healthcare 
careers or NEET itself while reducing reliance on stressful coaching centres like those in 
Kota.

Schools also need to shift the narrative that medicine is the only “worthy” path. Counselling 
and parental awareness can encourage kids to explore diverse careers without societal 
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pressure. By weaving in vocational skills, emotional preparedness, and ethical grounding, 
schools can produce doctors who are not just academically sharp but also empathetic and 
ready for real-world challenges, bridging the gap between dreams and the realities of 
healthcare.
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The National Education Policy-2020, the first educational reform of the 21st century, 
emphasizes the need of vocational education. Vocational training is important for the 
progress of any nation, and NEP 2020 identifies the secondary level as the stage where it 
becomes an essential component of education. This approach allows students to explore 
areas of personal interest and acquire the skills necessary for a successful life. In this study, 
the differences in vocational interests among students of Uttar Pradesh's UP Board Class 
11th have been examined based on the school type (private and government) and the gender 
of the students. As a sample 200 students were selected, and data were gathered using the 
Vocational Interest Record constructed by Dr. S.P. Kulshreshtha. For statistical analysis, the 
researcher employed the mean, median, standard deviation, and t-test. The findings 
indicated that students, whether from private or government schools, show considerable 
interest in certain vocational fields while displaying significantly less interest in others. 
Additionally, the study revealed no significant difference in vocational interests between 
girls and boys. The outcomes of this study will assist teachers, counsellor and administration 
in guiding vocational programs for students.  

Keywords: Vocational Education, Vocational Interest, Secondary students of U.P. board 

Introduction:   
From the moment a person is born, they start adapting to their environment. This adaptation 
leads to the progress of their natural abilities, and the formal and informal enhancement of 
these abilities is what constitutes education. Education is essential for producing skilled 
workers, which is important for a nation's development. A student's career choices are 
central, as an individual's standard of living is often determined by their profession. In 1976, 
NCERT introduced a document called "Higher Secondary Education and Its 
Vocationalization," which provided a model for implementing vocational education 
nationwide. However, by 1986, only 2.5% of students were enrolled in vocational education 
programs. The New Education Policy 2020 highlights that vocational education is as 
important as general education. To meet the goals of vocational education, students must 
have a thorough understanding of their career fields and interests. The 12th Five-Year Plan 



Source: NEP 2020

(2012-2017), a minimal (%) of the Indian workforce aged 19-24 less than 5% has received 
formal vocational education. In contrast, vocational education rates are much higher in other 
countries: 52% in the USA, 75% in Germany, and 96% in South Korea. This disparity 
highlights the critical need to accelerate the expansion of vocational education in India.  

Chart:

This chart visually represents the vocational education rates across the different countries, 
illustrating the significant gap between India and the other nations. Recognizing its 
significance, the New Education Policy suggests incorporating vocational education into 
mainstream education. Despite significant efforts and widespread promotion of education, 
unemployment remains a persistent issue in India. A major reason for this is the lack of 
vocational guidance for students throughout their years of education. Lacking adequate 
knowledge about different career options, students frequently struggle to select vocational 
paths that match their interests, restricting their prospects for future success.

Vocational Interest:
Vocational interest refers to an individual's preference in a specific area of expertise, shaped 
by their abilities or personal inclinations. According to Holland (1977), “it represents an 
aspect of a person's personality, manifested through their choices in work, academic 
subjects, or leisure activities”. Vocational interests provide the motivation people need to 
steer their lives towards success. Without a vocation, a person becomes reliant on others that 
may restrict them from experiencing true satisfaction or peace in life. Therefore, having a 
vocation is crucial for everyone. To choose the right vocation, it’s essential for individuals 
to understand their own vocational interests (Vocational/Work Education). The NCERT, 
aligning with the goals of the National Education Policy 2020 for vocational education, has 
introduced the KAUSHAL BODH, an activity book for grade 6. In the NCF-SE 2023 
(National Curriculum Framework for School Education), work is classified into three key 
areas: life forms, machines and materials, and human service. To support these goals and 
learning outcomes, the book offers a diverse range of activities in vocational field. It helps 
student’s develop foundational skills; gain an understanding of the significance of 
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vocational skills and essential work values. Also, the book furnishes the students with core 
skills and related knowledge of various fields that will be contributes to household and 
livelihood tasks in future. This initiative shows the growing need in India for awareness, 
structured curriculum, activity textbooks and guidance in vocational education (NCERT, 
2024).  

The secondary level of education is an important phase in which students can start to explore 
and select vocational subjects based on their interests, allowing them to acquire new skills. 
As stated by the New Education Policy 2020, by 2025, the objective is to offer vocational 
education to 50% of students through both the school system and higher education systems. 
Clear targets and deadlines will be established to ensure this goal is met. To facilitate this, 
the MHRD (Ministry of Human Resource Development) will form a ‘National Committee 
for the Integration of Vocational Education’, consisting of vocational education experts and 
representatives from vocational ministries, to focus on key areas of vocational training. By 
2030, all institutions offering either vocational or general education will aim to integrate 
both types of education within their curricula. To accomplish this goal, secondary-students 
must gain a deeper awareness reflecting their personal interest. This study focuses on 
analysing the vocational interests of 11th grade students in Uttar Pradesh, considering of 
school type (private and government) and students’ gender. Present study can serve to 
development of and improve educational materials that better support students in making 
informed vocational choices.

Review of related literature: Here, the review of related literature is presented in two 
tabular forms: the first table includes previous studies on vocational education, while the 
second table presents relevant policies and official reports related to vocational education.

Table: Review of Related Studies on Vocational Interests
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Table: Review of Vocational Education Policies and Programmes
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Table 6.1: Review of Related Studies on Vocational Interests

Table 6.2: Review of Vocational Education Policies and Programmes



Research gap: The analysis of existing studies reveals that prior research on students' 
professional interests has produced varying results concerning gender differences. However, 
there appears to be considerable gap in the reviews concerning the school type, particularly 
government and private schools, on these interests. Thus, this study seeks to address this gap 
by including both gender and school type as variables in assessing students' vocational 
interests.

Problem Statement:
Voices of the Future: Analysing Vocational Interests in Secondary Education

Objectives:
1. To study the vocational interests of secondary level students in relation to the type of 
schools (private and government schools).
2. To study the vocational interests of secondary level students with respect to their gender.

