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EDITORIAL

My reading of the book, 'New World of Indigenous Resistance' 
by Meyer and Maldonado confirms my old fears, especially in 
the wake of neo-liberal onslaught on school education in India 
in last two decades. The tribals and other ethnic and linguistic 
minority communities still live at odds with the social and the 
economic programs of the state. How do these communities 
develop, modernize, and advance without endangering their 
own traditions, knowledge and ways of knowing and their 
communal identity? What will be the forms of their 
resistances against the state-imposed programs that 
undermine their cultural sovereignty, language, and 
traditions? What kind of National Education should be put in 
place so that these communities benefit from it?
As has been witnessed in Odisha, the Government schools had 
already alienated tribal people, languages and cultures. Under 
the new policy of the Right to Free and Compulsory 
Education, 2009, the Public Private Partnership (PPP) is 
feared to be the new face of this predator that will further 
alienate the linguistic minority communities, that too under 
the state patronage. The sudden increase in the pace of 
production of bridge materials by the private partners (flash 
cards with pictures having names written in regional language 
and one of the tribal language, printing of stories and songs in 
tribal languages, developing mindlessly poor quality primers 
in tribal languages etc.) without demanding a new language 
policy and pedagogic framework provides the evidence of 
their timely preparation for capturing the Government funds 
under public private partnership arrangement. 
Gajapati district of Odisha, like most places in the country, 
provides one of the best examples of how in the name of 
professionalization of schools, the market has already started 
alienating the schools (beginning from setting up a school to 
running a school) from the local communities. The rampant 
occupation of the plain lands in the foothills of the Saora areas 
of Gajapati district in last few years (see the land transfer 
documents in the sub-collector's office of Paralakhemundi, 
Odisha) by the rich businessmen from the neighboring state, 
Andhra Pradesh, incessant construction of characterless and 
ecologically inappropriate tall school buildings and mindless 
opening of low cost poor quality English medium schools with 
equally poor quality hostel facilities reveal the tentacles of this 
predator that is growing to capture the Government land, 
money and the agency. The technology and the tools of 
education including teachers are hired from outside. The local 
communities are no longer part of this process partly because 
these schools are built not in the existing villages but in a 
roadside place outside the villages so that children will come 
from different villages and will have no choice but to live in 
the hostels and partly because, the new school arrangements 
are too unfamiliar to the villagers.  The local shops, now 
growing in numbers around the schools, sell coloured 
neckties, plastic water bottles, schools bags, coloured candies, 
audio cassettes etc. A new economic arrangement is replacing 
the old one where the small local shops and the kiosks are no 
longer managed by the tribals but by the non-tribals from the 
urban areas. Rockwell rightly cautions us that, “the current 
economic order globalizes barbarism: it fabricates poverty, 
destroys nature, and militarizes other regions.” If we allow 
the indigenous people's voice in art, music, education and 

literature to get lost, we will probably set 
in an irreversible process of mass 
genocide.
It seems, the Government and the civil 
societies need to re-examine if and in 
what ways the Right to Free and 
Compulsory Education undermines the 
basic tenets of the purportedly anti-
authoritarian philosophy of the National 
Curriculum Framework, 2005? What are 
the tools through which the RTE 
succeeds in undermining this? How will 
this philosophy of resistance become 
part of the general public discourse on 
school education, development and 
wellbeing even in tribal communities?
This issue of Swara presents briefly 
three small but significant efforts in 
different parts of the world that showcase 
people's effort to create vibrant 
community spaces where education of 
their children is discussed and debated 
and new forms of anti-authoritarian 
educational practices are tried out. David 
Hough in the lead article shows how the 
Traditional Ecological Knowledge 
(TEK) can provide an indigenous base of 
a  b o t t o m - u p  p r o c e s s ,  w h e r e  
communities control their own 
education by building their own 
curriculum and teaching methods 
grounded in their histories, customs, 
traditional knowledge and democratic 
practices. In their article on M-TALL 
Akhra, Nag and Kiran show how a 
vibrant discursive community is created 
in Jharkhand in the local Akhra style, 
with the local tribal community 
members, teachers and the concerned 
University, Government and non-
Government officials engaging in a 
debate over the issues related to the 
Mother Tongue based Active Language 
Learning initiatives in primary classes, 
and how this sets in a bottom-up 
approach to school education. Prof. 
Mohanty, in the last article, presents the 
highlights of the first policy document 
on Multilingual Education for the tribal 
children in Odisha wherein the existing 
MLE program of the Government of 
Odisha is critically examined to suggest 
new approaches driven by a renewed 
focus on the local cultural and linguistic 
contexts. In their own ways these articles 
exemplify forms of possible indigenous 
resistance to the deceptively liberal 
initiatives threatening to “globalize 
barbarism” in education.



