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Background of the study 

Increasing linguistic homogenization in classrooms world over has resulted in two major 

casualties - increased drop out among children belonging to linguistically and socio-culturally 

marginalized groups and disappearance of several minority and indigenous languages. While the 

later has been termed as 'linguistic genocide' (Skutnabb-Kangas, 2000), the former has been 

redefined as 'push out' instead of 'drop out' (Skutnabb-Kangas, 2000; Mohanty, 2009). In case of 

India, different tribal groups have been some of the worst victims of this linguistic exclusion 

given their limited exposure to dominant languages. The pedagogic importance of child's home 

language along with the will to save and strengthen indigenous languages has led to the 

Multilingual Education (MLE) as a compelling alternative perspective the world over. 

Multilingual education has often been understood \as 'use of two or more languages as media of 

instructions in subjects other than the languages themselves (Anderson & Boyer, 1978). 

Mohanty, Panda, Phillipson & Skutnabb-Kangas (2009) have gone beyond the processes to 

include the goals while defining MLE as - “Use of two or more languages as media of 

instruction in subjects other than the languages themselves and with (high levels of) 

multilingualism and, preferable, multiliteracy, as a goal at the end of formal schooling.” (Pp.3). 

 

MLE in India  

In India, the MLE programme was formally introduced in Andhra Pradesh in 2004 and in Odisha 

in 2006 following a brief phase of development of curriculum and MLE learning materials 

including textbooks by a collective of language experts, educationists, department of Tribal 

Welfare, NGO representatives working in tribal areas, subject experts and local members of the 

tribal community. It is now being upscaled to nearly 2500 more schools across eight districts in 



NMRC PUBLICATION Page 3 

 

eight tribal languages in Andhra Pradesh and 544 additional schools across eight districts in ten 

tribal languages in Odisha. In the MLE schools across the two states, the mother tongue of the 

tribal children is used as the medium of instruction (MoI) in grade I and then based on a 

transition plan a gradual shift is made to the dominant state language (Odia in Odisha and Telugu 

in Andhra Pradesh) over the next four years. By the time the student reaches grade V, there is a 

hundred percent shift to the dominant state language as the MoI, although the MT may continue 

as a language subject. The teaching learning materials use local artifactual and cultural resources 

and contexts of the tribal children. The materials prepared include subject textbooks in tribal 

language, big and small books based on certain themes, alphabet and number charts, story books, 

glossaries, tribal language phrase books, teacher handbooks and picture dictionaries.  

In Odisha particularly, an academic year is divided into three terms and each term is divided into 

ten weeks for a theme web based curricular transaction. There are thirty themes in the web for 

thirty weeks and the themes are taken from the local context. The curriculum is reported to 

follow a 'Two Track Strategy' aimed at developing a child's Basic Inter-personal Communication 

Skills (BICS) and Cognitive Academic Language Proficiency (CALP). The MLE programmes in 

the two states are thus influenced by the work of Jim Cummins, particularly his 'Developmental 

Interdependence Hypothesis' (1979, 1981).  

 

Theoretical basis of MLE programmes in India  

A child's second language competence (L2), according to Cummins (1971, 1981) is partly 

dependent on the level of competence already achieved in the first language (L1) the more 

developed the first language, the easier it would be to develop the second language. A distinction 

was made between the surface fluency in social/interpersonal communication and the more 

evolved language skills associated with formal schooling and used as an effective cognitive tool. 

Cummins (1984, 2000) characterized the early social communicative language skills of the child 

as the Basic Interpersonal Communicative Skill (BICS) and the skill that develops slowly at the 

beginning with the rate of development accelerated through formal literacy activities, Cognitive/ 

Academic Language Proficiency(CALP).  Since there is a common underlying in proficiency 
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across languages, academic concepts once acquired in a sufficiently developed language, take 

lesser time to be acquired in a newer language, provided sufficient exposure is given to it. 

To the extent that instruction in Lx is effective in promoting proficiency in Lx, 

transfer of this proficiency to Ly will occur provided there is adequate exposure to 

Ly (either in school or environment) and adequate motivation to learn Ly. 

(Cummins, 1981: 29). 

According to this theory, a child on entering grade I has a well developed BICS in the mother 

tongue. While this skill is adequate for the child to participate in non-academic or conext 

embedded conversations, formal school education demands an advanced (coded, according to 

Bernstein) language for engagement with academic discourse. It takes considerable classroom 

exposure (speaking, listening, reading and writing) and time for the CALP to develop. A 

minimum of five years of exposure to the language (in which the child had already acquired 

conversational fluency) is suggested by Cummins (2000). Whereas it may take a child one or 

more years to acquire context-embedded second language fluency (conversational fluency), 

development of context reduced fluency, which is necessary for academic learning, may take 

five to seven years (Cummins, 1981, 2000). The Model of MLE adopted in Andhra Pradesh and 

Odisha seems to have followed this theoretical framework; except that the specific plan involves 

early transition between languages without allowing for sufficient time for CALP to develop in 

the MT before bringing in formal literacy instruction in L2.  

As pointed out earlier, currently MLE implementing states are considering up-scaling the 

programme to more schools and in more languages. Other states like Chhatisgarh and Jharkhand 

plan similar initiatives. NMRC therefore sought to study the existing MLE programmes and 

reflect on the strengths and limitations of the programme. In July 2009, in keeping with the 

aforementioned objective, NMRC began a longitudinal research study in the practising states of 

Odisha and Andhra Pradesh. The research aimed at studying the impact of MLE programmes on 

children‟s learning achievement along with the attitudes of the teachers and community towards 

the local language/s, culture and their role in education. 

 

Research Objectives and Design 
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The main objectives of the Research were: 

1. To compare the scholastic achievement of the children in MLE schools with that of the 

children in non-MLE schools in the subject areas of Maths, EVS and Languages in order to 

identify areas of improvement in schoo learning and pedagogical practices which support 

such learning. 

2. To compare the Metalinguistic skills of students in MLE and non-MLE schools to show how 

does language of instruction affect children‟s control of their thought. 

3. To study the effect of mother tongue medium teaching and inclusion of child‟s culture in 

MLE classrooms on (a) teachers‟ perception of the tribal children, their language and 

culture, (b) attitude of parents and community towards children‟s education, the role of their 

language and culture, their sense of identity and attitude towards linguistic-cultural 

maintenance. 

In the light of these objectives, a longitudinal research spanning over the last three years was 

designed. Adivasi Odiya (AO) and Konda languages were selected for Andhra Pradesh and 

Saora and Kisan languages were selected for Odisha. The languages were selected by a random 

sampling from among the languages in which MLE programmes were implemented in both the 

states. Blocks were identified in the two states where these languages are used in the MLE 

programmes and sixteen schools (eight MLE and eight non-MLE) were selected from these 

identified blocks with two MLE and 2 non-MLE schools selected from each block by a random 

sampling method. The list of the schools is presented in the table 1 below.  

Table 1: List of MLE and non-MLE schools selected for the purpose of the study 

State Language Area (mother 

tongue of 90% and 

above) 

Block (District) School 

Type 

Name of School 

Andhra Pradesh Adivasi Odia Araku Valley MLE 1. School A  

2. School B 

Non-MLE 3. School C 

4. School D 

Konda Paderu & Hukumpetta 

(Vishakhapatnam 

District) 

MLE 7. School E 

8. School F  

Non-MLE 9. School G  

10. School H 
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Odisha Saora Guma (Gajapati) MLE 11. School I 

12. School J 

Non-MLE 13. School K 

14. School L 

Kissan Kuchinda (Sambalpur) MLE 15. School M 

16. School N  

Non-MLE 17. School O 

18. School P  

 

For the purpose of the study grade appropriate measures of classroom achievement in subject 

areas of mathematics, EVS and language proficiency (including Metalinguistic skills) were 

developed in these four tribal languages. Measures of teacher attitude and community opinions 

along with the checklist for classroom observations were also developed for the study based on 

earlier studies by the Principal Investigators of this project. The measures were revised based on 

the analysis of a pilot study conducted in September 2009. Subsequently, data have been 

collected for seven time series between December 2009 and April 2012. While the learning 

achievement test were administered to the students of Grade I-III during the field visits for first 

five time series, for the rest of the two time frames (T6 and T7), learning achievement test were 

administered to the students of Grade I-V. Interviews based on the schedules prepared were 

conducted with the community and the teachers to study their attitude and perception in respect 

of use of mother tongue as a medium of instruction in primary schooling. Detailed observations 

of the school and classroom were also recoded. The data obtained were analysed using statistical 

tools like MANOVA and ANOVA as well as qualitative analytical tool like Content Analysis.  

 

The report is divided in to three major sections.  Section I of the report deals with the community 

profiles and school profiles. This section also highlights the classroom arrangement in the 

schools constituting the sample for the longitudinal study across the two states. In Section III of 

the present report tries to look at how the classroom arrangement and physical environment of 

the class affects the quality of teaching-learning in both MLE and non-MLE schools and what 

kind of differences it caused on the performance of the children studying in these schools.  

Section II consists the discussion on the data collected through administration of objective 

Measures of achievement for Language Proficiency, Mathematics, Environmental Studies (EVS) 
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and Metalinguistic ability on the students of grades 1 to 5 studying in selected MLE and non-

MLE schools of Andhra Pradesh and Odisha. However, Section III of the report deals with the 

analysis of classroom practices in MLE and non MLE schools by means of qualitative techniques 

(content analysis and observation) to enhance the understanding of the impact of Multilingual 

Education (MLE) in Andhra and Odisha. 

 

SECTION I - COMMUNITY AND SCHOOL PROFILES 

The community, school and the classroom form the milieu in which the classroom transactions 

are located. It is, therefore, necessary to examine the ecological profiles of these aspects of the 

context of the schools taken up for the study.  

Community Profile 

In both states, the MLE and non-MLE schools selected for the study were located in regions that 

had 90-100 percent tribal population. The socio-economic conditions of the tribes were found to 

be largely comparable across the two states. While cultivation was a uniformly dominant 

occupation of the communities around the schools across the two states, several tribes from 

Kuchinda block (Sambalpur district) and Guma block (Gajapati district) in Odisha had members 

who had migrated to other states as daily wage labourers. The block wise average annual income 

of the families varied from Rs. 9415.62/-in Hukumpetta and Paderu (Andhra Pradesh) to Rs. 

16332/- in Kuchinda (Odisha). However, despite the comparability in occupation and income, 

certain differences particularly with respect to regional development and linguistic exposure 

were noted in both the states.  

In Andhra Pradesh, Hukumpetta and Paderu blocks have witnessed little infrastructural 

development in terms of roads, availability of power and access to health care facilities. Araku 

Valley block has considerably better infrastructural development owing to its projection as a 

tourist destination. While cultivation continues to be the dominant occupation,people in Araku 

Valley region have also found alternative avenues of employment in the tourism industry. Due to 

the regular tourist inflow along with the fact that Araku Valley is located on the border of 

Andhra Pradesh and Odisha, tribes in this region have better exposure to other languages like 

Telugu, Odia, Hindi and English. The differential development in Araku Valley vis-a-vis 
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Humkumpetta and Paderu is also reflected in the infrastructure of the schools located in these 

blocks. While schools across the two blocks were found to be severely limited in infrastructure 

with no school having more than three rooms, the state of schools in Araku Valley in terms of 

availability of adequate physical space, availability of teaching learning material, teacher-student 

ratio and even enrolment of students, was considerably better than the schools in Hukumpetta 

and Paderu.  

As in case of Andhra Pradesh, in Odisha too, difference in degree of development was noticeable 

in the two blocks with the same being marginally better in Kuchinda vis-a-vis Guma. However in 

terms of linguistic exposure, tribes from both the blocks had some exposure to Odia and 

languages like Hindi and English due to migratory nature of employment of some.  

 

School Profile  

The percentage of tribal students in the selected schools ranged from 97.3 to 100 percent in 

Andhra Pradesh and 90.32 to 100 percent in Odisha. In fact 12 out of 16 schools comprised of 

100 percent tribal students. 14 of the schools in the study had classes up to Grade V and two up 

to grade VII.  

None of the schools had adequate number of classrooms with average number ranging from two 

to three. Students from more than one grade had to be accommodated in a single classroom. The 

average number of teachers per school was three in both the states. The ratio of regular teachers 

and the para teachers in MLE and non-MLE schools varied across the two states. In Andhra 

Pradesh, compared to para teachers, the number of regular teachers was higher in non-MLE 

schools whereas the situation was the opposite in Odisha (see table II).  

Table 2: Distribution of Regular and Para-Teachers in MLE and non-MLE schools 

Type of School Total no. of Teachers No. of Regular Teachers No. of Para-Teachers 

AP Odisha AP Odisha AP Odisha 

Non-MLE 15 12 10 7 5 5 

MLE 11 14 6 9 5 5 
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Mid-day meals were provided in all the sixteen schools. Facilities like playground, separate 

toilets for girls and boys, provision for drinking water and a staff room for teachers were absent 

in most of the schools across the states. While block and district wise differences were not very 

conspicuous among the schools across Odisha, in Andhra Pradesh, a clear difference in 

infrastructure could be observed between schools in Araku Valley and the schools in 

Hukumpetta and Paderu. 