Hypotheses:
H01: There is no significant difference in the vocational interests of secondary level 
students with respect to type of schools (private and government schools).
H02: There is no significant difference in the vocational interests of secondary level 
students with respect to their gender.

Delimitation: 
This study is limited to studying students of class 11th in the Board of ‘High School and 
Intermediate Education’ of Uttar Pradesh.

Methodology:
This study is grounded in data gathered from a primary survey. To achieve the study’s 
objectives, the survey method of descriptive research has been chosen by the researcher. 

Sample Size:
The overall number of students studying in Class 11th in Varanasi under the U.P. Board was 
considered as population for this study. Using the lottery method of random sampling, four 
schools (two governments and two private) were selected for the sample.  Total 200 students 
were chosen for the study. The sample consisted of 100 students from private schools and 
100 students from government schools. From the private schools, 50 male and 50 female 
students were chosen, while the same gender distribution was used to 100 students’ selection 
from government schools by cluster sampling method. 

83

Medhya Mourya and Dr. Alka Rani



Sampling method:

Variables:
Independent variable: Type of school of U.P. Board (private and government schools) and         
gender of class 11th students
Dependent variable: Vocational interest

Data Collection Tool:
In this study, Dr. S.P. Kulshrestha's Vocational Interest Record was used to examine the 
vocational interests of Class 11th students from the U.P. Board. The Vocational Interest 
Record is published by the National Psychological Corporation in Agra. This record 
comprises 10 different vocational fields: literary, scientific, executive, commercial, creative, 
agricultural, persuasive, social, and households, with each field consisting of 20 specific 
professions. Thus, the inventory includes a total of 200 professions associated with various 
vocational interests. The test is both reliable and valid, with a test-retest reliability score of 
0.69 and a validity score of 0.89.
Scoring: Maximum attainable score under each vocational interest area is 20 and the 
minimum score is 0. One mark is assigned for each correct mark (�).

Statistical Technique:
Mean, standard deviation and t-test were employed to analyse the data.

Analysis and Interpretation of the study: 
A. Hypothesis 1: There is no significant difference in the vocational interests of secondary 

level students with respect to type of schools (private and government schools).
The result related to hypothesis 1 is given as follows.

84

Indian Journal of Vocational Education



Table 6.3: Comparative attitudes of private school and government school 
students towards Vocational interests 

L=Literary, S=Scientific, E=Executive, C=Commercial, CO=Constructive,
A=Artistic, Ag=Agricultural, P=Persuasive, S=Social, H=Households

Significance: All T-scores across the different fields are below the threshold for significance 
at the 0.05 level. This signifies there are no statistically significant differences between the 
vocational interests of students from private and government schools in any of the fields 
measured.

Mean Scores Comparison: 
1.Literary Field: The T-score of 1.82 is not significant, with government school students 
(10.85) having a slightly higher mean than students of private school (10.77).
2.Scientific Field: The T-score of 0.57 shows no significant difference, with private school 
students (11.61) having a higher mean than government school students (11.2).
3.Executive Field: With a T-score of 0.84, there are no significant differences, with private 
school students (11.79) having a slightly higher mean than government school students 
(11.71).
4.Commercial Field: The T-score of 0.8 indicates no significant difference, with 
government school students (8.35) having a marginally higher mean than students of private 
school (8.029).
5.Constructive Field: The T-score of 1.83 shows no significant difference, with 
government school students (8.98) having a slightly higher mean than students of private 
school (8.88).
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Figure 6.1: Comparison of Vocational Interest of private and government school 
students of U.P. Board (Mean Value) N=200s 

6.Artistic Field: The T-score of 0.81 is not significant, with private school students (10.76) 
having a slightly higher mean than government school students (10.69).
7.Agricultural Field: The T-score of 0.92 is not significant, with private school students 
(9.74) having a higher mean than government school students (9.1).
8.Persuasive Field: The T-score of 1.86 shows no significant difference, with private school 
students (10.34) having a slightly higher mean than government school students (10.04).
9.Social Field: The T-score of 0.63 indicates no significant difference, with government 
school students (10.71) having a slightly higher mean than students of private school 
(10.54).
10.Household Field: The T-score of 1.78 is not significant, with the mean of government 
school students (10.74) being higher mean than that of private school students (10.64).

The graph clearly indicates that, based on the median calculated from the number of students 
in both government private and schools, government school’s students tend to show more 
interest in fields such as literature, commerce, constructive, artistic, agriculture, social work, 
and household’s activities. In contrast, students of private schools are more disposed 
towards scientific, executive, and persuasive fields compared to their government school 
counterparts. 

B. Hypothesis 2: There is no significant difference in the vocational interests of secondary 
level students with respect to their gender.

The result related to hypothesis 2 is given as follows.
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Table 6.4: Comparative study of vocational interests among all students of 
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L=Literary, S=Scientific, E=Executive, C=Commercial, CO=Constructive,
A=Artistic, Ag=Agricultural, P=Persuasive, S=Social, H=Households

Significance: The T-scores for all the different fields fall below the 0.05 level of statistical 
significance. This implies there are no statistically significant differences between the 
vocational interests of female and male students across all the fields assessed.

Mean Scores Comparison:
1.Literary Field: The T-score of 0.51 shows no significant gender differences, with males 
scoring slightly higher median scores (9.37) than females (9.03).
2.Scientific Field: With a T-score of 0.952, there are no significant gender differences; 
males have a higher median score (10.5) compared to females (9.86).
3.Executive Field: The T-score of 0.08 indicates no significant, with males increased 
median score (10.7) than females (10.02).
4.Commercial Field: The T-score of 1.25 is not significant, with females (8.19) attaining a 
higher median score in comparison to males (8.07).
5.Constructive Field: A T-score of 1.44 shows no significant differences, with males (8.38) 
scoring higher medians than females (7.98).
6.Artistic Field: The T-score of 0.69 suggests no significant difference, with females 
(10.21) holding an improved median score than males (10.07).
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Figure 6.2: Comparison of Vocational Interest of girls and boys students of U.P. 
Board school (Mean Value) N=200

7.Agricultural Field: With a T-score of 0.18, there are no significant gender differences; 
females have a greater median score (10.43) compared to males (9.76).
8.Persuasive Field: The T-score of 0.62 indicates no significant difference, with males 
(9.47) obtaining a higher median score relative to females (9.29).
9.Social Field: The T-score of 1.36 shows no significant gender differences, with females 
(10.61) featuring an elevated median score compared to males (10.5).
10.Household Field: The T-score of 0.22 is not significant, with females (10.81) 
showcasing a higher median score compared to males (10.31).

