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EDITORIAL

In its endeavor to contribute to the world of academics, the second issue of 
Students’ Journal of  Education and Development (SJED) brings forth a selection 
of six academic papers based on the classroom and field experiences 
of students and alumni of Azim Premji University (APU), Bangalore. 
Given the university’s vision of creating a just, equitable, humane and 
sustainable society, it provides its students with opportunities not only 
to identify challenges within an unequal society but also encourages them 
to reflect upon them. Through this process of thinking and reflection, 
students develop skills to articulate what these challenges are and how 
these can be overcome. SJED, thus, reflects the thoughts and dispositions 
of students of APU who are committed towards being catalysts of positive 
social change. It provides a platform for students for presenting the ideas 
and ideologies they nurture while they pursue their academic interests.

One of the challenges of academic programmes is to bridge the gap 
between theory and practice. Educational institutions provide the ground 
where students are able to draw the linkages between academics and the 
world where social change is sought. SJED is an initiative that presents 
contemporary issues taken up by students of APU as part of their 
fieldwork or assignments. These issues and insights, when presented in 
various forms, such as reflective pieces, internship or independent study 
reports, create a space and a platform for socially relevant discussions.

This edition of SJED includes articles that cover a varied terrain reflecting 
the diverse interests of the students of APU. For instance, the Study of  
Textbook Development in Maharashtra by Akash Chowkase lead one’s thoughts 
towards discussions regarding the role of textbooks in quality education. 
Similarly, Amrita Varadarajan’s Critical Pedagogy in School Education leads 
one to think about the linkages between pedagogy, policy and the social 
contexts under question. Since, politics govern every sphere of our lives, 
education is no exception to this rule. It is, therefore, worthwhile to analyse 
these writings in the backdrop of the existing political context of India.



Social practices prevalent in a society influence education and vice versa. 
Two contributions in the present issue of the journal, Exploration of  the 
Foundation of  Menstrual Taboos by Kena Holkar and Sexual Harassment of  
Women at Workplace Act 2013 by V. R. Vachana provide glimpses of gender 
related issues in India society. The current issue of the journal, thus, 
presents a diverse set of topics chosen from the domains of education and 
development, and provides insights into relatively under explored areas 
of enquiry.

The Editorial Collective, Students’ Journal of  Education and Development
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Abstract
This study attempts to analyse textbook development and production 
processes in Maharashtra and to develop a model for such analysis based 
on three perspectives – technical process, historical advances and curriculum 
design. It also reflects on the transaction of designed content in schools with 
representative examples from a government school and an alternative school.

Introduction
Textbooks are an integral part of the contemporary education system, 
and are widely used tools in teaching-learning processes across the world. 
Since the inception of the use of textbooks for formal educational purposes, 
textbooks have undergone great changes. The historical analysis of textbook 
development gives us insights as to how the thinking about schooling evolved 
and took the shape that it has today. Looking at textbooks through the 
sociological lens enables one to understand the micro and macro details 
of societies related to gender sensitivity, religious neutrality or secularism, 
equality, etc. Textbooks are a powerful medium to achieve uniformity in 
what gets taught across the state or the nation. In this way textbooks are 
part of a strategy to control various aspects and results of the teaching-
learning process. It is, therefore, important to study the process of textbook 
development as it also serves as a medium for exercising power. Finally, it 
largely depends on the teacher who delivers the content of the textbook to 
the learners. Hence, textbook development is also closely associated with 
content transaction in classrooms.

This study aims at understanding the textbook development process and its 
nuances along with the transaction of content in classrooms. The researcher 
studied the process of developing and publishing mathematics textbook of 
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Maharashtra state with special emphasis given to the 5th grade mathematics 
book, and the classroom transactions of this textbook in two different school 
settings. 

The study has been conducted in the Mathematics department of Maharashtra 
State Bureau of Textbook Production and Curriculum Research (MSBTPCR) 
headquarter and two primary schools namely, a Pune Municipal Corporation 
(PMC) run Vidya Niketan School and Vidyanandan School, both of them 
located in Pune. This study has been done as a part of Semester II field 
component of MA in Education programme at Azim Premji University, 
Bengaluru during March 2014.

MSBTPCR is responsible for the production, distribution and sale of textbooks 
at the state level. The development phase takes place in Pune, whereas, 
the production is done from the Bureau’s Mumbai office. MSBTPCR’s 
academic wing has two major sections – ‘Languages’ and ‘Non-languages’. 
Mathematics department is a part of latter section.

Vidya Niketan Schools are run by the PMC for ‘talented’ students; bright 
students from five or six nearby schools are selected for admissions into these 
schools through a test. These schools were established in 1994, and focus on 
preparing students for competitive exams conducted in the Standards IV and 
VII by the state government. Admissions usually take place through the exam 
taken in Standard II. These schools believe there is need for nurturing bright 
minds, especially from lower socio-economic strata separately for accelerated 
learning (Gifted Education) and that special efforts are needed on them so 
that their talent can be channelised properly.

Vidyanandan is an alternative school which runs classes from KG to Standard 
X. The medium of instruction is Marathi and follows state board curriculum. 
Within this framework, the school has adopted innovative practices to make 
the curriculum relevant and linked to the everyday lives of the students. 
The school believes that real education is that which connects children with 
society.1 

Maharashtra State Bureau of Textbook Production and 
Curriculum Research (MSBTPCR)

The Bureau, also known as Balbharti was established by the Government 
of Maharashtra in 1967 under the Societies Registration Act (1860), with the 
objective of providing quality textbooks at an affordable price to the student 
body of the state. The Bureau is an autonomous body, has a budget of over 
20 crores and prints the books of the State board up to Standard XII. It prints 
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textbooks in eight languages. The Bureau has nine members, six of whom are 
officials in the Department of Education, the others three are experts working 
in the field of education. The Minister of Education for the Government of 
Maharashtra is the Ex-officio President of the Bureau, while the Director 
of Education is its Vice-President. The Bureau has a general body which 
convenes annually, but it is the Board of Governors that is responsible for 
the actual management through various committees.2 The functions of the 
Bureau pertain to, as the name suggests, curriculum research and textbook 
production, and are stated in its ‘Memorandum of Association’ in the form 
of 21 objectives. Some of the functions of the Bureau are: 

1. To promote primary and secondary education. 

2. To undertake and promote grant-in-aid research for the improvement 
of curricula and the preparation and production of school textbooks 
and books intended for supplementary reading at all stages of school 
education.

3. To develop curricula and advice the government on all matters 
concerning the experimental development and revision of curricula, 
textbooks and supplementary material, when called upon to do so. 

4. To assess the utility of textbooks and other educational material. 

5. To maintain libraries to facilitate and aid research on curriculum, 
examination and textbooks (CET). 

6. The Bureau’s Council for Curriculum and Textbook Research 
undertakes research in areas of both curriculum and textbooks, as 
they are both strongly inter-connected. It is also responsible for making 
arrangements for testing out new books and subsequently assessing the 
results of these tests. It serves as an advisory body to the Bureau in fields 
of curriculum design and production. (Desai & Singhania, 2005)

Methodology
The research followed a qualitative research methodology. At MSBTPCR, 
one semi-structured and two unstructured interviews were conducted, one 
each with the three textbook developers. Several textbook development 
committee meetings were attended and observed at MSBTPCR. Field notes 
of these meetings were maintained. Documented records from mathematics 
textbook review workshop, mathematics curriculum document of the 
Maharashtra State, current and previous mathematics textbooks (from 1995 
onwards), and mathematics textbooks from other boards were studied. 
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Qualitative data collected from all of these has been analysed to form 
interconnections between various aspects (historical, content related as well 
as technical) of the textbook development process. 

In the Vidya Niketan School, a Standard V mathematics classroom was 
observed, the teacher was interviewed with the help of a semi-structured 
interview schedule, and a paper-pen activity was conducted with around 
60 students of two divisions. In Vidyanandan School, one classroom from 
Standards V to VII each was observed. The qualitative data collected from 
both the school settings have been analysed to understand the transaction of 
textbook content.  

The importance of maintaining detailed field notes and interview transcripts 
was realised while analysing the collected data. Detailed documentation of 
the data is inevitable for this type of study. Maintaining proper research ethics 
in handling sensitive and confidential data is crucial. Gaining proper oral or 
written permissions was necessary for getting access to schools or government 
offices and was done in advance to avoid complications in data collection.

Research Ethics

The study was conducted in a government office (MSBTPCR) and hence 
the proper consent for the use of the information and access to documents 
was taken. All the interviewees (at MSBTPCR and schools) were asked for 
their consent before the interviews. All the photographs were taken after 
taking the permission from the research subjects and the concerned officials. 
The confidential information has not been disclosed as promised to the 
officials. Anonymity of various people who expressed their views shared 
their perspectives and of the institutions (apart from MSBTPCR) has been 
maintained.

Findings and Analysis
In this section, the findings from the work done at MSBTPCR related to 
textbook development meetings, related interviews, and analysis of related 
documents are discussed in the first sub-section, whereas findings from the 
schools - classroom observations, teacher interviews and related discussions, 
are a part of the latter sub-section.

Textbook Development
The textbook development process starts with the curriculum document, the 
syllabus document and the frameworks that these offer. The content of the 
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curriculum document is translated into the language of the textbook which 
then reaches learners and instructors to facilitate the teaching-learning process. 
This process has been studied mainly from three perspectives – ‘Technical 
process perspective’, ‘historical perspective’ and ‘content perspective’. 
The technical perspective deals with the white-box details of the textbook 
development process such as the division of topics among writers, content 
development, layout and finishing, quality review and production. The 
historical perspective considers the base on which the current paradigmatic 
thoughts of textbook development rest. Today’s textbooks cannot be de-linked 
from earlier textbooks completely. Here, in this study, three generations of 
textbooks and the links between them are studied – the 1997 series, the 2004 
series, and the 2013 series, which have largely been influenced by paradigm 
shifts at the national level in curriculum development in the year 1995, 
2000 and 2005 respectively. The third perspective takes into consideration 
the content of the textbook. The curriculum document is attempted to be 
translated into a textbook. The aims, objectives and values enshrined in the 
curriculum document are supposed to drive the content of a textbook. The 
current textbooks, with special emphasis on the Standard V mathematics 
book developed by MSBTPCR, are studied from this perspective.

Understanding Textbook Development through the Technical 
Process Perspective

The journey of a textbook involves numerous steps before it reaches the 
hands of the learners and the instructors. This process has been narrated in 
detail in the field note dated 14th march 2014.  

 • Figure 1 (in the next page) shows the major milestones of this journey. 
Step 1 is marked by the formation of a committee consisting of all the 
invited subject experts and teachers working at different levels (from 
the primary to the university levels), except for the coordinator of the 
committee who is the head of the department of MSBTPCR. This helps 
in theoretically drawing upon broad based expertise sets. The committee 
is further supported by a team of teachers and subject experts who 
come from almost all the parts of the state. This ensures diversity and 
representation of all the regions of the state. The committee prepare the 
outline of the textbook detailing its scope and limits.  
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 • This is followed by distribution of topics amongst individuals selected 
for writing about these topics. The previous knowledge of the learner 
and stage-specific objectives of the curriculum are kept in mind while 
developing content. This is highly dependent on the experiences of 
the developer and her educational ideology, and is the reason behind 
differences between any two developers. This was evident in case of 
the two developers interviewed for this study. NCERT and some other 
textbooks (e.g. South African textbooks) were referred to as and when 
required. 

 • The developed content is then read out in committee meetings and 
discussions are encouraged. Each other’s suggestions and remarks are 
sought out and thought over. The disagreements are discussed and 
solutions are sought. Alternative ways are thought of by the committee to 
reframe the content or the questions.

 • An artist is appointed and relevant pictures are drawn for inclusion in the 
textbook. The desktop printing (DTP) is completed to form the first draft. 
This draft is then provided to members of the review workshop where 
teachers from all over the state participate, and give their on the proposed 
textbook. This feedback covers various important aspects of the analysis 
of a textbook. Compliance with curriculum documents is supposed to 
be ensured at this stage. Feedback on the abidance of the textbook in 

Figure 1: Steps of  Textbook, Development and Production
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the core principles of developmental psychology, the appropriateness of 
diagrams, and relevance of the content are supposed to be ensured in the 
review process. Gender sensitivity and secularism are also important as 
concerns.  

 • This researcher’s reading of the review reports was not a very pleasant 
experience. Not many reports were well written and these generally 
lacked detailed comments. Critical analysis of the textbook was missing. 
Majority of the answers by the reviewers were positive which makes one 
feel sceptical about the review process. The textbook should have been 
put to far greater scrutiny, and various faults and inconsistencies should 
have been pointed out. But it was rarely seen. One of the review members 
had uncritically written – “This book has attractive content. But there are too 
many dialogues. Is this the only way a TB can be based on constructivism? Even 
other techniques could be used to put the content attractively” “Book has easy language 
considering it is for Standard V” said another report.

 • Comments from the review workshop are supposed to be considered by 
the committee and further drafts are developed based on these comments. 
Cycles of readings, corrections and editing take place. In an interview with 
one of the reviewers, a maths teacher from northern Maharashtra told 
me that their comments and suggestions are well received by textbook 
development committee and they include those suggestions if found valid. 
The revised draft is then sent to subject experts and teaching experts for 
quality review. Their comments are sought and then the draft is revised. 
The development phase gets over here.

 • In the production phase, the final draft is sent for processing to the 
production department housed in the Mumbai office. Design, layout, 
borders, colour scheme are finalised, processed and the colour proof is 
prepared. This colour proof is sent back to the writers of the textbook 
and the proofs are checked. This is an iterative process and happens 
multiple times. Once everything is fixed (design, content, layout, pictures 
and colours) 20 - 25 machine proofs are produced and are sent back for 
final confirmation. ‘Print order’ is generated once the textbook is flagged 
off by development committee. During mass production (printing), five 
copies are randomly checked by officers to ensure that everything is in 
place. Quality certificate is issued after this checking which allows the sale 
of the textbook.
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 • Meanwhile, once the Marathi version of the textbook is finalised, the 
textbook is sent for translation into seven other languages (Hindi, Gujarati, 
Kannada, Sindhi, Urdu, English, and Telugu). According to the needs of 
the learners in these languages, minor changes are made in the textbooks. 
For example – majority of Hindu names are changed to Muslim names in 
the Urdu version of the textbook for contextualisation.

 • The technical process perspective of textbook development is also 
characterised by the ‘cost factor’ which drives a large number of 
processes and decisions. Decisions about the number of pages, number 
of colours used, pictures and diagrams, allowances of textbook writers, 
decisions about printing ‘help booklets’ for teachers, exercise books, and 
workbooks etc. are all dependent on budgetary constraints. One major 
shift has been in printing the textbooks on A4 sized paper rather than A5 
sized paper as earlier; the governing logic has been the smaller binding 
costs involved in the case of textbooks printed on A4 sized paper. Another 
fact is that NCERT’s Standard V mathematics textbook is 200 pages long 
whereas the Maharashtra state textbook is only 88 pages long, clearly 
constrained by the cost factor as reported by the relevant officer. Having 
said this, one has to note that even if producing textbooks in languages 
having very small number of learners is extremely expensive compared 
to Marathi and English medium learners, MSBTPCR bears a financial 
loss but produces those textbooks.

 • Hence, textbook development from technical perspective considers 
various pragmatic decisions about who writes textbooks, who decides 
what, aesthetic value, accuracy and precision of content, and cost-
effectiveness etc. Equally important to this way of understanding textbook 
development is the second perspective that deals with the understanding 
of the historical changes and paradigm shifts.   

Understanding Textbook Development through the Historical 
Perspective

Today’s textbooks rest on the legacy of previous generations of textbooks. 
There are clearly visible linkages in consecutive generations of textbooks. 
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The major paradigm shifts in educational thought in the last 20-25 years 
are reflected in the corresponding generations of textbooks. The historical 
understanding of these paradigm shifts has enabled researchers to draw 
linkages between the textbook development processes and the shifts between 
the National Policy on Education, 1986, and the National Curriculum 
Framework, 2005, implemented at the national level during this period of 
time. 

In this context, Table 1 (in the next page) compares the current series of 
textbooks the (2013-15 series) with three previous series of textbooks. Some 
of the key findings are as follows –

 • Maharashtra state textbooks have been following the shifts in educational 
thinking and policies at the national level. Though states have autonomy 
in writing textbooks, the guidelines issued by the central government and 
the policies implemented at the central level have been considered and 
these have been implemented at the level of the Maharashtra state as 
well. Quite evidently, the Maharashtra Curriculum Frameworks (MCF) 
were updated, revised or reframed as needed according to NPE 1986, the 
Yashpal Committee Report 1992, and Competency Based Curriculum 
1995, NCF 2000, NCF 2005 and lastly with RTE 2006.

