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Introduction 
In recent times, and especially since 2004, India has undergone a major curriculum 

reform under the leadership of Professor Krishna Kumar,
2
 who served as the Director of the 

National Council of Educational Research and Training (NCERT)
3
 from September 2006 to 

March 2010.
 
The directorship of NCERT is a highly political post and is determined by the 

political party in power. The ascendance of Krishna Kumar to the post of NCERT’s directorship 

was not merely a recognition of his renowned scholarship; it also happened because the ruling 

party––the right wing Bhartiya Janta Party (BJP) and the coalition, National Democratic Alliance 

(NDA) that it led––lost the 2003 national election to the Congress Party, which was supported by 

left wing parties. The outcome was the formation of a relatively progressive alliance known as 

the United Progressive Alliance (UPA) that appointed Krishna Kumar as the new Director of the 

NCERT.  

Notably, during the rule of NDA, J. S. Rajput was the Director of NCERT. During 

Rajput’s ‘regime,’ NCERT produced what is known as the National Curriculum Framework 

(NCF) 2000––a document that outlined the basis of the curriculum, pedagogy, and assessment of 

K-12 education in India. The NCF 2000 reduced education to the level of information acquisition 

and served as a means to propagate Hindu ideology. The NCF 2000 misrepresented history by 

overemphasizing Hindu fundamentalism, promoting communalism and national chauvinism, and 

undermining minority groups’ historical experiences and contribution to the making of the nation 

of India. It also uncritically appreciated neo-liberalism and globalisation (see Habib, 2005; Lall, 

2009) and imposed traditional authorities and hierarchies and thereby negatively influenced 

social mobility of disadvantaged people (Subaramaniam, 2003).  

According to Professor Anil Sadgopal (2005a), a radical Indian educator, NCF 2000 

adopted a “secretive approach where the entire writing process was restricted a 6-member team 

that operated under the chairpersonship of the then NCERT Director Prof. J.S. Rajput” (p. 25). 

Sadgopal reports that during the preparation of NCF 2000, “the then NCERT Director refused to 

even reveal the names of the team members engaged in the task of drafting the curriculum 

framework lest they are disturbed!” (p. 28). Thus, NCF 2000, Sadgopal argues, was 

characterized by a “lack of transparency, participation, and democratic consultation ... [which] 

contributed to the dubious credibility of the document during the years that followed  its release 

in November 2000” (p. 27). Besides, Sadgopal criticizes NCF 2000 for arbitrarily recommending 
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“Intelligence Quotient (IQ), Emotional Quotient (EQ) and Spiritual Quotient (SQ) for curricular 

planning and evaluating children without any scientific basis whatsoever” (p. 29). 

In view of Teesta Setalvad (2005, para. 8), a radical Indian journalist, by means of NCF 

2000 BJP led government sought “blatant distortions and even hatreds ... for not simply narrow 

political gain but to enable a slow insidious reconstruction in the public mind and public domain 

of what India is and what it should be. Exclusions and denials of rights and liberties of religious 

minorities, Dalits, tribals and all women were a singular part of that agenda.” 

Marrie Lall (2009), in her essay “Globalization and the Fundamentalization of Curricula: 

Lessons from India,” argues that:  

[NCF 2000] was heavily based on the Hindutva ideological agenda ... to ‘Indianize, 

nationalize and spiritualize’ [India]. The discursive implications of this slogan are 

enormous––‘Indianize’: India is not really Indian, it needs to be ‘Indianized.’ It is not a 

proper nation, because it contains too many un-Indian elements, so it needs to be 

nationalized, involving a purging of all foreign elements from the curriculum (Sharma, 

2002). These include British legacies as well as aspects of Indian culture that are seen as 

having been introduced by the Mogul invaders. ‘Spiritualize’: India has no soul and the 

foreign non-Hindu elements (as opposed to the consumerism advanced by economic 

globalization) have taken away its soul. The new policy engendered a massive textbook
4
 

revision that justified an anti-minority outlook. In these textbooks Muslims are 

homogenized, described as invariably antagonistic, perpetual aggressors and violators of 

the sacred Hindu land, women, cows, and temples. (p. 168) 

 

Lall outlines the ways, based on relevant documents and texts, in which BJP attempted 

fundamentalization of education in various spheres and levels, which include: replacing key 

officials in the central government’s education department, National Council of Educational 

Research and Training; writing and publication of school history textbooks that primarily asserts, 

without scholarly evidence, Hindu cultural superiority vis-à-vis other cultures and demonizes 

Islam in particular; providing support to the establishment of a large number of schools by 

Rashtriya Swayamsevak Sangh (RSS)––a cultural organization that was set up in 1925 to 

promote India as a Hindu nation where minority religious group would be subordinate to Hindus; 

and intimidating authors and publishers of books critical of Hindutva ideology. Based on her 

study of the works of Varadarajan (2004), Lall believes that the case of India under BJP rule, 

characterized by promotion of religious nationalism through educational means, represent a 

“state-controlled discursive mechanism ... to contain and deflect potential dysfunctionalities 

produced by the effects of globalization in societies” (p. 176). 

Due to the apparent problematic nature of NCF 2000, NCERT produced another 

document––National Curriculum Framework (NCF) 2005
5
––under the leadership of Professor 

Krishna Kumar. NCF 2005 represents a complete break and a paradigm shift from the NCF 2000 

in many critical ways. Most significantly, it has been developed through an elaborate process of 

what William Reid (2006) calls “curriculum deliberation.” Never before had curriculum 

development happened on such a large scale in terms of the number of people involved in its 

creation from diverse social spectra including education professors, discipline experts, school 

teachers, educational NGO’s, psychologists, and policy experts, among others. This process of 

curriculum deliberation continued for years and has produced one of the most progressive 

curriculum documents in India. This, however, is not to say that NCF 2005 is a perfect document 

free of infirmities, as I will explain later. Nevertheless, NCF 2005 has been applauded even by 
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its critics (Sadgopal, 2005a; Setalvad, 2005; Thapar, 2005) for being the result of hard work by 

people who would like to see India moving on the path of democracy, justice, peace, and 

secularism.  

Notably, this paradigm shift in the Indian curriculum discourse has influenced all school 

disciplines including social studies education. The objective of this article is to explain how such 

a paradigmatic change on India’s educational landscape represents, with particular reference to 

social studies, a shift from “traditional social studies” (Leming, 1994) to “critical social studies” 

or “social studies for social change” (Hursh & Ross, 2000). Undoubtedly, changes at the level of 

curriculum documents and textbooks are extremely significant and represent the level of thought, 

understanding, and intentions of curriculum planners. Nevertheless, “curriculum as document” 

does not necessarily translate itself into “curriculum as experience” (Cornbleth, 1990). Thus, in 

the empirical section of this paper, in addition to doing a comparative content analysis of the 

National Curriculum Frameworks of 2000 and 2005, I will also report the results of a short study 

wherein I analyse the perceptions of three teachers about such a paradigm shift and the problems 

and challenges that they encounter in implementing the new curriculum. 

 

Theoretical Framework 
The social studies we see in schools is normally treated as a way of providing mere 

informational knowledge to the students about their country and the world in terms of social, 

political, economic, and geographical phenomena without any serious engagement with social 

conflicts and problems. Social conflicts and problems––such as racial and gender discrimination, 

conflicting political ideologies, competing economic systems, poverty, and inequality––are 

social, political, economic, historical, and geographical in their origin and impact and, therefore, 

should ideally be addressed as part of social studies curriculum and teaching in schools; 

however, this does not seem to be the case in India (Kumar, 1996; Kumar, 2007; Lall, 2009) nor 

is it in North America (Hursh & Ross, 2000; Orlowski, 2001; Osborne, 2000; Ross, 2006).
6
 The 

policies, curriculum frameworks, pedagogic practices, and evaluation procedures that present 

social studies as accepted or received general knowledge, have deprived social studies of its 

essential role in developing critical thinking and reflexivity among teachers and students about 

the conflict-ridden realities of a world torn apart along political, economic, religious, and racial 

lines.  

When social studies does not give attention to the conflicts and problems of society, it 

serves the hegemonic power nexus and assists in the reproduction of the existing social order. 

Social studies education that is governed by traditional approach does not create opportunities 

for raising controversial issues. Instead, it shows its faith in the established social and economic 

order and thereby develops tendencies to comply and conform among teachers and students 

rather than encouraging them to develop critical and transformative thoughts and actions. As we 

shall see later, the social studies component of National Curriculum Framework 2000 

encourages traditional social studies approach and thereby perpetuates status quo. 

The problem of social studies at the level of curriculum documents and textbooks is 

further compounded when social studies teachers conceive of their roles as limited to ensuring 

that the curriculum is covered effectively so that students are prepared to perform well on 

standardized tests and function in society in a manner that does not question the status quo (Ross, 

2000). The outcome is that in most classroom situations social studies education is primarily 

characterized by “text oriented, whole group, teacher-centred instruction” (Ross, 2000, p. 47) or 
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what Leming (1994) terms as “traditional social studies instruction (TSSI)”
 
(also see Leming, 

Ellington, & Porter-Magee, 2003; Ravich, 1990; Schlesinger, 1991). 

Leming (1994) believes that the main purpose of social studies teaching is the mastery of 

social science content in classrooms. Leming also rejects the critique of traditional social studies 

instruction offered by critical social educators (e.g., Cuban, 1991; McNeil, 1988; Newmann, 

1991) arguing that the traditional mode of social studies is the result of the acceptance by social 

studies teachers themselves who are mainly concerned with memorization of prescribed content 

and students’ performance on tests (Ross, 2006).
7
 Leming’s description of TSSI dismisses the 

issues of world hunger, poverty, capitalism, racism, sexism, and casteism as potential organizing 

themes because social studies instruction based on these themes represent “particular ideological 

perspectives” (Ross, 2000). Leming’s TSSI approach presumes social studies instruction to be 

objective, neutral, and apolitical. Leming’s TSSI is, however, no less ideological than the social 

studies instruction organized around themes of multiculturalism, antiracism, and internationalism 

(Ross 2000, 2006). Being neutral does not mean the absence of a stance; the ideology of 

neutrality is a stance in favour of the status quo. TSSI is based on a “doctrine of inevitability” 

wherein the existing social, political, and economic orders are accepted without critical analysis 

and examination (Ross 2000).  

The epistemological premise behind TSSI is the “spectatorial theory of knowledge” 

(Ross, 2000). In the spectatorial epistemological stance, the knowers’ (in this case, social studies 

teachers and students) primary task is the construction of a mental image corresponding to an 

ordered and absolute external world with minimum subjective interference. The “spectator 

knowing” in TSSI leads to “spectator citizenship” (Ross, 2000) and “spectator democracy” 

(Ross, 2006). In spectator citizenship, the goal of the citizens is to adapt and conform to the 

status quo and interests of the socially powerful rather than having the aim to transform and 

reconstruct society. Spectator citizenship reflects a “failure of social studies educators to 

interrogate the meaning of words such as democracy, capitalism, freedom of speech, and 

equality” (Ross, 2000, p. 55). In spectator democracy, a specialized class of experts identify 

what the common interests are and then think and plan accordingly (Ross, 2006).  