The Use of Traditional Ecological Knowledge in Indigenous MLE Programs:
Some Personal Reflections

David A. Hough, Shonan Institute of Technology

An example of Traditional Ecological Knowledge, or 
TEK: Abner Tilfas, a master canoe builder from the 
island of Kosrae in Micronesia, talks to a tree before 
asking its permission  and that of the surrounding forest  
to cut the tree down. “I walk around the tree, I touch its 
leaves. I ask, “Are you a hard and strong tree?  Do you 
want to become a canoe?”

Indigenous knowledge systems are by and large 
ecological, while the dominant model of scientific 
knowledge, characterized by reductionism and 
fragmentation, is not equipped to take the complexity 
of interrelationships in nature fully into account. This 
inadequacy becomes most significant in the domain of 
life sciences, which deal with living organisms.

Vandana Shiva, International Forum on 
Globalization (1997: 8)

Some people  particularly those schooled in the Western 
tradition of empirical science  might find the above story 
about Abner Tilfas amusing and see it as just one more 
example of how indigenous peoples are “primitive”, 
“superstitious” and “in need of enlightenment”.  In fact, I 
have told this story to engineering students and 
academics at universities in Japan and North America, 
and their reaction has been, “How can trees talk?”  I have 
also told this story to gatherings of indigenous educators, 
activists and knowledge holders at conferences and 
workshops in India, Nepal and the US, and their reaction 
has been, “Of course! What else would you do?”

I believe stories such as this one about Abner Tilfas 
talking to the trees and asking for permission before 
chopping one down to make a canoe are both 
ecologically sound and scientific  far more so than the 
supposed scientific clear cutting of forests and their 
subsequent replacement by agribusiness plantations, 

dams, mining operations and other ecologically 
degrading projects done in the name of development.  I 
also believe that stories such as these  and, in fact, all 
aspects of TEK  must be privileged in indigenous MLE 
(multilingual education) programs.  Here, education and 
training which is based on universal standards (including 
Education For All), and which claims to hold the key to 
jobs, must be transformed, localized and indigenized.

I come to TEK through indigenous language and culture 
initiatives in Asia and the Pacific. I use TEK to guide 
materials development, instruction and teacher training. It 
embodies what I consider to be the heart of indigenous 
pedagogy  a set of underlying cultural and spiritual values 
which Winona LaDuke (2002), an Anishinaabe 
indigenous scholar, activist and ecologist, describes 
below as coming from generations of careful observation 
in order to care for all our relations:

TEK is the culturally and spiritually based way in which 
indigenous peoples relate to their ecosystems.  This 
knowledge is founded on generations of careful 
observation within an ecosystem of continuous residence 
[and] represents the clearest empirically based system for 
resource management and ecosystem protection. 
…Native societies' knowledge surpasses the scientific 
and social knowledge of the dominant society in its ability 
to provide information and a management style of 
environmental planning. P. 78.

It is no coincidence, for example, that biological, cultural 
and linguistic diversity are interrelated.  All three 
diversities reinforce and are reinforced by TEK. When 
one is threatened, so are the others. And yet, even where 
indigenous lands, cultures and languages are devastated 
by globalization and development, the values that 
underlie TEK remain.  They can still be found in stories 
such as those about talking with the trees, herbal 
medicines and tricksters, to name a few, and can thus help 
to maintain linguistic and cultural survival as well as 
support biologically diverse ecosystems. Those stories  
grounded in communal values, respect, reciprocity and 
caring  have wide application for indigenous MLE 
worldwide. However, there are challenges. I would like to 
talk about two. The first involves the tension between 
Western and indigenous science and ways of knowing.  
The second is about the values which underlie the stories.