 • Child-friendly, child-centric ideas about education have evolved slowly 
and linearly since NPE 1986. Curricula and textbooks were designed in 
a graded fashion to enable minimum learning outcomes at the end of the 
academic year. This was the major theme in competency based curriculum 
in 1995. The textbooks in 1997 series were based on this particular theme 
of minimum learning outcomes but did not leave behind the guidelines 
about child-centred education specified in NPE in 1986. In the next series, 
that is, in the 2004 series, one can see the emergence of constructivist ideas. 
The learners were seen as having the ability of constructing knowledge 
based on their previously acquired knowledge. Language of the textbooks 
was made easier and the content was formulated in more interesting ways. 
The current series under development (2013 series) is based on NCF 2005 
and the RTE Act, and has a greater mooring in constructivist ideas than 
those in earlier series.
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Table 1: Comparison of  Four Series of  Textbooks 
in Maharashtra - Key Features

Series of  
Textbooks 1989 – 1996 1997 SERIES 2004 – 2009 2013 – 2015

Based on 
(At Centre)

NPE, 1986 Yashpal 
Committee; 

Competency 
Based 
Curriculum, 
1995

NCF, 2000 NCF, 2005

RTE, 2006

Based on  
(At State)

MCF, 1988 MCF, 1997 MCF, 2004 MCF, 2010

Key Themes Child Centred 
Approach3

10 Core points, 
21 Values

Reduced load 
on learners 
(Learning 
Without 
Burden)4; 
Competency 
Based 
Curriculum

Emergence of 
constructivist 
ideas

Constructivism; 
Relating 
educational 
experiences 
with children’s 
environment; 

Reducing 
disparity in 
education

Features

(As 
claimed in 
prefaces or 
understood 
from 
developers)

• Values 
such as – 
Constitution, 
Democracy, 
Non 
addiction,

• Respect for 
elders, Water 
conservation 
etc.

• Minimum 
Learning 
Outcomes 
(Major 
Learning 
Outcomes)

• Stage-wise 
objectives

• Graded 
and spiral 
arrangement

• Learner-
centricity 

• Activity-
based

• Easy 
Language

• Examples

• Learner-
centricity 

• Self-study

• MLO

• Interesting, 
enjoyable

• Child-centric

• Activity-
based

• MLO

• Interesting 
and 
enjoyable

• Graded 
exercises
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 • 2004 series versus 2013 series - Table 2 has shown the comparison and 
evolution of constructivist ideas in textbooks since 2004. In 2004, the 
understanding about constructivist ideas was not as mature as it is today. 
The 2013 series of textbooks uses an interactive approach (conversation-
based) towards content writing and makes ample use of pictures and 
diagrams. The language of the textbooks clearly shows a power balance 
between the narrator (of the conversation) and the learners. The narrator 

Table 2: Comparison of  2004 and 2013 Series 
of  Maths Textbooks in Maharashtra

Series of  
Textbooks

2004 – 09 2013 – 15

Approach Little expertise and 
knowledge about 
constructivism

Pictures, colourful, interactive, 
conversation based

Integrated approach (NCERT) 
Vs Sequential approach 
(Maharashtra)

Fifth standard 
maths 
textbook (size - 
pages)

A5 – 160 pages A4 – 88 pages

Textbook 
content

More didactic More constructivist

Teaching- 
Learning

More textbook 
centric

Interactive, more dependent on 
teacher’s abilities and motivation, 
teacher empowerment required

Textbook 
structure

Short revision at the 
start ofw a lesson, 
instructions/theory, 
sample examples, 
exercise

Revision exercise, interactive 
content, pictures, sample 
examples, solve it on the 
textbook itself, exercise, do it 
yourself, projects and activities

Questions/activities 
like - do this, fill 
this, explore this. 
Encouraged multiple 
ways to do one 
thing.

Various tools suggested in 
textbook – fingers, card games, 
seeds, stones, beads-string, tiffin 
boxes
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of the stories is the instructor or the teacher who is seen and shown as 
a facilitator throughout the book. Many activities are suggested in the 
textbooks in the latest series and the attempt to link textbooks to the 
environment of the learners is made which is one of the important 
guidelines of NCF 2005.

 • There is a clear shift from textbook centric teaching-learning processes 
to an interaction-based, discussion-based and activity-based teaching-
learning. More importantly, this shift is attempted again through the 
textbooks only. The textbooks have been modified in a way that are 
supposed to facilitate teaching-learning processes based on interactions, 
activities and discussions. But, I suspect this change will demand a huge 
shift in the attitude of the teachers and would involve a remarkable shift 
in their pedagogy. Innovative use of tools and teaching-learning materials 
is another need. Hence, many things will largely depend on teacher 
motivation and teacher empowerment. This is also evident from the 
interviews of government school mathematics teachers.

From NPE, 1986

From Competency Based 
Curriculum, 1997

From Competency Based 
Curriculum, 1997

Figure 2: Preface of  the Second Grade Mathematics 
Textbook of  the 2004 Series
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 • To emphasise on the point that ‘past directs present’; here is an analysis 
of the preface of a second grade mathematics textbook of the 2004 series. 
(Refer to the Figure 2)

Key features of earlier policies and curricular thoughts have been carried 
forward in the 2004 series. Now, even in the 2013 series, many of the 
key features of the earlier series have been incorporated. There is a clear 
connectivity and linkage in the development of thinking about curricula and 
textbooks. It raises a set of questions though. If the child-centred approach 
was found to be important way back in the policy announced in 1986, then 
why did it need reemphasis in all the latter shifts? Even today, the whole 
set of constructivist ideas is based around child-centricity. Does that mean 
it was not very well manifested in earlier versions? If so, was it because of 
the lack of understanding or was it because of poor achievements in teacher 
empowerment? I think, the understanding about child-centred approaches 
developed gradually over the years which also directed the curriculum and 
textbook development processes. The major shifts discussed above had a 
direct impact on the content and structure of the textbooks. This has been 
analysed in the light of the third perspective detailed below.

Understanding Textbook Development through the Content 
Perspective

What goes into a textbook is guided mainly by the curriculum document 
process. Curriculum design is dependent on, and is driven by, the perceived 
aims of education, societal structure, philosophical frameworks, and extant 
developmental theories about children. As Ross suggests, curriculum design 
can be content-driven, objective-driven, or process-driven, dependent on the 
focus of the design (Ross 2000). Here the attempt is to understand textbook 
development through the lens of ‘content’, addressing the question of what 
goes into a textbook and to understand if the textbook development process 
in Maharashtra is driven by the focus on content or objectives or process or 
all of these. 

For the fifth grade mathematics textbooks being developed currently 
at MSBTPCR, the reference curriculum documents are MCF 2010 and 
the Primary Education Curriculum 2012 that is based on it. Key features 
enshrined in them concerning textbook development are summarised below:
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 • Curriculum document defines the general objectives, grade-wise general 
objectives of Standards I, II, III, IV, V, VI, VII and VIII, syllabi of all the 
grades and the assessment guidelines.

 • Key agenda: right to quality of education for all, primary education for 
personality and skills development, democratic citizenship education, 
relating education with the outside world of learners instead of textbook-
centric learning, and active participation of learners.

 • Vision for mathematics education: use of mathematics in daily life, 
agriculture, in science and technology and social sciences, development 
of critical thinking abilities, developing mathematical base for democratic 
applications, to understand the distribution and use of wealth in society, 
development of analytical and logical abilities, constructivist vision for 
building mathematical knowledge in schools, based on acquisition of real 
life maths through surroundings.

 • Challenges in maths education: fear, feeling of defeat, learners of 
different abilities in one classroom, limited tools for assessment leading 
to mechanical learning, challenges of teacher empowerment and lack of 
confidence, lack of interest in teaching and learning.

 • Vision for mathematics curriculum: learning with understanding, 
framing questions on one’s own and solving them, consistent structure 
of presentation of concepts, connecting mathematics to real life, and 
developing the abilities of quantification and estimation.

 • Guiding principles: constitutional principles, equality, inclusivity, 
integrated development, tension-free education, child-friendly assessment, 
and dignity of labour.

 • Curricular principles enshrined in the NCF that seem to have guided the 
textbook development process. These are: graded and spiral structure, 
simple to complex, concrete to abstract, enabling classroom interactions, 
Continuous and Comprehensive Evaluation (CCE) constructivist 
principles.

 • Syllabus is presented in the following format:
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Field/topic/sub topic Objectives Suggested interactions

… …, … ...,  …,  …

 • The structure of the textbook seems to be guided by the 1995 curriculum 
document: the main fields have been divided into topics and sub-topics 
and are spread across the grades.

 • Assessment: CCE, doing by oneself (practical-based activities), field visits, 
exercises, homework or community work to enable learning with the help 
of community members, oral assessment, project-based assessment, and 
experiments. 

The entire curriculum document is a guideline for the textbook development 
process. From general objectives to assessment, textbook development 
is dependent on this document and hence the curriculum document has 
a central role in the textbook development process. The review workshop 
questionnaire (Please see Annexure 1) for textbook development covers 
aspects of this curricular document. The textbook has attempted to comply 
with the guidelines enshrined here. Still, achieving the objectives mentioned 
earlier will largely depend on classroom interactions between learners and 
teachers. Undoubtedly, textbooks will still serve as the teachers’ most 
powerful tool in the attempt to accomplish larger goals.

The Standard V textbook (currently under development) focusses on relating 
education with the outside world of learners instead of trying to promote 
textbook-centric learning. It tries to do so by taking relevant examples and 
activities outside the classroom, and by home-work and field visits. Active 
participation of learners is attempted through the suggested use of activities 
and discussions; the content is interactive, and conversation-based to 
enhance the learner’s interest. At various places in this textbook, learners 
are encouraged to do things on their own and to check the results, to question 
the textbook, and to frame examples and questions of their own. Gender 
equality and inclusiveness towards social diversity has been given special 
attention with respect to the choice of content. 

Concepts have been structured and presented in a way that facilitates the 
learners’ journey from simple to complex and from concrete to abstract. 
The textbook indirectly includes directives for child-friendly and cumulative 
assessment with the inclusion of field visits, project based assessment, practical 
work, and experiments. This will help teachers develop child-friendly (and 
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more meaningful) assessment processes. This approach can clearly be linked 
with a process-driven design as it focuses on ‘how’ things should happen, 
considers developmental processes as important, and emphasises the centrality 
of pedagogic processes rather than the mere content of the textbook. Also, 
a lot of focus is kept on the division of mathematical concepts into various 
fields, topics, and subtopics. Maharashtra state textbook developers do not 
seem to approve of an integrated approach as they follow a collection-type 
design. 

Integrated Approach and its denial by MSBTPCR
When the latest series of NCERT textbooks was compared against 
MSBTPCR’s latest series of textbooks, it was found that they are sharply 
distinct from each other in spite of being inspired from the same NCF, 2005 
guidelines. This is mainly because of denial of ‘integrated approach’ by 
MSBTPCR. NCERT textbooks are based on the thinking that a particular 
subject should not be classified into water-tight compartments of topics, but 
that the related set of concepts should be taught in an integrated format without 
specifying the various topical compartments. Experts in MSBTPCR do not 
approve of this approach and it has been summarily rejected. The major 
criticism is that for the teacher it is very difficult to understand what precisely 
needs to be taught. According to the MSBTPCR textbook developers, clarity 
of scope, learning objectives, and mathematical concepts are missing in 
the structure of the NCERT book while blurring the boundaries between 
topics. According to them, the teacher transacting the NCERT mathematics 
textbook in the classroom needs to extract mathematical concepts from the 
narrative, as everything is written in a story format. 

In the very first chapter of the NCERT Standard V mathematics textbook, 
a story titled ‘The Fish Tale’ is given. It has various mathematical concepts 
such as measurements, numbers etc. integrated together. At first glance, one 
gets confused in understanding what precisely is expected to be learnt from 
this kind of narration because it starts with a poem about fishes. But a deeper 
involvement with the text makes one understand the beauty of the integrated 
approach. For someone who has been involved and nurtured in the previous 
kind of thinking, i.e. ‘we will learn XYZ concepts in this lesson’, it is difficult 
to adapt to this new approach. Even the heading of the chapters are not 
suggestive of the content in the chapter. The role of the teacher, hence, 
becomes very crucial in the classroom interactions in order to understand the 
objectives of each and every period that she is going to transact. The NCERT 
books allow for a greater space for the learners to explore mathematical 
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concepts. This approach has the potential for facilitating a more child-centric 
pedagogy. The integrated approach is more efficient than the approach of 
the MSBTPCR, as the former allows spaces for undirected learning and is 
open for negotiations. 

Transaction of the Textbook
As the textbook is a tool to facilitate teaching and learning, textbook 
development must not take place without discussions around its 
interconnections with textbook transactions. Broadly, textbook development 
processes involves prior thinking about possible ways of transaction of 
the textbook content with learners. This thinking mainly comes from the 
teaching experiences of the textbook developers. Hence, classroom teaching 
experience is a prerequisite for anybody wanting to develop a textbook. 
This researcher studied transaction of content mainly through classroom 
observations in two different school settings and through interviews with the 
relevant subject teachers. The two school settings were different from each 
other with regard to administrative structure as well as in their pedagogic 
approaches. Vidya Niketan School is a government school and follows 
traditional pedagogic approach whereas Vidyanandan is a private school 
which follows an ‘alternative’ pedagogic approach. The common feature 
was that the medium of instruction was Marathi in both the schools.

In both the schools, mathematics teachers had a pre-decided plan for the 
lessons. The topic to be taught and the way it will be taught was not ad-hoc 
or spontaneous. The ultimate aim was also similar – ‘learners should learn 
the mathematical concepts’. What was starkly different was their approaches 
to reach this aim. The government school teacher was very much aligned 
with the textbook and its flow. The teacher in the private school did not 
follow textbooks completely. Some of the major differences are as follows 
(Please refer to ‘Table 3’ in the next page):

Quite evidently, use of textbooks can be analysed along the ‘means-vs-
ends’ axis. Is the textbook a means to achieve the transactional aims of the 
curriculum or should it be treated as an end? Where lays the autonomy of 
the teacher to go beyond the textbook? And how is that autonomy is to be 
exercised and facilitated? Can the structure of the textbook itself enable such 
autonomy or do we need policies and guidelines for this? From the study I 
conclude that the autonomy rests with the teacher and the school to explore 
beyond the scope of the textbook and to treat the textbook as a ‘means’ and 
a tool, and not as a set of strict prescriptions. To a certain extent, the new 
approach towards textbook development attempts to reduce this difference. 
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Any further conclusions can only be drawn once these books are published 
and are used in classrooms. 

Students in the government school were, to a certain degree, found to be 
strictly sticking to the textbook content. Please refer to ‘Figure 3’ comprising 
the response sheet of a student.

Table 3: Comparison of  Use of  Textbooks 
in Two Different School Settings

Government School Setting  
(Vidya Niketan School)

Alternative School Setting

The teacher was very much aligned 
with the flow and the structure  of 
the textbook

The teacher did not follow the 
textbook completely

Designated syllabus of fifth grade is 
taught (strictly)

Some of the topics from sixth grade 
syllabus are also taught along with 
the syllabus for the fifth grade

General compliance with examples 
and exercises

The use of the examples and 
exercises from the textbook are not 
strictly followed

The teacher asked the students 
regularly to refer to the textbook in 
the classroom

The textbook was not used much 
in the classroom, and was used only 
for the exercises

Heavy use of textbooks by the 
students with many markings on 
the textbooks

Very few markings on the textbooks

Assessments are based on the 
textbook; but examples from the 
textbooks not used directly/ as it is

Assessment are not strictly 
according to the textbook

The textbook used dogmatically 
like a religious text

The textbook used as a tool and as 
a ‘means’ to achieve the aim but is 
not seen as the ‘ends’

All students in one classroom; no 
grading; use of activities and games 
not prevalent

Use of graded classrooms; use of 
various games and activities
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Figure 3: A Response Sheet of  a Student in Government School

The students in the government school (in a workshop activity) were 
requested to frame a short question paper for the researcher to which he 
responded in his own way, not necessarily complying with the methods given 
in the textbook. The question asked by the student here – draw angles of 
130O and 140O  and the researcher’s correct responses have been treated 
differently by the student. The 140O angle drawn in the ’usual’ way has 
been given as correct whereas the 130O  angle is drawn in an ‘unusual’ 
way and has been given as incorrect. An analysis of textbook shows that 
none of the examples (diagrams) in that particular chapter (Angles Chapter) 
show angles the ‘unusual’ way. The teacher has most probably not discussed 
with the students the various possible orientations of the angles. Hence, the 
student has not learnt the concept perfectly. Hence, students’ learnings and 
the development and transaction of textbooks are closely related. 
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Limitations
Most of the data collected at MSBTPCR is from oral sources and access to 
previous research or written documents was not given by the organisation. 
Some of the crucial data was inaccessible as it was confidential. At 
Vidyanandan School, enough interaction could not be done with the students 
to supplement the findings about the ‘alternative’ approach of the school. 
The study is limited to one government school and one private school; the 
scope is very limited and hence, it needs further study with more number of 
schools. In the future, I would like to do a similar study with some other states 
in India and if possible in a few other countries to gain understanding from 
a comparative perspective. It’ll be interesting to do a longitudinal study of 
how textbooks homogenise, universalise and hegemonise, the ways in which 
learners nurtured in one generation of textbooks differ from each other and 
the role of textbooks in such a process. 