TSSI promotes spectator citizenship and democracy by situating students outside the 

knowledge construction process as passive recipients of pre-packaged information and by 

teaching a conception of democracy that is almost always equated with elections and voting 

rather than preparing students to possess the knowledge, values, and skills needed for active 

participation in society. Thus, TSSI, along with other “ideological apparatuses” of the state 

(Althuser, 1971) such as media and government policies, ensures that the “population remain 

passive, ignorant, and apathetic” (Ross, 2000, p. 56; Emphasis added). Moreover, TSSI focuses 

more on implementing curriculum standards and responding to high-stakes tests with little or no 

consideration to the “social reconstructionist” vision of the future (as espoused by George S. 

Counts, Harold Rugg, Theodore Brameld, and John Dewey) to develop a more socially just 

world (Ross, 2006; Vinson, 2006). In a nutshell, “TSSI gives students the instruments to trace 

[and accept] the lines drawn by others, rather than opportunities to examine those lines and 

consider how they might be redrawn” (Ross, 2000, p. 57; Emphasis added).
8
 

The alternative to Leming’s traditional social studies instruction (TSSI) approach might 

be termed as Critical Social Studies (CSS) as outlined in the works of critical social educators, 

namely, Evans (2004), Ross (2000, 2006), Ross and Marker (2009), Stanley (2001), Stanley and 

Nelson (1994), and Vinson (1998, 2006) among others. I am employing the term “critical social 

studies” to recognize the significant attempts of the foregoing critical social educators towards 
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making social studies education a meaningful and creative experience for teachers and students.
9
 

As we shall see later, National Curriculum Framework 2005 and its social studies component 

uphold the basic ideas that form the backbone of critical social studies. 

Critical social studies rejects the prevailing paradigm of social studies education, which is 

currently involved in the process of the reproduction of social reality. CSS is an attempt through 

which students and teachers, instead of accepting the status quo or taken for granted assumptions 

or what Ross (2000) calls “lines as drawn,” critically examine and engage in the dynamic social 

reality and contribute towards its reconstruction for a more democratic and just world (Hursh & 

Ross, 2000). In CSS, the notion of active learner and the development of higher order thinking 

skills with an emphasis on issues of antiracism, gender equality, multiculturalism, and social 

criticism occupy the central place (Ross, 2006). CSS does not claim that there is a determinative 

set of principles that social studies instruction needs to fulfil; such principles might have the 

danger of reducing CSS to TSSI in its actual practice. Thus, CSS recognizes the contextual 

specificities of the classroom and the social milieu in which the classroom is situated rather than 

some universalistic conceptions (Noffke, 2000). In this manner, CSS would encourage students 

and teachers to engage in the conflicts and problems of their own local community and 

understand how these conflicts and problems are related to the larger political and economic 

structures. Thus, CSS rejects the spectatorial theory of knowledge discussed above and draws 

upon the experiential and critical approaches outlined in the works of John Dewey and Paulo 

Freire.
10 

In the rest of this section, I will discuss the ways in which Dewey’s and Freire’s ideas 

can contribute to the conceptualization of critical social studies. 

John Dewey’s (1916) alternative to the spectatorial theory of knowledge is the 

experiential and constructivist ways of learning and knowing. Instead of a sharp division 

between subject and object in the TSSI, a Deweyean approach to critical social studies argues for 

a “tridimensional paradigm”––inquirer, subject matter, and objective (Ross, 2000). In this 

organization, human beings examine and analyze subject matter, which is reconstructed and co-

constructed with reference to the goals, interests, and the perspectives of the inquirers rather than 

something given, fixed, and determinative, as in TSSI. Thus, Dewey’s theory of knowledge: 

rejects TSSI’s focus on a singular vision of the world and allows for the multiple ways of 

knowing and constructing reality; affirms the role of experiential learning where the learner is 

active and not simply passively absorbing the facts; treats doubts, uncertainty, and confusion in 

the everyday experience of human beings as problematic situations that provide impetus for 

thinking and doing rather than some kind of hurdle in the way of constructing a “clear” picture of 

the world (Ross, 2000).  

Dewey’s theory of democracy, which can fruitfully inform critical social studies, defines 

democracy as “a mode of associated living, of conjoint communicated experiences” (Dewey, 

1916, p. 87). For Dewey, democratic life or citizenship involves paying attention to the multiple 

implications for our actions on others. Dewey views democracy as a force that breaks down the 

barriers that separate people and community. In a Deweyean way of theorizing, democracy is not 

merely a form of government nor is it an end in itself. Rather, Dewey considers democracy as the 

means by which people discover, extend, and manifest human nature and human rights. 

According to Dewey, democracy has three central features: free individual existence; solidarity 

with others; and choice of work and other forms of participation in society (Ross, 2006). Guided 

by Dewey’s conception of democracy and education, social studies curriculum, (including 

pedagogy and assessment) should not merely be an exercise in preparing the young to live in a 

democracy; rather, it should attempt to create opportunities for broader participation in a 
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democratic community of inquirers, reflective thinkers, and interactive practitioners (Ross, 

2006). Critical social studies education, influenced by Deweyean thought, can never have the 

purpose of inculcating among students the tendency to comply and conform to existing patterns 

of society; CSS instead intends to contribute towards developing the abilities to question, 

understand, analyze, and transform social reality. 

Dewey’s work can certainly be regarded as the beginning of a critical turn in education 

where subjective experience, reflective thinking, child-centred activities, knowledge 

construction, and the individual-society interface were combined together for an education that 

intends to create a democratic world; however, it is the pioneering work of Brazilian educator 

Paulo Freire, which led to the development of critical theory and pedagogy tradition in 

education, which further informs the notion of critical social studies as well as the conceptual 

underpinnings behind National Curriculum Framework 2005.  

Critical pedagogy intends to develop the capacity of thinking in a way that does not 

blindly conform to or accept the givens of society. Critical pedagogy encourages children to 

question, analyze, denaturalize, decontextualize, and deconstruct accepted belief systems––

political ideologies, religious superstitions and orthodoxies, socio-economic exploitation based 

on racial discrimination, gender inequalities, and income divides––that have deeply permeated 

our consciousness. Critical pedagogy’s objective is social transformation, which is not possible if 

the givens of society are taken for granted or remain unquestioned. In the absence of critical 

pedagogy, education is simply subject to the pressures of the dominant political, economic, and 

cultural forces and serves as a passive agent of reproduction of the existing social reality. Critical 

pedagogy tradition is developed by the works of Paulo Freire (Freire, 1973 1996a, 1996b, 1998), 

Henri Giroux (1981, 1983, 1989), and Peter McLaren (1994) among others, and finds its roots in 

the Critical Theory School/Frankfurt School developed by philosophers like Adorno (1973), 

Habermas (1968), Horkheimer (1972), and Marcuse (1964), among others.
11

 For the purpose of 

brevity, I would like to discuss Paulo Freire’s theory of education (which forms the core of 

critical pedagogy), and the way it may strengthen the theorization of critical social studies. 

Paulo Freire, since the publication of his landmark Pedagogy of the Oppressed (1973), 

has contributed immensely to the theory and practice of education. He has developed a radical 

theory of education and revolution. The ultimate goal of Freire’s theory is the disappearance of 

“oppressor-oppressed contradictions” from the society. This ultimate goal is to be achieved 

through the revolutionary process of conscientization––the development of “critical 

consciousness,” which can perceive social, political, and economic exploitation, and take actions 

against the oppressive elements of reality by means of dialogical praxis to liberate the oppressed 

from oppressors and humanize the world where there would be no oppressor-oppressed 

contradiction. Freire considers the process of “humanization” the “historical and ontological 

vocations” of humankind (Freire, 1973). Freire’s theory of education is radical and dialectical in 

nature. It is radical for it demands complete change or transformation of the unequal and 

oppressive nature of present society. The change, of course, does not mean mere superficial 

modifications and reforms (“paternalism”) based on the sectarianism of the right or the left. 

Freire (1973) builds his theory dialectically where for each present negative condition he 

suggests a healthy, transformative, and positive alternative (see Figure 1).
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Figure 1: Freire’s Dialectical Theory of Education 
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↓ 
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§ conquest 

§ divide and rule 

§ manipulation 

§ cultural invasion 

↓ 

 that gives rise to praxis of domination 
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↓ 
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(oppressor-oppressed antagonism persists) 

Problem-posing education (instrument of 

liberation) allows for the  

↓ 

generation of themes for discussion that 
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↓ 

dialogical action for 
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§ cooperation 

§ unity of liberation 

§ organization 

§ cultural synthesis 
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 that gives rise to revolutionary praxis 

(cultural revolution) resulting into 

↓ 

humanization (historical and 

ontological vocation of humankind) 

(oppressor-oppressed antagonism 

disappears) 

 

According to Freire, one of the most significant and basic elements in the relationship 

between oppressor and oppressed at all levels of society is “prescription,” which represents 

impositions of one individual’s choice upon another, transforming the consciousness of the 

person prescribed into one that conforms and complies with the prescriber’s consciousness. The 

oppressed, having internalized the image of the oppressor and adopted his guidelines, are fearful 

of freedom. When applied to educational systems, prescription gives rise to authoritarian 

education systems, which Freire creatively termed as “banking education” that works as an 

“instrument of oppression.” In such a system, Freire elaborates, teachers are the subjects and 

students are the objects of teaching where the former deposits information in the latter’s mind. 

Students, without resistance, mechanically receive, memorize, and reproduce this information. 

Thus, in this system there is no interaction, cross-questioning or dialogue. This transfer of 

information becomes an instrument of oppression that inhibits authentic thinking, inquiry, 

creativity, and dialogue, which are essential for an individual to be truly human. Such an 

educational practice can only produce conformists and mediocre people who would further this 

oppressive reality instead of critical and authentic thinkers who would transform oppressive 

reality to create a humanized world. 

 Such a prescriptive and authoritarian form of education can only produce in society a 

“culture of silence,” which is the result of economic, social, and political domination and 

paternalism in society. That is how the oppressed in society and students in schools, rather than 

being encouraged and equipped to know and respond to the concrete realities of their world, are 



Kumar. Indian Social Studies Curriculum in Transition: Effects of a Paradigm Shift in Curriculum Discourse        27 

 

                   Transnational Curriculum Inquiry 9 (1) 2012  http://nitinat.library.ubc.ca/ojs/index.php/tci 

kept “submerged” in a situation in which critical awareness and response through dialogical 

encounter is practically impossible. The oppressors (teachers) perpetuate a culture of silence 

through their “anti-dialogical actions” directed at “mythicization” or “indoctrination” of 

oppressed people (students). In this oppressive system, there is no place for dialogue with the 

oppressed about their life and problems; their critical consciousness is never awakened. Such 

anti-dialogical actions produce “praxis of domination” where all reflection and action, theory and 

practice are directed at dominating the oppressed and maintaining the status quo (“possessive or 

oppressive consciousness”). Obviously such praxis, carried out through anti-dialogical actions 

aiming at “mythicization” of the oppressed, is dehumanizing in nature. In my understanding, 

Freire’s description of banking education is similar to what Leming (1994) termed the 

“traditional social studies instruction,” as discussed above, and it forms the basic thinking behind 

National Curriculum Framework 2000 as I will explain later. 