Graph:

The graph indicates that, the median values derived from gender-based calculations for 
students in both private and government schools, male students are more interested towards 
literary, scientific, executive, persuasive, social, and household fields. In contrast, female 
students exhibit a higher interest in constructive and agricultural sectors compared to their 
male counterparts.

Conclusion & Educational Implications:
The present study examined vocational interests among secondary school students in 
government and private schools and across gender, revealing no statistically significant 
differences in overall vocational preferences. This finding suggests that secondary students’ 
career interests are increasingly shaped by broad educational exposure and evolving 
socio-educational awareness rather than by school type and gender alone. Although 
descriptive trends showed variations in specific vocational domains, these did not translate 
into statistically meaningful disparities. These results carry significant practical implications 
for educators and policymakers. 

For teachers, the findings reinforce the need to integrate vocational awareness through 
experiential learning and interdisciplinary methods, consistent with the National Curriculum 
Framework for School Education (NCF-SE) 2023, which emphasizes competencies, 
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real-life application, and career exploration education. For school counsellors, the results 
present the importance of interest-based and stereotype-free guidance, helping students 
make informed decisions aligned with personal strengths and emerging opportunities. 
Practically, this can be implemented through classroom strategies through the project-based 
learning, career-linked assignments, field visits, and short-term vocational modules. It will 
allow students to explore real-world applications of academic concepts. Teachers can also 
use structured reflection activities and interest inventories during regular classroom 
interactions to help students connect learning experiences with potential career pathways.

Importantly, situating this research within the U.P. Board context adds practical value rather 
than detracting from general relevance. The U.P. Board represents one of the largest and 
most diverse state education systems in India, encompassing students from varied rural, 
semi-urban, and urban backgrounds. As such, it offers a realistic and representative setting 
for examining vocational interests within mainstream public schooling. According to 
official data from the Uttar Pradesh Secondary Education Department, vocational education 
schemes are operational in 892 government and government-aided secondary schools across 
the state, and officials are actively encouraging increased student participation in these 
courses (UNIFIED DISTRICT INFORMATION SYSTEM FOR EDUCATION, 2020–21; 
UDISE Plus, 2025). Although enrolments in vocational subjects have historically been low, 
these efforts reflect a broader policy emphasis on skill development and employability in 
one of India’s largest school systems. This context provides a meaningful empirical 
foundation for understanding how vocational interests manifest at scale in real school 
environments where implementation challenges and opportunities coexist.

At the policy level, the study aligns with initiatives such as ‘Kaushal Bodh’ under the 
National Education Policy 2020, which advocates early vocational exposure and integration 
of skill-based learning. By grounding vocational interest assessment in the lived educational 
milieu of U.P. Board students, this research contributes valuable empirical evidence to 
ongoing national and state-level education planning. Strengthening vocational guidance 
practices based on data such as these can enhance student preparedness, confidence, and 
alignment with future career pathways.

Suggestions for further study:
1.Comparative study of vocational interest of students of rural and urban areas. 
2.Study of vocational interest in relation to educational background of parents of students. 
3.Study of the role of vocational maturity of students in vocational choice.
4.Study of the impact of educational availability of students on vocational choice.
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Vocational education in India in the form of skill-based training was there as a part of the 
curriculum in ancient times. Most of the vocation at those times was based on family 
traditions. The formal structure of vocational education was introduced in India by 
Britishers because of the industrial revolution wherein they required skilled labour to 
manage the industries. During the British period many vocational institutes were opened for 
modernization of Indian education. But, the pace of vocationalisation was slow as easily 
understood as colonial emperors do not want that Indian outpaced them in trade and 
industries. During Post-independence, the pace of the vocational education was not picked 
up though India was passing through the phase of technical development in 1960s, 70s, 80s 
and 1990s. Vocational education never gets its due recognition due to mind-set of the society 
that it is inferior in nature. So, in spite of introduction of vocation courses at different stages 
of education and at different phases of post-independence time line, it was never become the 
center of attraction for youths. Post 1986 policy, vocationalisation of secondary education as 
centrally sponsored scheme was introduced which continued till today in spite of several 
odds in its favour. National Education Policy 2020 has been able to make vocational 
education an integral component of school and higher education because it has been realized 
that for Atmanirbhar Bharat revival of vocational education to transform human to skilled 
based resource, entrepreneur, employer, productive worker. This paper intends to delve into 
the developmental landscape of vocational education in India and navigate the future 
prospects with special reference to NEP 2020.

Keywords: Vocational Education, Skills, Employment, Economic Development, National 
Education Policy 2020 

Introduction:   
India is thinking of become one the largest economy within this decade with 5 trillion-dollar 
economy. To become largest economy in the world, India needs to turn its human resource 
into knowledge-based society as it leads to knowledge-based economy, the driving force for 
knowledge-economy.  India is fortunate enough among all the countries in the world that it 
has largest share of youngest population. The demographic dividend in terms of youth 
population will propel the economic growth of the country. Young population not only offers 



market place but also large workforce which can contribute to global economy. The large 
young population will drive the country with their innovations and entrepreneurship. What 
it is important for India how to reap the demographic dividend of such a huge young 
population? Education is the only instrument through which this change can be brought 
about. The population needs to educated as well as skilled. The two types of education 
wherein this young population can be diverted would be higher and vocational education as 
these types of education will prepare young workforce into educated and skillful. Presently, 
India’s Gross Enrollment Ratio (GER) in higher education is merely 26% whereas the global 
average is 36.7%. Similarly, only 5% of the total workforce of India is skilled whereas this 
percentage is very high in countries like Germany, Japan, Korea etc. (Government of India, 
2020).