Conclusion
In Maharashtra Board schools, both private and government, textbooks 
remain an important teaching-learning tool. Textbooks go through a fixed 
and a complex set of sequential processes, controlled by government policies 
before they reach learners. What they look like today is largely dependent on 
the evolution of textbook development theories, and the paradigm shifts in 
educational thought. The textbooks thus developed are a complex mixture 
of several types of approaches towards curriculum and textbook design. 
From the collected data it is clear that no one particular design is followed 
entirely. Instead, a mixture of designs are put together; but, a greater focus 
on process-driven design is more suitable for understanding the latest 
generation of textbooks developed in Maharashtra. It should be realised that 
in classroom transactions, the textbook is a ‘means’ and not the ‘ends’ of 
the teaching-learning process. MSBTPCR needs to undergo modernisation in 
certain aspects like the use of technology (internet, software, etc.) in textbook 
development, human resources and budgeting and related policies. 
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Annexure 1: Review workshop questionnaire for textbook analysis

The questions in the review form were as follows –

1. Is every unit from the curriculum included?

2. What are the parts which are included in TB but are not demanded in 
curriculum?

3. Is the content moving from concrete to abstract?

4. Has the prerequisite knowledge been revised for every unit?

5. Are the given learning experiences for each unit appropriate?

6. Are the given learning experiences appropriate with respect to subject 
knowledge, day-to-day experiences and acquisition of skills?

7. Are the given learning experiences practical?

8. Are the pictures and diagrams included wherever necessary?

9. Are the pictures age-appropriate?

10. Are the given learning experiences enough for every unit? Does it have 
scope for self-learning? Suggest otherwise.

11. Is the presentation attractive?

12. Does any of the pictures/diagrams/content pose conflicts to the accuracy and 
specificity of the content?

13. Is the language of the TB age-appropriate?

14. Is the content favourable for the development of the necessary values and 
expressions?

15. Are the solved examples enough?

16. Are the exercises enough?

17. Have the environmental aspects been included?

18. Which learning experiences did you like?
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19. Enlist the positive aspects if the TB.

20. Does the TB reflect following core principles enshrined in NCF, 2005?

a. History of Indian independence struggle

b. Indian constitutional duties

c. Necessary content to nurture national identity

d. Common cultural heritage of India

e. Equality, secularism and democracy

f. Gender equality

g. Environment conservation

h. Removal of social hindrances

i. Compliance to small family standards

j. Scientific attitude
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Abstract
This paper, with the case of the Sexual Harassment of Women at Workplace 
Act 2013, unpacks the policy and law making process in India. This case 
shows that to understand such processes, we need to take recourse to multiple 
theoretical frameworks. The process of the passage of the Act is explained 
through the framework of punctuated equilibrium, instrumentalism with 
elements of social construction. This process was long drawn out involving 
various levels of consultations and procedural formalities.

Introduction
This case study is an attempt to unravel the process of policymaking, using 
the case of the Sexual Harassment of Women at Workplace (Prevention, 
Prohibition and Redressal) Act, 2013. This paper uses process tracing as 
a tool to understand the passage of the Act under study. Process tracing 
gives a static description paying close attention to the sequence of the various 
variables involved.1

The research questions of the paper are as follows. First, what are the factors 
or forces that influenced the passage of the Sexual Harassment of Women 
at Workplace (Prevention, Prohibition and Redressal) Act, 2013? Second, 
how did the Act take its final shape? Third, who are the actors involved in 
these processes. Finally, in which conceptual framework of theories of policy 
process does this case fit in? 

In order to address the research questions, the paper followed a qualitative 
methodology. The method used was primarily secondary data analysis. 
Analysis of available policy documents including the draft bill and the standing 
committee report, commentaries in different media platforms, legal analysis 
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of the bill prepared by the organisation PRS Legislative Research India was 
undertaken. Relevant newspaper reports were analysed to understand the 
socio-political situation in which the bill was passed.  

The study observes that The Sexual Harassment of Women at Workplace 
(Prevention, Prohibition and Redressal) Act 2013 (henceforth referred to as 
the Sexual Harassment Act, 2013) came into being in a particular context 
in which there was no dire need for a legislation. The passing of the Act 
was only a matter of procedural formality. This has led to an inordinate 
delay in formulating a policy via legislative process as a ruling from the 
Supreme Court of India was already in place from 1997 onwards that 
had led to the formulation of the Vishaka guidelines to ensure women’s 
protection in workplace. The study identifies the Supreme Court, the 
National Commission for Women, Women’s group such as the Vishaka, 
Alochana, organisations such as SEWA, YWCA, PRIA, women members of 
the parliament, National Advisory Council, left-wing parties, Inter-ministerial 
group, labour commissioners, and the media as major actors that influenced 
and shaped the relevant policymaking processes. It is identified that the 
policymaking process cannot be explained through a single framework of 
theories of policy making. The process of the passage of the Act is explained 
through the framework of punctuated equilibrium and instrumentalism with 
elements of social constructivism. 

This paper is divided into six sections. The first section explains the conceptual 
framework. The second section provides an overview of the Act. The paper 
then proceeds to discuss a biography of the Act by dividing its process of 
coming into being in three phases – 1980-1997, 1997-2006 and 2006-2013. 
While discussing the final phase, the paper also offers a brief overview of the 
comparison of the bill as introduced in the Lok Sabha, Standing Committee 
recommendations and the bill as passed by the parliament. The fourth section 
examines whether the policymaking process behind the Sexual Harassment 
Act, 2013, can be explained through extant theoretical frameworks. This 
is followed by a section that discusses the relevance and limitations of the 
study. The final section of the paper follows this fifth section and consists of 
the conclusion.

The Conceptual Framework 
It is not possible to explain the passage of the Sexual Harassment Act, 2013, 
using a single conceptual framework of policymaking. This paper tries to 
understand the policymaking process under study using the punctuated 
equilibrium theory and the incrementalism framework.
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Punctuated equilibrium theory views political processes as characterised by 
stability and instrumentalism that occasionally produce major departures 
from the past. This framework helps in capturing the element of stability as 
well as changes in policymaking processes. It emphasises defining the issues 
properly and agenda setting.2 Incrementalism gives salience to a sequence of 
small changes that can speedily fulfil a major alteration of prevailing status 
quo.3

This paper shows that seeds of the Act were sown in the 1980s in the form of 
small scale initiatives by the women’s movement with a sudden perturbation 
of Bhanwari case in the 1992-1997 period, there was a policy shift with a 
window opening for new legislation. But since the Supreme Court framed 
the Vishaka guidelines in 1997, the process from then onwards moved in an 
incremental manner. While trying to understand the process behind the Act 
through these theoretical frameworks, the paper also recognises how social 
construction of women in the workplace has influenced policy making over 
a period of time. 

Key Ideas Enshrined in the Act
In 1997, the Supreme Court passed a landmark judgment in the famous 
Vishaka and others v. State of  Rajasthan)4 laying down the Vishaka Guidelines5 

to be followed by establishments in dealing with complaints about sexual 
harassment at workplace. The Court stated that these guidelines were to 
be implemented until legislation is passed to deal with the issue. This was 
following the brutal gang rape  in 1990, at the workplace, of a Rajasthan state 
government employee who tried to prevent child marriage as part of her duties 
as a worker of the Women’s Development Programme. The contribution of 
many organisations were very crucial in initiating the policymaking process. 
Pursuant to this, the National Commission for Women (NCW) was entrusted 
to draft the legislation. 

The Sexual Harassment Act, 2013, has been enacted with the objective 
of ensuring women a safer workplace environment and protecting them 
from sexual harassment. It also provides a platform to prevent as well as 
to seek redressal of complaints. Sexual harassment has been considered as 
a violation of the fundamental right of a woman to equality as guaranteed 
under Articles 14 and 15 of the Constitution of India, and her right to life and 
to live with dignity as per Article 1 of the Constitution. Sexual harassment 
has also been considered as a violation of the right to practice or to carry out 
any occupation, trade or business under Article 19(1) (g) of the Constitution, 
which includes the right to a safe environment free from harassment.6
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The Act defines workplace harassment and provides a mechanism for 
redressal at both private and public workplaces, in both organised and 
unorganised sectors. It also provides safeguards against false complaints. 
The Act follows the definition of sexual harassment as laid down in the 
Vishaka guidelines. Any sexually coloured act that undermines women’s 
sense of personal dignity comes within the purview of the definition of sexual 
harassment. Physical sexual harassment may include pinching, grabbing, 
hugging, patting, leering, brushing against and touching etc.  Psychological 
sexual harassment may include relentless proposal for physical intimacy, 
beginning with subtle hints which may further develop into overt request for 
sexual favours.   

The scope of the Sexual Harassment Act, 2013, is very broad, as the same is 
applicable to the organised sector as well as the unorganised sector. The wide 
definition of ‘workplace’ is applicable to government bodies, private and 
public sector organisations, non-governmental organisations, organisations 
carrying on commercial, vocational, educational, entertainment, industrial, 
financial activities, hospitals and nursing homes, educational institutes, and 
sports institutions and stadia used for training individuals. The Act also 
includes places visited by employees during the course of employment or 
for reasons arising out of employment, including transportation provided 
by the employer for the purpose of commuting to and from the place of 
employment, in the definition of workplace.

The definition of ‘employee’ under the Sexual Harassment Act, 2013, is 
fairly wide and covers regular, temporary, ad hoc employees, individuals 
engaged on daily wage basis, either directly or through an agent, contract 
labour, co-workers, probationers, trainees, and apprentices, with or without 
the knowledge of the principal employer, whether for remuneration or not, 
working on a voluntary basis or otherwise, whether the terms of employment 
are express or implied. The Act provides protection not only to women who 
are employed but also to any woman who enters the workplace as client, 
customer, apprentice, and daily wage worker. Students, research scholars in 
colleges and universities and patients in hospitals are also covered under this 
definition. Basically the definition of ‘aggrieved women’ who are protected 
under the Act is broad as against the conventional employer-employee 
framework of the Vishaka Guidelines.7 This breadth in recognising ‘aggrieved 
women’ developed as part of a long consultative process including various 
stakeholders.

As per the law it is mandatory to constitute a committee titled “Internal 
Complaints Committee”, failing which the employer could be fined up to 
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Rs.50, 000. Repeated violations may lead to higher penalties and cancellation 
of licenses or registration to conduct business. The complaints Committees 
have the powers of civil courts for gathering evidence. It is required to provide 
for conciliation before initiating an inquiry, if requested by the complainant. 
The Act also lays down the procedure for handling complaints. Cases of 
sexual harassment of women at the workplace are required to be disposed 
off by the committees within 90 days.

The Struggle: 1980-1997
This section discusses the backdrop that created a perturbation in the 
stable environment leading to the identification of workplace protection for 
women as a crucial right. The story of a landmark judgement in the history 
of women’s rights in India goes back to 1985 along with the unfortunate 
story of a lady who fought against atrocities. It is the story of Mrs. Bhanwari 
Devi who was a grassroots worker employed in the Women’s Development 
Project (WDP) being run by the Government of Rajasthan8. The case of Mrs. 
Bhanwari Devi was the moment of perturbation in the policymaking process 
regarding workplace protection for women. 

There was an increasing awareness regarding the need to recognise the issues 
of women in workplaces since the 1980s in the arena of women’s movement 
in India9. During the 1980s, militant action by the Forum Against Oppression 
of Women (Mumbai) mobilised against the sexual harassment of nurses in 
public and private hospitals by patients and their male relatives, ward-boys 
and other hospital staff, of air-hostesses by their colleagues and passengers, of 
teachers by their colleagues, principals and management representatives, and 
of PhD students by their guides.10 But all of these received only lukewarm 
response from trade unions and the media.11 

Mrs. Bhanwari Devi was born in a ‘low caste’ kumhar family in the village of 
Bhateri, in Rajasthan.  As part of her work she used to take up issues related 
to PDS, water, land etc. She even took up the case of an attempted rape of a 
woman in a neighbouring village. These activities were well supported by the 
villagers. But the situation changed in 1992, when she raised her voice against 
child marriage which was, and remains an accepted practice in Rajasthan.  

In 1992, the Government of Rajasthan launched a campaign against child 
marriage during the night preceding Akha Teej12. As part of WDP’s 
campaign against the same, Mrs. Bhanwari Devi took the lead, and prevented 
the marriage of a one year old girl; but, it happened two days later as the 
dominant Gujjar community didn’t find any fault in the system. But because 
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of these tensions police visits happened in the region for which the blame 
was put onto Bhanwari Devi leading to the social and economic boycott of 
her family.13 On 22 September 1992, five men of her village attacked her 
husband leaving him unconscious, and then brutally gang raped Mrs. Devi. 
After facing the torment and ostracisation which a rape victim generally faces 
from society, family, police station, hospital etc., she lodged a case against 
the offenders. Interestingly, it was on 17th September 1992 that the National 
Commission for Women (NCW), a statutory and autonomous body was 
constituted by the Government of India to protect and safeguard the rights 
of women and to promote the empowerment of women. But there are no 
reports on NCW’s comments on this brutal incident then.  

After three years of hearing of the case with six different judges, all the 
five accused were acquitted based on beliefs about the caste of the rapists. 
The district sessions judge pronounced in November 1995 that, “Since the 
offenders were upper-caste men and included a Brahmin, the rape could 
not have taken place because Bhanwari was from a lower caste”.  The state 
government appealed the judgment, which led to a nationwide campaign 
for justice for Bhanwari.14 The infamous incident caught the attention of 
the media including international media organisations.15 Prompted by 
the injustice of the incident, several women’s groups lead by Vishaka (a 
women’s rights organisation) filed a Public Interest Litigation (PIL) for 
enforcing the fundamental rights of working women under Articles 14, 19 
and 21 of the Constitution of India. In 1997, the Supreme Court came up 
with the judgement in Vishaka and others v. State of  Rajasthan, (AIR 1997 SC 
3011) by the bench consisting of justices, J.S. Verma Chief Justice of India, 
Mrs. Sujata V. Manohar and B.N. Kirpal. To quote, the court said:

“The incident reveals the hazards to which a working woman may be exposed and the 
depravity to which sexual harassment can degenerate; and the urgency for safeguards by an 
alternative mechanism in the absence of  legislative measures. In the absence of  legislative 
measures, the need is to find an effective alternative mechanism to fulfil this felt and urgent 
social need”.16

The Supreme Court relied on the Convention on the Elimination of All 
Forms Discrimination Against Women (CEDAW), adopted by the General 
Assembly of the United Nations, in 1979, which India had both signed and 
ratified. In its judgment, the Supreme Court outlined the Guidelines making 
it mandatory for employers to provide non-retributive mechanisms to ensure 
gender equality in workplaces. The guidelines popularly came to be called 
as the Vishaka Guidelines. This is considered to be a landmark moment for 
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the women’s movement in India. This was done by the Supreme Court in 
exercise of the power available under Article 32 of the Constitution for the 
enforcement of the fundamental rights. The court further emphasised that 
this would be treated as the law declared by the Court under Article 141 of 
the Constitution. It also asked the Government to initiate and complete the 
legislative process for the same.

Period of Legislative Initiation: 1997 - 2006
This section narrates the stage of policymaking from initiation of policy 
making beginning from the consultative process to the coming up of the 
main draft of the Bill in 2006. With constant civil society efforts, directives 
of the judiciary, and constant scrutiny of the media, the NCW came up with 
the first draft of the bill on 2006. But the case study, rather than seeing these 
factors as absolute pressure points, would like to see this as pace accelerating 
instances, i.e., a period of incrementalism. The delay in coming up with the 
main draft had to do with the political context, along with the broad-based 
consultation process that took place.

Very soon, the Bhanwari Devi incident became a matter of national 
importance. The NCW took up the issue of sexual harassment at workplace 
upon the instruction of Ministry of Women and Child Development in the 
year 1997. This was pursued with the various Central Ministries / Departments. 
In 1998 NCW formulated a code of conduct for workplace in line with the 
Supreme Court Guidelines. In accordance with the directives given by the 
Supreme Court, NCW circulated it widely amongst all the Central Ministries 
and Government Departments. The Commission also circulated the Code to 
all State Commissions for women, NGOs and apex bodies of the Corporate 
Sector (CII, FICCI, ASSOCHAM etc.,) and to the media17. 