The alternative that Freire suggests is “problem-posing education” as an “instrument of 

liberation.” Problem-posing education proposes a democratic relationship between teachers and 

students in which both are simultaneously teachers and students. The democratization of the 

content and method of teaching incites inquiry, creativity, and critical thinking, which brings 

about the emergence of consciousness and constant unveiling of reality through discussion on 

themes that matter (in the context of social studies education, the themes that pertain to the 

conflicts and problems of society such as racism, casteism, nationalism, neoliberalism, and 

capitalism). Obviously, such education has to be “dialogical” (conversational) in nature that 

promotes freedom of expression without any oppression and encourages “cooperation,” “unity,” 

“organization,” and “synthesis” among diverse groups and ways of thinking. Undoubtedly, 

Freire’s theorization of problem-posing education provides the foundation of critical social 

studies, as discussed above, which in turn, provides support to the social studies component of 

National Curriculum Framework 2005.  

 

Research Questions 
In the present study I have explored the following research questions:  

In what ways do the National Curriculum Frameworks of 2000 and 2005 differ from 

each other with particular reference to their guidelines for social studies curriculum? 

How do social studies teachers perceive and conceptualize the paradigm shift as a  result 

of NCF 2005 and theorize their classroom practice? What are the major problems and challenges 

that these teachers face in implementing the new curriculum? 

In order to explore these research questions, I have focused on two aspects. First, I have 

conducted a comparative analysis of NCFs 2000 and 2005 with references to their specific 

guidelines for social studies curriculum and teaching. Second, I have reported the results of semi-

structured interviews and a focus-group discussion with three secondary social studies 

schoolteachers regarding their perceptions of recent curriculum reforms. 

 

Comparative Analysis of the NCF of 2000 and 2005 
The nature of curriculum determines to a large extent the nature of pedagogy and 

evaluation (see Bernstein, 1973). Curriculum that seeks to develop critical consciousness of 

students will give rise to critical and dialogical pedagogy aimed at problematizing the givens of 

society as well as emphasize evaluation procedures that seek and encourage critical reflection on 

the part of students. On the other hand, curriculum that is designed to perpetuate existing social 

system and its values will give rise to pedagogic practices that are mechanistic and anti-
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dialogical, facilitate an unproblematized transaction of knowledge, cultivate a culture of silence 

in the classroom, and expect unreflexive, rote-memorized, and pre-decided responses from the 

students.  

In this section, I have attempted a comparative content analysis of the National 

Curriculum Frameworks of 2000 and 2005 with reference to their guidelines for social science 

(social studies in North America) to understand the extent to which they differ from each other in 

terms of their objectives and epistemological framework. As part of my analysis, I carefully 

studied NCFs 2000 and 2005 with special reference to their guidelines for social studies. Based 

on my study, I identified the main objectives of these frameworks and the epistemological 

perspective that guided their conceptualization. I then conducted an individual analysis of the 

identified objectives and epistemological framework of each NCF separately to understand their 

basic thrust. Then, I drew comparisons between them regarding their objectives and 

epistemology.
12 

Thus, I have employed two criteria to do the comparative analysis: Objectives of 

teaching social science and proposed/implicit epistemological framework. 

 

Objectives of Teaching Social Science 
Objectives are one of the most significant elements of curriculum documents because 

they bear upon the epistemological framework, content, pedagogic practices, and evaluation 

procedures. They explain the purpose behind curriculum formation: What does the curriculum 

want teaching material (e.g., textbooks) to be like? What does it expect of teachers and students? 

What does it expected of the teaching-learning process? 

  

Objectives of teaching social sciences in NCF 2000 
Social Science in NCF 2000 aims to develop an understanding in children about “human 

environment in its totality” (p. 62). There is no explanation as to what it means by “human 

environment” and how it can be understood in its “totality.” NCF 2000 further emphasizes the 

development of a “broader perspective” and an “empirical, reasonable and humane outlook” (p. 

62). However, it fails to provide any explanation of these terms (which belong to three different 

strands of thought, namely, empiricism, rationalism, and humanism) or even a clarification of 

how these diverse strands will be combined in the curriculum, pedagogy, and evaluation. 

Moreover, NCF 2000 sees social science as merely a subject of general knowledge and 

utility to make students skillful in contributing to society (p. 62). It places no emphasis on 

developing a critical perception of social reality ridden with innumerable conflicts and problems. 

Thus, NCF lacks in providing social science with a normative outlook, which may have the 

purpose to work for a peaceful and just society. The NCF 2000 also intends to develop the skills 

of “critical thinking,” “reading,” and “interpreting tables, diagrams, and map,” “cooperating with 

others,” and “responding to others problems” (p. 62). Here, the last two phrases represent values 

to be nurtured and the first three are skills. There is no explanation for how these values and 

skills come together. Besides, NCF 2000 doesn’t provide any explanation for what it means by 

“critical thinking” and why reading and interpretation of tables and diagrams are essential in 

social science when mathematics is available as a school subject and what kind of data is being 

considered for interpretation. The meaning of “critical thinking” seems to be confined to the 

mere development of cognitive skills rather than the critical examination of oppressive social 

reality for social change, as articulated in the critical pedagogy tradition.
13

 Overemphasis on 

skills gives NCF 2000 a positivistic and utilitarian orientation and confines it within the 

parameters of traditional social studies instruction, as discussed in the theoretical framework. 
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NCF 2000 also has objectives that are simply meant for the uncritical glorification of 

India (e.g., promote a “humane and national perspective and inculcate a sense of pride in the 

country and in being an Indian” and “strengthen the national identity and develop an appreciation 

for cultural heritage,” (p. 62)).
14

 Such objectives may be seen as the root causes behind 

developing nationalistic and chauvinistic attitudes. This doesn’t mean one should not be proud of 

one’s country but the latter should not come at the cost of suppressing a critical understanding of 

the conflicts and problems of a nation, which is essential if rigid social structures and practices 

are to give way to a democratic society. NCF 2000 also desires to “promote communal harmony 

and social cohesion” (p. 62). However, this is merely a statement without an explanation of how 

to bring about desired harmony and cohesion; NCF 2000 develops no argument on what brings 

disharmony and disintegration to promote critical awareness among students. On the whole, the 

objectives of teaching social science in the NCF 2000 epitomize Leming’s traditional social 

studies instruction (TSSI).  

 

Objectives of teaching social sciences in NCF 2005 
The social science component of NCF 2005 has the basic aim of developing a knowledge 

base for a just and peaceful society: 

Social science encompasses diverse concerns of society, and includes a wide range of 

content drawn from the disciplines of history, geography, political science, economics, 

sociology and anthropology. Social Science perspectives and knowledge are 

indispensable to building the knowledge base for a just and peaceful society. (p. 50) 

One NCF 2005 objective, which calls for “raising students’ awareness” (p. 50), links the 

curriculum to those perspectives in education (for example critical social studies, as discussed in 

the theoretical framework), which see education as a process of developing critical awareness 

among students about their social reality to view curriculum as an agent of social change. NCF 

2005 also aims to develop “social, cultural, and analytical skills” (p. 50) with a view to helping 

children to adjust to an increasingly interdependent social reality rather than arousing a sense of 

dangerous nationalism.  

Moreover, NCF 2005’s objective of developing understanding of “concepts and the 

ability to analyze sociopolitical realities rather than on mere retention of information without 

comprehension” (p. 50) is a departure from the traditional or the common sense perception of 

social science as the storehouse of information that needs to be rote-memorized and reproduced 

in exams. According to NCF 2005: 

It is believed that the social sciences merely transmit information and are text centered. 

Therefore, the content needs to focus on a conceptual understanding rather than lining 

up facts to be memorized for examinations. Reiterating the recommendations of 

Learning Without Burden (1993), emphasis has to be laid on developing concepts and 

the ability to analyze sociopolitical realities rather than on the mere retention of 

information without comprehension. (p. 50)  

The emphasis on conceptual clarity and comprehension of sociopolitical reality stands in 

sharp contrast to NCF 2000, which emphasizes mere information acquisition and cognitive skills.  

 NCF 2005 is also a serious effort in making education a process of social change and 

democratization. It lays stress on the normative dimensions of social science by considering the 

development of “human values, namely, freedom, trust, mutual respect and respect for diversity” 

(p. 51), which are essential for and the basis of a peaceful and just society.
15

 NCF 2000 doesn’t 

make any recognizable and appropriate reference to the normative dimension of social science 
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education.  

Finally, NCF 2005 also stresses upon the need to incorporate “relevant local content” (p. 

50) so that the teaching-learning process not only respects the plurality of our society but also 

makes learning relevant for all by not putting restrictions via a uniform curriculum framework.
16

 

Thus, NCF 2005 is a framework or guideline in the real sense of the term rather than being a 

straight-jacketed document, resulting in textbooks that need to be considered sacrosanct and 

memorized for exams. It is a significant development when put in comparison with NCF 2000 

that hardly makes any reference to local culture and plurality. The objectives of teaching social 

science in NCF 2005 explicitly incorporates the ideas of critical social studies.  

 

Epistemological Framework  
Epistemological framework explains how curriculum views knowledge: Which 

knowledge is considered worthwhile for students? How is that knowledge selected? How is that 

selected knowledge to be taught in the classroom? And, how will such knowledge be evaluated? 

Thus, an epistemological framework provides broader perspective on the selection of knowledge 

in terms of textbooks and other teaching materials, pedagogic methods, and procedures of 

evaluation.  

 

Epistemological framework of NCF 2000 
NCF 2000 doesn’t have a well-defined epistemological framework. However, there are 

certain points mentioned in the document in a rather disjointed fashion that demands critical 

scrutiny. NCF 2000 employs certain phrases and words such as “interrelatedness of ideas and 

comprehensibility,” “process of learning and thinking,” “meaningful learning experiences,” and 

“from simple to complex” (p. 63). The preceding ideas, which are clearly drawn from 

constructivist approaches of education, remain unexplained. Moreover, one of the points seems 

to suggest that the textbooks developed in line with NCF 2000 would give emphasis to 

theme/issue-based organization of the curriculum material
17

; in reality NCF 2000 adopted strict 

disciplinary divisions among the contributory subjects of social science. Finally, NCF 2000 

reduces the objective of learning to the mere acquisition of “basic competencies and skills” (p. 

63).  

 

 Epistemological framework of NCF 2005 
NCF 2005 has outlined major “epistemological shifts”

 
(see Position Paper on National 

Focus Group on Teaching of Social Sciences 2005, p. 3-4) for the social science curriculum. 