As school education is foundation for vocational and higher education, therefore, it is 
imperative that all most all the children of school going age must be in the school system and 
they should complete their school education to either go for higher education or vocational 
education as per their needs and aptitude. In recent decades, India has been gained a lot not 
only in terms of providing access to school education to the children in the age group of 6-18 
years but also the share of school completion has also been substantially increased. Present 
statistics show that almost 75% of the students who enrolled in schools at the age of 6 years 
are able to complete their schooling. If we break these statistics at various stages of 
education, elementary level has completion rate of almost 95% whereas at secondary level 
it reduces to 80% and at senior secondary level it further drops to 75%. If we compare with 
among European and Asian countries definitely this figure is not encouraging but if we look 
back almost two decades back it has been significant improvement. Presently, almost 27 
crores students are enrolled in 16 lakhs schools. This figure would reach to 100% by 2030 
(Government of India, 2020). Present NEP target of 100% by 2030 is based on the fact that 
almost all out of school’s students would be pull back into the system using multipronged 
approach which includes open and distance learning and alternative schooling. As 
vocational education option starts during schooling itself (Class X), therefore, it is expected 
that a sizeable population would opt for vocational education and enters into the world of 
work with proper training and skill. But unfortunately, as the data indicated in NEP 2020 that 
only 5% of the entire workforce is only skilled which includes the population who are being 
trained by their father or forefathers in a particular vocation. Before discussing the various 
recommendations that has been given by NEP, 2020 in regard to vocational education, it is 
essentially to cover the background why vocational education in India never flourishes in 
school and higher education? 

Vocational Education in Pre-Independence Era 
If we begin the journey of human civilizations, since inception it has quest of acquiring 
knowledge and skills and transmit them to its subsequent generations. Initially, it was learnt 
in the form of manual skills in different areas whosoever has the interest in particular 
vocation. Later on, when the society was divided on the basis of vocation (type of work), the 
knowledge and skills are transmitted from family members, it becomes family tradition. But 
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with inception of industrial revolution, there arise an urgent requirement of huge labour 
force to work in these manufacturing and productivity centres. Many of them were given 
on-site training. Slowly and slowly need was felt that to run these industries in an efficient 
manner, Industries need trained and skilled workers. So, schools/institutes of training 
centres were opened to provide training on demanded skills. In other words, training started 
under experts. In India, too initially education and skills were imparted through Guru. Later 
on, it becomes a family tradition and continues for centuries till Britishers, felt that it was 
there need of specialists who can oversee the various works related to construction and 
engineering, law, medical etc. that force them to set up vocational institutes to fulfill their 
administrative needs in India. In fact, formal structure of vocational education and training 
was introduced by Britishers, though there many instances in India wherein Indian started 
factories/Industries and hired educated Indians and trained them in various skills but efforts 
were very limited. So, large scale training of humans in a particular set of skills was initiated 
by Britishers. Here it is important to mention that today whom we called professional 
education, was started by Britishers as vocational education. That’s why medical, 
engineering, legal education was focused. Unfortunately, Indian traditional skill-based 
vocations like pottery, jewelry making, weaving, carpentry, etc. were never part of their 
so-called vocational education. British government opened the vocational institutes with 
their ulterior motives. In fact, it was not before 1854 When Wood Dispatch report 
recommended for vocational educational at secondary stage. Thereafter, several 
commissions and committees recommended for vocational education and training at various 
levels of education like Indian Education Commission (1882), Hartog Committee (1929) , 
Sapru Committee (1934), Wood-Abbot Committee (1936), Sargent Report (1944) etc 
wherein it had been emphasized diversification of courses at different stages of school 
education  to prepare youth for different walks of life (industrial and commercial career) as 
it is essential for country’s economic development. The status of vocational education prior 
to Indian independence is captured in the table 1 and figure 1:

Table 7.1: Scenario of Vocational Education Prior to Indian Independence
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The two things have been observed from the table that though various commissions and 
committees recommended highly about vocational education and training, Britishers never 
opened the network of vocational institutes across India in proportion to the total population, 
mainly because of their ulterior motives.  Moreover, in the last decade before Independence, 
1936-37 to 1946-47 there is a decrease in number of technical and industrial institutes, so is 
the number of students contributing to the factor that government was in no mood to provide 
technical and vocational courses to Indians as it would create demand for employment. The 
British government showed no interest in developing a robust plan of technical and 
vocational education in India as they believed that it would weaken the trade and commerce 
of the England (Nurullah & Naik, 1962). Moreover, the government had vested interested in 
producing clerks who are loyal to them and propagate their western knowledge among 
Indians. Another reason for non-promotion of vocational education is lack of funding from 
imperial government. It is also to reiterate that Indians too have a very indifferent attitude 
towards vocational education. They prefer to have general education through which they 
earn white collar jobs rather than doing vocational course which opens up blue collar jobs 
(manual). 

Here it is important to understand that vocational education and training given by the family 
members in term of its knowledge, skills and learning experiences is in its rudimentary form 
and hardly being updated with changing knowledge and skills. Whereas vocational 
education and training provided by the vocational institutions is based on scientific 
development of a vocation and it involves structured, organized form of learning means 
knowledge, skills and learning experiences imparted are updated with latest development in 
the field. So, one can say that prior to Independence, vocational education and training 
offered in India to some extent was based on latest development in the field in the 
institutions sponsored by imperial government but it was largely confined to family and 
family traditions. 