Classroom Arrangement 

There was a very little difference in the way MLE and non-MLE classrooms used empty spaces 

like walls or the corners of the classrooms. For instance, barring the two non-MLE schools in the 

Hukumpetta Block of Andhra Pradesh, a wall full of informative visuals in the form of crowded 

charts and loud wall paintings were found in both kinds of schools. While the themes such as 

animals, birds, useful plants, multiplication tables, alphabets charts and body parts were 

consistent across the school type, the major difference was in language used. The classroom 

walls of MLE schools in Odisha stood out for their colourful portrayal of the local tribal people 

and their culture. The MLE classrooms had 10 big charts containing theme web which were 

actually meant for teachers. Presence of these complex 10 schematic charts covering one full 

side of the classroom semiotically less child friendly. The overcrowding of the walls with 

incomprehensible schematic diagram and text for the children created an unfriendly and 

unfamiliar environment for the children. 

                  

Pic 1: Wall painting depicting local culture in an MLE school of Kuchinda Block of Odisha 

Another theme that was conspicuous on the classroom walls across the states and the school type 

was of „National Integration‟ and „Nationalism‟. A major area of the classroom walls was 
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devoted to pictures of national leaders and symbols. Garlanded picture of „Mother India‟ was 

also found in several classrooms. 

 

Pic. 2:  Wall Paintings of National Leaders and Garlanded picture of Mother India in Classroom wall in 

Odisha and Andhra Pradesh 

Besides the marked absence of the local culture on most classroom walls, a notable feature on 

the classroom walls across the school was extensive use of wall paintings over charts. Further, 

most of the charts were printed one, very few were handmade. These paintings and charts had no 

relationship with the children‟s world of imagination and there were just a part of classroom 

walls. 

The MLE TLM available in both the states comprised of alphabet charts, number charts, story 

books, flash cards, big book, small books and glossaries, all prepared in local tribal languages 

which was used as the medium of instruction in the school. In some schools with smaller 

classrooms these material had been placed in cupboards or racks; in other schools they were 

displayed in one or more corners of the classroom. The TLM available in the non-MLE schools 

of Araku Valley block included the Telugu version of the „Activity Based Learning Material 

(ABL material)‟ developed initially for Tamil speakers in Tamil Nadu. 
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In the sample classrooms across the two states, the setting arrangement was found to be fairly 

constrained by the limited space available for the children. As such, there was little variation in 

this respect. 

On an average, two or three grades were accommodated in a single classroom with at least one 

grade taught in the veranda. Fixed or flexible seating arrangements have their own dynamics in 

imposing or relaxing teacher-student hierarchy and also in limiting or allowing movements – 

both physical and perceptual. Both MLE and non-MLE classrooms have children sitting in the 

small groups. In each room, the children were made to sit in two-three separate groups based on 

their grades. The groups were seated either on the two different sides of the classroom i.e. right 

and left, or at the front and the back. In case the later arrangement, the group seated in the front 

was the one with which the teacher directly interacted while the one seated at the back was 

assigned reading or writing tasks. However the method of teaching followed was not based on a 

multi-grade system of learning where children are grouped according to their evolving 

understanding. During most classroom observations it was noted that there was no movement by 

the teacher across groups, rather the teacher focused on one specific group while the other 

remain out of his/her area of engagement. 

 

 

SECTION I – STATISTICAL ANALYSIS 

This section consists of the discussion on the data collected through administration of objective 

Measures of achievement for Language Proficiency, Mathematics, Environmental Studies (EVS) 

and Metalinguistic ability on the students of grades 1 to 3 (in T1, T2, T3, T4 and T5) and 1 to 5 

(in T6 and T7) studying in selected MLE and non-MLE schools of Andhra Pradesh and Odisha. 

The data obtained were analysed using the advanced statistical techniques such as MANOVA 

and ANOVA etc. This section deals with the analysis of data across the seven timeframes on the 

objective measures of achievement in different areas of learning for each of the participating 

states separately. It also provides a consolidated overview of the findings of the study across the 

seven timeframes, taking the two states together.   
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ANDHRA PRADESH FINDINGS –  

 

Analysis of data obtained through Language proficiency measure across all the seven time 

frames suggested that the mother tongue based education had a significant effect on a children‟s 

classroom achievement. Except T2, in T1 (F 1,119=7.62, p<0.01), T3 (F 1, 178=44.85, p<0.01), 

T4 (F 1, 152=116.04, p<0.01), T5 (F 1, 170=124.34, p<0.01), significant differences were found 

between MLE and non-MLE schools with MLE school children doing much better. 

      Figure 1-T1 Language Mean Score                                                 Figure 2-T3 Language Mean Score 

 

 
 
 
   
 
 
 
 
 
 
 
 

In none of the different timeframes, the interaction between school type and grades was found to 

be significant. This meant that the effect of school type was uniform across the grades. In T1, T3 

and T5 an increasing trend in performance was found in case of MLE schools. MLE schools 

children‟s performance gradually increased over the higher grades. 

 

 

 



NMRC PUBLICATION Page 13 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3-T5 Language Mean Score 

 

 

In T6 (F 1,313=111.2, p<0.01) and T7 (F 1, 301=78.82, p<0.01) also significant differences were 

found between MLE and non-MLE schools with MLE school children performing better across 

all the grades (Figure 4 and figure 5). 

 

       Figure 4: T6 Language Mean Score         Figure 5:  T7 Language Mean Score 
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It is quite evident from figure 4 and figure 5 that the effect of school type was uniform across the 

grades. However, the interaction between school type and grades was not found to be significant 

in either of the time frames. In T6, the difference in the performance of 1
st
, 2

nd
 and 3

rd
 grades‟ 

students in MLE and non MLE schools on language proficiency measure was found on higher 

side when compared with the difference in performance of the students in 4
th

 and 5
th

 grades. In 

T7, the difference in the performance of the children in MLE schools and non-MLE schools 

widened in the higher grades (figure 5) but it is not uniform across the grades. So, it would be 

difficult to generalise over the pattern of interaction between school type and grades as far as the 

difference in the performance of students on Language proficiency measure was concerned. 

In Mathematical ability measure, children in MLE schools performed better than the students 

of non-MLE schools in all the seven timeframes. ANOVA confirmed that MLE children 

performed significantly better than non-MLE children in all the timeframes; T1 (F 1, 119=11.64, 

p<0.01), T2 (F 1, 172=45.14, p<0.01), T3 (F 1, 178=17.20, p<0.01), T4 (F 1, 152=118.75, 

p<0.01), T5 (F 1, 170=152.17, p<0.01).T6 (F 1, 313=108.21, p<0.01) and T7 (F 1, 301=117.15, 

p<0.01). 

 

    Figure 6:  T6 Mathematics Mean Score         Figure 7:  T7 Mathematics Mean Scor 
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Interaction effect, in T2 and T5 the effect of interaction between school type and grade was 

found to be significant.                                                             

 Figure 8:   T2 Mathematics                                                   Figure 9:   T5 Mathematics            

                              (School Type x Grade Interaction)                                                  (School Type x Grade Interaction) 

 

 

 

The findings in respect of these two timeframes showed that the difference between MLE and 

non-MLE children was not uniform across the grades. Figure 8 and 9 show that the difference 

between the performance of children in MLE and non-MLE schools widened in the higher 

grades and was not uniform across the grades 

However, the effect of interaction of school type and grade was also found to be significant in 

both T6 (F 1, 313=4.96, p<0.01) and T7 (F 1, 301=2.55, p<0.05). It was evident from figure 5 

and figure 6 that the difference in the performance of the students in MLE and non-MLE schools 

on mathematics measure was uniform across the grades in T6 but not in T7. 
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 Figure 10:  T6 Mathematics                                                   Figure 11:     T7 Mathematics            
                      (School Type x Grade Interaction)                                                                 (School Type x Grade Interaction)  

The findings of the study in all the timeframes in Andhra Pradesh clearly suggested that when a 

child is taught in her mother tongue, she is able to develop a better conceptual understanding of 

the school subjects. This is evident from the results for Mathematics test.  

In Environmental Studies (EVS), significant differences between performance of MLE and 

non-MLE children were found in all the timeframe, T1 (F 1, 119=25.63, p<0.01), T2 (F 1, 

172=43.16, p<0.01), T3 (F 1, 178=35.34, p<0.01), T4 (F 1, 152=24.58, p<0.01) T5 (F 1, 

170=84.20, p<0.01), T6 (F 1, 313=116.83, p<0.01) and T7 (F 1, 301=213.76, p<0.01). MLE 

children‟s performance was significantly better than their non-MLE counterparts. 

             Figure 12: T6 EVS Mean Score                         Figure 13-T7 EVS Mean Score 
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School type and grade interaction was significant in T1, T2, T3 and T7, showing that the 

difference in EVS scores of MLE and non-MLE children was not uniform. 

Figure 14: T2 School Type X Grade Interaction (EVS)                  Figure 15: T7 School Type X Grade Interaction (EVS) 
 

 

 

The analysis of the Metalinguistic tests results showed that in T2 and T3 there was no 

significant difference between MLE and non-MLEschools. However, tests results showed that in 

T1 (F 1, 119=9.3, p<0.01), T4 (F 1, 152=45.72, p<0.01), T5(F 1, 170=54.34, p<0.01), T6 (F 1, 

313=76.76, p<0.01) and T7 (F 1, 301=162.06, p<0.01) MLE schools children performed 

significantly better than non-MLE schools children in Metalinguistic ability measurement test.  

Figure 16: T6 Metalinguistic Ability Mean Score       Figure 17-T6 Metalinguistic Ability Mean Score 
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The interaction between school type and grade was found to be significant in T1 and T3 (figure 

18 and 19). 

 

Figure 18: T1 School Type X Grade Interaction                   Figure 19: T1 School Type X Grade Interaction 
 

            

The interaction between school type and grade was not found to be very significant in rest of the 

five timeframes, specifically in T6 and T7. The data related to performance of students in MLE 

and non-MLE on Metalinguistic ability measure in T6 marked the highest difference in Grade 2 

and grade 3. However, T7 data the difference in the performance of students in MLE and non 

MLE schools on Metalinguistic ability measure remained uniform (without much fluctuations) 

across the grades. Thus, no clear pattern of interaction between school type and grade emerged in 

the data of both the timelines on Metalinguistic ability measure.  

 

ODISHA FINDINGS – 

The longitudinal study in Odisha broadly confirmed to the major findings in Andhra Pradesh 

with some state specific differences.   
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In Odisha, language proficiency measure in T1 (F 1, 98=12.74, p<0.01) showed significant effect of 

school type; MLE children out-performed their non-MLE counter parts in all the three grades. Further the 

performance increased in the higher grades. 

School type effect was found to be significant in T1 whereas the effect of interaction between school type 

and grades was not significant. It suggests that the difference between MLE and non-MLE remained 

uniform across grades. It further suggests that mother tongue based education has a significant effect on 

children's classroom achievement in language proficiency. However, T2, T3, T4 and T5 studies did not 

show any significant difference between MLE and non-MLE schools.  

Figure 20: T1 Language Proficiency Mean Score 

 

Language proficiency measure in T6 (F 1, 366=4.22, p<0.05) and T7 (F 1, 356=6.42, p<0.05) 

school type showed a differential impact on performance of students. 
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Figure 21: T6 Language Proficiency Mean Score        Figure 22: T7 Language Proficiency Mean Score 

 

 

Children studying in MLE schools performed better than their non-MLE counter parts. Figure 21 

and figure 22 showed that school type effect remained significant upto 3
rd

 grade. The difference 

in the performance of the children in MLE and non-MLE schools levels up for 4
th

 and 5
th

 grades. 

It was further noticed that the 5
th

 grade students of non-MLE schools performed better than their 

counter parts in MLE schools. It could be due to non-MLE school children‟s acquisition of 

language skills in Odia in their first three years of schooling which enabled them to perform at 

par (or sometimes better) with their counterparts in MLE schools on the language proficiency 

measure.   

In mathematics, in T2 and T3, the effect of school type on children's achievement was found to be 

significant; T2 (F 1, 151=10.13, p<0.01) and T3 (F 1, 208=5.28, p<0.01).The children from MLE schools 

performed significantly better than those from non-MLE schools. In T2, the gap between MLE and non-

MLE schools is wide whereas in T3 this gap gets reduced. 
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Figure 23: T2 Mathematics Mean Score                                Figure 24: T3 Mathematics Mean Score 

                                              

Also in both the timeframes, the performance decreased considerably in the higher grades. In T2 

and T3, the effects of school type and grade interaction were not significant. Thus the effect of 

multilingual education programme seems to be uniform across the grades and significant in 

respect of children's achievement in mathematics.  