First of all, NCF 2005 recognizes the suitability of social science for rigorous inquiry and 

distinctness of its method(s). This is a clear departure from the common sense perception that 

social science is “unscientific” or not rigorous:  

It is often presumed that only natural and physical phenomena lend themselves to 

scientific inquiry, and that human sciences (history, geography, economics, political 

science, etc.) cannot be, by their very nature, ‘scientific.’ In view of the ‘higher status’ 

and legitimacy enjoyed by the natural sciences, some practitioners of the social sciences 

seek to imitate the methods of the physical and natural sciences. In light of the above, it 

is necessary to recognize that the social sciences lend themselves to scientific inquiry 

just as much as the natural and physical sciences do, as well as to indicate ways in 

which the methods employed by the social sciences are distinct (but in no way inferior) 
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to those of the natural and physical sciences. (p. 2) 

NCF 2005 takes a midway position between the pure disciplines versus integrated 

discipline debate in social science. It recognizes the boundaries of all disciplines and suggests 

identifying a few themes, which are “culturally relevant” and in accordance with the cognitive 

capacities of children, that can be studied in an integrated fashion. The Position Paper on 

National Focus Group on Teaching of Social Sciences, 2005 shows its concerns for 

interrelationship among disciplines: 

The disciplines that make up the social sciences, namely, history, geography, political 

science, and economics, have distinct methodologies that often justify the preservation 

of boundaries. The boundaries of disciplines need to be opened up, and a plurality of 

approaches applied to understand a given phenomenon. For an enabling curriculum, 

certain themes that facilitate interdisciplinary thinking are required. These themes 

should be culturally relevant, and concepts introduced bearing in mind the age of the 

child. There is a need to select themes where different disciplinary approaches can 

facilitate an in-depth and multiple understanding. However, not all themes can be 

discussed in an interdisciplinary manner. A careful selection of a few themes needs to 

be made, as well as having separate chapters relating to different disciplines. (p. 3) 

NCF 2005 is also a departure from the chronic conception of textbooks as sacrosanct and 

the cul-de-sac of learning. It sees textbooks as a means of “opening up avenues for further 

inquiry” (p. 3). This concern of NCF 2005 is also reflected in social science textbooks where 

considerable space is provided through projects, fieldwork, in-text and end-text questions, and 

real life narratives so that teaching and learning may go beyond the textual material. According 

to Batra (2005, p. 4350): 

While recommending the need to move away from a ‘textbook culture’ (where the 

textbook is seen as the only source of legitimate knowledge) towards a plurality of 

locally  produced text materials, the NCF 2005 makes an important argument in 

favor of bridging  gaps between the lived experiences of children and formal school 

knowledge. 

NCF 2005 also makes an attempt to link the local with the global via the national. It 

emphasizes the learning of history with reference to local ways of seeing national events and 

links the history of India with developments in other parts of the world. Such an approach has the 

capacity to broaden students’ minds for accommodating and assimilating multiple perspectives 

looking at historical events and processes (p. 3). Thus, the NCF 2005 and its social science 

section are not based on what Ross (2000), drawing upon Dewey (1916), calls “spectatorial 

theory of knowledge”––the epistemological foundation of traditional social studies instruction––

where reality is singular and fixed. On the contrary, in NCF 2005 social science intends to 

encourage multiple ways of knowing and, thus, best fit with the theoretical assumptions of 

critical social studies. 

NCF 2005 also replaces “Civics” with “Political Science,” which aims at developing 

citizens with social sensitivity and the capacity to question and transform existing social reality. 

This is a very important reconceptualization because the discipline of Civics grew in India as a 

subject whose main objective was to create “civilized” and “obedient” citizens for the British 

Raj. Political Science, on the contrary, is an attempt to prepare students to treat “civil society as 

the sphere that produces sensitive, interrogative, deliberative, and transformative citizens” (p. 4). 

This perspective certainly resonates the ideals of critical pedagogy and critical social studies, as 

discussed previously.  
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NCF 2005 also shows its concern with developing a gender sensitive curriculum that 

incorporates the perspective of women to make the curriculum egalitarian instead of being 

patriarchal. According to the Position Paper on National Focus Group on Teaching of Social 

Sciences, 2005: 

Gender concerns have been addressed within the social sciences by including women 

as ‘examples.’ For instance, in history the discussion on women is often limited to 

including Rani Lakshmibai, Sarojini Niadu, and some others in chapters on India’s 

freedom struggle. But ‘gendering’ the curriculum is not limited to increasing the 

number of references to individual women. Rather, what is crucial is the need to make 

the perspectives of women integral to the discussion of any historical event and 

contemporary concerns. This shift requires an epistemic shift from the patriarchal frame 

within which social studies is currently conceptualized. (p. 4) 

Finally, NCF 2005 also represents a shift from being developmental to become normative 

in its orientation (see comparative analysis of the objectives of NCFs 2000 and 2005 above).  

In a nutshell, NCF 2005 represents a great paradigm shift; it is for the first time that 

issues of epistemology, which are core to any educational process, have been raised. As 

discussed earlier in this article, NCF 2000 lacked an epistemological framework and, thereby, a 

perspective on the entire educational process––the nature of textual material and other teaching 

and learning resources, pedagogic devices, and assessment procedures.  

It may appear to the readers, not only to those who are not familiar with Indian political 

and educational landscape, but also to the Indians who believe in right-wing conservative Hindu 

nationalist ideology and are supportive of neoliberalism and globalization, that my comparative 

analysis of the National Curriculum Frameworks of 2000 and 2005 with reference to social 

studies is lop-sided, that is to say, biased in favor of National Curriculum Framework 2005. The 

analysis may appear lop-sided not because of any deliberate intention on my part, but due 

entirely to the content of these curriculum documents. NCF 2000 and Bhartiya Janta Party’s 

educational policies received heavy criticism from all quarters of critical educational scholarship 

for being a tool in the hands of a right-wing party who wanted to propagate Hindu ideology and 

neoliberal reforms (Kumar, 2001; Lall, 2009; Nanda; 2005; Roy 2003; Setalvad, 2005; Sharma; 

2002; Subarmaniam; 2003; Taneja, 2003). Undoubtedly, NCF 2005 is also not free of infirmities. 

While there also exists criticisms of NCF 2005 from theoretical, political, and methodological 

perspectives (Apte, 2005; Sadgopal, 2005a; Setalvad, 2005; Thapar, 2005; Verma, 2005 )
18

, I, 

who was a social studies schoolteacher when this study was conducted, became particularly 

interested  in critically evaluating the challenges and opportunities that social studies component 

of NCF 2005 presented to teachers in their everyday classrooms. Thus, in the next section, I 

discuss the perceptions of three social studies teachers regarding the changes in the social studies 

curriculum and its influence on their classroom teaching. 

 

Interviews and a Focus-Group Discussion with Three Social Studies Teachers 
Curriculum is what actually unfolds in the living reality of the classroom (Cornbleth, 

1990). And this unfolding of curriculum depends on the perceptions of teachers as well as the 

factors that shape those perceptions. In this section, I present findings from three in-depth semi-

structured interviews and a focus-group discussion with three secondary social studies teachers, 

namely, Reshma Mihir, Bhairavi Tandon, and Kanta Kapoor
19

 of Dilip Singh Public School,
20

 

where the language of instruction and examination is English.
21

 I conducted three formal one-

hour interviews separately with each teacher and one hour of focus-group discussion with all 
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three teachers together for the purpose of this short study. As a brief introduction, Reshma Mihir 

is the senior-most teacher of Economics in Dilip Singh Public School. She teaches classes 

(grades in North America) 10, 11, and 12. Bhairavi Tandon is a senior Commerce teacher in the 

school. She joined school in 2006 and was requested to teach Economics to grades 9 and 10. 

Kanta Kapoor is a senior History teacher, but for little more than a year she has also been 

teaching Political Science.  

It is important to point out that in my interviews and discussion with teachers, I gave 

considerable emphasis to eliciting responses about the differences between the old and new 

textbooks,
22

 developed by the NCERT in line with the perspectives of NCFs of 2000 and 2005 

(see Appendix that contains three tables showing the social science content sequence from grade 

6-10 in NCFs 2000 and 2005). This focus was warranted because most teachers in India get to 

know about changes in curriculum discourse through changes in the textbooks––their Bible in 

classroom.
23

 Hardly, any of the teachers I interviewed had looked at the NCFs of 2000 and 2005; 

their opinion about the curriculum change and its impact on their classroom teaching is based on 

the changes in the content and organization of the textbooks. None of these teachers went 

through any professional development workshops or seminars about new curriculum changes 

prior to this interview. However, they had some idea of the national level curriculum change 

because of the media and changes in the textbooks.  

The three perspectives that influenced my understanding of the role of teachers vis-à-vis 

curriculum include “curriculum as a praxis” (Grundy, 1982), “curriculum as contextualized 

social process” (Cornbleth, 1990), and “teacher personal theorizing” (Chant, 2009; Ross, 

Cornett, & McCutheon, 1992; Ross, 1994).  

In the perspective which view curriculum as praxis, teachers play a central role vis-à-vis 

curriculum; their role is not just confined to the implementation of the documents but is a 

creative and reflective engagement in classroom situations where the curriculum is actually 

created through interaction and participation. In this view, curriculum is a social process and 

knowledge is socially constructed and subject to criticism, multiple interpretations, and 

reconstruction (Grundy, 1982).  

While Grundy gives importance to social criticism along with personal reflection, the 

idea that curriculum and teaching in classrooms are subject to tremendous influence by social 

context is well developed by Cornbleth (1990). Cornbleth views curriculum as a “contextualized 

social process.” Her perspective on curriculum is influenced by critical theory and pedagogy that 

have the purposes of “engendering enlightenment and empowerment that can foster personal and 

social emancipation from various forms of domination” (Corrnbleth, 1990, p. 3). Nevertheless, 

Cornbleth does not limit her conception to the theoretical argument of the influence of social 

context on society; rather, she considers her approach to curriculum theoretical as well as 

experiential. For Cornbleth, curriculum is what actually happens in classrooms. Curriculum, for 

her, is a social process comprised of the interactions of students, teachers, knowledge, and 

milieu. This kind of curriculum conceptualization, which can be termed  “curriculum practice” or 

“curriculum-in-use,” is diametrically opposite to the conceptions of “curriculum as document.” 

In this perspective, a teacher’s association with curriculum depends on the structural context 

(established roles and relationships, shared beliefs, and norms at several levels from individual 

classrooms to the national level education system) and socio-cultural context (environment 

beyond the education system including demographic, social, political, ideological, and economic 

conditions).  

The notion of teacher personal theorizing and the findings of research in this area (Chant, 
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2009; Ross, 1994; Ross, Cornett, & McCutheon, 1992) argue that teachers’ personal and 

practical theories (e.g., the ways teachers perceive curriculum and theorize their practice) have 

considerable influence on their classroom instruction. The findings in this area also illustrate that 

teachers live in the real world and tend to develop context-bound theories of curriculum and 

teaching, contrasted with universal and theoretical principles (e.g., as espoused in India’s 

National Curriculum Frameworks). Thus, teachers’ theories of teaching significantly determine 

the quality of the curriculum enacted in their classrooms.  

Below I discuss in detail the concerns of the three social studies teachers who I 

interviewed and conducted a focus-group discussion with regarding their experiences of recent 

curriculum reforms in India. 

 

What do Teachers Like about the New Social Science Textbooks? 
Of the three teachers I interviewed and conducted discussion with, Kanta seems to have 

really liked the new books of History and Political Science. She recognizes the importance of 

“alternative perspectives,” offered in the new textbook of History to understand India’s freedom 

struggle. According to her, for example, the Non-Cooperation Movement had previously been 

taught from a “singular” perspective, but now the inclusion of the responses of various social 

groups and regions who participated in the movement (in other words, multiple ways of 

imagining reality) has received considerable importance. The new book explains in detail why 

Non-Cooperation started and why it was taken back rather than merely appreciating it 

uncritically. Besides, the freedom struggle has been viewed “critically” by pointing to various 

problems associated with it. The new History book has also introduced many new topics that 

catch children’s attention such as the History of Cricket. She points out that the old textbook was 

simply an exercise in “rote-memorization” where students had to learn “various dates of 

historical significance and roles of various leaders.” 

