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Introduction

Studies in education establish the significanceteafichers as prime players in the next
generation's education and any transformation urc&tbn and schools. The responsibility of
executing all innovative practices and policies feeaningful learning of the child in the
classroom is dependent on the role played by tehts.

It is also found that teachers, like all other indiwals in society, are products of their
socialisation and reflective thinking. Studies idueation establish the continuance of
stereotyped social practices related to gendete casd religion in schools and classrooms.
These practices range from allocation of tasksdasegender, caste and expectation deficit
as per the social location of the child and hisiam

All policies of education, including teacher eduimat policies from time to time, have
emphasised the role to be played by teachers iressidg social issues in the classroom. With
this in view, the teacher education programmes hale undergone changes that
accommodate conceptual understanding of sociakéssand provide space to reflect on the
same during practice teaching. While detailingaheve-mentioned context, the present paper
explores the significance of social issues in teaelducation in NEP 2020.

The Context: Experiencesin Classroom, Curriculum and Textbooks

Various studies have highlighted the prejudicedabedur of teachers and fellow classmates
towards students from marginalised gender(s), sagtbes and religious minority students.
There is reinforcement of gender roles in schoalldévels by the teachers, administrators and
also the students. It has been found that roleséikgoli making, board decoration, movement
of furniture, etc, are allocated as per the gersfliereotypes in society. Also, girls are not
expected to do well in mathematics and scienchesetare considered the domains of males.
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Some of the discriminatory practices related tdesaand tribe, being followed in the schools
as documented by various researchers, includeimgftis touch the copy or slate of students
from scheduled castes and tribes backgrounds,dbgregation at the time of mid-day meals,
discriminatory nature of task allocation like cleanthe class/washrooms and fetching water
and tea for the teachers, targeting with verbakabwand physical punishment, undermining
their language and other cultural aspects (Namibj$886; Venkatnarayan, 2014; Desai &
Kulkarni, 2008; Ramachandran & Saihjee, 2002; $ajaR002; Kumar 1983; Bindu, 2014;
Ramachandran and Naorem, 2013 ). Among the mingglitgions studies point to exclusion
faced by Muslim children and continued harassnraticule and hostility towards themselves
from classmates, teachers and school authoritiesy @re questioned for their loyalty to the
nation. (GOI, 2006; Farooqui, 2012, 2019)

There are also negative stereotypes regarding trgamncapabilities of females, scheduled
castes, and tribal and Muslim children. The assiongt reflected in teachers' and
administrators' attitudes about the student’s bamtkyd, and their potential to learn undermines
the basic premise of constructivist pedagogy aad&arnability’ of students that the National

Curriculum Framework 2005 emphasises.

The textbooks and curricular practices also reodogender, caste, tribe and religious
stereotypes in overt and covert ways. In Indiatbieeks become the operative curriculum.
School curriculum is a reconstruction based onlabls knowledge involving selection and
reorganisation of knowledge (Kumar,1991). StudigKbmar (1983), Bhog (2011), Darak
(2012), Nawani (2018) emphasise that Textbooksaienportant Ideological State Apparatus
that are instrumental in promoting certain kindsates in the schools whereas discouraging
some others. Nawani (2018) states “Knowledge iseddsocially constructed and decisions of
inclusion or exclusion of a particular content lve tschool curriculum, its organization and

presentation reflect distribution of power and piites of control in society”.

The school curriculum does not adequately repratergxistence of marginalized sections in
the society both in terms of a number of repregdiemis and the kind of representation. As the
lives and culture of the marginalised sections dofind an adequate place in the curriculum,
it becomes difficult for the children from the marglised groups to relate to it. To be

successful in schools, they need to accept thewmdkess of their lives and culture.
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Thus, the school curriculum not just alienates &lgb makes children from marginalized
groups accept their own culture as backwards (Kuk88). This is reinforced through various
other messages that children receive from schodlsaciety. Textbooks provide a skewed
representation from the perspective of a child tgilog to a particular sociocultural context,
which is a sort of “symbolic violence” against athehildren coming from diverse social

backgrounds (Nawani, 2018).

Nambissan (2000) observes that the school curncigicompletely silent on the issue of caste
inequality and oppression of Dalits in our socieBiudents and teachers do not discuss
anything pertaining to caste inequality in the stasm and this way the system continues in
the society without acknowledging the elephanthe toom. Farooqui also points out that

school textbooks and curriculum does not repretbentulture of minority religion.