Soon, the government initiated a legislation to respond to the Bhanwari 
Devi episode with the support of several civil society actors, though men’s 
organisations were notable for their absence. The NCW undertook the 
exercise of preparing a Draft Bill, which went through an extensive process 
of consultations with various stakeholders including State Governments, 
lawyers and civil society organisations. It is interesting to note that no 
men’s organisations (like Men’s Rights Association, Save Family etc.) were 
involved in this consultation process. Organisations like Lawyers Collective, 
Majlis, Human Rights Law Network, Centre of Indian Trade Union, All 
India Women’s Conference, SEWA, YWCA, PRIA, etc. were some of the 
organisations consulted.18 As per the consultation process elaborated in the 
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SCR, NCW came up with a series of drafts of the bill of which the first one 
was produced in 2004. But this Draft of the Bill is not available. Also, this 
component is overlooked in the available literature on the Act. 

It is interesting to note the time period taken by NCW to come up with a 
significant draft bill. It may be noted that the period from 1996-1999 was a 
period of continuous change of central governments in India. The 11th Lok 
Sabha was headed by Deve Gowda who was in office from June 1 1996 to 
April 21 1997. Then I. K. Gujaral came to power in 1997 who resigned from 
office on November 28 1997. Then A.B. Vajpayee led National Democratic 
Alliance (NDA) government came to power. He was sworn in as Prime 
Minister on 1998, but lost power soon.  So, basically, there was nobody to 
push for fast movement on the drafts. There were no debates in the Lok 
Sabha against the bill. No instances could be traced in which any political 
party raised its voice against the bill. Since there was already a law in place 
through the Supreme Court ruling, the legislative process might have been 
perceived as a procedural formality. So the government was perhaps not 
keen to push for legislation. But from 2000 onwards there were perturbations 
in the forms of movies and survey reports by women’s organisations.

In 2000, the movie Bawandhar directed by Jag Mundhra based on the true life 
story of Bhanwari Devi was released. Also, survey reports indicating sexual 
harassment at workplace started to come out.19 But, all this did not lead to 
speeding up of procedures perhaps because there were no pressing reasons 
to do the same. With 2004 elections and the United Progressive Alliance 
(UPA) coming to power with its rights based approach, some wind of change 
started to be visible. The combination of these factors, along with the interest 
shown by National Advisory Council (NAC) in rights based issues, NCW 
came up with the first main draft on 2006. But the case study, more than 
seeing these factors as absolute pressure points, would like to see these as 
pace accelerating instances. This is so because the inordinate delay also had 
to do with the political context which is mentioned elsewhere along with the 
broad consultation process that took place.

The ‘Drafting’ of the Act: 2006-2013
The draft bill of the Sexual Harassment Act, 2013, was sent by the National 
Commission for Women to the Ministry of Women and Child Welfare on 
August 2 2006. Subsequently, a discussion with Labour Commissioners of 
some representative States such as Maharashtra, Rajasthan, West Bengal, 
Madhya Pradesh and Tamil Nadu, and select NGOs working on the issue 
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of sexual harassment was held on August 20 2006. Discussions took place 
mainly on two aspects– the coverage, and accessibility to justice. It was 
finally agreed that the coverage should be extended to include students and 
research scholars. 

This was followed by a National Consultation on the draft ‘Prohibition of 
Sexual Harassment at Workplace Bill’ organised by NCW on 6 - 7 October, 
2007. This consultation was attended by representatives of various Ministries/
Departments, women’s groups, lawyers, activists and civil society organisations 
working on women’s issues. The deliberations of the Consultation took place 
in five Working Groups, which examined the provisions of the proposed 
law and gave their recommendations. Specific issues which were extensively 
deliberated upon by the Working Groups focused on coverage of the Bill, 
complaints and redressal mechanisms, conciliation, and false and malicious 
complaints.20

After extensive deliberations, and accordingly reflected changes, the draft 
‘Protection of Women against Sexual Harassment at Workplace Bill, 2010’ 
was placed before women Members of Parliament in a meeting specially 
convened for the purpose on August 7 2009. Views of Members of Parliament 
were invited specifically on the much discussed aspect - inclusion of the 
provision/clause prescribing penalties for false or malicious complaint. There 
was a consensus that a provision to punish false complaints filed by women 
should be a part of the proposed law.

Finally, the draft legislation titled the Prevention of Sexual Harassment against 
Women at the Workplace Bill, 2010 was brought before the Inter-Ministerial 
Group on January 7 2010 which included representatives from Ministries of 
Health and Family Welfare and Women and Child Development, Departments 
of Legal Affairs, Personnel and Training and Legislative Department and the 
National Commission for Women. In this meeting consensus was built on 
definitions of aggrieved women and workplace, consequences of failure to 
constitute the ‘Internal Complaints Committee’ in the context of the private 
sector, necessity for retention of the provision relating to false or malicious 
complaints, details relating to penalties and enforcement of the provisions in 
the Act itself. The bill was introduced in Lok Sabha in December 7 2010.

But in this consultation process no men’s organisations were involved. 
The element of gender neutrality was absent right from the initiation of the 
process. After the bill’s introduction in the Rajya Sabha, in pursuance of 
Rule 270 relating to Department-related Parliamentary Standing Committees, 
the Chairman, Rajya Sabha, in consultation with the Speaker, Lok Sabha, 
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referred the Bill to the Standing Committee on December 30, 2010 for 
examination and report. The committee was headed by Congress MP Mr. 
Oscar Fernandes. This move came about as the National Advisory Council 
(NAC) headed by Mrs. Sonia Gandhi suggested bringing domestic workers 
under the purview of the proposed law for protection of women against 
sexual harassment at workplace. The government contended that as domestic 
workers were in the non-formal sector, it was difficult to bring them within 
the scope of the bill.

The Committee started its deliberations by issuing a Press Release on January 
10, 2011 by inviting views and suggestions of the general public and all the 
relevant stakeholders on the Bill. As per the SCR report, the Committee 
received a tremendous response to the Press Release. The Committee heard 
the views of the Secretary, Ministry of Women and Child Development, in 
its meeting held on April 20 2011 and November 2 2011. It held extensive 
deliberations with many stakeholders apart from consulting the Ministry of 
Women and Child Development. The Committee heard the views of the 
National Commission for Women, NGOs like Saheli, National Domestic 
Workers’ Movement, Lawyers Collective, Human Rights Law Network, 
Centre of Indian Trade Union, All India Women’s Conference, SEWA, 
YWCA, PRIA, National Coalition for Men, Indian Social Awareness and 
Activism Forum, All India Men’s Welfare Association, SCOPE, Office 
of Chief Labour Commissioner, Indian Banks Association, NASSCOM 
and CII. 

The Committee also received written memoranda from individuals and 
organisations such as PRS Legislative Research, Rakshak Foundation, 
Domestic Workers Forum, Gender Human Rights Society, Mother and Sister 
Initiative, Family India Life Line, and Industrial Management Academy. 
The major points of discussion were under the following heads: gender 
neutrality; inclusion of domestic workers under employees; role of NGOs in 
the implementation of the legislation; training of members in the complaints 
committee; and the role of state and national Women’s Commissions. 

The SCR had argued substantively for gender neutrality in the Act, but it 
did not receive the support of NAC or other women’s organisation. In the 
case of inclusion of domestic workers, a lot of lobbying by domestic workers 
unions took place, and the NAC had a special interest in the issue. It felt that 
the exclusion of domestic workers from the ambit of the bill enhances their 
vulnerability and denies them protection from abuse. The left-wing parties 
had also stressed on the need to include domestic workers within the ambit 
of the proposed legislation.21
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Finally after due recommendations, SCR submitted its report in December 
2011 re-titling the bill as, ‘The Sexual Harassment of Women at Workplace 
(Prevention, Prohibition and Redressal Bill).22 In an incremental mode, the 
bill got passed in Lok Sabha on September 3 2012.23 The Bill was introduced 
by the Minister for Women and Child Development, Krishna Tirath. The 
bill, pending before the house since 2010, had undergone drastic changes 
because of pressure from women’s groups, and because of critical review 
by the parliamentary standing committee. The Women and Child Welfare 
Minister, Krishna Tirath, who piloted the bill, had to move as many as 39 
official amendments to the bill introduced in the Lok Sabha to incorporate 
suggestions of the Standing Committee Report. This bill along with other two 
other bills – ‘The North-Eastern Areas (Reorganisation) and other Related 
Laws (Amendment) Bill’ and ‘The Prohibition of Employment as Manual 
Scavengers and their Rehabilitation Bill’ were passed amidst the uproar on 
the ‘Coal-Gate’ scam. 

In 2012, Ms. Medha Kotwal Lele, coordinator of Aalochana, a centre for 
documentation and research on women and other women’s rights groups, 
together with others, petitioned the Supreme Court highlighting a number of 
individual cases of sexual harassment and arguing that the Vishaka Guidelines 
were not being effectively implemented. In particular, the petitioners 
argued that, despite the guidelines, women continued to be harassed in the 
workplace; the Vishaka Guidelines were being breached in both substance 
and spirit by state functionaries who harass women workers via legal and 
extra legal means, making them suffer, and insult them. The Court was 
specifically requested to consider whether individual state governments had 
made procedural changes and policy required by the Vishaka Guidelines 
and a number of earlier orders of the Court.24 

The Court held that the Vishaka Guidelines should not remain just symbolic 
but rather shall provide direction until the legislative enactment of the Bill25. 
It also laid down a few guidelines to state governments. During the same 
period, there were court judgements coming up in important cases such as  
Deolal Baja v. KPS Gill and Apparel Export Promotion Council v. AK Chopra etc. that 
dealt with this issue of sexual harassment at the workplace.26 

Comparison of the Draft Bill and the Act
The following table provides a comparison on the major points discussed 
during the various stages in the process of passage of the bill under discussion.
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Bill as Introduced SCR Recommendation
Bill as Passed by 
the Parliament

The Bill protects 
women from sexual 
harassment but 
excludes men from its 
purview

An enabling provision 
to look at cases of sexual 
harassment against men 
may be explored

No provision

Definition of 
‘aggrieved woman’: 
The Bill defines an 
‘aggrieved woman’ as 
a woman who alleges 
to have been subjected 
to any act of sexual 
harassment. It covers 
every woman at the 
workplace (whether 
employed or not).

The definition be modified 
to (i) include situations 
involving  ‘victimisation’; 
(ii) cover domestic workers. 
On ‘victimisation’, the 
Committee noted that in 
the event of an  employee 
raising a complaint, the 
employers may dismiss 
the employee on some 
ground. The definition of 
‘aggrieved woman’ should 
also include a woman who 
has been victimised. In the 
case of domestic workers, 
the definition of ‘aggrieved 
woman’ should cover only 
the employee. In the event 
of any untoward incident 
happening with a friend/ 
acquaintance of a domestic 
worker, a separate judicial 
intervention may be sought.

Includes domestic 
worker. Does 
not include 
victimisation. 

Definition of 
‘domestic worker’ 
only includes  
employees.
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Bill as Introduced SCR Recommendation
Bill as Passed by 
the Parliament

Definition of 
‘workplace’: the Bill 
defines ‘workplace’ 
to include all 
organisations, and any 
place visited by an 
employee during the 
course of work.

Vehicles being provided by 
the employer should also be 
covered under the definition 
of ‘workplace’. Also, if 
domestic workers are 
included within the ambit of 
the Bill, a house or dwelling 
place should be added to 
the definition of workplace.

Expands the 
definition of the 
‘workplace’ to 
include sports 
institutes, stadia, 
transportation 
provided by the 
employer for 
visiting places 
in the course of 
employment, and 
houses.

If the allegation 
is proved to be 
false or malicious, 
the Committee 
may recommend 
action against the 
complainant. However, 
action may not 
be taken against a 
complainant merely 
on the inability 
to substantiate a 
complaint or provide 
adequate proof.

A distinction needs to be 
made between false and 
malicious complaints. For 
any false complaint, no 
punishment should be 
prescribed. However, if it is 
proved that a complaint has 
been filed with malicious 
intent, action may be 
considered.

Amends clause to 
include penalty 
for malicious 
complaints or if 
a person makes a 
complaint knowing 
it to be false.

Since 2012 was the year of the infamous Delhi gang rape incident involving 
the girl ‘Nirbhaya’, one may try to argue that this was the tipping point 
for the passage of the bill in the Lok Sabha. But the bill got passed in Lok 
Sabha in September, where the Delhi incident took place on Dec 16 2012. So 
clearly this incident was not the reason for the immediate passage of the bill. 
Considering the fact that the period of the passing of bill was when the public 
outcry regarding the ‘Coal-Gate’ scam was at its peak, it might have been an 
attempt by the UPA to demonstrate that even in that contentious situation, 
the government was strong enough to undertake adequate legislative action. 
The bill was then passed by the Rajya Sabha on February 26 2013 without 
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any amendments, and received the President’s assent and was published in 
the Gazette of India as Act No. 14 of 2013 on April 23 2013. The notification 
from the Indian Ministry of Women and Child Development and the rule 
formation of the act was on December 9, 2013. 

Public - Policy Framework
As is evident from this description, there was no dire requirement for 
legislation as there was already a court ruling in place from 1997. Hence there 
was no immediate pressure for quick passage of the bill. Since the Vishaka 
Guidelines were already in place since 1997, in general, the movement of 
the process of legislation moved in an incremental framework. It may also 
be remembered that in this phase there were minor and moderate changes 
coming up in the form of rule changes, movies, surveys, court cases etc. 
leading to the final outcome of the bill turning to an Act. 

There were no debates in the Lok Sabha against the provisions of the bill. No 
instances could be traced in which any political party raised its voice against 
the bill. Since there was already a law in place through the Supreme Court 
ruling, the legislation process was only perceived as a procedural formality. 
Hence the government was perhaps not keen to push for a legislation. But 
from the year 2000 onwards there were minor perturbations in the forms 
of movies and survey reports by women’s organisations. The coming of 
UPA to power in 2004 with its rights based approach can be identified as 
a moderate pressure point that led to a comparatively fast moving set of 
sequences leading to the passage of Act.

Broader coverage of the bill including the inclusion of domestic workers, 
students and researchers, as already identified, has to do with the advocacy 
work by Mrs. Sonia Gandhi, by left wing parties, and by domestic workers 
unions etc. Although men’s organisations were consulted in the final phase, 
they could not influence the substance of the bill to make it more gender 
neutral. Their relatively lesser influence was further defeated by the majority 
sentiments in both houses of parliament leading to a gender biased Act.  

While fitting the case in the frameworks discussed, the element of social 
construction cannot go unmentioned. The social construction of the way 
women have been visualised changed from the beginning of the 1980s. 
With more and more women entering the work space, they were starting 
to be viewed through a new construction with the law finally accepting the 
importance for her to have a safe working environment. Thus, this case 
study can be viewed through a combination of punctuated equilibrium, 
incrementalism, with elements of social construction.
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Relevance and Limitations
The policymaking process in India is like a black box. Understanding the 
policymaking process holds importance for students of public administration, 
politics and public policy. This is because policymaking is not a mere 
technical work of government; various socio-economic factors affect the 
process creating variations in policies, its output and impact.  

The limitation of the study is that although it attempts to identify the motivation 
of forces, it was not possible to empirically draw down the same adequately  
to explain as to why a particular force or factor occurred specifically at that 
particular point of time. This primarily occurred from the paucity of data in 
the context studied.

Conclusion
This case study has discussed the process through which The Sexual 
Harassment Act, 2013 came into being. The passage of the Act falls under 
a particular legal context in which there was no dire need for a legislation. 
Hence the passage of the Act was a mere procedural formality.  The process 
of passage of the Act is explained through the framework of punctuated 
equilibrium, instrumentalism, with elements of social construction. This 
process was a long one involving various levels of consultations and 
procedural formalities. A range of actors such as the Supreme Court, the 
National Commission for Women, Women’s group like Vishaka, Alochana, 
and organisations like the Lawyers Collective , SEWA, YWCA, PRIA, 
women Members of the Parliament, the National Advisory Council, left wing 
parties,  the inter-ministerial group, and labour commissioners influenced the 
outcome.
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Introduction
Pedagogy is often used synonymously with teaching or teaching methods. 
It becomes important to make this distinction in order to understand the 
importance of the same. However, it connotes a much broader spectrum 
of components, which Roger Simons defined as “the integration in practice of  
particular curriculum content and design, classroom strategies and techniques, and evaluation, 
purpose, and methods. All of  these aspects of  educational practice come together in the 
realities of  what happens in classrooms. Together they organise a view of  how a teacher’s 
work within an institutional context specifies a particular version of  what knowledge is most 
worth, what it means to know something , and how we might construct representations of  
ourselves, others and our physical and social environment” (McLaren). This means that 
pedagogy is about understanding ourselves and others and talking of doing 
things together. Therefore, McLaren concludes that such a view of teaching 
implies that it cannot be spoken of without talking of politics. It is in this light 
that critical pedagogy is discussed in this paper.