In T6 and T7, the effect of school type on children‟s achievement in mathematics was also found 

to be significant; T6 (F 1, 366=15.72, p<0.01) and T7(F 1, 356=11.88, p<0.01). In time frame 6 

the performance of the children, in MLE and non-MLE schools both, was consistently increasing 

as the movement towards higher grades was made with a uniform the difference in the 

performance of MLE and non-MLE students on Mathematics measure across the grades.      
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Figure 25: T6 Mathematics Mean Score   Figure 26: T7 Mathematics Mean Score 

 

The pattern of increase in performance levels of students (both, in MLE and non-MLE schools) 

in the higher grades, seen in T6 data, was not confirmed by T7 data (figure 15). However, the 

difference between the performance of the students in MLE and non MLE schools on 

mathematics measure remained uniform (except in 1
st
 Grade) in T7. Thus the effect of 

multilingual education programme seems to be uniform across the grades and significant in 

respect of children‟s achievement in mathematics. It confirmed that learning in mother-tongue 

could lead to better conceptual understanding and comparatively higher performance of the 

students.  

 

Analysis of Environmental Studies (EVS) test scores showed that till T5, in every alternative 

timeframe, the effect of school type on children's achievement was significant; T1(F 1, 

98=11.94, p<0.01), T3(F 1, 208=13.67, p<0.01) and T5 (F 1, 188=7.6, p<0.01). MLE children 

performed significantly better than their counterparts in non-MLE schools. 
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           Figure 27: T1 EVS Mean Score                                                    Figure 28: T5 EVS Mean Score 

                            

The effect of school type on children‟s achievement was also found to be significant in T6 (F 1, 

366=11.09, p<0.01). 

Figure 29: T6 EVS Mean Score 

 

The effect of interaction of school type and grade was not found to be significant till T6 but was 

significant in T7 (F 1, 356=3.53, p<0.05). This show the differences between MLE and non-

MLE schools were uniform across the grades except in T7. In general, analysis of the findings in 

the different timeframes suggested that the MLE program had a significant effect on children's 
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achievement in EVS. However in T2 and T4, the EVS performance differences between MLE 

and non-MLE groups were not found to be significant, although MLE children perform slightly 

better. 

 

Figure 30: T7 EVS School Type X Grade Interaction 

In general, analysis of the findings in the across all the timeframes suggested that the MLE 

program had a significant effect on child‟s achievement in EVS.  

In Metalinguistic ability measure, MLE and non-MLE differences were not significant except 

in T5 and T7. In T5 (F 1, 188=15.89, p<0.01), and in T7 (F 1, 356=14.68, p<0.01), MLE schools 

children performed significantly better than their counterparts non-MLE schools.  

 
Figure 31: T7 Metalinguistic Ability Mean Score 
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Figure 32: T7 Metalinguistic Ability School Type X Grade Interaction 

The effect of interaction of school type and grade was significant in T7 (F 1, 356=3.27, p<0.05). 

This shows the differences between MLE and non-MLE schools were not uniform across the 

grades in T7. 

 

CONSOLIDATED STATISTICAL ANALYSIS FOR THE TWO TIMEFRAMES (T6 and 

T7) – 

The differences in the patterns of mean differences across the states can be partially explained by 

the observation that in Odisha, the supervisor had reported that when the test administrators (who 

were taken from the respective tribal groups and, hence, knew the children's mother tongue) did 

not get any response from the children, they appreciated their difficulty and spoke in their mother 

tongue. Therefore, in T5 assessment, in non- MLE schools all the measures were administered in 

both children's mother tongue as well as in Odia to find out the impact of the language of testing 

on children's performance. In Language proficiency (F 1,168=24.98, p<0.01), Mathematics (F 1, 

168=32.63, p<0.01) and Metalinguistic ability (F 1, 168=37.23, p<0.01) measures, significant 
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difference was found between children's performance when they were tested in mother tongue 

and in Odia. When children were given test in their mother tongue, they performed significantly 

better then when they were tested in Odia. 

                  
Figure 32: T5 Language proficiency Mean Score                           Figure 33: T5 Mathematics Mean Score  
                              (Mother-tongue and Odia)                                                        (Mother-tongue and Odia) 

 
Figure 34: T5 Metalinguistic Mean Score (Mother-tongue and Odia) 

 

The findings across the two states in across the timeframes (T1 to T7) indicated that in both the 

states – Andhra Pradesh and Odisha, the MLE children had better overall performance when all 

the objective measures of achievement were taken together. MANOVA analysis for the state-

specific data over the seven time frames showed clearly that the performance of the MLE 



NMRC PUBLICATION Page 27 

 

children was significantly better than that of their counterparts when all the variables are taken 

together. MANOVA analysis for Andhra and Odisha data also showed that for all the variables 

taken together effects of school type and grade were significant were significant, whereas, the 

school-type(x)grade interaction was significant largely in the case of Andhra Pradesh. 

Subsequently ANOVA generally confirmed the pattern. More specifically, the scores in 

Language Proficiency test for all the grades showed that the MLE children performed better than 

the non-MLE children. The performance of the MLE school children gradually increased in the 

higher grades, whereas the performance of non-MLE school children was not consistent. 

Analysis of Variance (ANOVA) marked a significant difference between MLE and non-MLE 

children. 

In the objective measure of Mathematical ability, MLE children in both the states scored higher 

than their non-MLE counterparts. The difference was significant in case of Andhra Pradesh but 

not in Odisha study. Notably there was a decline of mathematics test performance from Grade 1 

to Grade 2 .T7 data from Odisha showed stagnation in mathematics‟ test performance of students 

who were in Grade 3, Grade 4 and Grade 5 of both MLE and non-MLE schools. The T7 data 

from Odisha on mathematical ability measure even marked a decline in students‟ performance 

(in both MLE and non-MLE schools) when compared to their performance in T6. It could be due 

to the reason that the basic mathematical notions exposed to the children in lower grades (mainly 

in grade 1 and grade 2) were seemed to be rooted in children‟s experience and their cultural 

understanding of mathematical activities. However, in the higher grades, a decalage was seen 

between the school mathematical concepts and familiar cultural notions of children. The 

demands of school mathematics perhaps prove to be something that the children cannot cope 

with given our limited pedagogical practices.  

In the measure of achievement in Environmental Studies (EVS) MLE children performed better 

than the non-MLE school children in all the grades and also across the states. As in the 

mathematics measure, the level of performance, in some cases, dropped in higher grades in both 

MLE and non-MLE schools in Odisha. However, MLE school children‟s performance was 

significantly better than the non-MLE school children in the Andhra Pradesh study. Similarly, 
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the main effect of grade and the grade (x) school-type interaction were found to be significant for 

EVS scores in Andhra Pradesh only. 

In Metalinguistic ability test MLE school children performed better than the non-MLE school 

children. Though, Grade 5 non-MLE students in Odisha performed better than their MLE 

counterparts in Metalinguistic ability test. ANOVA of Metalinguistic ability scores showed that 

MLE school children performed significantly better than the children in non-MLE schools. 

However, significance of grade x school type interaction effect suggested that there was no 

uniformity in MLE and non-MLE performance differences across grades. The Odisha data for 

Metalinguistic ability measure showed that MLE children performed better than the non-MLE 

ones in all the grades except in grade 2 for time frames one to five. However, in Odisha, the 

performance of children of Grade 4 and Grade 5 declined in both MLE and non-MLE schools 

and in T6 and T7, when compared with the performance of Grade 3 students. The same pattern 

of performance was noticed for Andhra Pradesh in T6. ANOVA showed that the effect of school 

type was significant for Andhra Pradesh in T6 and T7. However, ANOVA also showed that for 

timeframes one to five the effect of school type was not significant. The grades main effect and 

interaction were also found not to be significant for the first five time frames.  

         

SECTION III -    IMPACT OF MLE IN ANDHRA PRADESH & ODISHA: 

AN ANALYSIS OF CLASSROOM PRACTICES 

This section deals with how MLE as a framework affected attitude of teachers and community 

towards the child‟s mother tongue and cultural context. However, the focus of this section would 

be on the actual dynamics of the classroom processes that could provide an understanding of 

how exactly a child‟s linguistic and cultural tools were being used and for what purpose, along 

with a better insight to the exact nature of students‟ participation and teacher-student interaction, 

remained unexplored at this stage.  
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IMPACT OF MLE ON TEACHER’S ATTITUDE TOWARDS CHILDREN’S MOTHER 

TONGUE AND CULTURAL CONTEXT: 

A formal learning set up in class is largely seen as being constituted of students, a teacher and a 

text. If all are seen as participants engaged in this joint endeavour, then it becomes imperative to 

view a teacher as a subjective being who brings something of her own to the classroom. In fact, 

the role of teacher has also been recognized as being „central‟ in teaching learning process in 

several policy and guiding documents such as the National Curriculum Framework (NCF) 2005 

and others. It logically follows that a teacher‟s attitude and assumptions will play an important 

role in determining or shaping the classroom processes. One of the key objectives of the research 

was therefore to study the impact of MLE on teachers‟ attitude towards child‟s language, culture 

and the aims of education. 

Before examining the impact of MLE on teacher‟s attitude it would be useful to note the 

tribal/non-tribal teacher composition in the schools. All the non-MLE schools across the two 

states barring two non-MLE schools in Hukumpetta (Andhra Pradesh) comprised of 100% non-

tribal teachers. In MLE schools, there was a near 50-50 ratio between tribal and non-tribal 

teachers and tribal teachers teaching early grade students and non-tribal teachers teaching the 

higher grade students. In addition, with the exception of one non-MLE teacher in Araku Valley 

(Andhra Pradesh), none of the non-tribal teachers in either of the two states knew the local tribal 

languages sufficiently to be able to use it in classrooms.  

All the teachers across the school type were familiar with the MLE programmes. For them MLE 

involved teaching tribal children in their mother tongue so that they understand and learn better 

in the schools. The impact of MLE on teacher‟s choice for Medium of Instruction in primary 

school was clear, as can be inferred from the time table below – 
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Table III: Teacher’s Preference for MoI in Primary Schools 

Type of Schools ‘Mother Tongue’ ideal for 

teaching in early years of 

schooling 

Dominant state language 

ideal for teaching in early 

years of schooling 

Not sure 

AP Odisha AP Odisha AP Odisha 

MLE (n = 15) 6 8 0 0 0 1 

Non-MLE (n = 12) 2 6 3 0 0 1 

 

All the MLE teachers interviewed (except one) expressed that mother tongue of the child was 

ideal medium of instruction at the primary level since it would help students relate better to what 

was being taught and also remove any fear and inhibition that they might experience in the 

schools. A Saora MLE teacher from Odisha explained, “if the child is taught in his mother 

tongue, he becomes fearless and he develops a homely feeling at school and does not remain 

absent from the school.” However, the views of teachers teaching in non-MLE schools ranged 

from „mother tongue being the ideal medium‟ to „mother tongue being a hindrance in progress.‟ 

In fact, one of the non-tribal teachers in a non-MLE schools in Andhra Pradesh who was well 

versed in local language emphasised the need to avoid using the same in school – “I have been 

living in this area for the past twenty years, I knew Adivasi Oriya, but if I start teaching the 

children in this language, they will not feel tha necessity to learn Telugu which is important,.... 

even when they find it difficult to understand in Telugu, I don‟t talk to them in Adivasi Oriya. .... 

I instead use pictures and flash cards to make them understand”.  

 

The difference in the attitude of teachers towards the ideal MoI in early years of schooling could 

also be seen as linked to their assumptions regarding the role of mother tongue in facilitating or 

hindering the learning of the dominant language. As can be seen in the table below, while all the 

MLE teachers expressed that use of mother tongue in early years of schooling did not interfere 

with the learning of the second language, the opinion was divided among the non-MLE teachers. 
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Table IV: Teacher’s views on effect of use of MT on second language learning 

Type of Schools Use of MT in early years of 

schooling does not 

interfere with learning of 

second language 

(Telugu/Oriya) 

Use of MT in early years 

of schooling interferes 

with learning of second 

language (Telugu/Oriya) 

Not sure 

AP Odisha AP Odisha AP Odisha 

MLE (n = 15) 6 9 0 0 0 1 

Non-MLE (n = 12) 2 5 3 0 0 2 

 

In case of the non-MLE teachers, the division in opinion appeared to be strongly related to the 

states to which the teachers belonged. While none of the non- MLE teacher in Odisha viewed 

teaching through mother tongue as a hindrance towards the learning of dominant state language, 

majority of the non-MLE teachers in Andhra Pradesh expressed the opposite view – “....the 

tribal children are only exposed to their mother tongue at home. If we do same in the school how 

will they learn Telugu? It is only if we increase their exposure to Telugu in school, will they be 

able to learn it, otherwise it will become difficult for them” (A non-MLE teacher from AP).  

The teachers‟ responses were also observed to be linked to their perception of community‟s 

expectations vis-a-vis language learning (Table V).  