Vine Deloria, Jr. (2001), a Standing Rock Sioux and 
probably the leading Native American intellectual of the 

th
20  century, refers to the creative tension necessary to 
reconcile indigenous ways of knowing and being with 
Western science: 

2



The answers that we will receive, when we ask elders and 
when we read recorded accounts of beliefs and practices, 
will often seem strange and many times irreconcilable 
with our scientific knowledge. But we must not use the 
scientific method to determine the truth or falsity of our 
comparison. We must learn to place the difference within 
the tribal context and there reconcile conflicting points of 
view. As [Native American] Indians we know some 
things because we have the cumulative testimony of our 
people. We think we know other things because we are 
taught in school that they are true. The proper transition 
in [Native Amerian] Indian education should be the 
creative tension that occurs when we compare and 
reconcile these two perspectives. P. 86.

Judy Dow (Frink and Dow 2005), an Abenaki knowledge 
holder, expert basketmaker, Native ethno-botanist and 
educator, explains that what she looks for when 
comparing the two perspectives, “is corroboration  not 
validation  of what my ancestors have passed on to me.” 
(p. 51).  Likewise, Waziyatawin Angela Wilson (2005), a 
Native Dakota historian, says, “While most academic 
historians examine oral tradition and look for written 
evidence to validate it, for us, we knew a written story 
actually had merit if we had heard the same stories from 
our elders.” (p.36).

Here, top-down educational benchmark standards 
cannot be used to limit or otherwise compromise TEK. 
Neither can they Disneyfy TEK as something ancient or 
quaint, probably found in museums next to dinosaurs. 
Instead, we must overcome reductionism and academic 
racism by understanding TEK as a scientific, living and 
curative verb.

Mere Kepa (2005), a , Māori activist and educator, 

reflects on rejection in school and academic 
disappointment.  She states, “For some of us, education 
has not been a luxury of preference but one that is badly 
tainted by rejection in school and academic 
disappointment.” (p.8).
Enter the conflict between values relating to indigenous 
education  largely collectivist, cooperative, inclusive, 
intergenerational, and based on charity  vs. Western 
education  predominantly individualized, competitive, 
exclusive, grade-specific and market-driven. By 
imposing mainstream (largely Western) educational 
standards on indigenous students, not only do we deny 
them their own science, we further help to dumb them out 
of the education system and thus exacerbate the 
devaluing and ultimate destruction of their languages 
and cultures.  Likewise, simply translating mainstream 
texts into local languages and calling it MLE will have 
the same result.  

In the context of India, Mahendra Mishra (2009), former 
State Tribal Education Coordinator, Orissa 
Primary Education Programme Authority 
(OPEPA) and present Director of Adibasi 
Sanskruti Gabesana Parishad, writes, “…schools in 
the colonial model have only promoted Education for All, 
where tribal children are underachieved.  This …causes 
serious mental harm to children.” (Personal 
correspondence).

TEK can be part of the answer if it is bottom-up, where 
communities control their own education. By tapping 
into this vital resource, each community can build its own 
curriculum and teaching methodologies based on its 
histories, customs, traditional knowledge and democratic 
traditions (See Hough 2009 for elaboration).  
Communities must also be properly compensated for this 
work (real job creation).

This process must privilege the values associated with 
indigenous ways of knowing and being. Along the way 
there will be many challenges. But with the right values 
there is hope. 
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Cultural and linguistic diversity can easily be termed as 
the two of the most shared defining features of Indian 
states. However, while the fact of cultural diversity still 
gets acknowledged in most state social science 
textbooks, the aspect of linguistic diversity remains 
largely unacknowledged. In such a scenario, the state of 
Jharkhand presents itself as a welcome and a unique 
example where the state government has declared not one 
or two but twelve languages as the official languages of 
the states. The twelve languages include both tribal as 
well as other regional languages. Unfortunately, despite 
the acknowledgment, the cultural and linguistic diversity 
have remained largely excluded from the classroom 
pedagogic processes. 