Over the years, there have been many attempts to define and describe what 
critical pedagogy entails. As people have tried to implement critical pedagogy, 
their understanding has also changed, and they have made critical pedagogy 
their own, in certain senses, as Joan Wink describes her journey with the 
philosophy and method of critical pedagogy (Wink, 2011). Based on the 
understanding of some of the literature on critical pedagogy, I have come to 
understand that critical pedagogy is not a mere method. Critical Pedagogy is 
an ideology that bases itself on dialectical theory in an attempt to understand 
the contradictions in society. It fundamentally revolves around questions of 
knowledge and power in society. It manifests as Freire’s problem-posing 
education in the classroom, where teachers and learners move forward 
together. Having said that, an important understanding has been that there 
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is no formula to implement the same, as the context and individuals vary 
and influence the outcome greatly according to their histories, culture, and 
knowledge. As I understand it, it evolves with the person and the setting 
and it is quite complicated to practice with dangerous and unresolved 
consequences if not undertaken properly.

Principles of Critical Pedagogy
Critical theorists examine the school not as an instructional space but as a 
site where negotiations takes place between the various cultures and belief 
systems for dominance. Critical pedagogy counters the ahistorical and 
apolitical analysis of schooling. It focuses on power and politics to make 
sense of how schooling works in society and the purposes it serves. Although 
they may differ in the methods entailed, critical theorists have a common 
objective to empower the powerless and transform existing social inequalities 
and injustices. They are openly committed to “the side of  the oppressed” and 
seem revolutionary in thought and deed. Here liberation from existing unjust 
systems is the goal of the method.

Darder, Baltodano and Torres (2009) discuss the philosophical principles of 
critical pedagogy, but not before they mention that it is a “set of heterogeneous 
ideas” because there is no set way or formula that can be followed for the 
implementation of critical pedagogy. They say that this characteristic of this 
form of education is what makes it serve an “emancipatory and democratic 
function” (Darder, 2009). In the same spirit, it may be said that the principles 
explained here, based on the understanding gathered from the study of 
various thinkers in the field is not the only way that critical pedagogy can be 
approached.

i. Cultural Politics

In this aspect of critical pedagogy, schools serve as a site of cultural politics, 
viz. a struggle to decide what and whose knowledge is to be taught in 
schools because knowledge is intricately entwined with power relationships 
in society. Therefore, critical pedagogy requires teachers to recognise how 
schools have followed certain ideologies and practices to perpetuate certain 
power positions in society and work towards an “emancipatory culture of 
schooling” (Darder, 2009).

ii. Political Economy

One of the beliefs of critical pedagogy is that schools function to serve the 
interests of the ruling elite and against the interests of the marginalised and 
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the oppressed in society. Darder, Baltodano and Torres (2009) say “…public 
schools serve to position select groups within asymmetrical power relations 
that replicate the existing cultural values and privileges of the dominant 
class.” Thus, critical pedagogy raises the question of reproduction of class 
structure, and how schools play a role in this process. Therefore, culture and 
class in quotidian school life cannot be ignored if students and teachers are to 
learn who they are and how they are perceived in school and society.

iii. Historicity of Knowledge

The historicisation of knowledge is an important foundation of critical 
pedagogy, as it historicises the production of knowledge and the way it is 
transmitted. “Critical pedagogy supports the notion that all knowledge 
is created within a historical context and it is this context which gives life 
and meaning to human experiences. True to this principle, schools must be 
understood not only within the boundaries of their social practice but within 
the boundaries of the historical events that inform educational practice” 
(Darder, 2009). Similarly, students also need to be understood in a similar 
manner with the knowledge they bring as having been constructed through 
the historical process they undergo. Teachers, therefore, are required to create 
chances for students to understand who they are, and the historical processes 
that have led to the current situations, which although caused historically by 
human beings, can also be transformed by human beings.

iv. Dialectical Theory

Critical pedagogy is based on the concept of dialectics, which talks of 
synthesis of two opposing points of view (thesis and anti-thesis) and how this 
process continues through time. Thus, critical pedagogy “seeks to support 
dynamic interactive elements, rather than participate in the formation of 
absolute dichotomies or rigid polarisations of thought or practice. (…) this 
perspective reformulates the power of human activity and human knowledge 
as both a product and a force in shaping the world, whether it is the interest 
of domination or in the struggle for liberation.” (Darder, 2009)

v. Ideology and Critique

Ideology is the lens or framework that helps one understand the society we live 
in. Ideologies get deeply embedded in socio-political and cultural processes 
and also in the personality of people. Ideology, thus, helps in analysing the 
“contradictions that exist between the mainstream culture of the school and 
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the lived experiences and knowledge that students use to mediate the reality 
of school life” (Darder, 2009) as well. Teachers can also use critical pedagogy 
as a tool to analyse their own assumptions about knowledge, society, power, 
values etc. and how they affect the classroom experience they design. Thus, 
ideology works as a starting point to ask questions that will help teachers 
critically think about their practices and classroom processes. Thus, ideology 
is used to analyse the various educational processes – curriculum, pedagogy 
and other schooling processes to understand how it structurally reproduces 
the dominant culture, and silences that of others.

vi. Hegemony

Hegemony is when the dominant culture becomes so natural that it does not get 
questioned. Schools are sites where hegemonies are created and perpetuated 
through persuasive domination rather than violent domination. Darder, 
Boltodano and Torres describe hegemony as a “process of social control that 
is carried out through the moral and intellectual leadership of a dominant 
socio-cultural class over subordinate groups”, based on Gramsci’s definition. 
Understanding hegemony helps teachers of critical pedagogy recognise the 
responsibility in critiquing and transforming classroom relationships that 
perpetuate inequalities and further marginalise certain groups. Understanding 
how domination works also helps teachers to understand how they can resist, 
challenge and critique the same processes.

vii. Resistance and Counter-Hegemony

Critical pedagogy assumes that all people have the ability to resist domination 
but how they choose to resist is influenced by their social and material 
conditions in which they have been forced to survive and the ideologies they 
have internalised in the process. Counter-hegemony in critical pedagogy is 
described as the spaces where power relationships are reconstructed to allow 
for more inclusion and make processes more democratic; thus establishing 
alternative structures and practices.

viii. Praxis, Dialogue and Conscientisation

The dialectic principle of critical pedagogy supports the idea that theory 
and practice are intricately linked to our understanding of the world and 
actions we take in our lives. Praxis is explained as the continuous interaction 
between theory and practice that informs all human activity. Therefore, all 
human activity requires theory to further illuminate it and provide a better 
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understanding of the world as it is and as it ought to be. Praxis, thus, involves 
problem posing as described by Freire. From this, the principle of dialogue 
becomes central to critical pedagogy as it leads to the empowerment of the 
student by challenging the dominant discourses prevalent, thus, allowing for 
conscientisation.

The Imperative of Critical Pedagogy
The question remains as to why critical pedagogy is relevant today. There has 
been much discussion in recent time regarding the objectives of education, 
vis-à-vis democracy, concerning global citizenship, about equipping students 
with skills for the market, for self-development and so on.

If we want to transform society through education, then we need to provide 
for freedom in the classrooms where children can question and critique the 
society they are in. Through that process they become change agents and 
transform the social order rather than passively accept the existing social 
order and its institutions and systems. Becoming change agents does not 
necessarily entail careers and lives in the “social development” sector but it 
means that students become thinking individuals who are reflexive, aware, 
and critical in whatever they may take up. These traits are essential to the 
process of humanisation.

This becomes pertinent in today’s fast changing times when taking informed 
decisions in an era of multiplying choices is an important trait to live in society. 
It becomes more important as schools tend towards isomorphism to create 
the same kind of structures and generate consensus among the students about 
a “common universal truth”. This makes autonomy an important objective 
of education. Critical pedagogy allows for the development of reasoning in 
the child as well as the teacher to question and change the shared meaning 
of social symbols, structures and processes around them.

Critiques of Critical Pedagogy

Feminist Critique

There have been important feminist critiques of critical pedagogy engaging 
with questions pertaining to the issues of women. “As such, critical pedagogy 
has often been accused of challenging the structures and practices of 
patriarchy in society, solely from a myopic and superficial lens” (Darder, 
2009). Feminists argue against the characteristic of critical pedagogy that bases 
reason as the foundation of all knowledge. They argue for “the inclusion 
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of personal biography, narratives, a rethinking of authority, and an explicit 
engagement with the historical and political knowing subject” (Darder, 2009) 
- all of which are important aspects to questioning patriarchy and the politics 
that prevents the participation of women as contributing members of society.

Language

The language of critical pedagogy has been debated over the years as 
creating a new form of oppression in terms of its theory being heavy and 
hard to comprehend for the “common man”. Darder et al (2009) argue that 
these criticisms not only helped the critical theorists to rethink their own 
work to make it more accessible but also helped to engage with fundamental 
questions about literacy, class, power, gender etc.

Ecological Critique

Critics have argued that critical pedagogy, as envisaged by Freire, tends 
to privilege individual reflection as empowerment. This may lead to strife 
between individual knowledge developed through dialogue, and traditional 
community knowledge. Therefore, an ecological critique not only talks of 
critical pedagogy’s lack of engagement with environmental questions, but 
also with alienating man from his natural environment by the process of 
individuation as Fromm describes in ‘Fear of Freedom‘.

Critical Pedagogy and Schooling
This section analyses various facets of schooling through the lens of critical 
theory and briefly looks at what each entails in practical terms. Admittedly, 
this is very basic and may seem simplistic; but, I have attempted to highlight 
certain issues with critical pedagogy not discussed in the previous section.

Aims of Education

A school that implements critical pedagogy would aim for developing 
autonomy, sensitivity, and critical thinking among its students. Aims of 
education are meant to be broad enough to absorb changes but critical 
pedagogues would also continuously engage with the aim of the school and 
the education it is providing on a regular basis to account for its relevance 
in  the lives of the children and also to see if it is being met. They will 
continuously question if it is serving certain groups in society over others. 
The aim is to be open to change at any given point of time.
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Curriculum

Such a school would have broad learning objectives for every subject for 
each class, building up according to an appropriate epistemic ascent. Within 
this broad framework, teachers and students would have the freedom to 
choose the material they want to reach those objectives. Teachers, school 
administrators, and parents, to ensure that it has continued relevance, would 
analyse the curricular objectives at regular intervals and also see what their 
hidden curriculum is teaching. This approach though can also have its 
downside as the curriculum could get pulled in every direction that each 
stakeholder deems correct. One does hope, however, that the principles of 
critical pedagogy will guide the discussions towards a consensus.

The curriculum will discuss, unlike the present situation, the concepts of 
caste, class, gender, discrimination, exploitation, knowledge, power, society, 
community, democracy etc. But these are not supposed to be grounded in 
a theoretical sense but in the lived experiences of the students. For instance, 
in urban areas, children may not be exposed to caste as overtly as in rural 
areas but it still does not mean they don’t experience issues related to caste 
in their lives. Questions raised regarding caste can lead to research projects 
for the higher classes. These kind of questions on what these concepts mean, 
whether they are ‘just’, ‘fair’, ‘equal’ will be discussed with the higher 
classes and not particularly as intensely with the lower classes. With the lower 
classes, the aim will be to explain equality, fairness, justice, discrimination at 
their own levels while with the higher classes, the attempt would be show the 
world outside and the multiple realities that exist.

Pedagogy

The school would use Freire’s problem posing methods, wherein a largely 
constructivist approach would be taken up. Critical theory talks of praxis, i.e. 
theory and practice grounded in one another. Wink (2011) talks of critical 
pedagogy processes that involves the following steps (according to Freire) to 
critically reflect and to act: these being - learning, relearning and unlearning.

There are limitations to the problem posing method, in that, it cannot be 
used extensively for mathematics and natural sciences, in the same way that 
it can be used for social sciences and languages, as the former are more set 
in answers and meanings for the most part. Another limitation is that this 
method cannot be implemented for all classes. I would say that it would 
correlate with the epistemic ascent in terms of skills, knowledge and concept 
building. This, however, does not mean that a proper banking model of 
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classes are suggested for the younger classes (fourth standard and below). 
It means that there is a limit to the extent that a line of questioning can be 
taken forward and it will differ according to the age of the child. Friere also 
mentions that he does not imply no discipline, no order and only questioning 
everything. Discipline and order are important for the school to function, 
even for the method to work.

While critical pedagogues criticise the current education system as following 
a banking model that indoctrinates students with ideas of the dominant 
discourse, it can also be said that critical pedagogy could indoctrinate students 
with a counter-hegemonic discourse. Indoctrination in either situation is not 
a legitimate means to the end. Having said this, I believe, critical pedagogy 
also allows the space to raise such questions, which serve as starting points to 
revisit pedagogy and curriculum within the school.

Evaluation/ Learning Outcomes

Critical pedagogues would critically look at the criteria on which children 
are evaluated in schools. This would directly correlate to the curricular 
objectives that are set for a particular grade. The aim would not be rote 
learning and memorisation but would be to see how far a child is able to 
understand a concept and connect it with her real life situations. Parts of 
the outputs and outcomes can even be jointly decided and evaluated by 
students and teachers together. The learning, relearning and unlearning will 
happen through participatory and dialogic processes. Here again, it does not 
entail, having every class evaluate itself on every objective. There will be 
a balance between the teacher’s authority and the student’s autonomy to 
evaluate and understand progress. In the younger classes, however, this may 
not be implemented as the requisite understanding may be lacking for these 
age groups.

Teacher Criteria and Training

The caliber required for teachers to implement this kind of method and 
provide the kind of environment conducive to this method is tremendous and 
one that is lacking in the current scenario. Critical pedagogy has tremendous 
implications for teacher training as most exisitng training curricula would 
require to be scrapped and revamped according to the principles of critical 
pedagogy. Teachers would need to be knowledgeable in their subject area. 
Critical pedagogy takes the student and teacher together on a process of 
learning but it does not mean the teachers are not technically sound in their 
subject matter.
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The school also needs to hire teachers based on attitudinal criteria, as for 
this method to work, teachers would have to believe in it. Since the current 
teacher training system doesn’t allow for these kind of principles, the school 
may hire teachers based on the openness to learn, technical strength, and a 
passion to teach. The school can then orient teachers on the methods and 
principles of critical pedagogy. The process of selection would also not be a 
one-way process of just the school choosing the teacher but also the teacher 
choosing the school. Hence the school would need to allow the teacher to 
explore the various facets of the school to see if she would be able to work 
in the given environment.

Admissions

In case of a government school in India, the school is regulated by legislation 
to take in all students who come to it for admission. In case of a private 
school, it has the freedom to decide to whom it would give admission. As per 
the RTE norms, a private school is required to admit 25% of students from 
the ‘weaker sections’ of society. Critical pedagogues would look at this norm 
as providing a choice to the weaker sections and also a failure of government 
schools to do what is required of them.

Regardless of the norm, if a private school were based on the principles of 
critical pedagogy, it would need the funds to continue running the school, 
on a practical, logistical basis. However, it would take in students from all 
walks of life and cross-subsidise the fees to assist those who can’t afford the 
school fees.

The admission process also would not be a test of either parents or students 
but more to see the compatibility of parents and students with the learning 
environment of the school. It would involve explaining to the parents what 
the school intends to do with the children, and what processes would be 
involved so that parents make informed choices and know what processes 
they are exposing their child to, which many parents may not want.

Infrastructure

The school infrastructure plays an important role, although the real processes 
and the impact of critical pedagogy do not happen because of infrastructure 
but due to the classroom teaching-learning processes. However, a certain 
closeness to nature and the space for the children to move around, play and 
explore is important to trigger and keep alive the curiosity and exploratory 
nature in children. This apart, certain basic infrastructure is a necessity to 
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conduct basic processes of teaching learning such as classrooms, seating 
arrangements, blackboard and chalk, textbooks, and notebooks, etc.

School Environment

Following the question of infrastructure and how much it contributes 
to the success of critical pedagogy, is the creation of a particular kind of 
environment in the school that allows for the same. The school environment 
need to be largely informal and friendly. The teacher-student relationship 
must not be hierarchical as it has to allow for questioning. In principle, the 
teacher is not viewed as an authority dispensing knowledge to the students, 
but as somebody who is also learning from the lives of the students. The 
students are also supposed to learn from each other and the teacher. The 
school would be equitable rather than promoting equality as that would not 
promote fairness or justice. The relationship between teachers and the school 
administrators would also be similarly of a friendly, non-bureaucratic nature, 
extending from the overall structure and ideology of the school. This would 
allow for constant feedback, critique, and change, which a bureaucracy does 
not allow easily with rigid procedures and norms to be adhered to.

The school may have no-tolerance policies for certain kinds of behaviours 
among students such as no physical violence, no substance abuse, no 
discrimination based on caste, class, gender, religion etc. However, each 
situation will pose questions that the school would need to discuss with the 
students to get them to understand the reasoning behind the decision and not 
just make it seem like an arbitrary decision imposed on them.

Community Participation

As mentioned earlier, critical theory talks of praxis where the theory and 
practice go hand-in-hand with each other. It also involves, as Joan Wink 
(2011) describes, critical reflections and actions upon a particular issue. This 
necessarily entails a certain extension of activities into the community and the 
extension of the community into the school environment. The school and the 
community would take from and give to each other through both formalised 
and informal processes. This necessarily exists in any organisation, but here 
the critical pedagogical approach facilitates this in a conscious manner.