 

 Table V: Notions among teachers regarding parental preference for MoI 

Type of Schools Parents preferred ‘Mother 

Tongue’ to be used as MoI in 

early years of schooling  

Parents preferred 

‘Dominant State Language’ 

to be used as MoI in early 

years of schooling 

Not sure 

AP Odisha AP Odisha AP Odisha 

MLE (n = 15) 3 8 3 0 0 1 

Non-MLE (n = 12) 2 2 3 3 0 2 

 

Interestingly, while the teachers (majority from non-MLE schools) who had expressed 

reservations against the use of MT as MoI or facilitating role of MT in learning the dominant 

state language argued that the parents too wanted their children to be taught in the dominant state 

language. Some of the MLE teachers, who had responded otherwise in favour of MT, also felt 

that the parents preferred the dominant state language as the MoI. The conflicts and tensions that 
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existed in the community with respect with respect to the language used in the school found an 

echo in the responses of the teachers. However, unlike the non-MLE teachers, who used parental 

apprehension as an argument against the use of local language, the MLE teachers appeared more 

convinced about the benefits of using MT. This perhaps helped them experience the tension 

without succumbing to its pressure.  

 

A difference was also observed in the ability of teachers in MLE and non-MLE schools to use 

children‟s cultural resources as pedagogic tool in the class despite both expressing their 

willingness to do so. Teachers in both the type of the schools recognized the importance of 

including a child‟s socio-cultural context in teaching-learning process. However the non-MLE 

schools expressed that since they did not know the local language and were not well versed with 

the local culture, they were unable to include the same. Their use of local examples restricted to 

reference to things found locally (birds, occupational tools, trees etc.). Tribal teachers (in both 

MLE as well as non-MLE schools), because of their shared context, found it easier to draw from 

children‟s narrative, and material everyday contexts.  

They scaffold children‟s learning frequently by using folk songs, dances, riddles and folk stories 

in their classes. The non-tribal teachers who taught in MLE schools shared that they often sought 

help of the tribal teachers to correct to children‟s everyday context while teaching abstract 

academic concepts. Interestingly, most of the non-tribal teachers in non-MLE schools, who 

shared that they understood the importance of local context but were constrained by their lack of 

knowledge, did not seek the help of older children or community members to overcome this gap. 

This difference among non-tribal teachers of MLE and non-MLE schools in translating 

willingness into a more productive process could perhaps be seen as a positive impact of MLE. 

However, even as differences were observed in the MLE and non-MLE school teachers‟ attitude 

towards use of mother tongue and child‟s cultural and everyday context, their understanding of 

basic aims and premises of MLE was found to be the similar. The teachers were unanimous in 

their opinion that the MT be used only as long as the child had not developed sufficient 

competence in the second language. According to both the groups, use of mother tongue was 

directed towards better learning of the second language; so as soon as the child learns to 
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communicate in the second language, the medium of instruction should be the second language. 

Both the group were minimally aware of the actual cognitive, academic and motivational gains 

of a strong multilingual competence. 

 

IMPACT OF MLE ON TEACHING PRACTICES 

The child-centered teaching learning process where the child is viewed as an active learner has 

been one of the central themes of the National Curriculum Framework (NCF) 2005 which has 

also guided the development of the MLE programmes in both Andhra Pradesh and Odisha. The 

use of activities and teaching learning materials was promoted in both the types of schools in the 

two states. However, the quality, nature and the degree of the use of these activities differed 

across the school types in both the states. 

The first major „live‟ experience of difference in MLE and non-MLE schools was in the use of 

language during classroom transactions. While the local tribal languages were used widely in 

MLE schools (exclusively in grades I & II and in declining proportion in grades III) their use 

was found to be absent in six out of eight non-MLE Schools. Some teachers in the two non-MLE 

Schools in the Konda speaking Hukumpetta block were the only ones who, despite Telugu being 

the medium of instruction, used some Konda while interacting with the students. The effect of 

usage versus non-usage of MT was seen in the degree of oral response of the students in the 

class. Students in MLE schools were found to talk considerably more with each other or with the 

teachers during class hours compared to their non-MLE schools counterparts.  

 

The impact of MLE was also evidenced in the choice of pedagogic practice and TLM and also in 

the differential use of the same. Firstly, teachers in non-MLE schools used lecture mode more 

often than the teachers in MLE schools. The inability of the non-MLE teachers to speak in the 

local language was found to considerably limit their ability to initiate and mediate classroom 

discussions. The MLE and non-MLE teachers differed in the ways they used the same activity or 

TLM. The non-MLE teachers were found more likely to demonstrate „how to do an activity‟ as 

opposed to mediating an activity. For example, while using pebbles to teach addition, the non-

MLE teachers often said aloud the operation and then picked up the corresponding quantity of 
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pebbles and arranged them accordingly as part of a demonstrative activity rather than explaining 

the concept and then encouraging the students to do the same. In MLE schools, teachers were 

more likely to use game-based activities which had more space for student-teacher and between-

student interactions to teach similar concepts.  

In non-MLE classrooms, the TLM used included the flash cards or alphabet and number charts. 

These were used for the purpose of „reference‟ when the teacher elt that the students were unable 

to understand a particular word in the dominant language. Materials like blocks or abacus where 

the teacher‟s role was required to be more of a collaborator and guide than of a demonstrator 

were rarely used. On the other hand, in MLE schools, teachers were found to use materials like 

story books, drawing materials and blocks more often in order to engage students and encourage 

more often in order to engage students and encourage more direct students‟ participation in the 

task. The nature and the degree of student participation in MLE and non-MLE schools in 

presented in the table below: 

 

Table VI: Ratings on classroom observation checklist on nature and degree of student participation 

Type of Schools Interaction with 

teachers (Average 

Rating obtained) 

Interaction with other 

students (Average 

Rating obtained) 

Student Enthusiasm 

(Average Rating 

obtained) 

Overall student 

participation 

(Average Rating 

obtained) 

MLE (n = 24) ‘Quite Often’ ‘Sometimes’ ‘Sometimes’ ‘Good’ 

Non-MLE (n = 24) ‘Sometimes’ ‘Not so good’ ‘Sometimes’ ‘Not so good’ 

 

The impact of MLE was visible in the difference in use of local context during classroom 

transactions. The classroom observation data shows that very few references to the local context 

were made by the teachers in non-MLE schools. In the checklist on classroom observations filled 

by the field investigators, the rating ticked most often for „Use of local context/culture‟ was „Not 

so good‟ for non-MLE schools. In teh examples noted for reference to the context, the most 

notable reference was to the local market during maths classes where the teacher posed word 

problems to students usually in the form of “Suppose you are going to the market to buy 

sweets....”. as noted earlier, most of the teachers teaching in non-MLE schools were neither 
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locals, nor tribals. There were seldom any reference made to the local festivals or stories. The 

teachers largely stuck to the examples mentioned in the state textbooks written in state language.  

The majority of MLE classrooms across the two states received the rating of „Good‟ on „use of 

local context in teaching‟. The use of local songs, dances and stories were observed in greater 

frequency in MLE schools in Odisha than in Andhra Pradesh. In Andhra Pradesh, the reference 

to local context was limited to the one printed in the textbooks. In some MLE classrooms in 

Odisha, teachers were seen narrating local stories or asking local riddles which are not part of the 

MLE TLMs or the text books.  

However the use of local everyday practices was limited to „inclusion‟ of local art forms or 

stories in language or EVS classes. Use of everyday and local cultural practices for teaching 

mathematical concepts was very limited.  

Table VII: Use of Local context in classroom transaction 

Item: Use of local context 

in SchoolsType of Schools 

Very Good 

1 

Good 

2 

Not so Good 

3 

Poor 

4 

Very Poor 

5 

MLE (n = 24) - 18 6 - - 

Non-MLE (n = 24) - 8 16 - - 

 

IMPACT OF MLE ON COMMUNITY’S ATTITUDE 

The boundaries demarcating the school and the community are often permeable allowing a 

bidirectional exchange. In fact, the role of community in the development and implementation of 

MLE programme has been widely highlighted in MLE related  documents and reports of both 

Andhra Pradesh and Odisha . An overarching sentiment echoed by the parents across the two 

states and irrespective of the type of school their children went to was regarding the necessity to 

develop competence in the dominant state language. The access to the dominant state languages 

and languages like English and even Hindi was viewed as essential for a better future, in 

particular, better employment opportunities- “They have to know Telugu in market, in streets and 

if they want jobs...” (a parent in Araku valley, Andhra Pradesh). Majority of the parents 

interviewed shared that, one of the most important tasks of the schools was to help children learn 

the dominant state language well so that the prospects for higher education and employment 
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remain high. The community members were also unanimous in their recognition of the 

importance of their recognition of the importance of their mother tongue, but they differed on the 

perceived nature of its importance as well as on the role of school to use and teach it. The 

difference in attitude was found to be related to both school type as well as the state to which the 

community belonged.  

Parents whose children were going to the non-MLE schools and were generally disinterested 

argued strongly in favour o fusing dominant state language as the MoI in schools. While majority 

of the parents whose children were going to non-MLE schools were tribal language was used as 

a medium of teaching, the few who were aware expressed severe apprehensions, such as – “ ... 

maybe they will learn better ( in MLE schools) but what will they do when they go to high 

school? How will they find jobs? Right now, it is difficult, but maybe it is good for future...” (a 

parent in Guma block, Odisha). The parents, whose children were going to MLE schools, had a 

mixed opinion. The preference for MT based teaching was voiced more frequently in Odisha 

than in Andhra Pradesh. The parents whose children were going to MLE schools differed in their 

opinions on whether they supported MT based teaching in principle; they were unanimous in 

accepting that their children liked going to MLE schools as they understood what was taught to 

them. The different articulations vis-a-vis preference for a particular language medium of 

instruction and concern of their child‟s learning can be inferred from the following two 

statements: 

“Our children are liking school, they talk in class and are bright. They will do fine. We also 

learnt Oriya, they will also learn.... I do not worry. I am happy that he goes happily to school” 

(Amother of child who goes to MLE Schools in Guma Block, Odisha) 

“My son is learning well but he speaks very little Oriya. I don‟t know if he will learn it well ever 

in the school”. (Another parent of a child going to MLE School in the same block.) 

Among the parents who argued in favour MT in schools in Odisha, there were a few who, 

besides citing the ease in learning, also expressed that by teaching MT in school their children 

would never forget their language. 

The debates among parents whose children were going to MLE schools were fiercer in Andhra 

Pradesh. Some parents argued that the only way to learn the dominant language better was 
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getting more exposure to it in school – “We speak to Advasi Oriya in our homes, the children 

speak to each other in Adivasi Oriya even in school, if the teachers also start speaking to them in 

Adivasi Oriya, when they will learn Telugu? If teaching Telugu is delayed then they will suffer.” 

Parents who had other older children who had other older children who had gone earlier to non-

MLE schools were able to understand and appreciate the difference in the extent of learning that 

happened in MLE schools better. 

The overriding concern among the parents regarding the need for their children to be well versed 

in the dominant state language and the internal tensions and conflicts that arise from the use of 

MT in schools may be seen as emerging from the larger socio-economic and political context 

where some languages are vested with more political and economic power vis-a-vis other 

languages giving rise to unequal power dynamics. Most of the parents interviewed viewed 

education as something that would help their children achieve perhaps a better social-economics 

mobility as schooling provides them scholastic abilities as well as an access to state language- “If 

he (his son) studies well then he can become anything... he has to be good in Odia so that he 

competes with other Odia students... it is very difficult for people like us to become big, but the 

only possibility lies in education” ( A parent in Odisha). 

CLASSROOMS IN MLE AND NON-MLE SCHOOLS: 

In order to have a better understanding of how MLE and non MLE programmes impacted the 

classroom interactions and the nature and trajectory of conceptual development of the students, 

the data for qualitative analysis in timeframes T7 and T8 focussed on in-depth classroom 

observations. 

One MLE and one non- MLE school were selected in each of the two states among the sixteen 

schools in which the longitudinal study was carried out. Barring the non MLE school in Andhra 

Pradesh which had students from grades I to VII, the remaining three schools were primary 

schools having grades till V. The MLE and non MLE schools in Andhra Pradesh were selected 

from the Araku Valley block (Vishakhapatnam district), while the MLE and non MLE schools in 

Odisha were selected from the Guma block (Gajapati district). The tribal languages spoken 

predominantly in the two blocks are Adivasi Oriya and Saora respectively. The data was 
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collected in the form of video recordings done in Grades III and IV (all subjects) and the 

extensive field notes made by the researcher
1
. The video data were transcribed in the language 

being used in the classroom and thereafter translated to English for further analysis. All the 

transcriptions and field notes were content analysed and certain specific transcriptions that 

offered richer themes were subjected to discourse analysis. The state wise discussion of the 

results and analysis has been presented in the subsequent sections preceded by a short note on the 

structure and arrangement of classrooms in the two states. 