Figure 7.1: Vocational Education Status in Pre-Independance Era
Source: Bhatt, 1972, pp. 367-375, Compiled by Authors
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Vocational Education in Post-Independence Era: India after Independence has legacy of few 
educational institutions wherein vocational education and training was being imparted. 
Post-Independence, University Education Commission (1948) was constituted to look at the 
status of university education and recommends for betterment of higher education. 
Commission also emphasized for the need of vocational education to meet the diverse needs 
of men and women. Similarly, Secondary Education Commission (1952) also recommended 
for vocational education and recommended for diversification of courses after eight years of 
schooling. Kothari Commission too emphasized the need for vocational education and 
recommends diversification starts at +2 level with almost 50% of the secondary must go for 
vocational courses. It also recommended that some craft-based education in form of Some 
Useful Productive work should be started from class VI onwards till class X. Thereafter, 
document on Higher Secondary Education and its Vocationalisation by NCERT (1976), 
Working Group on Vocationalisation of Education (1977), Malcolm Adiseshiah Committee 
on Higher Secondary Education (1978) with special reference to vocationalisation discussed 
the various issues related to mainstreaming of vocationalisation in school education like 
restructuring of school education, curriculum, vertical mobility of students opting for 
vocational courses, establishment of  National Council of Vocational Education and Training 
(NCVET) with corresponding State Councils etc to facilitate the vocational education in 
national education scene. But it was the Report of the National Working Group on 
Vocationalization of Education (1985) which made a comprehensive review of vocational 
education in the country. The Group pointed out that the lofty propositions regarding the 
expansion of vocational education across India reiterated in the documents of the Kothari 
Commission (1964-66) and the National Policy on Education (1968) as well as in the 
consecutive Five-Year Plans (FYPs) were not properly implemented primarily owing to 
resource crunch, fragile management structure, inadequate technical expertise and defective 
teacher preparation (Verma, 2018). The Group (1986) further clearly defined the term 
‘vocational education’ in a broad sense by covering “all educational programmes that aim at 
job orientation and develop in the individuals knowledge and skill” (Government of India, 
1996, p. 81) at secondary, higher and degree levels. Considering all the prevalent limitations, 
the Group prescribes guidelines for the development of the vocational education at different 
levels and made recommendations on management system, strategies for implementation, 
role of government and non-government organisations and financial implications. It also 
fixed the national target of 10% percent of total students of higher secondary to be diverted 
to vocational education by 1990 and 25% by 1995 (Ibid, 1986). Based on it Centrally 
Sponsored Scheme (CSS) of Vocationalisation of Education was started at national level in 
1988 and subsequently reviewed by POA (1992) and extended the deadline to 2000. The 
scheme was strengthened in subsequent five-year plans with greater allocation of budgets. 
Tenth five-year plan was important for vocational education as national working Group 
under Planning Commission proposed several far-reaching recommendations for vocational 
education and training like competency-based curriculum, modular approach, credit 
transfer, multiple entry and exit, vertical and horizontal mobility, linkage with university, 
industry-institute linkage, apprenticeship in local industry after completion of +2 and much 
more (Majumdar, 2012). The steering committee on vocational education recommended that 
vocational education at school level, polytechnics, ITIs should come under state government 
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for better networking, optimal utilization of resources, better linkages with industry, focused 
targeting. A separate allocation of 350 crores is given for strengthening vocational education 
under CSS. The Working Group on Vocational Education for the Tenth Five-Year Plan 
recommended that 
a) Networking with Ministries/agencies and networking with other stakeholders for optimal 
utilization of resources … (b) The existing system of testing system of assessment in testing 
for the VE pass outs is generally done by the State School Boards. It does not have high 
degree of credibility and acceptability from the employment angle. Professional bodies and 
associations may be encouraged to develop their own system of assessment and certification 
of VE taken up by schools (Government of India, 2001, p. 14).

The Working Group also suggested the following major revisions in the CS Scheme of 
vocational education – 

Though recommendations of the steering committee in connection to the vocational 
education were excellent but unfortunately, they were never capitalized. Numerous numbers 
of research studies have shown that in India there is a persistent skill gap in different sectors 
in India (NASSCOM 2011; Mehrotra 2012; Jamal and Mandal, 2013, Chenoy 2012 cited in 
Mehrotra, Raman, Kumra, Kalaiyarasan & Röß (2014)). This persistent skill gap has 
resulted not only into increase in unemployment but also not-contributing to knowledge 
economy. Unfortunately, the percentage of population in the age group of 15-59 years who 
were formally skilled and trained in vocation is just over 2% whereas this percentage was 
just 2.4% in case of person who received vocational training through informal means 
(Mehrotra, 2012 cited in Mehrotra, Raman, Kumra, Kalaiyarasan & Röß (2014). Moreover, 
the quality of vocational training is so poor that it hardly matches with the requirement of 
labour market. Another major concern was that general education has been divorced from 
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vocational education. Realizing the acute shortage of skilled manpower and increasing 
skill-based employment opportunities within and outside India, greater thrust for vocational 
education by national government was realized. Government was mulling over the thought 
of increasing the capacity of skilled workforce from 11-12 million to 14-15 million per year 
so that gaps for the skilled persons be bridged. Not only that, government also thought of 
having unified system of national qualification which not only covers vocational education 
at school and at higher level but also transcends the boundary of vocational and link with 
general education and vice-versa. Therefore, for the planned development of the skills in the 
country, a policy on skill was needed which was highly inclusive. So, under the National 
Skill Development Initiative, National Skill Development Policy (NSDP) came into 
existence in March, 2009. The policy recognized that two essential components to drive the 
economy in the country would be skill and knowledge. Since India has limited capacity of 
skill development programs, therefore, present capacity needs to augmented. A target was 
fixed that by 2022 around 500 million people of the workforce would be skilled and for that 
coordinated efforts from central, state, industries, technical institutions, would be needed. 
The challenge was not only to increase the capacity of the vocational institutions but also 
skill and re-skill the people who are already working in various organized and unorganized 
sectors. It is necessary to recognize their prior learning (RPL) and provide certification 
which is equivalence to certain level of vocational education hierarchy. The Ministry of 
Labour and Employment drafted National Vocational Qualification Framework (NVQF) and 
Ministry of Human Resource Development (MHRD) proposed National Vocational 
Education Qualifications Framework (NVQEF) as both of them are dealing with the subject 
of vocational education. One Framework is for school, higher level and other for technical 
level. National Skill Development Corporation (NSDC) which was established in 2008 was 
entrusted the responsibility to implement the policy. NSDC constitute Sector Skill Councils 
(SSCs) which have the responsibility of: identification of skill and its range and depth; 
determining the standards and qualifications; standardization of affiliation and accreditation; 
training of trainers etc. The focus of the policy on equity and access, vocational training of 
women, bridge the regional imbalance by creating opportunities, special initiatives for 
minorities, divyangjans, school drop outs, children engaged in child labour and 
socio-economically disadvantaged groups. By 2009, almost 10,000 ITIs were providing 
vocational education with a capacity of 15 lakhs whereas this percentage in school education 
almost 9000 sections in school education in roughly 10000 schools. In 2013, both the 
framework was merged into National Skill Qualification Framework (NSQF) which was 
notified in 2013 and National Skill Development Agency (2013) was given the given the 
responsibility to operationalise NSQF in terms of quality and standards as per the specific 
requirement of the skill. It is important to mention here that NPE-2020 also talked about 
NSQF which has 10 levels and each level is defined in terms of learning outcomes in five 
domains with descriptors at each level i.e., process, professional knowledge, professional 
skill, core skill and responsibility acquired either through formal, non-formal or informal 
learning. Although prime responsibility was given to NSDA, Sector Skill Councils, central 
ministries, state, and regulatory institutions were also designated. The NSQF was anchored 
on NSDA but its implementation responsibility would lie on National Skills Qualification 
Committee (NSQC). Till 2013, effort was that vocational education should be 
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The data shows that students aren’t just chasing titles or paychecks. At least at this stage, 
they are looking for meaning in their work. Medical education that strengthens that drive 
could play a big role in producing not just competent doctors, but compassionate ones.