Kanta thinks that the new book for Political Science “helps children to understand 

concepts better by means of interesting case studies.” There are various questions on the margin 

of the text that “makes reading interesting, and an exercise in thinking and reflection.” She also 

feels that the replacement of Civics by Political Science has “relieved children from boring 

classes.” The new Political Science book allows “lively discussions” in the classroom where 

students participate enthusiastically. Pictures, cartoons, and newspapers cuttings help students to 

comprehend the text effectively. Activities, boxes, and other in-text exercises are helpful in 

understanding the content of the chapter, which is to be covered by means of discussions, class-

work or self-study. There are various open-ended questions that promote discussion in the 

classroom. The old book, she thinks, did not have any “input for thinking.” The new book, on the 

contrary, “makes you think” about issues like “communalism” or “casteism” and the way they 

need to be countered by “secularism.” The old books did not talk about social issues and 

problems as elaborately and did not evoke debates and discussions in classrooms, as the new 

ones do. Kanta also feels that the new books are able to develop “thinking and awareness” 

among the students. The old books were more of an exercise in rote-memorization of the 

historical facts and government institutions. By means of these new books “students can develop 

their own ideas” and can develop their own “answers to examination questions.” Rashmi and 

Bhairavi also appreciated certain aspects of the new Economics textbooks they teach. However, 

they have also found considerable trouble while teaching with new books that I highlight next.  
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What about the lack of “direct material”? 
According to Reshma, the old textbook of Economics was better because it provided 

“direct material,” in the form of definitions, reasons, characteristics, positives and negatives etc., 

which can “answer all questions” given in the book and in the Central Board of Secondary 

Examinations (CBSE).
24

 She argues that although the new books are “child friendly” because 

they contain photographs and case studies, they lack “basic knowledge” or factual content 

needed to “reproduce answers in the exams.”  

To support her points, Reshma further argues that the chapter titled “Globalization and 

the Indian Economy” in the new book (NCERT Textbook of Economics for Class 10, pp. 54-73, 

2007) is a misnomer as this chapter “only talks about MNCs.” The chapter “does not give even a 

passing reference to liberalization and privatization and history of India’s economic policy.” She 

asserts that the chapter “Towards Liberalization and Globalization” in the old book (NCERT 

Social Science Textbook Contemporary India for Class 9, 2000) “treated liberalization and 

globalization in a better way than the new book because the former had direct content for the 

purpose of examinations” (Reshma emphasized these words).
 
Bhairavi also asserts, like Reshma, 

that the “new book has made no reference to liberalization as part of globalization and only 

focuses upon MNCs.” She argues that the new book also does not explain, “how India actually 

facilitated globalization” and what are the “negatives and positives of globalization.” 

Reshma, however, acknowledges that, “overall learning will be higher if we teach 

through the new books. She acknowledges that “children seem happy” with the new books 

because of colored pages, ample number of examples, narratives, and case studies. However, she 

also feels that examples are good but not sufficient, and “we need to tell students about formal 

institutions and their policies in a very structured and direct way.” She also remarks in the end 

that new books “do encourage students to explore” while the old books only emphasized “rote-

memorization, which is what is expected in exams” (Reshma emphasized these words). Kanta 

also shares her concern that “if the pattern of the examination is not revised then these books 

might create considerable problems.” In that case, “teachers will be required to provide notes to 

the students.” Even Bhairavi argues, “if exams continue to be on the same track [based on 

memorization of the textbooks] these books might even create trouble.” Bhairavi further explains 

that the new book is “good for top 10% students” but for an average student it is very difficult to 

understand and “put that understanding on paper in exams.” Moreover, it is “difficult to get 90 to 

100% marks” because the mode of assessment, as the nature of the book suggests, will be 

“subjective” and an example can be viewed in many ways and students and teachers might not 

think alike. This might jeopardize students’ final grades. 

 

What Problems do Teachers Face in the Classroom? 
All three teachers think that the new books are capable of arousing students’ questioning 

and imaginative capacities. Though teachers like the books with such attributes, they are afraid 

of the prevalent conception of “teachers” in Indian society. In India many students and parents 

believe that teachers are “experts” in their subject, and if any teacher is unable to answer 

questions raised in the class then they are incompetent. Thus, the emphasis is more on “answers” 

rather than exploration and engagement. Since the new books are full of activities, in-text and 

end-text questions, and case studies, teachers at times find themselves in position where they 

might not have immediate answers. Teachers complain that the new books have many questions 

“whose answers cannot be found in the book itself,” which makes it very difficult for them to 

“manage the class.”  
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Moreover, Kanta feels that the children do face problems with the new books because 

they “do not have background to study history and civics in this fashion.” For example, students 

study about ancient, medieval, and modern India in grades 6, 7 and 8 respectively and in grade 9 

they are introduced to the history of the contemporary world, which breaks the continuity. As 

well, the books for grades 9 and 10 do not have any relation to the previous grades. However, 

she acknowledges that the “books for grades 9 and 10 show continuity between them” because 

what students study in grade 9 also gets reflected in grade 10.  

Additionally, although Kanta finds no problem in teaching with the new history book, as 

she has a strong background in history, she emphasizes that it is “very difficult to teach from this 

book for someone who does not have background of history especially where a teacher is 

teaching all the subjects”––which is a common feature of the government schools in India. 

 

Do Teachers have Enough Time? 
Teachers argue that new book requires “more efforts” on the part of the teachers. 

Bhairavi stresses that “due to the arrival of the new books we [the teachers] will have to give 

notes from the old books to meet the requirements of the exams” (Emphasis added). This will 

create burden on teachers, she explains further, and on the school because we have to provide 

photocopied notes to the students. If the school does not provide such facilities then teachers will 

have to dictate notes in the class. This would require a lot of time and teachers are just given 2-3 

periods (80-120 minutes) per week.
25

 This would require children to buy and study two books––

old and new––that would add to their burden. 

Teachers also raise the issue of “less number of periods available per week.” Teachers 

report that the content of the new book arouses many questions in children’s minds and makes it 

difficult for them to balance “satisfying” students’ curiosity and “completing the syllabus” on 

time. Besides, there are many questions in the new book for which “no answer can be found in 

the book itself; the old book, on the contrary, contains almost 100% of the answers.” 

 

What do Teachers Expect? 
In spite of the aforementioned challenges teachers still feel that with certain changes they 

will be able to do justice with the new curriculum. For the new books to be successful, Reshma 

suggests that the “examination system needs to be changed.”
26

 Teachers also show their 

frustration due to “frequent curriculum change” in the wake of shuffles in political power. They 

expect new books to stay for at least two-three years to allow them to “adjust and build up their 

own ways of teaching.” Bhairavi feels that if the CBSE follows the pattern of new NCERT 

books for designing “exam papers” then teachers should have proper guidelines so that they may 

“prepare students for the exams, as their teaching is based on the patterns of previous years’ 

exam papers.” She argues that the topics of the old and new books are almost the same, but the 

new books contains case studies, and those who prepare exam papers might think that children 

have understood the concepts and ask a “direct” question. Thus, “we will also have to provide 

students with theoretical matter.”  

 Teachers also feel that those who write NCERT books are “too educated” and write 

textbooks from their own level, which does not connect with teachers and children. Bhairavi 

suggests that schoolteachers should be involved in textbook writing because ultimately “they 

have to teach” (Bhaiaravi emphasized these words).  

Nevertheless, teachers also think that in the new books the “teacher is more important and 

is expected to look for other books, news paper articles etc.,” which is very good for their 
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“professional growth.” Teachers believe that “earlier books promoted rote-memorization” of the 

facts but now teachers and students have been provided with plenty of “case studies” to explain 

things in a better and more interesting way. In the absence of these case studies, teachers produce 

“crammers not learners.” Teachers recognize that earlier children would “sleep in social studies 

classes” but now they are very “alert” as they get the opportunity to know and engage with “what 

is actually happening in the world.” Teachers also stress that there should be a balance in the 

number of photographs, case studies, narratives, and theoretical content in the textbooks. 

Teachers also demand more time during the week along with professional training and help to 

implement new curriculum initiatives. Professor Romila Thapar’s (2005, p. 57) important 

statement summarizes teachers concerns in this manner: 

Textbooks should certainly be child-friendly but it is equally necessary that the 

schoolteacher should be made child-friendly. It is not enough to encourage participative 

discussions between teachers and students in class. An extensive programme of 

familiarising schoolteachers both with changes in the methods and concepts of the 

social sciences and with child-centred pedagogy will help. Without this, there will be no 

essential change in either the approach to the subject or the pedagogy. Children will still 

be required to memorise sections of the new or old textbook and reproduce these for the 

exam. Instant workshops for history teachers are not going to make a dent. Teachers 

need a more intensive exposure if they are to understand the concepts of the social 

sciences, the changes in data and methods that disciplines such as history have 

undergone in the last fifty years, and to realise the significance of critical enquiry to 

education, which is said to be the aim of the NCF. 

It is important for me to acknowledge that my interview data in no way represents the 

vast pluralism of India’s educational, socio-cultural, and economic landscape. The teachers who 

participated in my research teach in a privileged, private school, which is attended mainly by 

children from middle class families. The purpose of incorporating these interviews, thus, was not 

to generalize, but to understand social studies teachers’ perceptions, which, in turn, allowed me 

to situate my documentary analysis in a real life context. Although my interview data is fairly 

limited, it is informative and revealing. One important inference that can easily be drawn is that 

if the teachers of a private and privileged school are facing problems in implementing the recent 

curricular changes, empirical studies of government schools are likely to show serious challenges 

faced by teachers, students, administrators, and parents in understanding the implications of new 

curriculum and executing it successfully on the ground. The following arguments support this 

assertion.  

As already discussed in this article, NCF 2005 heavily draws on the philosophy of 

constructivism. Constructivism is a school of thought that grew out of the contributions of John 

Dewey, Jean Piaget, and Lev Vygotsky among others. According to constructivist philosophy, 

the child is the centre of the educational process. The teacher, instead of being a transmitter of 

the knowledge, is a facilitator who creates situations whereby students construct knowledge 

through experience and experimentation rather than teacher-centered textbook instruction. For 

constructivism to become operational on the ground several considerations are essential: fewer 

students per teacher, large instructional spaces in schools and classrooms, ample resources (e.g., 

well-equipped library, audio-visual media, instruments etc.), highly trained and knowledgeable 

teachers, and parents with sufficient income and educational background, among others.  

While being progressive, constructivism has been problematic in developing countries, 

for example South Africa (see Kumar, 2010; Pinar, 2010), and is likely to face serious problems 
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in India, because of her social, historical, economic, and political contexts, which include 

massive population size, poverty, malnutrition, underdeveloped school infrastructure, and poorly 

trained teachers. My interviews clearly show that the new curriculum reforms have not been 

taken positively in entirety even by the teachers of a privileged school; it is not difficult to 

imagine the extent to which this reform is likely to create challenges for the government schools, 

which have poor infrastructure and  poorly trained teachers, and which are understaffed and are 

attended by children whose parents are neither educated nor free to spend time with their 

children and help them with their studies. 