In a state that has speakers of as many as thirty two 

languages residing in it, a sociolinguistic survey 

conducted by Jharkhand Tribal Welfare Research 

Institute (JTWRI) along with its collaborators revealed 

that only 3% of the textbooks were in the regional 

language. Nearly 97% of textbooks were written in 

Hindi, even though only 3.7% of the people were found to 

be using Hindi as their mother tongue. The non inclusion 

of majority of children's languages in school, especially 

in the case of the children belonging to the more 

marginalized tribal communities, has resulted high drop 

outs of students. Maximum drop outs have been reported 

in grades I and II. The students who still manage to 

remain in schools are left feeling alienated as the school 

and home language mismatch creates severe obstacles in 

the way of concept formation. It was in the light of this 

abysmal situation, accompanied by a strong belief that 

multilingualism was a rich pedagogic tool instead of an 

obstacle to be rooted out that Sarva Siksha Abhiyan, 

Jharkhannd, JTWRI, UNICEF came together to create a 

platform where using children's home languages as 

important starting points, efforts would be made to 

facilitate learning opportunities for all children. The 

other collaborators included, Department of education, 

Department of Social Welfare, Women and Child 

Development, Ranchi University, Nilamber Pitamber 

University, Birsa Agricultural University, Vinoba Bhave 

University, Sidhu Kanho Murhu University, Kolhan 

University, Central University, NGOs, Media 

representatives, teachers, political representatives, 

judiciary representatives and children. Thus was born the 

Mother Tongue based Active Language Learning (M-

TALL) forum or akhra, referred to as M-TALL akhra. 

The 'M-TALL Akhra' initiative in Jharkhand: A Brief Report
 Shivani Nag, Research Scholar, JNU &  Kiran, NMRC, JNU

What is M-TALL Akhra?

Akhra refers to a cultural forum or a platform where 
various activities are discussed in tribal communities. It 
can be visualized as an informal community space where 
several participants come together and discuss with one 
another, several issues that may be of shared importance. 
The mutual interaction that takes place also creates a 
social learning space marked by a recursive 
communication style where participants build on each 
other's dialogic contribution by way of both agreements 
and fierce debates. The M-TALL akhra attempts to 
simulate such a natural social space where experts, 
parents, teachers, community leaders and other 
concerned citizens can come together to regularly discuss 
critical issues pertaining to children's language learning.

The pedagogic basis of the akhra

A perusal of introduction document provided by M-TALL 
reveals that the children are viewed as active agents in the 
process of learning. There is reoccurring concern 
regarding making children's everyday experiences 
relevant in academic discourses. 

The understanding of the child as an active agent and its 
recognition of the need to establish links between the 
school and home knowledge, acknowledges the guiding 
role of the National Curriculum Framework (NCF) 2005 
document.  The key emphases of the M-TALL initiative 
include:

Acknowledgment of child's mother tongue as a 
valuable pedagogic tool not only for concept 
development but also in learning other languages.

Recognition of the importance of pre-school 
learning as the starting point for mother tongue 
based active language learning and learning of 
appropriate school language. Thus, the M-TALL 
initiative has laid emphasis on creating 'enabling' 
language learning environment in the Anganwadi 
centres for laying down of strong conceptual 
foundations. A regular interaction between the 
anganwadi and class I teachers is also encouraged 
to ensure smooth transition of the children from the 
former to the later.

Interestingly while the acknowledgement of the 
importance of mother tongue in learning appropriate 
school language is significant given that the dominant 
pedagogic practices in our country fail to include 
children's home languages in the classroom. The term 
'appropriate school language' remains undefined. The 
lack of clarity regarding what the term conveys is 
significant given that different interpretations of it could 

l

l
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result in markedly different pedagogical practices. The 
understanding that school language is qualitatively 
different from the one used for non academic 
interactions is reflective of the recognition of a 
fundamental difference between the use of language for 
conversational purposes and the use of language for 
engaging in academic discourse or conceptual thinking. 
The resulting pedagogic model is one where the 
emphasis during the initial years of schooling is to build 
a strong base in the home language so that the child can 
subsequently develop linguistic proficiency that is more 
suitable for cognitive academic tasks.

The other interpretation of appropriate school language 
could also be the dominant state language which is used 
as the media of instruction in most schools. Unlike the 
previous interpretation which calls for a strong base in 
mother tongue, this interpretation implies that the aim of 
the pre-school initiatives is to enable the child acquire 
the dominant state language so that the transition from 
pre-school to school be more smooth. The resulting 
pedagogic model in this case would be a 'bridge 
approach', where the mother tongue is used in initial 
years of schooling not for the purpose of making the 
child proficient in it but in order to facilitate and speedup 
the transition to the other language. It is therefore 
important that the operational terms be clearly defined in 
the blueprint or framework documents as they guide the 
shaping of the pedagogic models.