Kumar (1983) says that in terms of number of regm&stions, the marginalised communities
are almost invisible from the curriculum. He sayattthe messages conveyed about the tribal
characters from the textbook stories, Eklavya dredlioy who saves a forest officer is that
these people are important only to the extent Haeyifice or help the dominant community.
He also points to the insensitive way in which ¢spielated to the life of tribal people are
taught in the school. Another study of languagébieoks of four states throws some light on
the formation of idea of the ‘other’ in the proce$searching for and expressing a nationalist
self (Bhog, Bharadwaj, Mullick, 2011). The authposnt out that the Urdu textbooks are quiet
about the matters of minority politics, partitiomdaconflict between religious communities. It
has also been noted that Muslim personalitiesenNEERT Urdu textbooks do not find any
place in their Hindi and English language textbodkse selection of the textbooks assumes “
a world familiar to only a certain Indian child —ddle class, ‘upper caste’ and fairly well

exposed”.

The Teacher and Teacher Education

The National Curriculum Framework 2005 recommertulst tconstructivist pedagogy be
employed in the classroom. It emphasises thahdtiren have the intrinsic urge and capability
to learn, which should drive the teaching-learmngcess. The document tries to build the trust
of the nation, especially of the teachers, in tharhability’ of all children irrespective of their
gender and family background which is based onouaraffiliations such as religion, caste,

tribe and economic status. The underlying assumpsidhe ‘active nature of the learner’ in
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the entire learning process as well as the “confidein the teacher community” to engage

meaningfully with all students in the school sejtin

The teacher is the crucial link in the teaching#@sg process that goes on in the classroom
and school. The teacher is the prime actor in impl&ing all innovative practices and policies

in the school. Most of the curriculum processesnagéliated by the teacher in the school. The
teacher is the one who connects with the childctliyen a day-to-day basis. The teacher also
facilitates making rules about the way of life hetclassroom. These rules inform students’
conduct in the classroom with the teacher and thiéhother classmates. This influences the
way the entire class views the teaching-learniraggss and fellow classmates. It sometimes
also leads to categorising students as good, medlipoor, or some other traits that can be
used for this labelling. So, the teacher is thetrmdkiential person in the classroom or school

for the students (Batra, 2006). The teacher haslaen called a ‘meek dictator’ by Kumar

(1991), who displays the traits of a dictator ie ttlassroom but doesn’t have any say in

curriculum and other academic and administrativiéersa

The teaching community cannot be considered a hermmg community. All teachers have
their own perspectives about society and educafieachers are individuals who are a part of
our society (Batra, 2005). As an individual, evergagrows up with the values and belief
systems of their respective family and other sy agencies in the environment.

Individuals are socialised in certain ways of thigkand behaving. Individuals' ways of thinking
and conduct are embedded in one’s social affilestioconsisting of gender, caste, tribe,
religion, economic status, and other related idiesti (Dubey, 1988; Kumar,1989, 1992;
Gupta, 2008; Shrimali, 2017). These family and aoaffiliations influence all aspects of

individual behaviour, ranging from language anddfdwabits to occupational roles. All

individuals entering the teaching profession ase aifluenced by socialisation through these

affiliations.

The school experiences of children are not onledam their engagement with the teachers.
Although it forms a major chunk of their memoriegyich is carried forward for the rest of
their lives. Other components also influence cleiits school experiences, like textbooks and
curricular or co-curricular activities. Textbooksidacurricula form the Ideological state

apparatus to influence the education process. flitkes of the textbook analysis point to the
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reinforcement of various gender roles, caste arilde tiprejudices through textbooks
(Kumar,1983; Bhog, Bharadwaj, Mullick, 2011; Darak12; Nawani, 2014).

The teacher is the key person in transforming #ahing-learning process (NCF, 2005;
Kumar,1991; Batra,2005). The textbooks, good or, pads through the hands of the teacher.
(Batra, 2006).

As the central actor in the education processtebeher bears the onus of transforming the
situation (Fabionar, 2020). However, it cannot b gn the teacher alone as systemic and
policy-level provisions and actions are as muchirdds For the teacher to play any
transformative role in making education an instraotred change in society, teacher education
has to play a significant role in sensitising thadhers about social issues.