Although limited in its scope, the empirical part of my study supplements my 

documentary analysis. Moreover, my study also has the potential to open (and not only with 

reference to social studies) avenues for scholars to carry out further research, which may focus 

on one or more of the following possibilities: Comparative analysis of the social studies 

textbooks developed in line with the perspectives of NCFs 2000 and 2005; classroom 

observation in both private and public schools to understand the challenges posed by the new 

curriculum changes for teachers and students; interviews and focus-group discussions with 

government and private schoolteachers, students, parents, and administrators to understand, 

analyze, and compare their perceptions of the recent curriculum changes; interviews with 

curriculum planners and textbook writers to understand their perceptions of new curriculum and 

the factors that shape such perceptions; and tracing the history of social science curriculum 

framework in India to see how it has changed over a period of time and what factors have been 

responsible for the changes. 

 

Conclusion 
 This study reveals that the NCF 2005 and the new NCERT textbooks of social science 

represent a paradigm shift in the way social science is viewed in Indian schools. NCF 2005 

argues for a social science that is epistemologically and pedagogically experiential, critical, and 

constructive and, thereby, provides space for teachers and students to engage in dialogue by 

questioning, analyzing, and deconstructing social reality with its conflicts and problems. The 

NCF 2005 and new social studies textbooks prepared in its perspective are certainly influenced 

by and are an important contribution to critical social studies, as discussed in this article. 

However, curriculum is what unfolds in the living reality of the classroom (Cornbleth, 

1990). Interviews and a focus-group discussion with teachers of a private and privileged school 

clearly reveal that although teachers appreciate the new textbooks for being child-centered, 

creative, and interactive, they are also concerned about the challenges they face while 

implementing the new curriculum in their classrooms. The lack of adequate time and training for 

teachers, paucity of resources, and textbook and exam oriented system poses serious challenges 

for teachers to adopt constructivist and critical pedagogy expected by the new textbooks.  

Significantly, interviews with three teachers of a private and privileged school helped me 

infer a critical contradiction between NCF 2005 and India’s social reality. NCF 2005 quite 

emphatically argues in favor of constructivism as a mode of pedagogy without fully recognizing 

that the latter was developed in industrially advanced countries, and that it needs resource rich 

schools and professionally trained teachers. India is a developing country with rampant poverty 

and over population. Government schools lack proper infrastructure as well as a sufficient 

number of highly qualified teachers. Students who attend government schools primarily belong 

to economically weaker sections and, thus, cannot participate in such an ambitious endeavor 

unless they receive extraordinary supports from government. Given India’s social reality, it is not 
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hard to imagine that if the teachers of a private school are encountering problems in 

implementing the curriculum, the new textbooks will certainly create academic and practical 

challenges for the teachers and students of government schools. By not attending to India’s 

socio-economic, historical and political reality, Setalvad (2005, para. 9) thinks: 

NCF 2005 has consciously avoided the critical issues of structural denials to large 

sections of our population any form of education ... that have not simply been 

perpetuated over the last 58 years but have sharply grown through the years after 1992 

with the withdrawal of the State from its basic Constitutional Mandate––to ensure UEE 

[Universalization of Elementary Education] to each and every Indian child, regardless 

of gender, caste or community. 

 

Irfan Habib (2005) supports and strengthens Setalvad’s arguments further: 

In spite of NCF-2005's repeated statements that its scheme is to help children of rural 

and poorer backgrounds, almost every proposal it makes is only practical––if at al––for 

elite schools. Its insistence on ‘individualized attention’ to be given to children (2.4.4, 

p.19), or multiplicity of subject choices (3.9.4, pp.63-64; 3.10.4, p. 66), or two levels 

(Standard/ Higher) of teaching, are all possible only for highly privileged schools. (p. 

11) 

 

If the NCF 2005 and the new textbooks developed in accordance with its guidelines are to 

be successful in achieving their objective of raising students’ critical awareness of their social 

reality to bring about a peaceful and just society, then intervention is needed in the following 

spheres: the system of examination, pre-service and in-service teacher education programs, and 

infrastructure development.  

First of all, examinations in the form of high-stakes testing need to be abandoned at the 

national level for the apparent psychological stress on students, teachers, and parents and their 

sheer utilitarianism.
27

 Moreover, the term “examination,” (which is directly handed down from 

British colonial practices and continues to exert its influence on the Indian education system 

even today) should give way to “assessment” in the curriculum lexicon as well as in classrooms. 

Assessment of students’ learning should happen through diverse ways depending on the subject, 

context, resources, and the cognitive abilities and interests of students. Assessment should have 

the purpose of helping students understand rather than reproduce in order to receive a certificate. 

Assessment procedures should incorporate critical reflection, thinking, and inquiry as their 

central features, and relieve teachers and students of rote-memorization of facts (Mathison & 

Fragnoli, 2006). The incorporation of right assessment procedures will eradicate the unnecessary 

conflicts between the NCF 2005 and the national level examination systems (see Thapar, 2005).  

Second, while changes in curriculum documents and textbooks are essential, it is the 

teachers and their pedagogic practices that give life to the curriculum in real classroom 

situations. Thus, curriculum reform should not remain confined to producing documents and 

textbooks; it should also be concomitant with the rich academic and professional training of the 

pre- and in-service teachers. In an important article, “Voice and Agency of Teachers: Missing 

Link in the National Curriculum Framework 2005,” Professor Poonam Batra (2005) discusses 

the complexities of the landscape of teacher education in India that presents serious challenges to 

the success of NCF 2005. Batra (2005, p. 4347) points out that most schoolteachers across the 

country are “under trained, misqualified, under-compensated, [and] demotivated instruments of a 

mechanical system of education that was initially conceived as a support to a colonial regime.” 



Kumar. Indian Social Studies Curriculum in Transition: Effects of a Paradigm Shift in Curriculum Discourse       40  
 

                  
                   Transnational Curriculum Inquiry 9 (1) 2012   http://nitinat.library.ubc.ca/ojs/index.php/tci 

 

Moreover, she explains further, “in a globalizing India, school teaching has declined to the status 

of a least favored profession. It has become a last resort of educated unemployment youth ... , 

part-time business people and young women seeking to find a part-time socially acceptable 

profession away from competitive university education system.” Furthermore, over the past two 

decades, schoolteachers have been reduced to “a mere object of educational reform or worse a 

passive agent of the prevailing ideology of modern state.” This is further compounded by the 

behavioristic and positivistic nature of teacher education programs in India, which have 

remained largely unchanged since colonial times. While the NCF 2005 “presents a fresh vision 

and a new discourse on key contemporary educational issues ... ,” Batra (2005, p. 4347) argues, 

“... it appears unable to define the contours of a traverse between the romantic ideal of the 

empowered and empowering individual teacher and an educational system comprised of several 

million such teachers focussed on a ‘mechanical’ universalization of education.”  

While there has been “repeated reiteration to strengthen the active ‘agency’ of the teacher 

in policy documents and commission reports over the last 30 years,” Batra (2005, p.  4349) 

explains, “teacher education institutes continue to exist as insular organizations even within the 

university system where many are located,” which prevents the larger academic debates on 

equity, gender and community from entering teacher education programs . Researchers (e.g., 

Anitha, 2000; Vasavi, 2000) have shown that teachers consider issues of drop-outs and child 

labor as inevitable resulting from poverty and children’s social backgrounds rather than due to 

inadequate policies and programs. In addition to reminding these bitter realities of Indian 

educational landscape, Batra (2005, p. 4349) argues that “[NCF 2005] offers limited directions 

on how teachers could be prepared to include hitherto excluded social narratives, experiences 

and voices and make them available in the classroom and more importantly, to respond and resist 

attempts of short-term ideological persuasions of educational policy makers to intervene in the 

teaching-learning process.” In view of the above contextual realities, Batra’s (2005, p. 4349) 

thinks that NCF 2005 avoids dealing with a central curricular and pedagogical question: “How 

do you enable critical thinking and meaning making among children (the aim of NCF) with a 

teacher who has not been through such a process herself?” What could be done in the sphere of 

teacher education to meet the goals of NCF 2005?  

 First of all, teacher education programs, which have been largely dominated by 

educational psychology (which in turn is dominated by behaviorism), must create space for 

constructivism and critical pedagogy to facilitate the development of critical thinking and 

reflexivity among teachers. Needless to say, the former must be recontextualized in Indian 

context and juxtaposed with the Indian educational thought (e.g., the ideas of Gandhi, Ambedkar, 

Krishnamurti, and Tagore, among others) rather than imposed from outside. If constructivism 

and critical pedagogy are imposed without recontexualization and creative juxtaposition with 

Indian thought, they will not only perpetuate academic imperialism but will also be defeated on 

the ground. Second, teacher education programs must provide students with spaces to discuss 

and deeply inquire into the meaning of curriculum, teaching, learning, and education rather than 

simply  preparing “implementers” of state-mandated curriculum. Schoolteachers should be 

provided with the opportunities for professional development. Most often, professional 

development is seen as capsule courses to learn how to implement state-mandated curriculum. 

Definitely, the later in reality is not professional development but professional degradation. 

Actual professional development of teachers implies that they are encouraged to engage with, 

participate in, and conduct critical educational research which questions the hegemonic and 

oppressive educational discourses and practices. 
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Finally, central and state governments should make efforts to improve the quality of 

government schools. Readers may be surprised to learn about the acute level of inequality in 

India’s K-12 schools: certain schools in the larger cities are no less than five star hotels, while 

other schools in small villages are no more than huts! And, when the teachers of these “five star” 

schools are having problems in implementing new textbooks, it does not seem appropriate to 

expect much of the teachers, students, and parents of underprivileged schools and localities. 

Recognizing the significance of systemic reforms, Professor Sadgopal (2005b, p. 4) argues: 

The essential linkage between curricular reforms and systemic reforms must be 

appreciated, before it is too late. And such reforms would be feasible only within the 

framework of a Common School System.
28

 It is also necessary to assert that no   

developed or developing country has ever achieved UEE [Universalization of 

ElementarEducation] or, for that matter, Universal Secondary  Education, without a 

strong state-funded and state-regulated Common School System. India is unlikely to be 

an exception to this historical and global experience, notwithstanding the ambition of 

the Indian State to become a ‘superpower’ by 2020! 

 

Given the above analysis, it is only through combining curriculum reforms with reforms 

in other spheres––the system of examination, teacher education, and infrastructure––that the 

larger educational goals of social justice, democracy, and peace can be realized, as espoused in 

the National Curriculum Framework 2005.  
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Appendix 

 

Hierarchical Organization of the Contents of the Social Science Textbooks 

(Class 6-10) developed in line with the perspectives of NCFs 2000 and 2005 
 

Below given tables provide subject wise content of the textbooks developed in 

accordance with the guidelines of the NCFs of 2000 and 2005. Textbooks, which came out of the 

deliberations of NCF 2000, did not have separate textbooks for History, Civics, Geography, and 

Economics. I have identified the disciplinary themes and organized the content of the textbooks 

for classes 6-10 according to the disciplinary boundaries. NCF 2005, on the other hand, has 

respected the disciplinary boundaries and has developed separate textbooks of History, Political 

Science, Geography, and Economics. 

Notably, textbooks written in the perspective of NCF 2000 do not have separate unit on 

Economics. However, Class-X social science textbook in its Unit-III Economic and Social 

Development has a few chapters devoted to Economics: Economic Development; Towards 

Globalization and Liberalization; Major Challenges before Indian Economy; Consumer 

Awareness; Social Development and Concerned Issues; and Dynamics of Human Development. 

NCF 2005, on the other hand, has introduced Economics as a discipline for classes 9 and 10. 