For instance, if gender and gender equality are discussed in the higher grades 
and there is domestic violence prevalent in the families of the children of 
the school, it would necessarily conflict with values being taught in school. 
Since the school principles would be to act upon identified issues, if a student 
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decides to act on something as large as domestic violence, the school would 
need to support such an initiative.

The school needs to regularly meet with the parents and the community 
members to discuss the principles of the school and issues of the community 
that the school may try to assist in. This is an important process as it is through 
such processes that teachers also connect with the lives of the students and 
make the teaching learning process relevant for the latter and enrich their 
own learning-relearning-unlearning process as well.

Conclusion
As discussed earlier in this paper, it is not that critical pedagogy is without any 
problems. Having said that, one does believe that this kind of approach to 
education, although less ideologically oriented than Freire’s original concept, 
would help develop thinking individuals in the education system unlike the 
current scenario. The latter part of the paper focused on the implementation 
of critical pedagogy in a very basic way in a single school. There are some 
questions that have not been dealt with, such as language (whose language 
should be the medium of instruction and interaction in the school, which 
languages would be taught in the school and so on), grades (should classes be 
grouped based on age or should they be multi-age classrooms or should these 
be multigrade-multilevel?), curriculum (should a theme-based curriculum be 
followed?), pedagogy (what kind of teaching learning material should be 
used, if at all?) and so on.

There is a larger question at play and that is, how to infuse the system with 
the principles of critical pedagogy? How will structures of this particular 
organisational field have to change for critical pedagogy to be implemented? 
What are the various social meanings that need to be changed for this 
happen? Implementing it in one school is difficult enough, let alone bring 
it into the entire public education system. And many would argue that the 
‘dominant culture’ may not allow such practices to be implemented and if 
it does, it will be in a very diluted form to pacify the dissidents. But each 
social actor (individual/group/organisation) who implements processes not 
legitimised by the larger social system influences, albeit in a small and slow 
manner, the larger structure and provides alternative choices to the ones 
existing for people to choose. Each such actor, hopefully, would get people 
to start thinking and raising questions about the mainstream systems and 
processes and get them to see the contradictions as critical pedagogy aims to 
highlight.
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Introduction
In today’s time most of us will agree to the fact that menstrual cycle is a 
natural process intrinsically linked to a woman’s body. Still most of us follow 
the same restriction during our menstrual cycle in our homes, our relative’s 
homes or at any religious event. The freedom of will of women continue to 
be in the hands of dominant patriarchal discourse. Very few cultures across 
the world have acknowledged that menstruation is a natural phenomenon. 
With the evolution of these cultures, there has not been any significant 
change in people’s attitude towards menstruation. Therefore, what remains 
are questions like: What makes people think that menstrual blood is impure 
and a menstruating woman is polluting? What effects do these taboos have 
on the overall development of women? Are menstruation taboos the cause 
of leading menstrual health problems in India? Therefore, with empirical 
evidences the paper will provide an account on how these views affect 
women’s basic relationships with her environment and body that in turn 
make it inevitable for women to lag behind.

Socio-Religious Accounts of the Menstrual Cycle
“Traditional cultural constructions of the female body and the meanings of 
menstruation within Indian symbolic systems are meanings which undoubtedly 
have shaped Indian women’s (and men’s) experiences of female bodily 
processes” (Chawla 1994). In a diverse country like India there are several 
cultures. Every culture has different meanings associated with menstruation. 
But one perception common to most of them is that of impurity of menstrual 
blood. Evidence suggest that these perceptions have shaped the experience 
of men and women regarding women’s bodies.
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According to historian N. N. Bhattacharyya, different areas of India have 
had notions of menstruating goddesses. In Punjab it was believed that 
Mother Earth (‘Dharti Ma’) ‘slept’ for a week each month. In some parts 
of the Deccan after the ‘navaratra’, goddesses’ temples were closed till the 
full moon day while she rests and refreshes herself. In the Malabar region, 
Mother Earth was believed to rest during the hot weather until she got the 
first shower of rain. Even today, in the Kamakhya temple of Assam, and in 
parts of Odisha, rituals of the menstruation of the goddess are celebrated 
during the monsoon season (Chawla 1994).

As mentioned above, in many cultures, the menstrual cycle was seen as a gift 
and when a girl would menstruate for the first time, it would be celebrated 
in public. But this again is a problematic view as the menstrual cycle was 
seen as a boon for reproduction. Even when people celebrated it, people 
had a reductionist approach where a woman’s life’s ultimate goal was seen 
as reproduction. “Sindur applied in the part of the married woman’s hair 
symbolises the sacredness of her fertile potential (when exercised within the 
confines of patriarchal marriage). These ancient religious ideas and symbols 
are definitely linked to the blood of menstruation” (Chawla 1994).

Such dominant patriarchal notions regarding women’s bodies have religious 
origins. A large majority of women consider their bodies as impure/unclean 
during the time of menstruation. They are prohibited from going into 
temples, mosques, and gurudwaras and they are not supposed to touch any 
holy book. They cannot touch utensils or even pickles (Chawla 1994).

Even in Judeo-Christian history, menstrual taboos have been an important 
reason for excluding women from the positions of authority. “By far the 
most important regulation of the marital relationship of Orthodox Jews 
revolves around the practice of niddah-literally, a separation which includes 
the proscription of sexual intercourse during what is termed the wife’s 
“unclean” period” (Whelan 1975). Orthodox Jews still enforce Niddah not 
only related to menstrual blood but also to any type of vaginal bleeding. 
Therefore, even if a woman bleeds due to any reason, she is still expected 
to go through ritual cleanliness procedure. “Two specific restrictions are 
placed on the menstruating Muslim woman. First, because she is considered 
a threat to holiness, a menstruating woman may not visit any shrine or 
mosque and is forbidden to pray or fast in the month of Ramadan. Second, 
she is forbidden sexual intercourse for at least seven full days after the flow 
begins and is considered “unclean” until she completes a ritual washing 
(Westermarck 1926).”
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Other than these there are several other cultural reasons that are the reasons 
behind the origin of taboos related to menstruation. William E. Phipps (1980) 
writes in his paper “The Menstrual Taboo in the Judeo-Christian Tradition” 
- that,

“Ancient peoples had a number of reasons for regarding menstruation 
as dangerous. First, it was associated with reproduction; so, along with 
seminal discharge, it was regarded as potent and mysterious. Second, the 
flow of menses (from the Latin mensis, meaning “moon”) approximately 
coincided with the lunar cycle; so causal links were made with fearsome 
cosmic energies. Third, pathological anxieties were triggered by 
menstruation.”

In this way there have been several justifications for treating menstrual blood 
as impure and women as untouchable. In different cultures and different 
religions, there have been different reasons given for these taboos.

Implications for Development of Women : Physical and Mental 
Health Issues
Now let’s look at effects of this whole silence around menstruation on 
the physical and mental wellbeing of girls. Swapna Mazumdar writing in  
The Tribune says, “Talking about menstruation has been a taboo even among 
planners. It received the attention of the Ministry of Health only in 2011. Close 
to 70 per cent of Indian women risk getting severe infections, at times causing 
death, due to poverty, ignorance and shame attached to their menstruation 
cycle” (Majumdar 2014).

The silence and shame around the menstrual cycle has caused severe 
problems for girls. In north India over 30% of girls drop out of school after 
they start menstruating. Reproductive tract infections (RTI) are 70 per cent 
more common among women who are unable to maintain hygiene during 
their menstrual cycle. This kind of cultural neglect of menstrual hygiene is 
reflected in policies as well because a larger number of girls between the age 
group of 12 and 18, who continue education, miss five days of school every 
month during their menstrual cycle because schools don’t have separate 
toilets for girls (PRATHAM 2011).

There should not be any compulsion for the use of sanitary napkins. Use of 
cloth is fine if it is used with proper hygiene. The uncleanliness of the cloth 
is directly linked with the taboos associated with it as women are unable to 
dry it properly in the sun, as the taboos associated with it make it necessary 
to hide it. Therefore, there is a strong need of spaces for girls where they 
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feel comfortable about their periods. Menstruation friendly school campuses 
are a must. Working women in their workplace also suffer due to menstrual 
taboos.

Though most of us promote use of sanitary napkin, there are multiple issues 
associated with it such as the issues of access and affordability. The other 
issue with the sanitary napkins is the threat to environment as they are non-
biodegradable. “What is equally worrying is the serious threat to environment 
from the non-biodegradable sanitary napkins. In rural India, in particular, 
they choke water channels and drainage systems” (Rai 2014)

According to WASH United, 432 million non-biodegradable sanitary 
napkins are used each month across India and the widespread advertising 
and media campaigns will increase this number in the coming years. “Kotex 
came out with an ad campaign in 2010 making fun of the genre - to which 
Kotex readily acknowledged contributing. Ads used to include a strange 
blue liquid representing menstrual blood. But honestly could you go only so 
far, as none of the television networks would allow the word ‘vagina’ to be 
used.”(Norsigian 2011).

Dr. Rani Bang in her book “Putting women first: women and health in rural 
community” notes that women in rural communities have very little knowledge 
about menstrual health. She says, “Cultural perceptions such as colour of the 
menstrual blood govern their perception of what is normal and abnormal. 
They resist using sanitary napkin because it is difficult to dispose them off. 
They fear it might fall into the hands of someone who can use Jadu tona 
(black magic) against them.” Therefore, education and counselling is a major 
requirement regarding menstruation especially in rural areas (Bang 2010).

Also the disposal of sanitary napkins causes severe danger to the environment. 
Disposal is often done outside a toilet — by carrying the menstrual waste 
home and either burning it or washing and disposing it in a community water 
source. Research conducted by PATH, an international non-profit that works 
on global health issues confirms that in Tamil Nadu too sanitary napkins are 
collected and then discarded through a water source, causing pollution and 
blockages. “Most informal waste incinerators burn at low temperatures and 
produce toxic ash and emissions. If plastic polymers are not burned above 
800 degrees Celsius, they release asphyxiates and irritant gases into the air. 
Long term exposure to these emissions or resulting ash may adversely impact 
the immune, nervous, endocrine and reproductive systems” (Rai 2014). 
Hence there are several issues regarding menstrual hygiene and there is a 
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clear connection between lack of awareness about hygiene and the taboos 
associated with menstruation. Here there is no difference between urban 
and rural women; urban, working, modern women are also affected by the 
stigma.

Delayed Responses: Some Contemporary Interventions
With the emergence of health issues due to poor menstrual hygiene, several 
organisations, individuals and entrepreneurs have come up with newer, 
innovative and sustainable solutions. Sinu Joseph, creator of Mythri, an 
innovative animated video to spread awareness on menstrual hygiene for 
adolescent girls says, “Pretending it never happened, doesn’t make it go 
away. When we don’t talk about it, we miss the signs that need attention. 
What is perfectly normal becomes a big deal and women quietly acquire low 
self-esteem for what is natural.”

Sinu Joseph and her colleague Vaijayanthi. K have taken sessions in thousands 
of schools in rural Karnataka about menstrual hygiene and based on this 
experience they have come up with an animated movie called “Mythri” 
imparting awareness about menstrual hygiene. Mythri has been shared with 
the departments of Health and Education of the Government of Karnataka. It 
has reached over 8000 adolescent girls through direct contact and 10000 girls 
through partner organisations. In an interview Joseph said that during her 
sessions once one middle aged rural woman hesitantly asked her, “Madam 
is there any connection between the menstrual cycle and childbirth?” Sinu 
was shocked that she had to start at that level. Menstrual health is a serious 
concern that we face today.

Azadi is a Lucknow based NGO working on demystifying menstruation. 
Dhirendra Pratap Singh, co-founder of Azadi, says, “These misconceptions 
are passed on from mothers to daughters, causing an intergenerational cycle 
of poor hygiene practices. Fear and shame, coupled with inappropriate 
facilities for changing, washing, drying and disposal make it worse, leading to 
absence from school. There are 113 million Indian adolescents menstruating 
on any given day,” Azadi created a national initiative called Bejhijhak 
(without hesitation), to break the culture of silence around menstruation with 
the support of Wash United, Water Aid and PATH. Bejhijhak seeks to create 
a unified platform to break myths, taboos about menstruation and identify 
gaps that have created such culture. The campaign received a big boost as 
it got Ashwini Ponappa, national badminton star as its brand ambassador. 
Ponappa says, “I identified with the cause since I, too, was shy of talking 



64 Students’ Journal of Education and Development

about the issue. Even while practising, I never asked for any quarter on those 
days because I was embarrassed to speak to my male coaches about it. But 
now I hope to reach out to all shy girls like me.”

Social media and information technology have also contributed in opening 
up spaces for dialoguing over menstrual taboos and in spreading awareness 
and sensitivity about the scale of the issue. Menstrupedia, launched in 2012, 
is an online portal that focuses on busting menstruation myths and providing 
correct information. Co-founder of the portal, Aditi Gupta, has created comic 
books based on her own experience of stigma during the years of growing 
up, to guide girls about growing up and menstruation. Online social media 
platforms such as Facebook, YouTube and Twitter have been abuzz creating 
platforms with campaigns such as May #MENSTRAVEGANZA by WASH 
United and documentaries like The Beauty of Red by Menstrupedia.

Among several efforts, Goonj is one organisation which is running campaigns 
to educate people about menstruation and the myths around it. The 
organisation also makes cheap sanitary towels from recycled cloths to help 
those 70% women who don’t have access to safe and hygienic sanitary pads.

One of the most innovative and interesting interventions is by Arunachalam 
Muruganantham, a school dropout, who has developed a low-cost machine 
for producing cheap sanitary napkins. He thought to do something about 
menstrual hygiene when one fine day he saw his wife hiding her menstrual 
cloth. The cloth was in such a condition that Muruganantham said that he 
could not use it even for cleaning his scooter. When he asked her to use 
sanitary napkins she said they cannot afford it. That’s when he decided to 
do something about this issue. It took him four and a half years to come up 
with the machine. Today he has set up machines in BIMARU states of India.

“May MENSTRAVEGANZA”, a 28-day menstrual hygiene advocacy 
campaign by WASH United on social media has brought about positive and 
inspiring communication and they got 145 partners on board from all over 
the world to celebrate world’s first menstrual hygiene day on 28th May 2014.

Conclusion
From the above discussion, it is clear that taboos around menstruation have 
started to be seen a threat to health and many people are willing to break the 
around this issue. In the exploration of the origins and the bases of menstrual 
taboo we have looked at the perception of menstrual cycle in cultures and 
religions such as Hinduism, Islam, Sikhism, and the Judeo-Christian tradition. 
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The root of almost every perception seems to be patriarchy. Therefore, the 
origination of the taboos certainly seems to be the discrimination that females 
have faced from ancient times. There are institutionalised bases for these 
taboos to exercise control and authority over women. There have been 
some interventions in this regard such as the may MENSTRAVEGANZA 
campaign which seeks to break the culture of silence and shame. But the 
change bearers have to be none other than women themselves who have to 
take the first step, fight with society and break the taboos. This is the only 
way forward.
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Introduction
Arithmetic is the oldest branch of mathematics which deals with numbers, 
operations on them, and the number system. The four basic operations are 
addition, subtraction, multiplication and division. Students seem to quickly 
grasp the concept of putting together things (i.e. addition) or taking away 
things from a group (i.e., subtraction). However, the concept of multiplication 
and division seems difficult for the students to understand.

Word problems involving these two operations (multiplication and division) 
add to the difficulty faced by students while learning the subject of arithmetic. 
This paper is an attempt to understand the reason that makes it difficult for 
students to solve word problems on multiplication and division by looking at 
the different kinds of questions involved in multiplication and division that a 
teacher should be aware of. It also attempts to look at the misconceptions a 
child develops in her early years while learning the concept and the ways in 
which a teacher can take care of these.

Difficulties with Multiplication and Division
Mulligan and Mitchelmore in their research found that counting strategies 
were integrated into repeated addition and subtraction processes and then 
generalised as multiplication and division. Students begin by practicing 
multiplication and division with many different numbers and gradually 
take this procedural knowledge to apply conceptually in the form of word 
problems (Mulligan and Mitchelmore 1998).

Word problems are important for two reasons. First, these help in identifying 
various types of difficulties children encounter when they begin to work on 
mathematical problems. Second, these help the students analyse complex 
problems, whether or not they build on the same theoretical ideas used to 
analyse simple problems (Reed 1999).
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A child may be able to solve operations as such, but in a word problem, 
she has to do more than just the simple operations. It involves interpreting 
the question to identify the relevant applications of operations. It is through 
a word problem that a child actually learns to apply the operations he has 
learnt so far, thus demonstrating his understanding of these. Also, any two 
word problems could be based on the same operations and methods. But 
the ease and comfort of a child to understand these and perform the relevant 
and necessary operations in one question than the other (as the difficulty 
level could be different for the two questions) gives an understanding of the 
scaffolding that needs to be constructed to make the child efficient in solving 
the problems.