The classrooms in the four schools selected for the purpose of the study while showing within 

school differences, differed considerably across the MLE and non MLE schools. While in case of 

both Andhra Pradesh and Odisha, the non MLE schools selected for the study happened to have 

more number of classrooms as compared to the MLE schools, however with respect to the 

infrastructure inside the classrooms, MLE classrooms tended to be richer in terms of the number 

and variety of charts and also teaching learning materials (TLM). 

The MLE classrooms in both the states had charts and pictures in the dominant state language, 

the local tribal language, Hindi and English. Majority of the charts in the local tribal language 

were handmade and largely comprised of themes such as- alphabet and numbers, stories and 

words. The TLM in these classrooms too included learning materials in both the dominant state 

languages as well as the local tribal language. It included flashcards for numbers, alphabets and 

words, story books, blocks for shapes and sizes, drawing books etc. The TLM in local tribal 

language was observed to be more varied in the MLE School in Odisha. Besides the regular big 

and small books, flashcards and number charts, it included locally developed story books with 

due involvement of community workers, more number of richly illustrated charts, and innovative 

games. It might be added that the wall paintings which had previously been observed in 

abundance in Odisha schools, especially in MLE schools, were found missing this time after the 

order passed in the state that required all school walls to be uniformly repainted in pink. The 

earlier representation of the local culture in form of tribal wear, dance forms and musical 

                                                            
1 It may however be added that since all the schools have fewer number of teachers then the grades, on several 

occasions one found the teachers to be simultaneously engaged with students from more than one grades 



NMRC PUBLICATION Page 39 

 

instruments, was replaced by a thin border on the lower part of the wall nearing the floor that 

depicted Saora art forms. 

Unlike in the non MLE schools across the states where the TLM was found generally locked in 

the store room or classroom cupboards, the TLM in MLE schools, was found to be used more 

frequently. In the MLE school in Odisha it was also observed to be more easily accessible to 

children and therefore more often seen to be used by them. In all the four schools, students 

belonging to more than one grade were found to be seated in one room, due to shortage of 

classrooms as well as the teachers.  

ANALYSIS OF CLASSROOM OBSERVATIONS 

The classroom practices specifically centred on the teaching-learning processes were keenly 

observed to explore the underlying pedagogic structures, the nature of teacher- student 

interaction and the student participation. Emphasis was laid on how teachers attempted to build a 

concept using various tools available them, be it language, TLM or the texts. The analysis of the 

observations discussed above led to the emergence of following themes: 

I. Analysis of the “Act of Communication”: The communication patterns in the classroom 

were analysed to gain an insight into the levels and natures of student participation and student-

teacher interactions. The differences between the MLE and the non MLE schools vis-a-vis levels 

of student participation were observed to be significant. While the students in non MLE schools 

across the two states remained largely silent and spoke only when directed to, the scenario was 

considerably different in MLE schools. The students were found to speak more often and the 

nature of their speech also slightly differed. While the students in MLE schools, as in case of 

students in non MLE schools, usually spoke when asked a question, there were instances where 

they were observed to speak or act even when there was no clear direction from the teacher. For 

example, in an EVS class in an MLE school, where the teacher was discussing the national 

symbols and began to talk about peacock, a child in the class quickly opened his bag to take out a 
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peacock feather and showed it smilingly to the class (D3, C III, MLE school, AP)
2
. In case of 

verbal responses, the responses of MLE students were found to be comparatively more frequent 

and slightly more elaborative as compared to the non MLE students whose responses tended to 

be either monosyllabic or lengthy only in case of repetition. The students in MLE schools also 

were seen to be discussing their work with their classmates more often than students in non MLE 

schools. The impact of using child‟s home language on the degree and nature of students‟ 

participation had been clearly brought in the first phase of the longitudinal study (See, Panda, et 

al. 2011; 11-12). However despite these differences, there were several uniform patterns of 

interactions which were also observed in MLE and non MLE schools.  

A major similarity in the student participation and teacher-student interaction was the centrality 

of teacher in the communication. In all the classrooms observed, the teacher was found to be in a 

central and a directional role. An image common across classrooms was of a teacher standing 

either next to the blackboard or in the centre and speaking to children holding a text or a TLM in 

hand. It may be added that none of the classrooms observed were found to form an exception to 

this norm. An excerpt each from an MLE and a non MLE classroom has been presented below to 

illustrate the nature of student- teacher interaction in the classrooms. 

The first excerpt is from a MLE classroom in Andhra Pradesh  

              Excerpt I (D2, CIV, T
3

1-8, MLE school, AP): 

1. T: We will discuss about the form of expansions. Do you know what expansions mean? Expansion 

means, like one at units, tens, hundreds, thousands… these places in the form of expansions.  

(Begins writing on the blackboard-56712. On top of 56712, he writes ones, tens, hundreds, 

thousands, ten thousands) (Pointing at 2), It is in the units place so the face value4 is 2, (pointing 

at 1), it is at ten‟s place, so face value is ten, (pointing at 7), it is hundred‟s place, the face value 

is seven hundred (pointing at 6), it is at thousand‟s place, so face value is six thousand (Pointing 

at 5), it is at ten thousand‟s place, so face value is fifty thousand. (Begins writing again- 

                                                            
2 D refers to the Day, the numerical subscript indicates the day number, C stands for class, the Roman number 

subscript indicates the grade).  

3  T1-8 refers to turns 1 to 8 in the actual transcript). 

4 While the teacher was referring to the concept of „place value‟, he consistently referred to is as the „face value‟ 

during the classroom teaching.  
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mentions place values and beneath, one by one re writes the same digits) What is in the units 

place? 

2. S: Two 

3. T: (Writes 2), what is in the ten‟s place? 

4. S: One 

5. T: What is the face value? 

6. S: Ten 

7. T: (writes 10 +), what is in the hundred‟s place? 

8. S: Seven 

The second excerpt is from a non MLE classroom in Andhra Pradesh, where the teacher started 

teaching a lesson on „Colours and Sizes as given in the English textbook.  

             Excerpt II (D2, CIII, T1-21, Non MLE school, AP): 

1. T: The lesson we are going to learn now is Colours and Sizes
5. What? 

2. S: Colours and Sizes  

3. T: Do you know about colours? What is it in Telugu? What do we say in Telugu? (No response). 

(Teacher writes „Colours and Sizes’ on the board). What is the lesson we are going to learn 

now? Colours and? 

4. S: Sizes 

5. T & S: Colours and Sizes  

6. T: Colours  means Rangu (colours in Telugu) and sizes is- big one, small one, like this there are 

differences no? Such differences are called sizes.  

7. S..: teacher (the rest of what he says is slightly inaudible… something about colour of kites) 

8. T: I‟ll say it (addressing the boy who called for the teacher) (Reading from the book)- Red, red, 

red 

9. S: Red, red, red 

10. T: The apples are red 

11. S: The apples are red 

12. T: This lesson has not been taught no? (Confirming with students if she has already taught this to 

them).  

13. S: no.  

14. T: Red, red, red 

15. S: Red, red, red 

16. T: The apples are red 

17. S: The apples are red 

                                                            
5 Since both English and Telugu were used for teaching, the words spoken in English are written „bold‟. 
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18. T: Green, green, green 

19. S: Green, green, green 

20. T: The grasses is green 

21. S: The grasses is green 

 

In the above two excerpts while one can see both the teachers and the students speak almost one 

after another, the nature of interaction is similar. The teacher speaks or reads out, ask students 

questions or makes them repeats. In both cases, the students‟ participation is by way of 

responding to the teacher either by way of answering or by repeating what has been said. Besides 

the excerpts above, there were very few instances of children taking initiatives to talk and these 

instances were found to be restricted to the MLE classrooms.  

It is also important to closely look at the nature of question and answers in order to understand 

what kind of cognitive processes are encouraged through them. Before proceeding with 

discussion of the same, it would be useful look at the following excerpt, from an MLE school for 

a glimpse of the nature of question- answer process that transpires in the classroom. It may be 

noted that the subthemes that follow, while drawing examples from the excerpt below, are based 

on analysis of the all the classroom transcripts.  

In the following excerpt grade III students were being taught a lesson on „Air‟. 

             Excerpt III (D1, CIV, T 1-14 & 25-32, MLE school, AP): 

1. T: Daily do we breathe air or not? (Holding the text book in his hand, standing near the 

blackboard, facing the students) 

2. S: Yes we breathe. 

3. T: We are going to learn the lesson- Air. As we breathe daily, the air is also around us in the 

classroom, at home, near trees, in our pockets and inside the shirts (pointing towards his shirt). 

For example, can you see the leaves on the trees moving? 

4. S: Yes, the leaves move. 

5. T: When the air is too much, the trees may also fall. When we immerse bottle in a bucket of water, 

we see some bubbles come out of the bottle. Likewise, when we blow into the balloon, it also 

consists of air. (The teacher then blows air into a polythene bag.) What can you observe here in 

the bag (pointing at the polythene bag)? 

6. S: Gali (the word for Air in Telugu) 
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7. T: In Oriya we say it Baau (Adivasi Oriya word for air). (He then deflates the polythene). Can 

you observe now? Does it contain anything? 

8. S: There is nothing there. 

9. T: For what all things is the air useful?  

10. S: for everybody 

11. T: For buffaloes, bullocks, cow and every animal, requires air. Do we live without air? 

12. S: We can‟t.  

13. T: So if there is no air we cannot live. Like that the plants and other animals also cannot live. So 

there should necessarily be air to live. What do we breathe with? 

14. S: Nose 

…. 

25. T: So when the firewood is put into the hearth, the firewood burns due to the air. To burn, first 

we use the funnel/pipe to blow the air and put some kind of papers and then shake/swing to 

provide air. The air is blown into the fire and it starts burning. And if you also observe the flag 

unfurled, the flag moves/swings due to air. If the air is not there, the flag will not wave. So what 

we could learn so far? You came to know that man and animals cannot live without air and fire 

does not burn. There is no fear to/of man or animal or anything, but everything gets destroyed. 

(Pointing towards a card) If you see the ordinary balloon, nothing is contained. At first it is like 

normal balloon, and if it is blown and filled with air, the balloon enlarges and becomes big. 

Because of what it enlarges? 

26. S: Because of air 

27. T: When we take a bucket of water (Pointing towards a picture), and immerse a bottle into the 

bucket, what can you observe? 

28. S: Bubbles of air. 

29. T: Like this the bubbles come out. (Turning to the backside of the card in his hand) Here are 

some projects/tasks to be done with help of your elders. (pointing towards another card) when 

the air is blown through the mouth, it becomes big. Here also some questions are given and you 

ask your grandfather and know from them. See this paper (Pointing towards another card), 

when it is cut and folded and pinned with all-pin, it rotates swiftly. Once we have done that in 

your class. Why is it happening? Do you know? 

30. S: Due to air it happens like that. 

31. T: As much as the air is blown, that much swiftly it rotates. (Pointing towards another picture 

that has a man closing his nose) He is closing his nose and breathing. How far can he stay 

without breathing? Till as much as some air is still there to live. Then he will be dying. So 

without air we cannot stay for long time and we die. So, from this we came to know that without 

air we all die. (Pointing again towards a picture depicting 3 candles of varying lengths) When 
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the candle is lit and covered with a tumbler or a glass, the candle in the big tumbler lights for a 

long time because the air content in the tumbler makes it glow for a long time. As soon as the 

air is finished, it blows out. The small candle has little air in its tumbler, so it blows off soon. 

Because of the small size of the tumbler, not much air is contained in it, and soon it blows out. 

When a balloon is also blown and kept in a bucket of water, small bubbles come out of the 

water in the shape of small small eggs, because of the air present in the balloon. Children can 

you live without air (points at 2 separate children- you, and you)  

32. s3: I can‟t 

33. s2: I can‟t. 

The excerpt presented above is a useful illustration of the nature of questions asked by the 

teachers and reflects the underlying cognitive processes they aim to stimulate. The subthemes 

emerging from the analysis of communication patterns in the MLE and non MLE classrooms 

have been discussed below.  