According to the Position Paper on National Focus Group on Teaching of Social Sciences: 

As the discipline of economics is being introduced to the child at this level, it is important 

that the topics discussed should be from the perspective of the masses. For example, the 

discussion of poverty and unemployment should no longer be undertaken in terms of statistics, 

but instead should derive from an understanding of the elitist functioning of many economic 

institutions and inequality sustained by economic relations. (p. 7) 

The textbook Economics for Class 9 has following chapters: The Economic Story of 

Palampur; People as Resource; Poverty as Challenge Facing India; Food Security: and Sources 

of Food Grains. The textbook of Economics for class 10 Understanding Economic Development 

has following chapters: Development; Sectors of the Indian Economy; Money and Credit; 

Globalization and the Indian Economy; and Consumer Rights.  
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Table 1 Contents of Textbooks of Geography (Class 6-10) Developed in the 

Perspective of NCFs 2000 and 2005 

 
 Class 6 

  

India and the World  

Class 7 
 

India and the World 

 

Class 8 
 

India and the World 

 

Class 9 
 

Contemporary India 

 

Class 10 
 

Contemporary India 

 

 

NCF 
2000 

Unit-I Earth Our 

Habitat 
Our Earth and the 

Solar System; 

How the Globe and 
Maps Help us; 

Locating Places on the 

Earth; 
How Days and 

Seasons are Caused; 

Major Domains of the 
Earth; 

India- Our Country;  

Our Climate, Natural 
Vegetation and 

Wildlife 
 

 

Unit-I Our Environment 

Components of Environment; 
Changing Face of the Earth: The 

Processes; 

Earth’s Surface and Interiors; 
Air Around Us; 

Water Surrounding the Continent; 

Life on Earth; 
Human Environment: Settlement, 

Transportation and 

Communication; 
Land and the People. 

 

 

Unit-II Resources 

and Development 
Resources Types 

and Development; 

Natural Resources: 
Land, Soil, and 

Water; 

Natural Resources: 
Minerals, Energy, 

Plants, and 

Wildlife; 
Agriculture; 

Manufacturing; 

Industries; 
Human Resources  

Unit-III Land and the 

People 
The Locational Setting; 

Relief; 

Climate; 
Drainage; 

Natural Vegetation and 

Wildlife; 
Population 

Unit-II Resources and their 

Development 
Land and Soil Resource; 

Forest and Water Resource; 

Agriculture; 
Mineral and Energy 

Resources; 

Manufacturing Industries; 
Transport, Communication 

and Trade 

 

NCF 
2005 

Class 6 

 
The Earth—Our 

Habitat 

Class 7 

 
Our Environment 

Class 8 

Resources and 
Development 

Class 9 

 
Contemporary India-I 

Class 10 

 
Contemporary India-II 

The Earth in the Solar 

System; 
Globe : Latitudes and 

Longitudes; 

Motions of the Earth; 
Maps; 

Major Domains of the 

Earth; 
Major Landforms of 

the Earth; 

Our Country—India; 

India : Climate, 

Vegetation and 

Wildlife 

Environment;  

Inside Our Earth;  
Our Changing Earth;  

Air;  

Water;  
Natural Vegetation and Wildlife;  

Human Environment—Settlement, 

Transport and Communication;  
Human Environment Interactions; 

The Tropical and the Subtropical 

Region;  

Life in the Temperate Grasslands;  

Life in the Deserts  

Resources; 

Land, Soil, Water, 
Natural Vegetation, 

and Wildlife 

Resources; 
Mineral and Power 

Resources; 

Agriculture; 
Industries; 

Human Resources 

India—Size and Location; 

Physical Features of 
India; 

Drainage; 

Climate; 
Natural Vegetation and 

Wild Life; 

Population 
 

 

Resources and 

Development;  
Forest and Wildlife 

Resources; 

Water Resources;  
Agriculture; 

Minerals and Energy 

Resources; 
Manufacturing Industries;  

Life Lines of National 

Economy  
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Table 2 Contents of Textbooks of History (Class 6-10) Developed in the 

Perspective of NCFs 2000 and 2005 

 
 Class 6 

  

India and the World  

 

Class 7 
 

India and The World 

 

Class 8 
 

India and the World 

 

Class 9 
 

Contemporary India 

 

Class 10 
 

Contemporary India 

 

 

NCF 
2000 

Unit-II People and 

Society in Ancient Period 
The Early Humans; 

Early Non-Indian 

Civilizations; 
Egyptian Civilization; 

Mesopotamian 

Civilization; 
Greek Civilization; 

Roman Civilization; 

Chinese Civilization 
Iranian Civilization; 

Indian Civilization; 

The Vedic Civilization; 
Indian History (600 To 

100 B.C.); 
Megalithic Culture Of 

Deccan and South India; 

North India after Mauryas 

and Sungas (First Century 

B.C. to Third Century 

A.D.) ; 
Deccan and South India 

(Fourth and Seventh 

Century A.D.); 
India’s Cultural Contacts 

with Outside World; 

Major Religions 

Unit-II Non-Indian 

Contemporary 
Civilization; 

America, Europe, The 

Arabian Empire, Central 
Asia, China, South East 

Asia; 

History of North India 
(Ad. 700-1200); 

History of South India 

(Ad. 700-1200); 
Delhi Sultanate; 

India in the Fifteenth 

Century; 
The Mughal Empire; 

India in the Eighteenth 
Century; 

Road to Modern World; 

Major Religions and 

Bhakti Movements 

 

Unit-I People and 

Society in Modern 
Period 

The World in Modern 

Time; 
India in the 18th Century; 

Rise of British Power in 

India; 
19th Century Social and 

Cultural Awakening; 

Rise of  Nationalism in 
the 19th Century; 

Indian National 

Movement-Emergence 
and Development; 

Indian National 
Movement-Development 

and Fulfillment 

Unit-I India in the 20th Century 

World 
World: Some Developments; 

British Policies and India 

Upheavals; 
Congress, New Sprit and 

Muslim League; 

Towards Mass Involvement; 
Struggle for Swaraj and British 

Response; 

Partition and Independence; 
Democratic Republic, 

Integration and International 

Relations 

 

Unit-I Heritage Of India 

Natural Heritage; 
Archeological Heritage; 

Living Heritage; 

Preservation of Heritage 

 

 
NCF

2005 

Class 6 
 

Our Past-I 

 

Class 7 
 

Our Past-II 

 

Class 8 
 

Our Past-III 

Class 9 
 

India and the Contemporary 

World-I 

 

Class 10 
 

India and the Contemporary 

World-II 
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What, Where, How and 

When?;  

On the Trail of the 
Earliest People; 

From Gathering to 

Growing Food;  
In the Earliest Cities;  

What Books and Burials  

Tell Us;  
Kingdoms, Kings and an 

Early Republic;  

New Questions and Ideas;  
Ashoka, the Emperor 

Who Gave Up War;  

Vital Villages, Thriving 
Towns;  

Traders, Kings and 

Pilgrims;  
New Empires and 

Kingdoms;  

Buildings, Paintings and 
Books 

Tracing Changes 

Through a Thousand 

Years;  
New Kings and 

Kingdoms;  

The Delhi Sultans;  
The Mughal Empire;  

Rulers and Buildings;  

Towns, Traders and 
Craftspersons;  

Tribes, Nomads and 

Settled Communities;  
Devotional Paths to the 

Divine;  

The Making of Regional 
Cultures;  

Eighteenth-Century 

Political Formations  

How, When, and Where; 

From Trade to Territory: 

The Company 
Establishes Power; 

Ruling the Countryside; 

Tribals, Dikus and the 
Vision of a Golden Age; 

When People Rebel: 

1857 and After; 
Colonialism and the 

City: The Story of an 

Imperial Capital 

 

Section 1: Events and 

Processes  

The French Revolution;  
Socialism in Europe and the 

Russia  

Nazism and the Rise of Hitler  
Section II: Livelihoods, 

Economics and Societies  

Forest Society and 
Colonialism;  

Pastoralists in the Modern 

World;  
Peasant and Farmers;  

Section III: Everyday Life, 

Culture and Politics  
History and Sports: The Story 

of Cricket;  

Clothing: A Social History  

 

Section I: Events and 

Processes 

The Rise of Nationalism in 
Europe;  

The Nationalist Movement 

in Indo-China;  
Nationalism in India; 

Section II: Livelihoods, 

Economies and Societies 
The Making of a Global 

World;  

The Age of 
Industrialization;  

Work, Life and Leisure;  

Section III: Everyday Life, 
Culture and Politics 

Print Culture and the 

Modern World;  
Novels, Society and History  

 

 
 

Table 3 Contents of Textbooks of Civics/Political Science (Class 6-10) 

Developed in the Perspective of NCFs 2000 and 2005 

 
 Class 6 

 

India and the World  

 

Class 7 

 

India and the World 

 

Class 8 

 

India and the World 

 

Class 9 

 

Contemporary India 

 

Class 10 

 

Contemporary India 

 
NCF 
2000 

Unit-III Community 
and its Development 

Communities Meet their 

Needs; 
How Village People 

Meet their Needs; 

How People in Cities 
Meet their Needs; 

Caring for Things 

Belonging to Us All 

 

Unit-III People and 
Government 

India and the World in 

the Twentieth Century; 
The Making of Our 

Constitution; 

Our National Symbols 
and Identity; 

Citizenship and Civic 

Life; 
Fundamental Rights, 

Duties and Directive 

Principles; 
Government at the 

Centre; 
Government in the 

States; 

Administration and 
Development in India 

 

Unit-III Major Issues 
and Challenges of 

India and the World 

Natural Disasters; 
Environmental 

Degradation; 

Developmental Issues; 
Globalization; 

Terrorism—A 

Challenge; 
United Nations, 

International Agencies 

and Human Rights; 
India and the United 

Nations; 
Foreign Policy of 

India; 

India and  its 
Neighbors  

Unit-II Making of a Modern 
Nation 

Framing of the Constitution; 

Salient Features of the 
Constitution; 

Government: Executive and 

Legislature; 
Judiciary in India; 

Fundamental Rights, 

Directives Principles of State 
Policy and Fundamental 

Duties; 

Indian Democracy: How it 
Functions 

 

Unit-III Economic and 
Social Development 

(Last three chapters were 

devoted to Civics) 
Challenges of 

communalism and 

Casteism; 
Insurgency and 

Terrorism; 

India’s Peace Initiatives   

 

NCF 

2005 

Class 6 

 

Socio-Political Life-I 

Class 7 

 

Social and Political 
Life-II  

Class 8 

 

Our Social and 
Political Life  

Class 9 

 

Democratic Politics-I 

Class 10 

 

Democratic Politics-II 

 



Kumar. Indian Social Studies Curriculum in Transition: Effects of a Paradigm Shift in Curriculum Discourse       46  
 

                  
                   Transnational Curriculum Inquiry 9 (1) 2012   http://nitinat.library.ubc.ca/ojs/index.php/tci 

 

 

Unit I Diversity 

Understanding 
Diversity;  

Diversity and 

Discrimination;  
Unit II Government 

What is Government?;  

Key Elements of a 
Democratic 

Government  

Unit III  Local 
Government 

 Administration 

Panchayati Raj;  
Rural Administration;  

Urban Administration;  

Unit IV Livelihoods 
Rural Livelihoods;  

Urban Livelihoods  

 