Word problems involve not just conceptual understanding of a topic but 
also the ability of a child to comprehend the language in order to identify 
the correct operations to use. I asked many of my friends if they had any 
difficulty in doing word problems and a common response was they would 
take a lot of time in just understanding the language so as to proceed with the 
question. Hence, they struggled considerably with word problems. It is this 
confusion along with the lack of clarity of concepts that leads to difficulty in 
interpreting the operations for word problems.

Unlike addition and subtraction, word problems involving multiplication and 
division involve referring to many objects. Not just that, the objects specified 
in the answer or solution part of the question could be very different from 
what has been mentioned in the question itself (Reed 1999).

An example would be – Ram wants to buy 5 pens. If  cost of  one is Rs.10, how 
much money he has to pay? as opposed to an addition problem which would 
have been Ram has 5 pens and his brother has 4 pens. How many pens do they 
have in all?

Another reason that makes these two operations slightly difficult than addition 
and subtraction is that these require children to develop a multiplicative 
reasoning which involves different forms and different meaning making 
situations. Three major kinds of multiplicative reasoning have been identified 
as: (a) one to many correspondence (b) co-variation and (c) sharing, division 
and splitting (Bryant 1996).

One to many correspondence: A child should be able to establish relationship 
between two sets of objects. For example, she should be able to relate one 
car with four wheels. This group of one car and four wheels together form a 
composite (single unit). Another concept of ratio is introduced here indicating 
that if there are two cars the number of wheels would become eight and so 
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on (to maintain the ratio 1:4). This process of adding a certain amount to 
maintain the one-to-many correspondence is termed as replicating. A child 
needs to understand this as well as the inverse of it i.e., if one car is removed 
then 4 wheels would be removed.

Co-variation: In this reasoning, children should be able to understand the idea 
of ‘rate’. For example, if sugar’s weight and its cost are to be connected, it 
is done by a third variable which is ‘cost per kg’ (called intensive quantities). 
Introduction of this new variable could be confusing for the children as it is 
neither the actual cost nor the actual weight but just a relationship between 
the two. If the weight and cost are increased even then this intensive quantity 
(cost per kg) has to remain constant.

Sharing, division and splitting: This is also termed as part-whole model. In 
this, an understanding of whole (complete) and part (something that is taken 
away from whole) is being developed in children. Teachers need to build the 
understanding that if the number of equal parts and the size of each part is 
known, multiplication should be performed to find the whole. On the other 
hand, if the whole and either the number of equal parts or the size of each 
part is known, division should be performed to find the solution (Huinker 
1989).

This idea is explained later in this paper as a part-whole concept.

Joanne T. Mulligan (1997) in his paper, ‘A research-based framework for 
assessing early multiplication and division strategies’, classifies six stages of 
developing an understanding about multiplication and division in children:

1. Initial Grouping and Perceptual Counting: counts each item as one 
(perceptual) as the children are unable to see equal groups as composite 
units.

2. Intermediate Composite Groups: counts equal groups using rhythmic, skip 
or double counting; if the items are visible in the groups then count the 
number of groups and number in each item.

3. Abstract Composite Units: counts composites even when they are not visible.

4. Repeated additions and repeated subtraction: co-ordinates composite units 
and uses composite units, a specific number of times, as a unit, e.g. : 2+2+2

5. Multiplication and division as operations: able to co-ordinate two composite 
units, e.g: three groups of four make 12.

6. Known multiplication and division fact strategies: able to recall the facts 
related to the operations, use multiplication and division as inverse 
relationship.
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There is a variety in the type of word problems in multiplication and division 
a child has to deal with (Mulligan 1992):

(a) Multiplication:

1. Repeated addition: Example - There are two tables in the classroom and four 
children are seated at each table. How many children are there altogether?

2. Rate: Example- Ram wants to buy four plastic cars. Cost of one such car is 
Rs. 50. How much does he have to pay?

3. Factor: Example - I have three times as much money as my brother. He has 
Rs 9. How much money do I have?

4. Array: Example- There are four lines of children with three children in each 
line. How many children are there altogether?

(b) Division:

1. Partition (Sharing – to determine the size of each part): Example- There 
are eight children and two tables in a classroom. How many children can 
be seated at each table?

2. Rate: Example- Sam bought five chocolates for Rs.60. How much does 
one chocolate cost?

3. Factor: Example- I have Rs 27 which is three times what my brother has. 
How much money does my brother have?

4. Quotition: (Also known as measurement model. It shows the number of 
parts that are there in a whole): Example- There are eight children and 
four of them are seated together at a table. How many tables are there 
in the classroom?

5. Sub-division: Example- I have three apples to be shared evenly between 
six people. How much apple will each person get?

Intuitive Model
Several research studies conducted over a period of time suggest that children 
are able to perform operations even before they enter a formal education set-
up. Thus, they come with their own informal or intuitive strategies to solve 
such word problems. Educators need to make a connection between these 
intuitive strategies with the formal methodology being taught in school. In the 
absence of such a connection there is a shift from intuitive and meaningful 
problem solving approaches to mechanical and meaningless ones (Mulligan 
1992). One such research study conducted over a period of two years indicates 
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that 75% of the 70 sample (7-8 years olds selected from eight Catholic schools 
in the Sydney Metropolitan Area) students were able to solve multiplication 
and division word problems even though they had not received any formal 
instructions (ibid). For approaching division questions, children used sharing 
one-by-one, building up (additive) or building-down (subtractive) model. 
This study showed that for division problems in the category of partition, 
quotition and rate, children would try to ‘build-up’ the divisor to reach the 
dividend so as to arrive at the answer. For example, if a question involves 
the operation 16/2 to be applied, children would form groups of 2 such as 2, 
4, 6….till 16 is reached (also demonstrating knowledge of skip-counting). For 
the same question they would also approach it in a build-down method, ie, 
starting from 16 and removing 2 till 0 is reached. Building-down method was 
more common in students and only when they were familiar with additive 
and multiplicative strategies were they able to use building-up model (ibid).

The various solution strategies adopted by the students in this study was 
categorised as follows: a) direct modelling with counting (counting-all, skip 
or double counting); and b) no direct modelling, with counting, additive 
or subtractive strategies, and the use of known or derived facts (addition, 
multiplication). From this study it can be concluded that there is a need on 
the teacher’s part to be able to help the students build relationships between 
their intuitive models and the formal strategies taught at schools.

Misconceptions
Another research study shows that children do not understand the concepts 
to identify the correct operations for the word problem but instead rely on the 
numbers to arrive at an answer. Consider the following interaction between 
an interviewer (I) and a student Ann (A) of grade six (Reed 1999):

I: A bag of snack food has four vitamins and weighs 228 grams. How many 
grams of snack food are in six bags?

A: Probably divide that.

I: Why division?

A: Because there’s a big number and a small number.

A: (After dividing 228 by 6 and obtaining 38) no…times (multiply).

I: Why are you changing your mind now?

A: Because 38 is much less than that one (228) and that’s only in one bag. 
That makes better sense.
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I: What can you tell students to help them?

A: if you see a big number and a small number, go for the division. If that 
doesn’t work, then you try other ones.

From this study, it was concluded that students:

a. Use arithmetic operations they feel most competent with or that has 
been recently discussed in the class.

b. Use the size of numbers to arrive at an operation.

c. Try all operations and choose the most reasonable answer.

d. Look for key words (Such as ‘all together’ for addition, ‘less’ for 
subtraction)

Such are the misconceptions with which a child keeps progressing to higher 
grades, and, thus, find himself less confident when it comes to solving word 
problems. Even as a student and a teacher myself, I remember marking 
the ‘key words’ to identify the operation to be performed. However, this 
recognition of key word would not always give the correct answer. Take, 
for example, the following question- There are two tables in the classroom and four 
children are seated at each table. How many children are there altogether? The key word 
‘altogether’ would immediately make the children do addition even though 
the correct operation here is multiplication. Giving the key-words looks like 
a helping aid but many good teachers do not recognise the harm it may be 
end up doing.

Another major misconception that students have is that multiplication always 
makes bigger and division makes smaller. However, this is not true when a 
problem involves rational numbers, fractions, mixed fractions or decimal 
numbers. This misunderstanding is enhanced if students’ only understanding 
of multiplication is that of repeated addition. Consider the following example 
(Campbell 1993):

If  a car travels 30 miles on one gallon of  gasoline, how far will it travel on ½ gallon?

Based on the reasoning that value of a lesser quantity (1/2) has to be found 
out, students tend to apply division here instead of multiplication. Hence 
teachers need to expose students to a variety of problems which could help 
them understand that multiplication does not always make it bigger. Students 
are also hesitant to accept that the multiplication of two numbers can lead 
to a smaller number (i.e., 0.5*0.3=0.15). For this, a suggested approach that 
the teacher should use is the area model to explain the idea that the product 
of two numbers less than one is a number smaller than either of the two 
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numbers. In the area model, one factor is the length of a rectangle and 
other factor is the width of it. The product then is determined by the area 
of this rectangle. Only when students are comfortable using this model with 
whole numbers should the teacher then extend it to explain multiplication of 
decimal numbers, fractions and rational numbers.

The same study also shows that for division a measurement interpretation 
(i.e., when a total is given and the size of each set is known to the children. 
They are asked to find out how many such sets can be made) should be used. 
These meanings should be constructed in some specific context as children 
cannot gather much from an isolated question such as what is 2 / 0.25. A 
question such as - ‘How many 0.25 s are in 2?’ - would help the children 
understand that division does not necessarily have to make it smaller.

Teachers need to develop strategies for children that will force them to think 
about a reasonable solution. When a student of grade four was asked to 
form a question for the statement 3*6, his response was- I have three cars. 
I gave six cars to my brother. How many do I have now? And for this he 
claimed that the answer is 18 (Huinker 1989). The paper by Huinker (1989) 
suggests a strategy that may be productively adopted by teachers to develop 
this thinking ability in the students. He followed the same method with grade 
three students and could see a huge difference in their understanding of 
word problems related to multiplication and division. This method involved 
establishing a part-whole (sharing, division, splitting) relationship. Based on 
this knowledge, children then solved certain questions to demonstrate their 
understanding. For this children need to form an understanding that anything 
in total is the ‘whole’ and something out of that whole forms a ‘part’ of it. 
This idea was established using regular sentences such as: the whole class may 
go out for recess, there aren’t enough chairs for whole class, part of  the students will sit 
on the floor. A misconception that needs to be avoided here is that children 
do not consider the parts as equal parts, and, thus, are not able to arrive 
at a correct solution. This idea of ‘equal parts’ should be emphasised by 
the teacher. Then the understanding needs to be built in the students that 
when parts are given (number of parts and number in each part), to find the 
whole, multiplication needs to be done. For example in question such as- 
Four friends (i.e., number of parts) went shopping. They each bought two tapes (i.e., 
number in each part). How many tapes did they buy (i.e., whole)?

For the above question, before explaining the part-whole model, 62% students 
were able to give the correct response which post instruction rose up to 84%. 
In an inverse manner, when the whole is given and either the number of part 
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or the number in each part is to be calculated, division is used. For example, 
Sarah had twelve stickers (ie, whole). She gave them to four friends (i.e., 
number of parts). She gave the same number of stickers to each friend (equal 
parts). How many stickers did she give to each friend (ie, number in each 
part)? (ibid)

This method was also found useful in explaining the comparison problems 
such as – (i) Kim read two pages in her book. Juan read three times as many pages as Kim 
read. How many pages did Juan read in his book (involves multiplication)? (ii) Jessica 
has eight jelly beans. Shawna has two jelly beans. Jessica has how many times as many jelly 
beans as Shawna (involves division)? (ibid)

However this multiplicative reasoning has its own complexities. For instance, 
now children have to deal with three groups: the whole, number of parts 
and number in each part. An understanding has to be developed that if the 
whole (for example, total number of sweets) remain same and the number of 
parts (for example, the number of children) are increased, then the number 
in each part (number of sweets each child gets) will be decreased. But if the 
number of sweets is increased and the number of children remains constant, 
then sweets per child would increase. Such new and varying relationships are 
difficult for children to understand (Bryant 1996).

Conclusion
Understanding the variety of complexities present in the concepts of 
multiplication and division by teachers and educators has a huge implication 
for them to be better prepared while introducing the concept to their students. 
Teachers need to be more aware of the fundamental problems children face 
while dealing with multiplication and division questions. They should check 
for the reasoning behind a solution instead of just focussing on the final 
answer. Otherwise, the misconceptions are carried forward to adulthood and 
people find it difficult to get rid of these (Campbell 1993). Teachers should 
probe in detail so as to focus on appropriate structural aspects rather than 
on specific details (such as key words or numbers) of the problem. It is 
important that students understand the structure of a problem and not solely 
depend on key words to solve a word problem. The idea of multiplication 
and division could be made interesting by the teachers by using manipulative 
and visual aids. Such a visual representation of a problem helps a child to 
develop a better understanding and enables her to make connections with 
the intuitive knowledge that she already has. The language and the context 
in which problems are situated in, play important roles for children to be 
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able to interpret and represent the problem. Therefore, keeping this in mind, 
teachers should be able to scaffold the problem for the child so that she is 
able to understand it better.
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Appendix I: Sample questions from NCERT textbooks 
(Primary Grades)

Grade 3

 • The almirah has 4 shelves. There are 5 books in each shelf. How many 
books are in the almirah? (repeated addition type – find out whole)

 • I have 20 books. I can keep 5 books in one shelf , so how many shelves 
do I need in my almirah?

 • Share 25 bananas among 5 monkeys. How many bananas for each 
monkey? (partition/sharing type – find number in each part)

Grade 4

 • There are 210 students in a school. If there are 4 buses, how many children 
will get seats? (partition)

 • There are 35 students in 7 rows. Each row has how many students? 
(partition)

 • Meera made 204 candles to sell in the market. She makes packets of 6. 
How many packets will she make?

Grade 5

 • We buy fresh fish for Rs15 per kg. For 6 kg fresh fish, how much we’ll 
have to pay? (rate)

 • One kg of tomato cost Rs.12. How much 2½ kg of tomato would cost? 
(rate)

 • 352 children from a school went on a camping. Each tent had 4 children. 
How many tents do they need?
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In India, we are now riding on a wave of change in education; we have started 
talking about child centric curricula driven by constructivist epistemological 
ideas, moving away from textbook driven, didactic and authoritarian 
classroom approaches. Discussions about reservations bring us back to 
the discussion of caste as a factor in equality in educational opportunities. 
We still feel the need to discuss about girl’s education separately which 
clearly indicates that the challenges of gender continue to exist in education. 
Empowering teachers and the teaching profession still remains a challenge 
in front of today’s society. Is our past guiding our present? How did the 
contemporary education system in India develop? What factors, motives and 
agendas shaped this development?

In order to understand the current state of education in India, it is of 
paramount importance to analyse its historical context. The book “Political 
agenda of education: A study of colonialist and nationalist ideas” by Krishna 
Kumar is a detailed study of the history of ideas that shaped colonial policy 
in education and the nationalist struggle against colonial rule. The book aims 
at uncovering relations between indigenous traditions of pedagogy, colonial 
initiatives in shaping school teaching and India’s educational outlook today.

Kumar starts with the analysis of the ‘education ideal’ of colonial India. For 
his analysis, he takes Mannheim’s concept of ‘educational ideal as a means 
of historical inquiry’. Educational ideals are not of eternal nature but they 
morph with the changes in its guiding cultural activities over time. Hence, 
Kumar challenges the popular belief that colonial education was ‘aimed’ 
at systematically producing clerks suitable for serving the British Raj. He 
explains why and how this agenda cannot be the unchanged agenda of entire 
colonial education which spanned over around a century. Historically, it is 
evident that a multitude of political leaders, intellectuals, doctors and other 
professionals have emerged from this very colonial education and not only 
office clerks. Products of colonial education showed diversity. Many were 
of course socialised into colonial values whereas many others stood against 
those values. Hence, it is cumbersome to analyse colonial education through 
the instrumentalist view as a factory production of clerks.

KRISHNA, K. (1991). POLITICAL 
AGENDA OF EDUCATION: A STUDY OF 
COLONIALIST AND NATIONALIST IDEAS. 
NEW DELHI: SAGE.

AAKASH
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Instead, Kumar discussed the varied goals that colonial education attempted 
to achieve – from the ‘pursuit of order’ to ‘developing moral agenda’ for the 
creation of civil society. The colonial masters felt that it was their responsibility 
to train the natives to become citizens and to teach them new ways of acting 
and thinking.