Posing questions that fail to stimulate:  As mentioned earlier, in majority of the MLE and non 

MLE classrooms, the most frequent form of student teacher interaction was observed to be by the 

way of questions. The excerpt above demonstrates how even reading out of a text is interspersed 

with regular questions. In instance, in turns 1 to 14, the teacher consistently poses one question 

after another to the students, however the nature of majority of the questions at the most appears 

to be directed at students‟ observational skills, for example, “can you see the leaves on the trees 

moving?” (T3), “can you observe now? Does it contain anything?” (T7), or questions that require 

no elaborations or specific details, such as, “Daily do we breathe air or not?” (T1), “Do we live 

without air?” (T11). Considering that the students to whom these questions are being posed are in 

grade IV, also puts to question the age appropriateness of the questions. The questions require no 

detailing or analysis. Even the questions requiring observational skills of the students do not 

demand from them keen observation or alert attention. In turns 25-31, where the teacher has 

moved from initial introduction of the chapter to the more applied part of the concept, it can be 

seen that the pattern of the questions remains same. The questions either require mere repetition, 

casual observation or a generalized, basic response. For example, “Children can you live without 

air?” (T 31), or, “When we take a bucket of water (Pointing towards a picture), and immerse a 

bottle into the bucket, what can you observe” (T27). On instances where more stimulating 

questions have been posed, the teacher either rushes to answer himself, without giving students 
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anytime to think or receives the first instant response that the students offer without prompting 

them to develop it further or developing it for them. For example, in T25, even as the teacher asks 

the students “so what we could learn so far”? He proceeds to immediately answer the question 

himself, without giving students the chance to share either their understandings or their doubts. A 

possibility to enable them to recall and think about what they have learnt or an opportunity to 

help them with what they have not been able to learn is missed. In T29-31, it can be seen how 

another opportunity to nuance the students existing understanding or to engage with the same is 

missed when after asking the students how a paper that is cut and folded with pin, rotates, the 

teacher fails to link the concepts of air and wind. The observations inferred from the excerpts 

above were seen to be reflected in other classrooms as well where the teachers failed to pose 

inspiring questions to students and build from the responses offered by the students to take their 

developing understandings to newer levels. The only classes where students were found to 

ponder on questions posed were the mathematics classes, where the teachers often wrote 

numerical or word problems on board and asked the students to solve them. Even in these cases, 

the students were never asked to elaborate on their thinking processes or explain why they had 

solved certain problems in a given way. The teachers only adjudged the answers „right‟ or 

„wrong‟.  

Closing of spaces that encourage engagement and discussion: In both the MLE and the non 

MLE classrooms observed across the two states, the classroom discourse was found to be more 

often a unidirectional discourse with inputs primarily from the teacher. In the MLE classroom in 

Odisha, this linearity was slightly disrupted due to the attempts of teacher to simultaneously 

engage with more than one grades at a time, however, even as she moved between groups and 

shifted the content of her talk with the changing group, the discourse vis-à-vis a particular group 

remained essentially flowing from the teacher to the student. It is important to note that even 

though most teachers were found to generously use questions as they shifted from one sentence 

to another, the question-answer interaction pattern was not allowed to become a sustained bi or 

multidirectional engagement, where either the teacher or the other students develop or contradict 

each others‟ ideas and move towards some shared constructions or understandings. In most 

cases, with exception of Mathematics classes where the teachers did some time talk about the 
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responses, the teachers rarely engaged with the students‟ responses. The following excerpt from 

an EVS class in an MLE school in Andhra Pradesh, provides a useful illustration of the point.  

                        Excerpt IV (D3, CIII, T179-194, 251-253, MLE school, AP): 

179. T: Only birds can fly. That is, then tell me some birds names that fly. 

180. s..:Parrot 

181. T: aan? 

182. S: Parrot 

183. T: Parrot, (writes parrot and looks back) 

184. S: owl 

185. T: what? 

186. S: Owl 

187. T: Owl (Writes owl and turns back) 

188. S: koel 

189. T: what? 

190. S: Koel 

191. T: Koel (Writes on board and turns back) 

192. S: duck 

193. T: crow (Writes crow), what is this? 

194. S: crow 

                         ... 

251. T: fish (Writes fish on the board). What other animals live in water? 

252. S: duck 

253. T: Duck (writes on the board) what is the animal that lives in the sea? 

 

In the excerpt above, the teacher was taking a class on „land, water and flying animals‟. The 

teacher asked the students to name animals belonging to each of the three categories. However, 

as the students named different animals, teacher‟s response was restricted to repeating the name 

and writing it on the board. The teacher did not attempt to facilitate any further discussion about 

the nature of these three categories of animals. Further, the teacher also failed to use certain 

opportunities to enable a more nuanced understanding among the students. For instance, while 

naming the animals living in the air, as the students were calling out the name of several birds, 

one of the students, said „duck‟ (T192). However, the teacher, who felt that this was not a right 

response, did not take the opportunity to provide any feedback to the student regarding his 

response. He did not even ask the student, why the student felt that duck was an example of a 

flying animal. Rather he ignored the response and went on to name a bird „crow‟ (T193) himself. 

Later, while naming the animals who live in water, a student names duck and this time the 
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teacher repeats, signalling that this is a correct response and writes it on the blackboard. 

However, even at this stage, he does not discuss with students as to why duck should be 

classified as an animal living in water rather than one that flies. The pattern of interaction 

between the teachers and the students remained undisturbed as the teacher did not engage with 

what is received from the students. In the above mentioned excerpts and most other classroom 

observations across the MLE and non MLE schools, there were little attempts on behalf of the 

teacher to place the concepts discussed in class in a larger context of everyday life. Similarly  

The excerpt below from classroom observations in a MLE school in Odisha, provides a useful 

illustration of this point.  

                  Excerpt V (D2, CIV, T1-13, MLE school, Odisha).  

1. T-  Now we shall learn mathematics, shall we? Bambudu, should we learn mathematics? 

(Moves to the blackboard and cleans the blackboard). Now we shall learn subtraction. (Picks 

up two bundles of sticks and shows the sticks to the students) how many sticks am I holding 

in my hand? 

2. S- Twenty 

3. T- I have twenty sticks in my hand. We shall divide these twenty sticks (action) Bamudu I am 

giving you five sticks out of twenty. 

4. s- yes 

5. T- After giving five sticks to Bamudu how many do I have left in my hand?  

6. S- 15 sticks are left 

7. T- Janari stand up! I am giving Janari 2 sticks out of twenty. How many do I have left now? 

(Gives two sticks to Janari) 

8. S- 18 sticks are left (in chorus) 

9. T- What is this? 

10. S- subtraction 

11. T- What do you call this? 

12. S- subtraction 

13. T- How many sticks should I give Janari and Yunic (gives 8 sticks to yunic). I am giving 8 

sticks to Yunic. How many sticks do I have left? 
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In the excerpt presented above, it can be seen that even as the teacher constantly put forth 

questions to the students, she rarely engaged with the responses that were provided by the 

students. She did not even provide the students any feedback regarding the correctness of the 

response, rather the students were expected to infer the correctness of the answer from the fact 

that the teacher instantly moved on to another problem. It may also be noted here that in this 

class, the teacher began the lesson saying that they will learn subtraction in that class, however 

given that fact the teacher never discussed the concept of subtraction before assigning problems 

to the students and that the students responded promptly and mostly correctly to all the problems 

presented to them, suggests that the concept had already been discussed before. In both MLE and 

non MLE schools, especially in case of mathematics classes, it was observed that the teachers 

chose to take up only those concepts in the class which they felt that the students were already 

familiar with. The fact the teachers were aware of being observed and subsequently attempted to 

create a positive impression cannot be ignored. However despite this conscious attempt on the 

part of the teachers to create a favourable impression by either selecting an already familiar 

concept or asking students‟ only those questions whose answers they were unlikely to get wrong, 

the underlying pedagogic structures could be inferred from the how even the discourses around 

familiar concepts were constructed.  

Unidirectional and flattened classroom discourse: As can be inferred from most of the 

excerpts presented above, the classroom discourse appears largely unidirectional, with the flow 

of information being directed from the text to the teacher, who then passes it on to the students. 

This unidirectionality can be seen in almost all the excerpts presented above where either the 

teacher is seen as reading out the text to the students or engaged in a one way communication. 

This unidirectionality is maintained even when the students do speak by way of response, given 

that for any kind of reciprocity to be established it is important that the teacher is also seen as 

receiving what the students have to offer. This is particularly evident in excerpts III, IV and V, 

where the teachers neither choose to build on the students‟ response nor provide them with a 

feedback. A mere repetition of the student‟s response is to be understood as confirmation of its 

correctness. However a possibility for the emergence of a dialogue is thwarted when the 

response of the student is not met with any response that could encourage reflection. This 
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phenomenon while observed in both MLE as well as non MLE schools, was considerably more 

visible in the non MLE schools. Since the use of activity based learning was more in MLE 

schools, especially the MLE schools of Odisha, instances were observed where the teacher. 

There were no instances of student-teacher or teacher mediated group discussions observed in 

any of the schools visited.  

In keeping with the linearity of the classroom discourse, no back and forth movement could be 

seen between concepts. For instance, in a class on „place values‟ the teacher began by talking 

about expanded notations, gave students a few problems on ascertaining place values of digits 

in a given number, then did two word problems on the board involving additions, followed up 

by talking about „rupees‟ and some addition problems involving rupees. However even as the 

addition of two-three digit numbers involved an understanding of the place values, the teachers 

shifted from expanded notations to place value to word problems on addition, without 

explaining to students how the three were related or why were they being taken up in the same 

class. In a given class also, different tasks assumed insularity from one another. The classroom 

discourses also appeared flattened since any space for multiplicity was reduced to what could be 

included in the text. Multiplicity by way of allowing space for children to talk about their 

worlds remained unexplored. For example, in one of the non MLE schools, a teacher taught a 

lesson on festivals, almost arranging the festivals in an order of calendar dictated chronology 

and creating a semblance of neatness and orderliness in the discourse. The following excerpt 

would help elucidate the point: 

Excerpt VI (D3, CIV, T1-14, 31-39 & 43-48, Non MLE school, AP) 

1. T: (Writes „Andhra Pradesh‟s Culture‟ in Telugu on board). We are going to learn about 

Andhra Pradesh culture (holding the grade III EVS book in hand). 

2. S: Andhra Pradesh‟s culture 

3. T: What are the festivals we celebrate? (Pointing at one girl sitting in front) You say? 

4. s : Christmas, Sankranti… (very softly, hardly audible) 

5. T: Say loudly 

6. s : (silent) 

7. T: Shankar you say what are the festivals 

8. s :Christmas, Ugadi, Dusshera  

9. T: We celebrate so many festivals you know. In Andhra Pradesh we celebrate so many 

festivals. For example, Christmas. Whose festival is that? Christians, isn‟t it? Sankranti? For 
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Hindus. Ramzan? Muslims. We celebrate all kinds of religious festivals. Through this what 

do we know? Good values, communal harmony, service nature and the habits of these. There 

are few very important festivals. Those are- listen carefully, I‟ll ask you questions- Ugadi, 

What? 

10. S: Ugadi 

11. T: Shri Ram Navmi. What? 

12. S: Shri Ram Navmi 

13. T: Moharram. What? 

14. S: Moharram 

…. 

31. T: What are the clothes that we wear during festivals? 

32. S: New clothes   

33. T: What do we cook at home on that day (pointing towards a boy)? 

34. S: Sweets 

35. T: Sweets, sit down. 

36. T: You stand up and say about festivals. Do you know anything about festivals? Who will 

come on that festival? Say (pointing another boy). 

37. S: (quiet) 

38. T: Who will come? Say (child stands quiet). Sit down. Your friends and other people will 

come to your house during festivals. During festivals what we do? That means we do 

„poojas‟ (worship) and get worship materials. During Christmas, Christians will go to 

church.  

… 

43. T: Respectfully like that-our ancestors observed our festivals. They observed and it became 

our culture. So then Christians, Hindus, Muslims and all types of religions together living in 

communal harmony is called culture. What we call it? 

44. S: Culture 

45. T & S: It is culture  

46. T: Every race has its own culture. What do they have? 

47. S: Culture 

48. T: Hey (pointing at a student who was not paying attention)… Ours is a special culture. 

What? Ours is a special culture (students murmur softly along with her). What shall we do to 

this culture? Without the differences of religions- „You Christian‟, „you Hindu‟, „You 

Muslims‟, or „we big ones‟, „you small ones‟, „we are great‟ „you are very small‟… we 

should not say all this. We should be like all born in one mother‟s womb and live united. 

Those differences like caste, religion-we should not have.… We should be bound to this 

culture. What should we do? United, we should respect one‟s and other‟s religions with love 

and affection and live together.  

In the excerpt above, while the some of the earlier mentioned themes such as non stimulating 

questions, unidirectionality if discourse and the failure to open spaces for discussion and further 

engagement find resonance, it can also be seen how a complex narrative comprising an inherent 

multiplicity in the nature of content is reduced to a flattened, neat and orderly narrative. 
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Concepts like culture, harmony, diversity appear to get reduced to non disturbed and well etched 

categories. The plurality of experiences that the students may be holding with respect to these 

festivals is also not given any space. For example, the fact that people wear new clothes and 

cook sweets on festivals seems to carry no plurality in terms of the different kinds that may be 

possible. Also in the linearity and neatness of such discourses, the teacher even as he names 

festivals like Moharram and Good Friday, fails to convey the departure these festivals convey 

considering that they carry a theme different from the usual themes of happiness associated with 

other festivals. In such linear and flattened discourses that are more common in non MLE 

schools, it can be seen how a artificial neatness is imposed on a not so neat world in which the 

child resides.  