Unit One: Equality in 

Indian Democracy  

On Equality 
Unit Two: State 

Government  

Role of the 
Government in Health;  

How the State 

Government Work; 
Unit Three: Gender  

Growing Up as Boys 

and Girls;   
Women Change the 

World  

Unit Four: Media and 
Advertising; 

Understanding Media;  

Understanding 
Advertising; 

Unit Five: Markets  

Markets Around Us;  
A Shirt in the Market; 

Equality in Indian 

Democracy;  
Struggles for Equality  

 

Unit One: The Indian 

Constitution and 

Secularism 
The Indian 

Constitution; 

Understanding 
Secularism; 

Unit Two: Parliament 

and the Making of 
Laws 

Why Do We Need a 

Parliament?; 
Understanding Laws 

Unit Three: The 

Judiciary 
Understanding Our 

Criminal Justice 

System 
Unit Four: Social 

Justice and the 

Marginalized 
Understanding 

Marginalization; 

Confronting 
Marginalization 

Unit Five: Economic 
Presence of the 

Government 

Public Facilities; 
Law and Social Justice  

Democracy in the 

Contemporary World; 

What is Democracy?; 
Why Democracy?; 

Constitutional Design; 

Electoral Politics; 
Working of institutions; 

Democratic Rights 

 

Unit I 

Power Sharing;  

Federalism  
Unit II 

Democracy and 

Diversity;  
Gender, Religion and 

Caste  

Unit III 
Popular Struggles and 

Movements;  

Political Parties  
Unit IV 

Outcomes of Democracy;  

Challenges to Democracy  
 

 

 
 

Notes 
                                                 
1
 ashwani.1979@gmail.com 

2
 I am not related to Professor Krishna Kumar. I studied with him for a couple of weeks at the 

Central Institute of Education (University of Delhi) in New Delhi, India. 

3
 The NCERT is an apex resource organization set up by the Government of India in 1961, with 

headquarters at New Delhi, to assist and advise the Central and State Governments on the 

various dimensions of school education. NCERT is also responsible for drawing up the National 

Curriculum Framework and publish textbooks, which are used as models by majority of the 

State governments in India. 

4
 For a critical analysis of history textbooks developed according to the perspective of NCF 2000 

see Roy (2003) and Subaramaniam (2003). 

5
 Significantly, according to Poonam Batra (2005, p. 4348), the reason behind efforts to bring 

about NCF 2005 is “[d]eeper than ... the politically driven initiative ... [T]he professional need 

for curriculum review ... [emerged] from the long ossification of a national education system that 

continues to view teachers as ‘dispensers of information’ and children as ‘passive recipients’ of 

an ‘education,’ sought to be ‘delivered’ in four-walled classrooms with little scope to develop 

critical thinking and understanding.” 
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6
 The basic matter for this article comes from my Master of Education thesis that I submitted to 

Central Institute of Education (University of Delhi, New Delhi, India) in 2007. My further 

engagement with the conceptualization of social studies in North America (due to my studies at 

The University of British Columbia) further helped me to engage with my research in India with 

new theoretical understanding. My experiences in India (first as a student and later as a teacher 

of geography) and North America (first as a PhD student in the field of curriculum studies at 

University of British Columbia and now as a professor of social studies education at Mount Saint 

Vincent University) have informed my decision to juxtapose these two fields––Indian and North 

American––together with particular reference to social studies education. 

7
 Leming’s claim that social studies teachers have accepted or prefer TSSI approach is not fully 

substantiated. Vinson (1998) has published evidence that directly contradicts this particular claim 

by Leming in North American context. 

8
 Various schemes have been offered by researchers to make sense of a wide variety and 

opposing purposes for social studies e.g., Barr, Barth & Shermis (1977); Morrissett & Hass 

(1982); Stanley & Nelson (1994); and Vinson (1998) among others. These works use different 

terms such as “citizenship or (cultural transmission),” “conservative cultural continuity,” 

“cultural transmission,” and “citizenship transmission,” respectively, to categorize the social 

studies instruction akin to Leming’s TSSI. 

9
 The above mentioned authors use a wide variety of terms to define the purpose of CSS, namely, 

“reflective inquiry” (Barr, Barth & Shermis, 1977), “thinking reflectively” (Stanley & Nelson, 

1994), “informed social criticism” (Morrissett & Hass, 1982), and “critical or reflective 

thinking” (Vinson, 1998). 

10
 The educational thoughts of John Dewey and Paulo Freire have not only greatly influenced 

educational theory and practice in West but also in developing world including India. In schools 

of education in India, Dewey and Freire occupy considerable space and attention along with 

Indian educators such as Rabindranath Tagore, Gandhi, and J. Krishnamurti. The major political 

figures like Mahatma Gandhi and B.R Ambedkar, who had their deep influence on educational 

policy making, had acknowledged considerable influence of John Dewey’s ideas on their 

educational thought (see Nanda, 2007). Professor Krishna Kumar, the key player behind 

National Curriculum Framework 2005, has also written a foreword to the Indian edition of 

Dewey’s Democracy and Education. Moreover, Dewey’s ideas on experiential and constructivist 

learning have found considerable space in NCF 2005. Dewey’s ideas on pragmatism, however, 

have come under attack by critical educators who are drawn more towards the works of Paulo 

Friere, Henry Giroux, Geoff Whitty, and Michael Apple. Even NCF 2005, along with its 

emphasis on constructivism, provides space to the principles of critical pedagogy. 

11
 While there are merits of critical pedagogy approach as I have noticed in this article, it seems 

to me that critical pedagogy is entirely focused on the social structures and has little place for 

subjective consciousness and latter’s depths and complexities. The scope of this article does not 

allow me to elaborate on this point here. Those who are interested in understanding the 

limitations of critical pedagogy from the perspective of human consciousness and meditative 

inquiry, consider reviewing my book: Curriculum As Meditative Inquiry (Kumar, in press). 
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12

 NCF 2000 doesn’t provide any clear statements regarding its vision about social science 

curriculum and teaching. NCF 2005, on the other hand, has discussed its vision about social 

science in a well-developed manner. For the purpose of analysis I have developed two 

categories––objectives and epistemological framework––and organized the information 

according to these categories without making any changes to the language and meaning. 

13
 For a detailed analysis of the differences between critical thinking and critical pedagogy see 

Burbles & Berk (1999). 

14
 According to Irfan Habib (2005, p. 9), an eminent Indian Historian, “The NCERT's post-2000 

textbooks in History and Social Sciences were a scandal (see Indian History Congress report, 

History in the New NCERT Textbooks Kolkata, 2003).” 

15
 Romila Thapar (2005, p.56 ), an eminent Indian historian, while recognizing the inclusion of 

normative issues in NCF 2005, warns that it may also be a tendency to  avoid the “question of 

why poverty, illiteracy and communalism have come about.” “How secularism, democracy, and 

human rights became a concern in Indian society,” she points out, “are themes significant to the 

social sciences” and therefore needs to be clearly stated in the NCF 2005.  

16
 While appreciating NCF’s concern for local-content and diversity, Romila Thapar (2005, p. 

56) hopes that: 

the social sciences will also explain how diversities came or come into being, why there 

is an inequality among diverse groups, and how attitudes supporting this inequality are 

constructed. Furthermore, how diversities can be a source of enrichment to some 

cultures, but can also in some other cases become agencies of oppression. Local 

conditions and surroundings can be more purposefully studied if they are also seen in 

the context of a larger national perspective. 

17
 Stanley and Nelson (1994) is an important resource to understand the differences among 

‘subject-centered,’ ‘Civics-centered,’ and ‘issue-centered’ approaches to organize social studies 

curriculum. 

18
 I incorporate some of these criticisms in the next section where I analyze teachers responses to 

the recent curriculum reform as well as in my conclusion. For a collection of Marxist critique of 

NCF 2005 see an important document, Debating Education-1. It is available online at: 

http://issuu.com/sahmat/docs/debating_education-1. 

19
 These are all pseudonyms. I took permission for this study from all the three teachers as well 

as from the principal of the school.  

20
 This is also not the real name of the school. Readers should also know that in India the term 

“public school” means private schools. There are, however, a great number of schools that are 

run by government and primarily cater to the socio-economically disadvantaged sections of 

Indian population. 

21
 When I conducted this study, I was also a secondary social studies teacher at this school. 

http://issuu.com/sahmat/docs/debating_education-1
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22

 I have labeled NCERT textbooks developed in the perspectives of NCFs 2000 and 2005 as 

“old” and “new” respectively. Teachers who I interviewed mainly restricted their comments to 

the social science textbooks of grades 9 and 10. 

23
 The culture of textbooks, examination, and teacher control in India has its origin in British 

colonial policies, which continue to impact Indian education system even today (see Kumar, 

2000, 2004). 

24
 The CBSE is a highly regarded national level government agency in India that is entitled to 

conduct exams for the grades 10 and 12 and certify the appearing candidates. Notably, due to a 

recent Human Resource and Development Ministry regulation, CBSE exams for grade 10 has 

become optional now. It is up to the school and the students if they want to participate in the 

annual board exam. CBSE has also encouraged schools to practice comprehensive evaluation 

schemes that is supposed to have reduced stress on teachers and students. It is a very recent 

phenomenon and its actual effects will be visible in the coming years. 

25
 This concern of teachers should also be seen in light of Habib’s (2005, p. 4) criticism of NCF 

2005, which does not specify “the distribution of time among the subjects (with the main 

components indicated thereof) at each set of class-levels.” 

26
 As I mentioned above, the examination system in India has changed to quite an extent at the 

level of policy. It will be an exciting followup study to explore teachers perceptions of these new 

changes in examination system and how these changes have influenced their practices and 

changed their experiences of the textbooks developed in the perspective of NCF 2005. 

27
 It is these concerns about assessment, which many Indian educators share with me, that, in my 

view, have influenced central and state governments policies vis-a-vis assessment and exams in 

the recent years. However, there is a need to be watchful of the culture of behaviorism, 

positivism, neoliberalism, and capitalism which is rampant worldwide and appreciates grades, 

efficiency, and measurable knowledge.  

28
 Professor Anil Sadgopal has been the most significant proponent of the idea of Common 

School System in India, which was originally recommended by Education Commission 1964-66. 

According to Sadgopal (2005b, p. 3): 

Common School System means the National System of Education that is  founded on the 

principles of equality and social justice as enshrined in the Constitution and provides 

education of a comparable quality to all children in an equitable manner irrespective of 

their caste, creed, language, gender, economic or ethnic background, location or 

disability (physical or mental), and wherein all categories of schools––i.e. government, 

local body or private, both aided and unaided, or otherwise––will be obliged to (a) 

fulfill certain minimum infrastructural (including those relating to teachers and other 

staff), financial, curricular, pedagogic, linguistic and socio-cultural norms and (b) 

ensure free education to the children in a specified neighborhood from an age group 

and/or up to a stage, as may be prescribed, while having adequate flexibility and 

academic freedom to explore, innovate and be creative and appropriately reflecting the 

geo-cultural and linguistic diversity of the  country, within the broad policy guidelines 
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and the National Curriculum Framework for School Education as approved by the 

Central Advisory Board of Education. 

To know more about Common School System and how this transformative concept has 

been undermined by Indian educational policies including NCF 2005 see Sadgopal 

(2005a; 2005b). 
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