M-TALL initiatives towards 'school language 

readiness’
The basic orientation of the M-TALL akhra programme 
has been to recognize the agency of the child and develop 
linguistically and culturally inclusive pedagogic 
resources and methods that would enable a child to 
acquire the academic language of the school as well as 
other languages based on a strong foundation of the 
mother tongue. In keeping with this framework, the first 
step was to hold discussions with children, their parents, 
teachers and traditional leaders in different parts of the 
state in order to explore various possibilities to address 
the problem faced by the children in early years of 
schooling due to a mismatch between the home and the 
school language. Considering that the earlier efforts in 
the state to develop primers in order to overcome this gap 
had not proved of much help in the schools, the 
following steps were undertaken:

I. Developing Picture Dictionaries
M-TALL akhras initiated discussion on activities 
and content that would be found interesting by 
children and thus be more likely to be used by 
them.

l

l

l

More than 110 socio-linguistic survey 
investigators were oriented for collecting  
children's favourite stories, songs, dance, riddles, 
pictures, toys, games, art and craft, and other 
experiences in 9 tribal and regional languages. 
Around 60 themes based on children's interests in 
different activities were identified and varying 
contents listed under each.

Hundreds of pictures based on the objects 
identified under the different themes were 
collected and were remade as illustrations by local 
tribal artists after an elaborate process ensuring 
accuracy, age appropriateness and contextual 
sensitivity. The children were involved at various 
stages to ensure that the pictures finally shaped 
were 'child friendly' and appealing to them.

The next step involved naming the pictures. Tribal 
language experts from 9 tribal languages were 
involved for the purpose and the pictures were 
named in the tribal language and Hindi. There 
were initial attempts to also include appropriate 
synonyms in English but since English words for 
several contextual figures could not be found, the 
labelling was bilingual. 

A few sample pictures from the resulting bilingual picture 

dictionaries have been presented below:

l

 

Children listen to stories from various sources

 

Common equipment at home
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Children's favorite food items

 

Children's favourite baby animals

Pic I: The pictures above have been taken from

Nagpuri-Hindi bilingual picture dictionary

The picture dictionary that has pictures taken from 
child's context and the same are labelled in the child's 
home language is likely to invite a child's interest. 
However, given the multilingual context of Jharkhand 
where speakers of more than one language are usually 
found in one single classroom, there was an opportunity 
to create a book that was truly multilingual. Also, though 
the M-TALL document acknowledges that children 
enjoy different kinds of activities and has identified 60 
themes, they are finally reduced to a text form where the 
children can engage only by way of seeing and reading.  
A child, who enjoys listening to stories or singing songs 
or dances to local music, may or may not feel similarly 
enthused by seeing only pictorial depictions of the same 
without getting a simultaneous opportunity to engage 
with them. The picture dictionary therefore could also 
have mentioned related activities that teachers and 
students could do together, in order to break the 
monotony of picture text routine.

I. Developing school language readiness package

The state UNICEF has also prepared an Activity Based 
Learning programme called 'Ankur' in 235 government 
schools in 4 districts. The aim is to enable children of 
class I to acquire basic literacy and numeracy skills 
before learning higher order skills. The package has been 

adopted for orientation of all primary school teachers in 
the state. Local learning resources for the same in 9 
languages have been compiled and initiatives are taking 
up to design a package. However the programme 
documents do not elaborate on the nature of resources or 
the proposed design of the activities. Activity based 
learning has received much emphasis in India post NCF 
2005, however, for the purpose of better understanding of 
the intended package it remains to be seen if the designed 
activities are based on a 'constructivist' child centric 
paradigm or a more collaborative model based on the 
concept of mediation. Also, the use of the term 'local 
learning resources', do not by themselves explain if it is 
the local knowledge systems and practices which are 
being referred to or merely locally found artefacts which 
would continue to be used in a ways that are still largely 
non contextual and non discursive. 