The National Focus Group on Teacher Education esigpds that the teacher functions in a
larger context, and its concerns and dynamics iggupon the functioning of the teacher. This
means the “teacher has to be responsive and sentitthe social context of education, the
various disparities in the background of learnersvall as in the macro national and global
contexts, national concerns for achieving the goélequity, parity, social justice as also
excellence’(NFG TE, 2006).

NCF 2005 situates learning in the larger socialtexinof the learner. It also emphasises the
importance of practising equality in the classrommal advises teachers to function in a non-
discriminating manner in the classroom. The ‘Nalofocus Group Position Paper on

Problems of Schedule Castes and Tribes Childr@@gRalso notes the inadequacy of teachers

and teaching transactions both in terms of quality.

NCFTE 2009 pronounces the need for reflective texechnd states that ‘the importance of
competent teachers to the nation’s school systemircano way be overemphasised.’ It
recognises the importance of teacher educatiameirguality of teacher performance in terms

of its impact on the learner and indirectly on &rgocial transformation.’(NCFTE, 2009)

NCFTE (2009) also raises the concern about “..tilees that teacher education adds to the
prospective teacher’s abilities to face challerafdacilitating the development of critical and

creative students..”. In the section on Inclusivduéation, NCFTE registers its concern
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regarding the social exclusion of children comirgri the margins of society and the need to
equip teachers to overcome their prejudices andldpsocial sensitivities for positive work in
this direction. It suggests that TEP should provagportunities for interns to understand
themselves and others, including their beliefsjualiees, assumptions and emotions, examine

social reality and relate subject matter with tbeia milieu.

The social aims of education lay the foundationif@orporating social issues in the teacher
education programme. The TE programmes mentiorwaafgpects related to social aims,
including ‘understanding the societal context ofueation’, ‘nation building through
inculcating constitutional aims’ and ‘understandihg link between the school and society,
life and school experience’(B.Ed. Syllabus 2024, pgThe same has been reiterated by
different policies and their recommendations in¢bantry.

Batra (2005) emphasises the importance of voiceagedcy of the teacher in the classroom.
The essay also notes that teachers also carrysth@al baggage of understanding about caste,
religion, gender, etc, which is a part and pardetheir socialisation as individuals in the
society. The teachers, as individuals of the spcinnot be expected to unlearn all societal
norms, which might consist of prejudices again$iert in the same society, overnight. It
requires a process of engagement with the teathariaus levels- pre-service education, in-
service programs and providing them adequate emviemt and inputs to develop

professionally. (Batra, 2005)

Grace (2006) also says that most effective pradessidevelopment occurs when there are
meaningful interactions not only amongst teachatsalso between teachers, parents and other
community members suggesting a model of teachdegsimnal development rooted in the

societal context.

Barton & James (2010) emphasise that teacher pveeseprogrammes overlook the
significance of preparing teachers to addressiceiggythought in history and social studies.
They advocate that teacher educators require pognespective teachers think over the reasons
that makes religion a significant aspect of un@erding social world. Barton & James (2010)
advocate for balanced and comprehensive treatnoemtl treligions in teacher education

programmes.
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The above discussion mandates that any teacherawmlucpolicy or guideline should
necessarily build on the societal context in gen@nd make prospective teachers reflect on

their own prejudices about concerns related to gemaste, tribe, religion and financial status.

NEP 2020: Social Concernsin Teacher Education

National Education Policy 2020 projects itself s pioneer in indigenous education. It has
brought about some key changes in the educatiarctste and processes. These include
extending preparatory classes for one more yegingaét a total of three years, focusing on

foundational literacy and numeracy and assertiagttte medium of instruction is the student's
mother tongue till completion of primary school.eT¥ection on higher education focuses on
multidisciplinarity and flexibility with multiple etry and exit points and establishing the
Higher Education Commission of India and the NaldrResearch Foundation. For teacher
education, it mandates a four-year integrated Bdegree by 2030. A four-year Integrated
Teacher Education Program (ITEP) has been intratlicauniversities nationwide for the

same.