Figure 11 highlights the mix of reasons that push students toward medicine, and the diversity 
is striking. Nearly half of the respondents (48%) said their primary motivation was to serve 
their community a clear sign that altruism and social impact still play a central role in how 
many young people imagine the profession.

At the same time, about a quarter (23%) were drawn by the intellectual challenge. For these 
students, medicine seems less about status or security and more about curiosity about the 
puzzles of the human body, the complexity of disease, and the satisfaction of 
problem-solving.

competency-based and integrated with general education that transcends the boundary of 
general and vocational education and encourage mobility of the learners into either side 
seamlessly.

With the change in the government at the centre, vocational education gets a major boost. In 
July 2014, Department of Skill Development and Entrepreneurship, upgraded to full-fledged 
Ministry of Skill Development and Entrepreneurship (MSDE) in November 2014 to achieve 
Skill India in mission mode. To achieve skill India, National Skill Development Mission 
(NSDM) was started in 2015. Furthermore, National Policy on Skill Development & 
Entrepreneurship, 2015 was launched (supersede earlier policy of 2009) with the objective 
of “Skilling on a large Scale at Speed with high Standards and to promote a culture of 
innovation-based entrepreneurship to ensure Sustainable livelihoods for all citizens in the 
country” (Government of India, 2015, p.12). This policy is an umbrella framework which 
includes all kinds of skilling activities going on in the country and aligns to common 
standards and links the skilling to market. To achieve mission of Skill India, efforts of 
NSDC, NSDA and DGT was converged. In 2016, all skill development activity of the 
country was aligned with national policy and NSQF. In subsequent years PMKVY-2.0 and 
3.0 were launched along with giving big boost to state skill mission. PM Kaushal centres 
were opened across India in the core sector skills with participation of private players. 
Several schemes were introduced to give a major boost to skill education at formal and 
non-formal centres of education (see website of https://www.msde.gov.in/ for short term 
training, long term training, apprentice training, entrepreneurship schemes, and other 
schemes). As per the UNESCO Report Vocational Education First (2020), since inception 
NSDC has alone build the capacity of over 25 million youths and adults by giving training 
in various sector skills through private-public partnership. Report further said that MSDE 
and other central ministries contributes to training of 10 million youth and adults annually in 
the country (NSDC contributes 5 million annually) via different short-term programmes on 
various sector skills based (specialized training) on the demand of the industry at the entry 
level. Report highlighted that long term training programmes are being are generally done 
by polytechnics and ITIs which together have additional 3 million capacity. Secondary 
schools too are involved in vocationalisation of education after the launch of centrally 
sponsored scheme in 1988, thereafter 10158 public funded schools offer vocational 
education to over 1.2 million students. CBSE schools too offer vocational education from 
grade 6th onwards but the number is miniscule i.e., 8583 schools. Even in higher education, 
almost 1000 colleges are offering B.Voc programmes from 2013. Even the state government 
through their State Skill Development Mission (SSDM) have made an impressive progress 
in last few years. But overall, big gap persists between skilled and trained manpower 
required and the intake capacity of the institutions (Wadia & Dabir, 2020, p.9). The prime 
reason for the slow growth in vocational education is that mindset of the stakeholders. 
People are obsessed with white collar jobs and look down the blue-collar jobs. Prior to 
Independence, there is a great advocacy by Mahatma Gandhi and others for craft-centred 
education (another form of vocational education) but post-Independence Indian policy 
makers found that it is not popular among the common people sentiments and as a result it 
remains confines to only few. Another common reason is that those who cannot cope with 
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and even thrive on it but a subset clearly needs more structured support. Mentorship, 
stress-management workshops, or even small curricular adjustments could make the 
difference between resilience and burnout.

Perceptions of challenge are not uniform. Some students see the path as tough but doable, 
others as thrilling, and a few as frightening. Recognizing and responding to this diversity 
early on could help schools and colleges foster a healthier, more supportive environment for 
all future doctors.

Figure 13 sheds light on the worries first-year MBBS students carry with them as they enter 
the profession. Nearly half (48%) voiced concern about work–life balance and the risk of 
burnout a striking reminder that even at the very start of their training, students are already 
imagining the long hours and relentless pace that medicine is known for.