II. Initiatives towards an appropriate vocabulary 
and understanding in Science and Mathematics

Acknowledging the relationship between the use of 
child's own language and conceptual development of the 
child in the area of science and mathematics, another M-
TALL initiative addresses the problem faced by the 
children specially in understanding Mathematics and 
Sciences. To establish a connect a between the concepts 
taught in school and the child's everyday life, an initiative 
has been undertaken in collaboration with the partners to 
document local knowledge systems and skills on themes 
such as soil, plants, animals, measuring systems, local 
histories, etc. This is indeed an important area of 
intervention that holds immense promise for bridging the 
gap between home and school by including the child's 
socio-cultural context as an important pedagogic tool.

 Challenges ahead

The initiatives taken under the M-TALL Akhras are 
indeed a welcome change from the dominant pedagogic 
paradigm that fails to include the linguistic and the socio-
cultural context of the child. However given the lack of 
clarity with regards to what is meant by 'appropriate 
school language', and what constitutes a 'good pedagogic 
paradigm', it is difficult to ascertain how the initiatives 
would shape up. A well defined pedagogic paradigm 
should be able to explicate the relationship between a 
teacher and the students and between students and 
students. It should also convey a lucid understanding of 
how a child learns and how the different pedagogic 
resources be used. In order to ensure that the initiatives do 
not meet the same fate as the primers did, detailed 
elaboration of the above is necessary.

Volume 1, Issue 8
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It is therefore also important to document the Akhras 
discourses as without the same the term M-TALL 
appears disconnected from Akhras. A documentation of 
how the materials were developed and how the debates 
and tensions surfaced during decision making would be 
useful in establishing an educational discourse whose 
trajectory and evolution can be traced and used to 
understand how educational aspirations of people are 
transformed, how older pedagogic crisis get replaced 

with new ones and how educational paradigms begin to 
shift by including language and culture of marginalised 
communities in the teaching learning process of the 
school.

(This article is based on the report produced and shared 
by Mr. Binay Pattanayak from UNICEF, Jharkhand with 
NMRC, JNU.)

Volume 1, Issue 8

[NMRC collaborated with the Odisha Primary 
Education Programme Authority (OPEPA) to prepare a 
draft document of policy and implementation guidelines 
for MLE in Odisha. Beside Professor Ajit Mohanty who 
chaired the Drafting Committee, the other members 
were Dr. Basanta Manjari Acharya, Deputy Director, 
OPEPA, Prof. Udaya Nath Dash, Prof. Manmath Nath 
Kundu, Dr. Mahendra Kumar Mishra, Dr. Mohit Mohan 
Mohanty, Dr. Minati Panda, Director, NMRC, and Mr. 
Anil Pradhan. The Final Document has been submitted 
to the Government for further action. With this 
document, Odisha becomes the first state to have a policy 
for multilingual education for the tribal children. Here 
are some highlights of the draft.]

Tribal people constitute 22.13% of Odisha’s population. 
Compared to other social groups, the tribals in Odisha 
have a higher incidence of poverty (52.09%) and lower 
rate of literacy (37.37%) with a wide gender gap 
(51.48% for male and 23.37% for female STs). Rate of 
educational failure and push out for the tribal children is 
also very high. It is estimated that out of 100 children 
joining class 1, only 20 appear the high school 
examination out of whom only 8 pass. Thus, there is a 
huge wastage of 92% in the system of school education 
for the tribal children which is in Odia medium and not in 
children’s mother tongue. Language barrier that these 
children face, taught in a dominant language, is a major 
factor in their educational failure.

The Government of Odisha started a pilot programme of 
multilingual education in 10 tribal languages in the year 
2007. The programme, now implemented in 544 schools 
with 33,555 tribal children from Class 1 to 5, has evolved 
over the years with some changes due to various 
administrative decisions as a result of which tribal MT is 
used now as a medium of teaching till Class III (and as a 
language subject till Class V) although initially MT was 
planned to be used as the medium for 5 years of primary 
schooling. Evaluation of the programme by NCERT 

(2011) and NMRC’s longitudinal study show significant 
positive impact of the programme. In order to suggest a 
stable policy and a set of implementation guidelines to 
make the programme more effective and also to facilitate 
extension of the programme for all tribal children in the 
state, the Drafting Committee was constituted in August 
2012.