This section analysis NEP 2020 for its concern ndigg social issues such as gender, caste,
tribe and religious minorities in the teacher ediocasection. Some of the key points outlined
by NEP 2020 for teacher education include a holegtiproach to teacher education by situating
and nurturing it in a multidisciplinary universiystitution, introducing dual major B.Ed.
programs in the form of ITEP and provisions foradting outstanding candidates to teacher
education programmes through scholarships. Theystresses the significance of quality in

teacher education through rigorous regulatory syste

The section on teacher education does not engafecemcerns related to social issues of
gender, caste, tribe and religious minority in ¢cbatext of the teacher-educator and the to-be
teacher. It does not seem to be informed by theergaqpces of children from the above-
mentioned marginalised communities in the schoa atso the role of curriculum and

textbooks in the process of exclusion and ill-tmeatt.

It advocates grounding the to-be teachers in Ind&nes and traditions. The document states,
“Teachers must be grounded in Indian Values, laggsiaknowledge, ethos and traditions
including tribal traditions, while also being wekrsed in the latest advances in education and

pedagogy” (sec 15.1, pp. 42). The above stateraamnék the reader wanting more details about
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the values, ethos and traditions mentioned. Thel laibindian values and traditions cannot be
attached to a particular set of values and traastim the larger society. Indian society is
diverse, as are the values and traditions of eagimwinity in the larger society.

Here, the question that needs to be addresseddb wdlues, knowledge, traditions and whose
values, knowledge and traditions (Kumar, 1992).halit answers to the above questions, the
statement remains vague and untenable. The answieese questions will provide one with
an understanding of the direction in which the icutam will function and whether space will
be provided for the values, knowledge and trad&iohthe marginalised.

The statement above clearly mentions the inclusfdtribal traditions’ but fails to widen the
scope to include values, knowledge and traditiohstleer communities from our diverse,
multicultural society. This reflects the implicinderstanding of ignoring the ‘marginalised’

while pronouncing the expectations from the teaxher

The policy highlights the importance of promotingrgicipation from socio-economically

disadvantaged groups (SEDGS), including groupsdasecaste, tribe, gender, religion and
economic criteria. The sections on ‘Equity and usan in Higher Education’ and ‘Equitable
and Inclusive Education’ mention provisions of faridr scholarships for students from socio-
economically disadvantaged groups and other pramakiprogrammes like giving bicycles

and making hostels.

The thrust of the document is on financial prowvigny and schemes to promote the
participation of children from SEDGs. It mentior®e tstatistics related to dropping out of
school but does not engage with the reasons swghbsgtresearchers for school dropout. It
seems to consider financial and access relateddssihe families and communities involved.
It does not recognise the systemic issues relatatiet functioning of schools and implicit
messages from the curriculum, textbooks and teachsexplained in previous sections of this
paper.

The section on ‘Equity and Inclusion in Higher Edtion’ states “ensure sensitisation of
faculty, counsellor, and students on gender-idgrg#tue and its inclusion in all aspects of HEI,
including curriculum” (GOI, 2020, pp. 42) . It ig&rtening to read this statement in the policy,
and | wish that the same would have been extendesthier SEDGs. It further mentions

“strictly enforce all no-discrimination and antifaasment rules” (GOI, 2020, pp. 42). The
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context of the above statement is not explainetthéur It is mentioned in the steps to be taken
by all higher education institutions. The policyedonot acknowledge the implicit ways of

discrimination and harassment that do not form piany rules.

Concluding Words

As mentioned in the initial sections, the contexd @he teacher, curriculum and textbooks
influence the daily experience of children belomgio SEDGs. The previous teacher education
policies and teacher professional development ibe@onsider it important for the teachers

and to-be teachers to engage with social issues.

NEP 2020 does acknowledge the importance of inglysand equitable education. However,
when viewed from the lens of social issues in teaaducation, the policy falls short in
addressing deeper concerns related to gender, ¢aktt and religious discrimination. Its
provisions mainly focus on financial and logistisabport, failing to tackle implicit biases in
textbooks, curriculum and school practices. Furtttee, NEP 2020 calls for teacher
sensitization on gender identity issues but neglée same level of focus on caste, tribe, and

religious issues, which are equally critical.

In conclusion, while the NEP 2020 introduces esaknhanges to the education system, it
does not adequately address the social issuesptrateate the classroom and teacher
education. A more holistic and in-depth approadkedgiired to prepare teachers who can foster
inclusive classrooms, engage with diverse studestities, and challenge entrenched social

prejudices in the education system.
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