mainstream education, vocational education is meant for them. Another significant reason is 
that there is a hard separation between general education and vocational education. For last 
seven decades, a general pathway is not created for seamless mobility of students of 
vocational education into general education. Another important reason needs to be 
highlighted is that though vocational education institutions were opened, their curriculum 
was never matched with the of skills and competencies required by the industries, therefore, 
even though they were trained but remain underemployed or unemployed. Before, 1990 
India has only handful industries mostly engaged into manufacturing sector and most of 
them are controlled by central or state governments. Even if there are private industries 
mostly run by families who have learnt those skills from families. But after 1990, when 
several sectors are privatized or new sectors are introduced in Indian markets, suddenly 
India needs large number of skilled workforces. This has been catalysed by the policies 
meant for information technology sector which opens new vistas of opportunities in almost 
all the sectors especially in service sectors and India finds themselves in shortage of skilled 
workforce. In last 10 years there has been unprecedented growth in IT and allied sector and 
India too has ramped up the capacities of institutions offering vocational education but 
demand is too high especially in sectors like travel and tourism, medical lab technology, data 
mining, food packaging, etc. In fact, as per the sector skill councils there are 38 identified 
sectors where India will have employment in coming decades but only 10 sectors are there 
where majority of the youth population is getting training. Still there are 28 sectors where 
India requires large skilled labour force. Like other countries, India has also faced worst 
situation during the COVID -19 where economic activities came to almost standstill. But 
after Covid-19, India is slowly reviving its economy because of the large scale of 
entrepreneurship in various fields. Education and training are one of the sectors which have 
been hugely benefitted out of the Covid-19 because of the digital initiatives by the private 
and government sectors. Various opportunities in education educator open-up for online 
education like web-based platforms, app-based digital content, learning management 
systems, etc flourished in the market in last two years. Presently, market needs not only 
technologist but pedagogist, curriculum designer, content developer, content programmer, 
content editor, audio and video broadcaster etc. Similar is the medical field especially 
traditional like ayurvedic, yoga wherein Indian has largely benefitted out of by practising 
yoga and taking ayurvedic routes during Covid times. India needs large number of trained 
yoga and ayurvedic specialist. NEP-2020 has come in right time wherein India is in 
transition phase and needs a direction wherein it emerges as global power-house in terms of 
knowledge and skills. NEP-2020 has looked education in holistic perspective and that is 
why even the structure of education has been overhauled so that present youth can 
seamlessly move both horizontally and vertically in various types of education-formal to 
open and distance learning, general to vocational, technical to general with no hard 
separation between academic, vocational and technical education. NEP-2020 recommends 
that each and every institution in higher education will be multidisciplinary wherein students 
have the option of choosing some academic, some skill based, some art based, some 
life-based education in various years of study so that learners can be groomed into a citizen 
who have broader horizon of knowledge. Keeping this in perspective, vocational education 
title has been given Re-imagining Vocational education in para 16. NEP-2020 has been 
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shown a serious concern towards vocational education in the country and found that like 
general education it is too highly fragmented, not-updated and upgraded obsolete, highly 
compartmentalized, isolated. NEP 2020 highlighted that to become Atmanirbhar Bharat, 
vocational education in schools, Jan Shiksan Sansthan, ITIs and polytechnics, polyclinics, 
etc need to be revamped. Before going into the discussion of the various observations and 
recommendations of NEP 2020 on vocational education, let’s look at the dominant barriers 
to vocational education in India.

Roadblocks to Vocational Education in India
Wadia & Dabir (2020, P. 11) in the State of the Education Report for India 2020: Technical 
and Vocational Education and Training (TVET) and National Policy on Skill Development 
and Entrepreneurship, Ministry of Skill Development and Entrepreneurship (Government of 
India, 2015) have reasonably pointed out the following major challenges of vocational 
education in India are as follows: 
1.Mindset prevalent in the parents and other stakeholders for vocational education as it is 

meant for those who are less intellectual or not good at academics; 
2.Sensitiveness and awareness among school and higher education officials, management, 

administrators, and teachers towards the know-how of vocational education; 
3.Provide inclusive access to vocational education to children belonging to SEDGs 
4.There is an urgent need of blending vocational courses with digitalization 
5.Creating opportunities of re-skilling, upskilling and lifelong learning in emerging areas of 

vocations; 
6.Adequate funding and lighter and tighter regulatory framework for scaling-up the 

capacities of vocational institutions;   
7.Integrating the vocational education with general education and offering it at school and 

higher education level as part of the curriculum; 
8.Higher percentage of labour force is working in unorganised sector. 

NEP 2020 and Vocationalisation of Education
The vocational education has been the matter of concern for policy maker can be gauzed 
from the fact that in 66-page document, 76 times word ‘vocation’ in different context has 
been used. Somewhere it has been used school education, somewhere it has used with 
subject and somewhere it is related to training and capacity building and some other it is 
used with skill, employment, and entrepreneurship. In fact, one can say that skill 
(synonymous with vocation) and technology has been the two-buzz word in entire 
NEP-2020 document. As far as para 16 on Re-imagining Vocational Education, it has eight 
sub-paras highlighting the concerns, recommendations, and road map for vocational 
education in the country till 2040. Some of the major concerns/observations related to 
present vocational education pointed out by NEP-2020 are as follows: 

• In spite of having high percentage (66%) in the age group of 15-59 years (productive 
years), only 5% is formally trained in some vocations whereas this percentage is as high 
as 96% in case of south Korea; 
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• Vocational education has been concentrated to small number of students as it offers as an 
option in grade 11th and 12th as well as to students who have been dropped out after 8th 
grade. Moreover, vocational education has limited pathways of horizontal and vertical 
mobility thus restricting the entry of such learners to higher education especially in 
mainstream education (academic subjects). 

• Mind-set of stakeholders that vocation education is inferior to mainstream education and 
students who are unable to cope with general education switch to vocational education. 

• Emphasizing the dignity of labour and importance of different vocations in the different 
phase of life of the individual;

NEP 2020 has made the following policy recommendations of NEP 2020 on vocational 
education (Government of India, 2020, para 16.1 to 16.8):

• Increase the base of vocational education by integrating vocational education to all 
educational institutions-school, colleges and Universities;
• Increase the vertical mobility of students via National Skill Qualification Framework 
(NSQF);
• Offering vocational education to students by re-packaging it; 
• Vocational education exposure to all the children as earliest as at middle level and 
integrating with the mainstream education this will ensure the inculcation of dignity of 
labour at early age; 
• At least 50% of the school and higher education students will be exposed to vocational 
education with clear action plan, timeline and targets and it is consonance with SDG target 
4.4; 
• Development of vocational and academic capacities of students simultaneously        
• Collaboration of secondary schools with various educational institutions like ITIs, 
Polytechnics, Local industry, 
• Establishment of Skill labs in schools in hub and spoke model 
• Continuing of B.Voc degrees in higher education as well as offering vocational courses to 
other bachelor programme including 4 year multidisciplinary UG programs;  
• Offering indigenous based vocational courses under lokvidya; 
• Vocational education would be expanded through ODL mode; 
• Skill gap analysis and mapping of local opportunities for providing vocational education;  
• Constitution of National Committee of Integration of vocational education (NCIVE) to 
overall monitor the vocational education and its integration in school and higher education; 
• Setting up of incubation centres at higher education institutions in partnership with 
industries and sharing of best practices/models;
• NSQF will be strengthened and it will be aligned as per the international standards of 
classification of labours recognized by international labour organization;
• Drop-out students will be mainstreamed and align their prior learning experience with the 
relevant level of framework;
• National Credit framework for seamless movements of students from vocational to general 
education and vice-versa;   
• Hiring of local experts or people of eminence who have contributed immensely in 
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vocational field like carpentry, painting, sculpture, music, arts, pottery, etc in schools and in 
higher education;
• Bag less days for class 6-8 for 10 days in a year to visit to place for exposure in several 
vocations; and
• Introduction of vocational courses from class 6 onwards till class 8 and after 8th some 
skill-based courses would be offered as part of the multidisciplinary education.