Nature of discourses built around activities in classroom: Post the guidelines laid out by the 

National Curriculum Framework (NCF) 2005, the use of activities has assumed much 

significance in classroom teaching-learning processes. In both MLE and non MLE schools, 

teachers were observed to use activities as part of the classroom teaching process. The use of 

activities was however significantly higher in MLE schools. In the classroom observations done 

in all four schools, use of activities was found to be most frequent in the MLE school in Odisha, 

followed by MLE school in Andhra Pradesh and to a significantly lesser degree, in non MLE 

school in Odisha. No use of activity was observed in the non MLE School in Andhra Pradesh.  

The nature of activity use also differed across schools. For instance, in the lone activity 

observed in the non MLE School in Odisha, the children were made to sing a poem, followed 

by a picture identification task which required the children to identify the birds and animals 

mentioned in the poem. In the MLE schools, use of activities was not only more frequent, but 

also more varied. For instance, the nature of activities used in MLE school in Andhra Pradesh 

included- making patterns from ink blots, role enactment,  and using sticks to practice division. 

The activities observed in the MLE School in Odisha included- a game which was designed to 

test children‟s knowledge of names of birds, vegetables, fruits, etc., using stones for the purpose 

of addition and subtraction, drawings, and singing. However, even as the degree of emphasis on 

activities was observed to be higher in MLE schools, the nature of discourses permitted by the 
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use of activities remained similar across schools. The following excerpts will help elucidate the 

point: 

Excerpt VII (D3, C III, MLE school, AP)
 6

: 

The teacher read out a line on how when one divided objects similar or dissimilar looking 

patterns were created. The teacher having read out the line, closed the book and kept it on a table. 

He walked towards the brick shelf on the front right hand corner of the room, took a blank sheet 

of paper and came back to the position in which he had originally been standing. He took out a 

pen and dropped a few ink drops on the paper and folded the paper. He then opened the paper to 

show the pattern crated. He then asked the students to tear a sheet from their notebooks. The 

children did as asked. He went to them one by one and dropped a few drops of ink on each of the 

sheets and then came back to the front and asked the children to fold the sheets. Once all the 

children folded the sheets as demonstrated, he instructed them to open the paper and see the 

pattern. The children did as instructed. Soon after, he kept the paper on the table, picked up the 

book, opened the page he had been reading from and resumed reading the text. (Researcher‟s 

observation notes, 2011). 

Excerpt VIII (D2, C III&IV, T23-, MLE school, Odisha)
7
: 

22. T: Leena (calling out the name of girl), vegetable. 

23. Leena: (Thinks for a minute)… (pause). 

24. T: Say Leena. 

25. Leena: Lemon 

26. T: No. Now you come in middle 

                                                            
6 The excerpt has been taken from observational notes in an MLE classroom in Andhra Pradesh. The teacher was 

reading out a chapter on the concept of division.  

7 The excerpt has been taken from the transcribed notes of a video recording of an MLE classroom in Odisha. The 

teacher on entering the class noticed that only a few students had come to class and so she grouped the grades III 

and IV students together and made them play a game which involved students moving around in a circle singing a 

song. The teacher stood in the centre, singing the song with the students. In middle she would call the name of a 

student and name a category, for instance fruit. The student, whose name had been called out, would have to name a 

fruit. If the student named correctly, the game would continue, else, he/she would be required to take the centre 

position and would call out the names of other students and pose a category before them. If the student named, 

answers correctly, the student who had called out, remains in the centre, while other students continue to move in a 

circle around him/her, and if the answer is wrong, the student who was in the centre goes back to the bigger circle 

joining others and the student who had erred replaces him/her at the centre. During the game both Odia and Saora 

were used by the students and the teacher.  
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(Leena, comes to the centre and now Leena, calls out names of other students and asks 

them to name the categories and the game continues. After the game is over, the students 

are asked to sit down and a lesson on „Addition‟ follows).  

In the excerpts VII and VIII presented above, it can be seen that while activities are used in the 

class, an explication of what connects to them the concept being taught remains missing. In 

excerpt VII, the activity of creating symmetrical ink blot patterns on blanks sheets of paper 

remains non-integrated to the text since the teacher makes no reference to the activity, once the 

activity is finished. There is no discussion on the kind of patterns produced, or whether or not 

students are able to recognize the symmetry in the patterns produced. The exercise gets reduced 

to a ritualistic task that needs to be performed only because the text from which the teacher had 

been reading mentioned that teacher should do this task with the students. The ritualistic 

performance of the task could also be seen as having an adverse impact on the enthusiasm of the 

students who initially looked interested seeing the ink patterns, but lost interest when there was 

no space created for them to even be able to show each other the patterns created on their 

sheets.  

Excerpt VIII allows one to see that even a non ritualistic or an enjoyable activity in itself may 

not be sufficient for developing conceptual clarity if adequate space for reflecting upon it is not 

created. For instance, when a girl erroneously named lemon as a vegetable, there was no attempt 

by the teacher during or after the game to discuss why lemon was a fruit and not a vegetable. A 

wrong response could have provided an opportunity for an elaborate discussion on the concepts 

of fruits and vegetables and the various features each has. The game appeared to be aimed at 

merely testing the already acquired information rather than building conceptual understandings. 

Several other use of activities, where a teacher would begin the class by making students recite 

a song and then shift to a lesson without drawing any connections between the two were 

observed.  Use of sticks during mathematics classes was also frequently observed. However on 

most occasions, the activities involved instructions from the teachers regarding the arrangement 

of sticks based on some addition, subtraction or division principles without any follow up 

discussion aimed at reflecting on how the principles were applied.  
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To summarize the points made above, the sub themes emerging from the classroom transactions 

reveal that not only across MLE and non MLE schools, the pedagogy has remained essentially 

text centred, with teacher in a didactic role in a unidirectional relationship with students, the 

transactions are also patterned in a way allowing little cognitive stimulation and scope for meta 

cognitive thinking. In a simple lecture of question-answer format of teaching, the spaces for 

dialogues, discussions, and critical engagement remain limited if not absolutely closed. While 

the use of child‟s home language in MLE classrooms definitely allows for visibly more 

participation of the students, the pattern of classroom interactions and teaching styles do not 

allow this advantage to be transformed into creating an alternative and more critical classroom 

pedagogy.   

II. Each Classroom an Isolated Act: An important theme emerging from the analysis of 

classroom data was that in both MLE and non MLE schools, each class appeared to be an 

isolated act having little or no links with either the past classes in the same subject or classes in 

different subjects. It may be noted that in all the four schools, all the subjects to a given grade 

were usually taught by a single teacher. The only exception was the non MLE School in Andhra 

Pradesh, where there was some subject wise distribution of the teachers in the upper primary 

grades. An important implication of this fact is that if the same teacher teaches all subjects to a 

given grade, there is a considerable opportunity to establish links not only between concepts 

within a given subject but also between subjects. However, in all the classes observed, it was 

seen that the teachers never started a class by referring to the preceding same subject class or 

drawing from any other subject class explicitly during the course of teaching. In all MLE and 

non MLE schools the teachers mostly began the class by announcing the concept or the name of 

the lesson which they were to do or in a few instances, by playing a game or singing a song and 

then moving on to lesson to be taught. There was no instance when a day‟s lesson happened to 

be the continuation of a previous one. It was also observed that while the teachers did instruct 

students to do some home work after a lesson was completed; there was no reference to the 

home work in the following class. The assignment of home work therefore, appeared to be 

another of a set of rituals that were practiced without any obvious purpose. Back and forth 

movements between concepts that led to one another was also found to be missing and thereby 
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limiting or rather diminishing the scope of any kind of spiralling during the learning of a 

concept.  

III. Knowledge communities and practices constructed as homogenous entities: In the EVS 

and language classes observed during the study, it was observed that diversity was sought to be 

constructed as summation of several homogenous and non-communicating entities, especially in 

case of non MLE schools. In excerpt VI that included a few transactions in an EVS class on 

festivals, it could be seen how certain complex narratives were reduced to neat and orderly 

categories that had no tensions or conflicts. Such sanitized depictions of communities and 

practices were also observed in several texts in non MLE schools. An excerpt from an English 

class has been presented below to explain the point, where the teacher translates an English 

textbook passage to Telugu. The passage talks about the differences between a village and a 

city. 

Excerpt IX (D2, CIII, T, Non MLE school, AP): 

27. T: In Vizag, many vehicles will be moving, is it not? By moving we observe smoke coming 

out. Because of the drains, waste materials, what happens? Air is polluted. „Cars, factories, 

heaps… gribige, pollute air water here‟ (Reads from the book). What is happening there? 

Cars, big, big factories are there or not? What is there nearby? Kakinadilu (it is the name of 

a place) sugar factory, in that sugar factory, it smells very strongly. There are so many like 

that in towns and cities. So it pollutes the air. In small villages there is no pollution. Then 

Gauri says- „We have many crops, green plants and trees‟ (Reads from the book). „, that 

means- here so many- what are there? Green plants and trees, we have here. Then Gauri 

said- „They keep air fresh and pure‟? (Reads from the book), that means, air and 

environment is good here. Gauri says like that and then Lata says – „We are also planting 

and growing trees in towns and cities‟ (Reads from the book), that means, we have green 

plants and trees in our villages, right? But in cities only one or two trees are found. 

Wherever you see there are drainages and houses are built, so there is no proper air. Gauri 

says- „Even then the life in village is better then is in towns and cities’ (Reads from the 

book). This means, in small small villages, you are having good and better life than in cities, 

that is, Gauri is saying like that.  

 

It can be seen from the excerpt above how the textbook attempts to present a very clean picture 

of a village as compared to the city. However, given the context of the students studying in the 

particular school, most of whom come from extremely lower socio-economic strata and live in 

houses which rarely have a good drainage system, and whose families work on small pieces of 
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land which are drying up because of insufficient ground water, the picture of village painted in 

the textbook tends to differ from the one in which the students actually live. Despite such 

differences, the textbook gives the impression of a villages and cities or as in case of the excerpt 

VI, religious communities and their practices, as homogenous entities that have smooth 

interactions with each other. This theme also leads to another pertinent question regarding the 

content of the text and classroom discourses- „Whose knowledge is it‟? Be it the mention of 

festivals or the comfortable depiction of a village life, the life of tribal child is reflected in 

neither. Neither her festivals nor her difficulties find any mention in the texts and the 

interactions. In MLE schools, where the textbooks were developed in consultation with village 

community and local resource people, the context and systems of knowledge of a given tribal 

community are not rendered as invisible. It may be added none of the teaching learning 

materials available in non MLE schools and a only few TLM in MLE schools drew from the 

local knowledge systems. In fact among the MLE schools, it was the only the Odisha MLE 

school, where the teachers had attempted to innovatively design TLM that drew from the child‟s 

context. However given the time constraints posed on most MLE teachers considering most 

schools are single or two teacher schools, teachers despite having more context sensitive texts, 

found it difficult to build more links between the classroom and the world of the student outside 

the classroom.   

V. No difference between language and EVS pedagogy:  In the several excerpts taken from 

the language and EVS classes, it can been seen that they appear similar in content and approach 

of teaching. The teacher announces to the students the concept or the name of the chapter, reads 

out from the textbook, asks the students to repeat as he/she reads and ends the class once the 

entire text has been read out. For example, excerpts II and IV appear quite similar in terms of 

the approach adopted by the teacher. The teacher reads a lin, and then either expects the 

children to repeat the line or asks a question that is based children‟s existing information of their 

surroundings. While in the excerpt IV, where the theme of the EVS class is „types of animals, 

one can expect that the emphasis would be more on information pertaining to various types of 

animals; in excerpt II, which has been taken from an English class, the emphasis may be 

expected to be more on the children being able to use the words taught to express themselves in 
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English. However, it can be seen that no effort is made by the teacher to ascertain that the 

children are able to use the words in different sentences or to express themselves. While talking 

about sizes and colours, the teacher too lets herself be confined to only those colours and sizes 

which have been mentioned in the text. She then proceeds to reading out a poem, however no 

efforts are made to explain the meaning of the poem to the students. The same style of teaching 

was observed in both MLE and non MLE schools even in the case of first and second 

languages. Even while teaching Telugu, Odia, Saora or Adivasi Oriya, the teachers would read 

out the text and focus on the content of the text and the information contained in it. The 

questions posed at the end of language classes were aimed more at testing if the students had 

learnt the information present in the text, rather than seeing if the student is able to use the 

language correctly and aptly for expression.  

However given the time constraints posed on most MLE teachers considering most schools are 

single or two teacher schools, teachers despite having more context sensitive texts, find it 

difficult to build more links between the classroom and the world of the student outside the 

classroom.   

VI. Lack of conceptual clarity among the teachers: Lack of conceptual clarity emerged as a 

dominant theme across the two types of schools and the two states. On several occasions, 

teachers were observed to lacking conceptual clarity in the subjects they were teaching. This 

lack of subject understanding was most significant in English and Mathematics classes. None of 

the teachers in the four schools, who taught English to students, were found to be able to use 

English even for the purpose of communication with the researcher. The English classes were 

therefore reduced to an exercise of ritualistic parroting of a few rhymes and numerous erroneous 

translations by the teachers while explaining the English text in tribal or the dominant state 

language. 