With an evidence based analysis of the different models 
of education for linguistic minorities and also the 
problems and issues in implementation of MLE in 
Odisha, the report makes some significant 
recommendations in respect of MLE policy in the state. 
The following are some major policy recommendations:

Ø Continuation and extension of MLE for ALL tribal 
children in a phase-wise manner;

Ø Use of MT as medium of instruction from Class 1 to 5;

Ø Use of Odia as a second language subject from Class 
2 onwards;

Ø Introduction of English as a language subject from 
Class 4;

Ø Possible use of tribal MT as a language subject from 
Class 6;

Ø Extension of the MLE programme to cover 
multilingual classrooms.

The document makes some recommendations for 
effective implementation of the MLE programme in 
Odisha. It suggests special measures for recruitment of 
MLE teachers from among the tribal communities, MLE 
teacher training and capacity building, development of 
textbooks and teaching-learning materials, pedagogic 
strategies for MLE and evaluation and monitoring of the 
programme.

In suggesting that a critically evolved and recommended 
policy needs to be effectively implemented for at least 10 

1
MLE POLICY AND IMPLEMTNATION GUIDELINES FOR ODISHA

Prof. Ajit K. Mohanty, NMRC, JNU
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– 15 years before judging its impact to use it as a basis for 
further formative changes, the report on policy and 
implementation concludes that “feasibility of 
implementing MLE for ALL tribal children cannot just 
be a question of availability of economic resources; it is 
rather a question of political, administrative and 
academic will. Odisha has taken a pioneering step with 
MLE. It must now make it a pioneering movement. The 
question is not whether Odisha can afford MLE; rather it 

is WHETHER ODISHA CAN AFFORD NOT TO 
IMPLEMENT MLE.”

(Endnotes)
1 
The Document “MLE Policy and Implementation 
Guidelines for Odisha” is available in NMRC website 
(www.nmrc-jnu.org). Feedback and suggestions are 
welcome.

l

Collection of data on objective measures of 
performance in language, Mathematic and EVS for 
timeline 6 and 7 was done in Andhra Pradesh and 
Odisha. Detailed classroom observations were made 
in the selected MLE and non-MLE schools, in both 
the states, to develop an understanding of teaching-
learning process and other factors affecting students’ 
performance in MLE and non-MLE school.

l Field visit to States for Status report, monitoring 
& feed back

A draft status report on MLE in the state of Assam has 
been prepared by Dr. MizoProva Borah, Lecturer, 
SCERT (Assam) on the basis of the critical 
information collected through the survey 
questionnaire on MLE planning, implementation and 
monitoring developed by NMRC. The report has 
been finalized.

l Production of MLE Resource Materials

15 early readers each in Saora and Kui language  
have been developed by the team of tribal artists 
working under the supervision of Dr. Minati Panda 

Longitudinal Study
and Mr. Jatin Das.  Dr. Sadhna Naithani provided the 
ethical parameters for developing books using 
community knowledge. These early readers are used 
both in Anganwadi and in regular primary schools for 
enhancement of reading and literacy skill among Saora 
and Kui children.

l

NMRC had organized a Ganit Panchayat in Gajapati 
district of Odisha from April 4-7, 2012 with the 
objective to help the saora tribal community in 
viewing their everyday knowledge as a system of 
knowledge and in relating it with school knowledge. 
around 160 Saora tribal children, parents, 
grandparents and teachers participated in Ganit 
Panchayat. They visited different sites of major Saora 
activities (eg. Bagada cultivation) and artifacts like 
agricultural tools, house designs, Saora art, bamboo 
craft and counting systems and discussed the 
mathematical ideas and principles embedded in these 
activities. On the last day of Ganit Panchayat, the 
school children and the teacher 

Ganit Panchayat

Saora 

discussed the school 
mathematics with the saora parents and adults.

l A joint meeting of Advisory and Steering Committee 
of (NMRC) was held on February 27, 2012. The 
participants in the meeting had expressed an 
immediate need for developing an ethical framework 
for collection, documentation and printing of 
indigenous knowledge. Quality concerns in teacher 
preparation in India were also discussed at length 
along with expanding NMRC’s support to different 
states.

l Ms. Sakshi Manocha, student of ZHCES visited 
University of Western Ontario, Canada with 
Commonwealth Fellowship award, under the 
research collaboration between ZHCES, SSS, JNU 
and UWO on multilingual education. Ms. Sakshi 
visited First Nation Community and schools,  and 
observed Heritage Language Programme in Canada. 

She also presented her work on MLE in conference 
held in UWO, Canada.
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