These are major recommendations of NEP 2020 wherein efforts have been made by the 
policy maker not only to highlight the existing concerns in offering the vocational education 
in the present education system and suggested how vocational education could be integrated 
into mainstream education. The latest UNESCO report by Wadia & Dabir (2020) has 
highlighted that National Education Policy, 2020 has embraced the UN SDG agenda of 2030 
completely, and NEP is talking about changing the eco-system of school and higher 
education especially the vocational education in the country which has long been 
stigmatized. 

Conclusion
In past one decade knowledge and skill-based education has been the hallmark of almost all 
educational policies. It has been realized that India would become global hub of knowledge 
and skill in the coming decades. To reap the benefits, it is necessary that India should have 
knowledgeable and skilled workforce almost in all the sectors of the economy. Vocational 
education is being seen as education which has the capacity to translate the human resource 
into productive beings. NEP-2020 has sensed it and suggests that no education would be 
complete without imparting vocational education as it would help India not only to become 
Atmanirbhar (Self-reliant) in terms of economy but also fight against the biggest social issue 
i.e., unemployment and vocational education makes individual to be creator of employment 
rather than seeker of employment.
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Vocational Education
Reading through the details on vocational education under India’s NSQF, it’s clear the 
system is trying to give students a practical leg up in fields like healthcare, starting as early 
as Class 9. At its core, it’s about equipping kids with real-world skills that can land them jobs 
or set them up for further studies. For example, at NSQF Level 3, students get their feet wet 
with roles like General Duty Assistant (GDA) or Home Health Aide, learning the basics 
think patient care essentials and keeping things clean and hygienic. It’s the kind of hands-on 
stuff that sounds simple but is critical in any hospital or clinic. By Level 4, things step up a 
bit. Students start picking up skills like checking vital signs, controlling infections, or even 
helping with basic physiotherapy. It’s not just following instructions anymore; they’re 
starting to understand how things work in a healthcare setting. They are assisting nurses, 
handling basic medical equipment, while Home Health Aides take on bigger responsibilities 
like caring for patients with chronic conditions or coordinating with healthcare teams. By 
the time they hit higher Level, these students are doing things like giving medications under 
supervision, keeping detailed patient records, or drafting care plans, which feels like a big 
leap from where they started.

What caught my eye, though, are the newer roles like Yoga Therapy Assistant and Telehealth 
Services Coordinator. The Yoga Therapy Assistant gig, tied to AYUSH initiatives, is 
interesting it’s about helping patients use yoga for rehab or managing chronic illnesses, 
which shows how traditional practices are finding a place in modern healthcare. Meanwhile, 
Telehealth Coordinators are stepping into a digital world, setting up virtual doctor visits, 
managing online health records, and keeping patient data secure. With telehealth booming, 
that role feels especially relevant, though I wonder if schools are fully equipped to teach the 
tech side of it.

The mix of theory, hands-on practice, and real-world training through on-the-job stints 
seems like a solid approach. Getting certified by sector skill councils also gives students a 
clear path to jobs or more specialized studies after Class 12. Still, I can’t help but wonder if 
enough students know about these options early on or if schools are promoting them as 
seriously as, say, engineering or medical entrance exams. It feels like vocational education 
could be a game-changer for a lot of kids, but only if it’s presented as a real, respected path, 
not a fallback.

Implications for Quality School Education
Preparing students for high-stakes exams like NEET in India is no small task, and it’s clear 
that schools need to do more than just drill academics into kids’ heads. Quality education 
isn’t just about hitting the NEET syllabus it’s about sparking curiosity, sharpening critical 
thinking, and helping students actually understand the material, not just memorize it. 
Schools could make a real difference by offering things like regular practice tests, 
one-on-one counseling, or even clubs and activities that let kids unwind and find balance. 
I’ve seen how the pressure to succeed can weigh on students, especially in places like Kota, 
where the coaching culture can feel like a pressure cooker. It’s worth asking: are we pushing 
kids too hard toward external coaching when schools could step up instead?

The NCFSE 2023 framework brings an interesting angle by weaving vocational training into 
the mix, emphasizing three forms of work that doctors encounter: life form (working 
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PSS Central Institute of Vocational Education

The Pandit Sunderlal Sharma Central Institute of Vocational Education (PSSCIVE), set up 
in 1993 at Bhopal by the Government of India, is an apex research and development 
organization in the field of vocational education. It is a constituent unit of National Council 
of Educational Research and Training (NCERT), established by the Ministry of Education, 
Government of India.

The PSSCIVE is a UNESCO-UNEVOC 
(International Project on Technical and 
Vocational Education) Centre in India.

The Institute advises and assists the central 
and state governments on the various 
aspects of planning and implementation of 
vocational education and training 
programmes. It develops guidelines, 
national curricula, courseware, training 
modules and e-learning materials for a 
wide spectrum of target groups, including 
children with special needs. The PSSCIVE 
collaborates with national and international organizations/institutions/agencies for 
organizing national/international seminars, conferences, and workshops and development of 
course materials.

The Institute, which is built on a 37-acre campus, has all the facilities including Auditorium, 
Hostel, Guest House, Conference Room, Labs, etc. for teaching and training. The faculty 
members of the Institute are specialists in a variety of disciplines including agriculture, 
horticulture, fisheries, plant protection, community medicine, healthcare, early childhood 
education, engineering, information and communication technology, etc. The Institute 
organizes working group meetings to garner the contributions of the experts and 
professionals for development of curricula and courseware.

What PSSCIVE Offers:

• Expertise in curriculum development
• Pioneering vocational educational research
• Professional teacher development programmes
• Customised professional development programmes
• Access to experienced teacher educators
• High quality vocational learning programmes for teachers and trainers
• Innovative e-learning technologies and systems
• Training in the applications of ICT
• New ideas and innovation in teaching and training
• Consultancy on implementation of vocational education and training courses
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