In the second half of the book, Kumar deals with the dynamics of the 
freedom struggle and its three major quests/value orientations as identified 
by him: the quest for justice; the quest for self-identity; and the concept of 
progress. These ideals inspired educational thought during the independence 
struggle. He looks at Phule’s anti-Brahminism movement, reform movements 
of the lower castes led by Ambedkar and the issue of girls’ education to 
understand the pursuit of justice and equality. The Swadeshi movement and 
the Hindi movement which were based on the quest for self-identity rooted in 
the religio-cultural revivalism shaped the development of new curricula and 
pedagogy during the nationalist struggle. Kumar argues that the quest for self-
identity involved an interest in pedagogy. This influenced the organisation of 
knowledge in a key area of curriculum, namely teaching Hindi. Here Kumar 
here unravels the important interlinks between knowledge and power. The 
analysis of transformation of Hindi into a class dialect of the educated gives 
an insight into the revivalist streak of politics in the freedom struggle.

Kumar describes the concept of progress of which industrialisation was the 
focus. He contrasts Gandhian thinking of progress with other leaders and 
industrialists of independent India. He argues that the political stature of 
Gandhi made it impossible to reject his ideas on education, and hence, Nai 
Talim had to be implemented as a programme for educational reconstruction. 
But it left the structure of knowledge, values and opportunities embedded in 
the education system more or less untouched. The old liberal ideas of the 
propertied individual and his priorities for leading a comfortable secure life 
were not impacted.

Kumar concludes by describing the education system in independent India 
as an agency contributing primarily to the maintenance of law and order. 
This book is a powerful analysis of the current educational scenario in the 
country within a historical framework where Kumar skilfully unfolds various 
tensions during the period of colonial subjugation and the nationalist struggle 
against it. Let us look at two such tensions in detail.

The author unfolds the debates surrounding ‘indigenous’ and ‘western’ 
knowledge. What is a valid knowledge and who decides that? In the 
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pre-British era, most of the education in India happened either through 
apprenticeship by actually working with the professionals and learning by 
doing or it happened through the Guru-Shishya tradition by staying with 
the Guru. Knowledge was not validated, standardised or institutionalised in 
terms of curricula or standardisation of teaching-learning processes. It was 
confined to the upper castes, especially to the males.

The colonial masters felt the need to institutionalise knowledge. This was 
influenced by colonial bureaucratic structures and functions. What we teach 
today in our schools, and its pedagogy and curricula is linked to the choices 
made regarding constructing ‘valid school knowledge’ that took place in 
the 19th century. To add to this, the idea of ‘what is worth teaching’ is also 
influenced by colonial views of Indian society.

Let’s take an example – Why am I writing this essay in English?

English is a foreign language for a person whose mother tongue is Marathi 
and whose family has spoken Hindi till the last but one generation. I was 
introduced to English language in the fourth standard in my school. I am 
more comfortable with the two other languages mentioned above. Still I am 
writing this essay in English. The popular view would argue that English is 
the need of the globalised world today and hence one is being expected to 
write this essay in English. In fact, I would disagree with this and put forward 
the examples of China or Germany, France or Japan, countries that manage 
to stay competent in this globalising world without the compulsion of English.

It is impossible to address this problem without the references to the historical 
context discussed by Krishna Kumar. Colonial rule determined the salience 
of English for me and several preceding generations. The history of the four 
nations mentioned earlier, which were never colonised, is different from ours. 
In colonial India, the job of deciding, selecting and shaping school knowledge 
was performed initially by ‘enlightened outsiders’ and later by ‘educated 
Indians’. Indigenous knowledge and pedagogic traditions were seen to be of 
very little use for educational purposes. Rather, indigenous knowledge was 
seen as ‘deficient’ and was claimed to have several elements that would not 
qualify it as ‘modern’. The new content and curricula were not challenged 
by ‘educated Indians’. Eventually indigenous knowledge and cultural forms 
got excluded from the curricula of schools. English education made it almost 
impossible to link school knowledge to the children’s everyday world. Those 
who picked up this education, mostly the upper castes, enabled to place 
themselves above the ‘illiterate masses’ morally and intellectually. This 
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enabled them further to see themselves as legitimate candidates for a share 
in the colonial state’s power. The skills possessed by the masses, almost by 
definition, could not qualify as knowledge worthy of inclusion in schools.

Power manifested through colonial rule decided the validity of knowledge 
systems. Possession of ‘legitimate’ knowledge, in return, enabled a share 
in power. Today, when an Indian might assume English as a ‘must’ for 
her existence, it is actually an outcome of this relation between power and 
knowledge. Power-knowledge relations has served as a form of social control 
through education in colonial period and has continued to do so even today. 
If Indians would not have been colonised and ruled by the British, it is 
difficult for me to imagine writing this essay in English.

One might counter-argue about the survival of imprints of colonial educational 
structures and systems that after seven decades of independence followed 
by decades of fierce nationalist struggle. Why did revivalist movements not 
reorient educational thought to indigenous knowledge streams, decrease 
English’s dominance, and revive Indian languages? Krishna Kumar’s 
framework helps us understand this with the help of his concept of ‘quest for 
self-identity’.

India is a heterogeneous mixture of diverse cultures, and it is difficult to 
see India as one nation. Most of the revivalist movements in quest of self-
identity could only influence the Hindi speaking belt in northern India. As 
there was no ‘one’ strand integrating India - Hindi, Sanskrit, Urdu or Tamil 
could not become India’s national, unifying language. The power centre of 
the nationalist movement and the post-independence era has been Northern 
India, which left other languages except Hindi behind in the race. The place 
of English in independent Indian society has remained untouched.

Another interesting theme that emerges from Krishna Kumar’s book is the 
tension between several societal groups in pursuit of equality. It is interesting 
to note that when upper caste Indians were demanding their right to be equal 
with Englishmen, especially in the educational context, ‘lower caste’ Indians 
were fighting against upper caste hegemony in the same terrain. An example 
of the first kind of struggle can be seen in the demand for opening up of the 
ICS examination for the educated elite of India. The second kind of struggle 
is exemplified by the movements led by Phule and Ambedkar. Phule started 
a movement against brahminical hegemony in education when he wrote to 
the Hunter Commission in 1884. Ambedkar’s movement of uniting dalits 
against societal and educational inequalities and inequities arose in the first 
quarter of the twentieth century. The demand for girls’ education as a strong 
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strand of resistance against male-dominated, patriarchal, Indian society also 
gathered steam during the same period of time.

Both the struggles against hegemonic educational structures and processes 
during the period of the nationalist struggle can be understood by the 
positioning of those agitating, in the structure of Indian society. The quest 
for equality with the colonial masters expressed itself in the agitation against 
the British whereas the Phule believed that equality for the downtrodden in 
education can only be achieved in the British Raj.

While concluding, I must say that ‘Political Agenda of Education’ offers 
an outstanding and path breaking contribution to educational theory. The 
effective use of a historical framework regarding educational ideals helps 
readers understand the varied political agendas of the changing times 
and guides them to understand the current situation of education in India 
and the Indian subcontinent. This book demonstrates the necessity of 
understanding the historical context of education in order to understand the 
intricacies of contemporary issues. This book will help readers understand 
challenges faced in contemporary schools, such as resistance to changes in 
epistemological paradigm shift (change to constructivism), teacher identity, 
teacher motivation, gender and education, to name but a few.
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We request authors to follow the guidelines in the style sheet as listed 
below.

This will help reduce processing times of articles that have been accepted 
for publication.

House Style

 • For the main text, use Times New Roman, 12 point, 1.5 line spacing.

 • For notes, use Times New Roman, 11 point, single line spacing. Set 
the alignment as “left”.

 • Use British and “-ise” spellings (labour, centre, organise).

 • Use double quotation marks for quotations, and single marks for 
quotations within quotations.

 • Indent quotations of more than four lines, without quotation marks.

 • For quotations from other publications, always provide page number(s) 
for the quotation.

Abbreviations

 • Abbreviations including those in common use (BJP, US, BCCI, L&T), 
are spelled out at first occurrence, as in

Among recent recommendations of  the Bharatiya Janata 
Party (BJP) are  

 • Less familiar ones should be used only if they occur more than once 
within an article, and the terms must be spelled out on their first 
occurrence, as in

The benefits of  the Employee Retirement Income Security Act 
(ERISA) are familiar to many.

This includes omitting the periods used after initials standing for given 
names, as in G K Chesterton, J Krishnamurti.

 • No periods are used with abbreviations that appear in full capitals, 
whether two letters or more, as in BBC, CITU, and acronyms, as in 
Nasa, Nato.

 • The general guideline is no periods even with abbreviations that 
appear in lowercase letters, as in am, pm.
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 • No space is left on either side of an ampersand used within an 
initialism. Avoid using ampersands in running text unless they are 
within initialisms such as R&D, Texas A&M.

 • While abbreviating academic degrees, the current trend is to omit all 
periods within them, as in PhD, BA.

 • Company names are best given in their full forms in running text, 
though such tags as Ltd and Inc may be omitted unless relevant to the 
context, as in Brooks Brothers was purchased and later resold 
by Marks and Spencer.

 • No periods are used after any of the International System of Units 
symbols for units, and the same symbols are used for both the singular 
and the plural, as in kg, cm, m.

 • Note that a unit of measurement used without a numeral should 
always be spelled out, even in scientific contexts, as in We took the 
measurements in kilometers.

 • Avoid using abbreviations for two-word names as far as possible. 
Some may be unavoidable such as the US or UP, but where it is part 
of government bureaucratic or journalistic usage such as PM, CM, 
DM, SC or HC do avoid abbreviations.

Numbers

 • The numbers from one to nine must be spelled out while every 
number that is more than nine is written in numerals.

 • However, very large round numbers, especially sums of money, may 
be expressed by a mixture of numerals and spelled-out numbers, as in 
The population of  India is now 1.2 billion.

Crores/Lakhs versus Billion/Million

If  large numbers have to be written out using numerals, when discussion values please 
follow the Indian numbering system when the discussion is on India:

Rs 11,22,35,567 (ie division in crores, lakhs and thousands), or Rs 11.22 
crore.

Where other units are involved, authors could use the billion/metric 
system, even in discussion of India. However, the preference would be 
for the Indian system of crore/lakh:
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2,34,000 hectares ( 2.34 lakh hectares) 
Or 234,000 hectares

Where the discussion is of a non-Indian issue or the currencies are of non-
Indian values, then the preference would be for the standard international 
system:

$ 34,234,000 or $34.234 billion

134,567,000 tonnes or 134.57 million tones

It is most important that authors do not switch from one system to another within the 
same article.

Please ensure that either the Indian terms (lakh, crore) or the Western 
ones (million, billion) are used consistently within an article.

Percentages are always given in numerals. Use the symbol % instead of the 
words per cent, as in 

Only 45% of  the electorate voted.

Simple fractions are spelled out, as in She has read three-quarters of  
the book.

 • Years are always expressed in numerals unless they stand at the 
beginning of a sentence.

 • Decades are either spelled out (as long as the century is clear) and 
lowercased, or expressed in numerals, as in the 1980s and 1990s.

 • Dates should be in the form of 9 March 2007.
Use an en dash rather than a hyphen between numbers denoting pages 
and dates.

Capitalisation

Be economical in the use of capitals.

 • Capitalisation used with headings and titles of articles and books 
capitalises all words except articles (e.g., a, an, the, etc.), prepositions 
(e.g., as, in, of, to, etc.), and conjunctions (e.g., and, but, for, or, etc.).

 • Although proper names are capitalised, many words derived from 
or associated with proper names (brussels sprouts, board of  
trustees), as well as the names of significant offices (presidency, 
papacy) are lowercased.
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 • Civil, military, religious, and professional titles are capitalised 
when they immediately precede a personal name, as in 
Prime Minister Manmohan Singh said at the meeting that....

 • But titles are normally lowercased when following a name or used 
in place of a name, as in The prime minister speaking at an 
informal meeting said...

 • Titles are normally lowercased when following a name or used in 
place of a name, as in In an interview, the prime minister said ...

 • Titles denoting civic or academic honours are capitalised when 
following a personal name, as in Lata Mangeshkar, Bharat Ratna.

 • The full names of legislative, deliberative, administrative, and judicial 
bodies, departments, bureaus, and offices, and often their short forms, 
are capitalised, as in the United Nations General Assembly, 
the Parliament of  India, the Lok Sabha, the Ministry of  
Agriculture, the Supreme Court.

 • While the names of ethnic and national groups are capitalised 
(Aborgines, the Jews, the French), designations based loosely on 
colour (black people) and terms denoting socioeconomic classes or 
groups (the middle class) are lowercased.

 • All caste, tribe and community names to be capitalised.

 • The names of political groups or movements other than recognised 
parties are lowercased, anarchists, independents, communists, 
but the Communist Party of  India.

 • The full names of associations, societies, unions, working groups, 
inquiry commissions, meetings, and conferences are capitalised, as in 
the International Olympic Committee, the Indian Red Cross 
Society.

Tables, Figures

Headings should be placed above each table/figure and should follow 
this format:

Table 1. Asset Ownership by Household Category

Figure 5. Communication Flows

Notes and sources should be placed under each table/figure.

Column headings in tables should clearly define the data presented.
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In-text citations

Use the author-date system for citations.

Even if you put information in your own words by summarizing or 
paraphrasing, you must cite the original author or researcher and the date 
of publication. You are also encouraged to provide a page or paragraph 
number; check with your instructor to see if page numbers are required.

 • Works cited in the text should read thus: (Brown 1992: 63-64); 
Lovell (1989, 1993).

 • For repeat citations: eg (ibid 75)

 • For groups of citations, order alphabetically and not chronologically, 
using a semi-colon to separate names: (Brown 1992; Gadgil and 
Guha 1994; Lovell 1989).

 • Use “et al” when citing a work by more than two authors, but list all 
the authors in the References (unless there are six authors or more).

 • To distinguish different works by the same author in the same year, 
use the letters a, b, c, etc., Besson (1993a, 1993b).

References

All works cited in the text (including sources for tables and figures) should 
be listed alphabetically under References, on a separate sheet of paper.

 • For multi-author works, invert the name of the first author only 
(Gadgil, M and R Guha).

 • Use (ed.) for one editor, and multiple editors.

 • When listing two or more works by one author, use - - - (19xx), such 
as after Swann (1967), use - - - (1974), etc, in chronologically ascending 
order. 

 • Indicate (opening and closing) page numbers for articles in journals 
and for chapters in books.

 • Note that italics are used only for titles of books and names of journals.
Double quotation marks are used for titles of journal articles, book 
chapters, dissertations, reports, working papers, unpublished material, 
etc.

 • For titles in a language other than English, provide an English 
translation in parentheses.
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 • Use endnotes rather than footnotes.
The location of endnotes within the text should be indicated by superscript 
numbers.

For sources which have insufficient details to be included in the Reference, 
use endnotes (such as interviews, some media sources, some Internet 
sources).

See the following for style and punctuation in References.

Books

 • Wordsworth, William (1967): Lyrical Ballads (London: Oxford 
University Press).

 • Watson, S and K Gibson, ed. (1995): Postmodern Cities and Spaces 
(London: MacmillanPress)

Contributions to Books

 • Elson, D (1996): “Appraising Recent Developments in the World 
Market for Nimble Fingers” in Chhachhi and R Pittin(ed) Confronting 
State, Capital and Patriarchy (Basingstoke and London: Macmillan Press) 
35– 55.

Journal and Other Articles

Helleiner, Eric (2006): “Reinterpreting Bretton Woods: International 
Development and the Neglected Origins of Embedded Liberalism”, 
Development and Change, 37(5): 943– 67.

Poniewozik, James (2000): “TV Makes a Too-Close Call”, Time 20 Nov:  
70– 71.

Conference papers

 • Doyle, Brian (2002): “Howling Like Dogs: Metaphorical Language in 
Psalm 59.” Paper presented at the annual international meeting for the 
Society of Biblical Literature, Berlin, Germany, 19– 22 June.

Unpublished dissertations and theses

 • Graban, Tarez Samra (2006): “Towards a Feminine Ironic: 
Understanding Irony in the Oppositional Discourse of Women 
from the Early Modern and Modern Periods,” Dissertation, Purdue 
University.
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 • Stolley, Karl (2002): “Towards a Conception of Religion as a Discursive 
Formation: Implications for Postmodern Composition Theory”, PhD 
thesis, Madras University.

Online Resources

Always indicate the date that the source was accessed, as online resources are 
frequently updated or removed.

Website

Felluga, Dino(2003): Guide to Literary and Critical Theory, 28 November, 
Purdue University, Viewed on 10 May 2006 (http://www.cla.purdue.edu/
english/theory).

Page on a website

“Caret.” Wikipedia: The Free Encyclopedia, 28 April 2006, Viewed on 10 May 
2006 (http://en.wikipedia.org/w/index.php?title=Caret&oldid=157510440).

Article in a web magazine

Bernstein, Mark (2002): “10 Tips on Writing The Living Web.” A List Apart: 
For People Who Make Websites. No 149 (16 Aug). Viewed on 4 May 2006 
(http://alistapart.com/articles/ writeliving).
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