Lack of conceptual clarity was also frequently observed in mathematics classrooms. Teachers 

from both MLE and non MLE school rarely entered conceptual level talk with the students 

regarding various mathematics principles. Instead, most teachers began by demonstrating some 

problems on the board and then asking students to follow the same procedure to solve more 
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problems. Several conceptual errors such noted such as, one of the teachers in a MLE school 

consistently used „face value‟ and „place value‟ interchangeably while teaching „place values‟. 

Another teacher in an MLE school, while teaching the concept of „even and odd‟ numbers 

stated, “Whenever there are twos, threes, fours, fives and it (the number) can be equally shared 

with all and there is no remainder, it is an even number and if there is one or two or three 

remaining, it is an odd number” (D1, CIV, T 82, MLE school, AP). In fact, even as he used an 

activity method approach to explain the concept, his own lack of clarity reflected in how he 

talked about the children‟s performance in the activity (see the Excerpt below).  

     Excerpt X (D1, CIV, T 58-68, MLE school, AP): 

58. T: You will share the sticks now. (Writes 17 on the board) Here is seventeen. You have to 

share this between five groups (writes 5 on the board). (The child begins to group). You 

share with five people.  

 

          (The child begins to place the stick one by one in groups of five).  

                       
59. T: How many each child got? Four sticks are shared by how many and three are shared 

by how many? 

60. s2: (Bends forward to see) 2 people get 4 sticks, 3 people get 3 sticks.  

61. T: So what it is? 

62. S: Odd number 

63. T: Odd number. Four how many groups is it left to complete four? 

64. S: three 

65. T: three. For five people, each should get four, but three do not get four each. So what 

number it is? 
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66. S: Odd number 

67. T: Odd number. What is it? 

68. S: Odd number. 

 

In the excerpt above it can be seen how the erroneous understanding of the teacher is reflected in 

his supervision of the activity. Instead of asking the student to see if the number is divisible by 

two, which would mean that the child will try to form as many two stick pairs from the given 

number of sticks and see if any stick is left alone, he instead asked the student to divide the 

seventeen sticks among five students. The student formed arbitrary groups with some groups 

having four and some having three sticks. It is from the unequal distribution of the sticks that the 

teacher helps students infer that the number is odd. However, it may be noted that the given task 

only proved that the 17 was not divisible by 5 and not that it is an odd number. It can thus be 

seen that the student‟s answer is confirmed to be right not by the correct logic but a coincidence. 

Had the number been 15, the student would have successfully distributed 15 sticks equally 

among five groups, perhaps then leading to the conclusion that 15 was an even number!!  

 

Even in subjects like EVS, it could be seen that the teachers lacked subject knowledge when they 

taught students about the culture, festivals and environment.  

Conclusion 

Does children‟s mother tongue matter? Does it affect their scholastic achievement, the way they 

develop their general understanding of the world around them, the way they are educated in 

schools and, more importantly, the way they learn in these institutions of formal education? Does 

participation in MLE programmes change the attitude of teachers towards tribal children and 

their language? Does MLE change parents‟ perceptions and involvement in children education?  

We administered objective measures of school learning in the curricular areas – Language, 

Mathematics and Environmental Studies (EVS) – over the two year period of repeated testing to 

understand how much does mother tongue based MLE contribute to educational outcomes for 

the tribal children. The finer picture that emerged showed some differences across the two states 

– Andhra Pradesh and Odisha and across the five time frames of the study. But the general 
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findings were quite clear. MLE children performed better than their non-MLE counterparts in 

curricular areas of Mathematics, Language and EVS with very few exceptions and, significantly, 

the difference increased over the grades and time frames. The findings in respect of an abstract 

measure of metalinguistic ability were not consistent, although, invariably, this task was found to 

be much easier in MT than in the non-MT schools in Grad I. And, it showed a widening gap 

between MLE and non-MLE children. This trend was much more conspicuous in Mathematics 

than in EVS it is quite obvious that language (MT) makes a different for understanding of school 

mathematics at the later grades. Differences in language were expected; children in non-MLE 

school, with their limited exposure to non-MT language, struggled with Odia or Telugu as the 

medium of classroom teaching and texts, and, not surprisingly their performance in language (of 

schooling) subject remained increasingly poorer compared to the MLE children. In fact, the 

language disadvantage of the non-MLE children was to evident that, in Odisha, failure to elicit 

any response from the younger children prompted our field investigators (who also were native 

speakers of the children‟s MT) to spontaneously switch to MT while administering the tests. This 

sympathetic twist in our „research methodology‟ can explain why we got less clear picture in 

MLE-non-MLE comparison. This realization led to administration of the tests in non-MLE 

children‟s school language and MT (in a methodologically counterbalanced order) in our fifth 

round of testing (T5) in Odisha. It will not surprise anyone that children performed significantly 

better when tested in their MT particularly in language proficiency, Mathematics and 

Metalinguistic ability measures, even when the school teaching was exclusively in Odia. On the 

whole, our quantitative analysis of children‟s performance in different school subjects as well as 

metalinguistic ability, did confirm the expected MT advantage in school learning and 

achievement as well as children‟s general abstract and conceptual understanding. 

The observation and the interview data revealed a mixed picture so far as classroom 

organization, seating arrangements and pedagogic practices are concerned. The MLE model of 

Andhra Pradesh and Odisha, being an early transition model, allowed use of children‟s mother 

tongue as medium of instruction till only class IV limiting the benefits of transfer of conceptual 

and linguistic knowledge from one language to the other. However, the major achievement of 

this programme lies in the use of children‟s language in the classroom by the teachers without 
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any evident prejudices and creation of relatively more expanded zone of proximal development 

among these children. We found an enhanced participation through verbal contribution to the 

classroom discourse by the tribal children, which resulted in the partial decline of one-way 

lecture by the teachers in MLE classrooms. The interubjective spaces between children and the 

teachers in MLE classrooms were relatively more layered creating greater affordances of 

classroom discourses for scaffolding. The teaching in non-MLE classrooms was predominantly 

teacher centric. Our video data clearly shows impenetrable silence of non-MLE classrooms while 

the MLE classrooms were noisy, lively and engaging. The MLE and non-MEL teachers clearly 

differed in their use of activities; the non-MLE teachers tended to favour activities that were 

simply demonstrative whereas MLE teachers were found to use activities that involved active 

participation anda contributions from the students. The MLE teachers were found to be more 

flexible and carried out conceptual talk using children‟s everyday experiences. 

The MLE teachers favoured use of children‟s language as medium of instruction, while non-

MLE teachers had a mixed opinion. The acceptance of MT among the non-MLE teachers in 

Odisha was higher than their Andhra counterparts partly because Odisha already had a discursive 

context for MLE as the state had taken up MLE initiatives along with attitudinal training during 

1996-2000. These earlier activities, built on a continued and sustained debate among the teachers 

and educational administrators, seems to have created a ground for 2006 MLE programme in 

Odisha. 

The MLE teachers in both the states viewed MT as a facilitator and not as a hindrance to second 

language learning. The non-MLE teachers in Andhra Pradesh did not support tribal languages as 

the language of schooling; they feared that this might retard the pace of learning Telugu among 

tribal children. In the case on non-MLE teacher, a strong relationship was found between their 

opinion on the use of children‟s MT and the community‟s views on this. Some MLE teachers in 

Odisha were aware of community apprehensions but did not change their position as they were 

convinced about the multiple affordances of children‟s language so far as classroom learning and 

teaching were concerned. The positive impact of MLE was evident in the fact that non-trible 

teachers teaching higher grades in MLE schools in regional language were sometime seeking 

help from Vidya volunteers for explaining difficult concepts in children‟s language. 
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The non-MLE teachers showed higher preference for flash cards, models and charts for 

classroom demonstration. Often, MLE teachers used interactive materials like storybooks, blocks 

along with flash cards and charts and created more give and take between students and materials. 

Though they did not succeed very well in creating relatively complex intertwined  classroom 

discourse, they did not make use of artifactual knowledge of tribal communities like music, 

dance, art, local number systems etc. more frequently than the non-MLE teachers. This is partly 

because MLE programme was founded on this understanding of the need for use of children‟s 

everyday experiences in classroom.  

An analysis of classroom observation aimed at exploring the teaching-learning practices in MLE 

and non MLE schools revealed both a quantitative as well as a qualitative difference in the 

participation of the students of the two types of schools.  The students of MLE schools were 

observed to participate more often and more enthusiastically as compared to the non MLE 

students. Further, their participation, unlike that of the non MLE students was not restricted to 

monosyllabic or terse responses to questions posed by the teacher. While the nature of teacher-

student interaction was largely found to be in the form of question and answers, there were clear 

instances when MLE students were also found to speak on their own initiative. 

However, despite the differential nature of student participation in the two types of schools, the 

teaching-learning practices were found to vary very little. While a major instance of difference 

was the use of child‟s home language in school in MLE classrooms along with a more 

contextually relevant curriculum, the difference was minimal in the case of teaching-learning 

practices.  Some of the major themes that were observed in both MLE and non MLE schools 

were related to the centrality of the teacher and the largely unidirectional and linear classroom 

discourse. The classroom discourses were marked by flow of information from the teacher to the 

students with little or no attempts to link a given period‟s lesson with lessons taught earlier in the 

same subject or with other academic subjects. The question answer format while on the surface 

appeared to encourage participation of the students, the nature of questions was observed to be 

non-stimulating and relying on children‟s recalling rather than analytic abilities. The teacher‟s 

were rarely seen to be building on children‟s responses or mediating the same to help children 

reach a higher level of psychological functioning. The classroom teaching and the texts were 
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often found to contain a rather flattened and homogenous understanding of the world. The 

conceptual clarity of the teachers was also found to be missing.  

The dominant sentiment of the tribal communities was a pragmatic targeting development of 

children‟s competence in the state language in both the states. However, because of MLE 

experience, many parents were changing their views and were favouring the decision that early 

education should be done in children‟s mother tongue. Parents whose children go to MLE 

schools were considerably more satisfied with their children‟s learning in school though they 

continued to have some anxiety towards late introduction of regional language in this new 

curriculum. 

The difference in the nature of use of wall spaces between MLE and non-MLE schools was 

minimal. The use of wall as a communicative space can in their own ways limit or create 

possibilities. Unimaginative use of wall spaces by the pictures of „national integration‟, „theme 

of nationalism‟, garlanded picture of „Mother India‟ etc. failed to open new channels of 

pedagogic transaction inside the classroom. Absence of any tribal leader, artist or patriot‟s 

pictures raised questions about the non-representation of tribals in the dominant representations 

of socially constructed national identity in the classrooms. Moreover, these paintings being a 

permanent part of classroom walls foreclosed foreclosed possibilities for scaffolding children‟s 

learning and interaction in both the schools. The only positive difference found between MLE 

and non-MLE schools was in the use of language in the charts and other walls hangings. In MLE 

schools, the charts are written in tribal languages whereas in non-MLE schools, the charts used 

in even class I were in regional language. Some of the paintings in the MLE classroom in Odisha 

had tribal themes. 

Clearly, Andhra and Odisha models of MLE are not tests of Cummin‟s theoretical model as, in 

both the states, children where forced to transit to the dominant regional language much before 

they fully acquired the conceptual and theoretical tools and discourses in their mother tongue. 

This was evident in significantly reduced use of children‟s mother tongue in class III. The 

limitations of an early exit programme are many. Empirical research evidence is emphatically in 

favour of a late exit program of MLE. Recent analysis of different forms of transition from MT 

to major language in Ethiopian education (Heugh  & Skutnabb-Kangas, 2010) clearly shows that 
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MTs need to be continued at least for six to eight years in school programmes for better 

academic achievement in school subjects and, quite significantly, also  in English as a major 

international language. The longer a child is allowed to continue with the MT, the better are the 

chances of her success in school learning. It may appear to be counter-intuitive to suggest that 

children‟s MT should be strengthened and continued longer for them to achieve higher levels of 

multilingual competence in different language including major national and international 

languages (such as Odia/Telugu, Hindi and English). But theoretically and empirically, this has 

been shown in several studies to be happening beyond doubt; we know enough by now from the 

theory and practice of bilingual and multilingual education to appreciate why and how is this 

transfer from MT is possible and effective. Apart from enabling successful transfer between 

languages, MTs play a critical role in strengthening children‟s cultural identity and sense of pride 

and self-efficacy (Panda & Mohanty, 2009), which are essential elements of quality education. It 

is time that our teachers, educators and policy makers realize the enabling and empowering roles 

of strong MT development for better education. Our teachers, educators and educational decision 

makers seem to be in a hurry for transition to the regional and major languages. It is time that the 

decisions and passions are informed by compelling evidences from research and practice.  

 


